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TI1e purpose of this thesis is to draw attention to the rele-

vance to the field of education of certain aspects of Existentialist 
, 

philosophy and Humanistic psychology, and more particularly their relevance 

to the development of informaI education. 

An examination of the problem facing contemporary man in terms 

of widespread feelings of anxiety, alienation, loss of identity and 10ss 

of meaning suggests the development of a type of education which will pre

pare individuals to make choices and decisions.for themselves in order to 

cope with what has been referred to as "the death of permanence'" and "the 

existential vacuum." 

TI1e problem suggests the development of an educational system 

emphasizing freedom)self-awareness, choosing and personal responsibility, 

that is, an education stressing indivi~ualism and activism - what might 

_be called on Existentialist education. 

An attempt will be made to show what support may be found in

the history of educational thought in support of existentialist educational 

ideals. 

An examinatton will a1so be made of present schools in order to 

de termine if any educational system at present could be said to be fostering 

the educational ideals suggested by Existentialist phi1osophy and the 

emerging new Humanistic PsYchology. 
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CHAPl'ER ONE: THE· PROBLEM-" 

In Man' s Search For Himself, Rollo May refers to a parable 

by Friedrich Nietzsche concerning & madman who runs into the village 

square shouting "Where is God?" l'he townspeople laugh and deridehim. 

The madm.an then shouts: "Whither ~s God?" 

l shalltell you L WI~ have killed him - you and 
lAoo •• yet how have we do~e this?ooo.Who gave us the 
sponge to wipe auay the whole horizon? What did we " 
do when we unchained th~s earth from its sun?ooo 
Whither do we move now? Away from all suns? Do we 
not fall incessantly? Backward, sideward, forward, 
in all directions? ls i:,here yet any up and down? 
Dô we not err as through an infinite naught? Do we 
not feel the breath of E~mpty space? Has it not become 
colder? ls not night and more night coming on all 
the while?oooGod is deacil God remains dead! •••• and ~..re 
have killed him! •••• Here the madman became silent and 
looked again at his lis~eners: They too remained silent 
and looked at him.Goo'l come too early,' he said then 
oooThis tremendous even~ is still on its way.l 

May states that Nietzsche is not calling for a return to the 

conventional belief in God, but hE~ is pointing out what happens when 

a society loses its center of values. 

The way out, says N~retzsche, is a finding of a 
center of values anew - what he terms 'revaluation' 
or 'transvaluation' of all values. 'Revaluation of 
all values,' he proclaims, 'that is my formula for 
an act of uitimate self··examination by mankindJ The 
upshot is that the valuE~s and goals which providedl a 
unifying center for preyious centuries in the modern 
period no longer are cogent o We have not yet found 
the new center which ~l enable us to choose our goals 
constructively, and thu~ to overcome the painful be
wilderment and anxiety of not knowing which wa:y to mc.we. 2 

10 May, Rolo, Man's Search For Himself, New York, Wo Wo Norton, 
1953, p •. 48 

20 Ibid, po 49 
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This loss of the old beliefs, values and goals, which May 

and numerous other contempora17 writers have described, is a condition 

which modern man faces now and apparently will be facing increasingly 

in the future 0 

Regarding the individual phenomenonological aspect of this 

condition, Albert Camus writes of the moment when ·the "stage sets 

collapse", when a man suddenly questions the routine of daily life 

which carries him along. He suddenly realizes that he is growing 

old and that ail the tomorrows for which he had hoped and planned 

are merely leading him towards deatho Why should he continue? 

Sorne writers including the noted Austrian psychotherapist, 

Viktor Frankl, have described the same phenomenon and have referred 

to i t as the Ifexistential vacuum" 0 

The existential vacuum is a widespread phenomenon 
of the twentieth centu~. This is understandable; it 
may be due to a twofold loss that man had to undergo 
since he·became a truly human beingo At the beginning 
of human histo~, man lost some of the basic animal 
instincts in which an animal' s behavior is embedded and 
by which it is securedo Such security, like Paradise, 
is closed to man forever; man has to mru(e choices. In 
addition ta this, however, man has suffered another loss 
in his more recent development: the traditions that had 
buttressed his behavior are now rapidly diminishingo 
No instinct tells him what he has to do~ and no tradition 
tells him what he ought to do; soon he will not know 
what he wants to do 0 More and more he will be governed 
by vlhat others want him to do, thus increasingly falling 
prey to conformism. 3 

Abraham Maslow believes we are now witnessing the total 

collapse of all sources of values outsi~e the individual0 He 

conten~s that European Existentialist philosophers and American 

30 Frankl, Viktor Eo, Man' s Se arch for Meaning, New York, 
Washington Square Press, 1963, p. 167 
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psycho10gists have independent1y and simu1taneous1y come to 

the ~ame conclusion. The European existentia1ists are 1arge1y 

reacting to Nietzsche's conclusion that God is dead and per-

haps to the fact that Marx a1so is dead. The Americans have 

1earned that po1itica1 democracy and ,economic prosperity do 

4 
not in themse1ves solve any of the basic value prob1ems. 

This shift and 10ss of a locus of values was iden-

tified and ana1ysed more than twenty 'years ago by David Ries

man in his inf1uentia1 work, The Lone1y Crowd. 5 Reisman 

be1ieves that befdre this century, the Am~rican individua1 

was "inner-directed." He had incorporated the standards he 

was taught; he was mora1istic in the 1ate Victorian sense 

and had strong mot1ves and ambitions, a1though these were 

derived from the outside. He 1ived as though he were given 

stabi1ity by an inner gyroscope. He fitted the ear1y psy-

choana1ytic description of the e,motiona11y repressed person 

who is directed by a strong super ego. 

Riesman be1ieves the present day American is now 

"outer-directed". He seeks not to be outstanding but to 

"fit in"; he lives as though he were directed by a radar 

set fastened to his head perpetua11y te11ing him what other 

people expect of him. The radar type gets his motives and 

directions from others, he is able to respond but not to 

choose; he has no effective centre of motivation of his own. 

4. Mas10w, Abraham H., Toward a Psychology of Being, New York, 
Van Nostrand Reinhold, 1968, p. 10. 

5. Riesman David, The Lone1y Crowd, New Haven, Yale University 
Press, 1950. 



What is common to all the èther-directed people 
is that their contemporaries are the source of 
direction for the individual - either those known 
to him or those with iJ'hom he is inàirectly acquainted, 
through friends and through the mass mediao This 
source is of course "internalized" in the sense that 
dependence on it ~or guidance in life ia implanted 
earlyo The goals toward which the other-directed 
person strives shift with that guidance: it is only 
the process of striving itself and the process of 
paying close attention to the signaIs from ethers 
that rel1lain unaltered throughout life.6 

6. 

The importance of these "signals from others" in directing 

contemporar,y man's life has been given a detailed analysis more 

recently in Erving Goffman's fascinating work, The Presentation of 

Self in Everyday Life o 7 

The gyroscope method of gaining psychological power of 

the previous "inner-directed" generations was unsound and eventually 

. self-defeating and their inner direction a moralistic substitute for 

integrity rather than integrity itself. It is now necessary for 

contemporary man to find a new centre of strength within himself 0 1-1en 

tod~ must find something to take the place of the gyroscope man's rigid 

rules. 

Riesman points out that the "outer-directed" people in our 

time generally are chal'acterized by attitudes of passi vit Y and. 

apathye He believes modern young people have by and large given up 

the driving ambition to excell or reach the top; they regard such 

ambition as a faulto They would rather be accepted by their peers 

even to the extent of being inconspicuous and absorbed in the group. 

60 Ibid, p. 21 
70 Goff'ma.o., Erving, The Presentation of Self in Everyday Life, New 

York, Doubleday, 1959 

.. 
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To many of the Jack X!erouac - "beatnik" generation of the .nineteen 

fifties the catch phrase best summing up their attitudes was 

"blessed, blessed oblivion". With the "hippie" and "now" genera-

tions of the sixties and seventies the same attitude is now referred 

to in the phrase, IIopting out." 

Rollo May has described modernltouter-directed" man, in the 

words of ToSo Eliot, as "the hollow men". May believes the exper-

ience of hollowness or emptiness generally comes from contemporar,r 

man's feeling that he is powerless to do anything effective about 

his life or the world he lives in. 

Inner vacuousness is the long-term, accumulated 
result of a person's particular conviction toward 
himself, namely his conviction that he cannat act as 
an entity in directing his own life, or change other 
people's attitudes toward him, or effectually influence 
the world around him. Thus he gets the deep sense of 
despair and futili ty which so many people in our day 
have 0 And soon, since what he wants and what he feels 
can make no real difference, he gi ves up wanting and , 
feeling. Apathy and lack of feeling are also defenses 
against anxiety.8 

Erich Fromm has pointed out that people today no longer 

live und~r the authority of church or moral laws, but rather under 

"anonymous authorities" like public opinion. The authority is the 

public itself, but this public is merely a collection of m~ 

individuals each with his radar set adjusted to finding out what 

the others expect of him. 

7. 

, 



Riesman° makes the point that the public is 

therefore afraid of something which has no real existence. It is 

aIl: anonymous authority derived from a composite of themselves" but 

themselves without individual centers. 

In the f:inal analysis modern man is afraid of his own 

"collective emptiness If 0 As May states: 

The great danger of this situation of vacuity and 
powerlessness is that :lt leads sooner or later to 
painful anxiety and despair" and ult:ima.tely" if it is 
not corrected" to futility and the blocking off of 
the most precious qualities of the human being. Its 
end results are the dwarfing and impoverishment of 
persons psychologically, or else surrender to some 
destructive authoritarianism.9 ° 

8: 

.Ànother characteristic of modern man is loneliness. May 0 

sees a close relationship between the feeling of emptiness and 

loneliness.. "When an individual does IlOt know with any conviction 

what he want s or what he feels" when he becomes aware of the fact thitt 

conventional desires and goals he has been taught to fOllow, no 

longer bring him any securi ty or gi ve him a sense of direction" when 

he feels an inner void while he notes around him the apparent confusion 

o~ fast ~hanging modern society, he is apprehensive and his natural 

reaction is to look to the others around him. He looks to them for 

some sense of direction, some comfort in the knowledge that he is 

not alone :in his fear .. 
. 

Modern man fears being completely along because he is 

afraid this may result in bis losing awareness of himself. People 

are afraid of being alone fier long periods of tillle because they feel 

that without" others around them they would lose the boundaries for 

9.. Ibid, po 23 
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themse1ves; they wou1d have nothing by which to orient themse1ves. 

Social acceptance is a buffer against the feelings of lone1iness; 

a person can comfortab1y merge himse1f in the group. He loses his 

lone1iness; but it is usua11y at the price of giving up his exis-

tence as an identity in his own right. He is no longer lone1y but 

he has lost the opportunity to deve10p his own inner resources, 

strength and sense of direction by which he cou1d establish mean

ingfu1 re1ationships with others. 10 

American socio1ogist, Orrin E. K1app be1ieves contemporary 

men are engaged in what he terms lia collective search for identity". 

My view, brief1y, is that a collective identity 
search is symptomatic of the fact that some modern 
social systems deprive people of psycho1ogica1 "pay
'lffs", the 1ack of which, expressed by terms such 
as a1ienation, meaning1essness, identity prob1em, 
motivates a mass groping for activities and symbo1s 
with which to restore or find new identity. People 
grope because they do not rea11y know what is wrong 
especia11y when there is physica1 prosperity yet 
a sense of being cheated. When mass movements be
come concerned with identity, they deve10p certain 
characteristics such as "ego-screaming", concern 
with costume and se1f-ornamentation, style rebe1-
lion, concern with emotiona1 gestures rather than 
pr.ctica1 effects, adulation of heroes, cu1tism, 
and the like, with which l shal1 dea1. Such signs 
show that ordinary economic and politica1 solu
tions are not what is wanted. People fee1 the fu
til~ty and irre1evance of such measures, yet do 
not know quite what else to do. The sense of being 
cheated is not exp1ainab1e in economic terms because 
it is shortcoming in meaning. 11 

In his book K1app examines certain social activities and 

movements which he be1ieves plain1y show a turning away from "sen-

sib1e" economic and po1itical measures toward a "search for meaning 

ta oneself p for onese1f, in onese1f. K1app contends that some activities 

10. Ibid, p. 30. 
Il. K1app, OrrinE., Collective Search For Identity, New York, 

HoIt, Rinehart & Winston, 1969, p. vii. 
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such as cultic movements are relatively successful; others like 

ego-screaming and faddism seem to fail. The basic viewpoint from 

which he judges such behaviour is his theory of symbolisme It is 

his contention that collective behaviour is an effort,more or less 

successful to create symbols Which give meaning to oneself and thus 

on a larger scale to restore symbolic balance to society. 

Klapp believes there is a disturbance of symbolic balance -

a loss of non-discursive symbolism - behind the identity problem of 
'~ ...... 

modern times. 

A society fails to supplyadequate identity when 
symbols are disturbed to the extent that they no 
longer give reliable reference· points (in such things 
as status symbols, place symbols, style models, cultic 
values, mystiques) by which people can locate them
selves socially, realize themselves sentimentally, and 
de clare (to self and others) who they are. Although 
.technology has a mystique of its own - of science, 
chrome, and efficiency - so far it has not supplied 
man with identity and a sense of belonging to the world. 
On the whole, technology has been much better at wiping 
away symbols than making them.12 

Alvin Toffier has described our age as a time in "Which man 

is witnessing "the death of permanence" due to the greatly accelerated 

rate of change in societyo It is a forro of culture shock within one's 

0'WIl society, but one i'rom,:;i.iliieh modern man can not even return to the 

familiar culture 1eft behindo 

Take an individual out of his own culture and set 
him down suddenly in an environment sharply different 
fram his own, with a different set of cues to react to -
different conceptions of time, space, work, love, 
religion, sex, and everything else - then eut him off 

120 Ibid, po viii 
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fram any hope of retreat to a more familiar social 
landscape, and the dislocation he suffers is doubly 
severe. Moreover, if this new culture is itself in 
constant turmoil, and if - w·orse yet - its values are 
incessantly changing, the sense of disorientation will 
be still further intensified. Given few clues as to 
what kind of behavior is rational under the radically 
new circumstances, the victim may weIl become a hazard 
to hjmself and others. 

Now imagine not merely an individual but "an entire 
society, an entire generation - includirig its weakest, 
least intelligent, and most irrational members -
suddenly transported into this nevl world. The result 13 
is mass disorientation, future shock on a grand scale. 

Toffler feels modern man has released a totally new social 

force - a stream of change so accelerated that it influences his sense 

of time and revolutionizes the tempo of his daily life. Contemporary 

man no longer "feels" life as men did in the past - this separatet.3 

the true contemporary man fram all otherso The acceleration of 

change results in a feeling of impermanence and transience that 

characterizes the modern consciousness. It affects individuals in 

the way they relate to other people, to things, to the entire universe 

of ideas, art and values. 

One of the basic characteristics of modern man is"the 

psychological pain and turmoil referred to as anxiety. In one of his 

poems W. He Auden refers to our tjme as The Age of Anxietyo Modern 

-man is anxious because he does not know what roles to pursue or what 

principles for action to believe in. In this confusion modern man 

experiences an inward' gnawing apprehension. The novelist, Herman 

Hesse has described an age as a time "when a whole generation is 

caughtoooobetween two ages, two modes of life, with the consequence 

that it loses aIl power to understand itself and has no standards, 

no security, no simple acquiascence." 

" 

130 Toffier, Alvin, Future Shock, New York, Rando~ House, 1970, p. 11 

-) 
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May describes the feeling of anxiety as "the human 

beings basic reaction to a danger to his existence ••• As soon 

as a threat becomes ~reat enough to invo1ve the total self, 

one then has the experience of anxiety. Anxiety is what we 

14 fee1 when our existence as selves is threatened." 

Anxiety thus can resu1t when some value a man ho1ds 

essentia1 to his existence is threatened. An individua1 may 

have values which are his "core" or reason for living. If 

such values are destroyed, the individua1 may fee1 his exis-

tence as a self might as we11 be destroyed. 

May does n~t, however, see the anxiety of modern man 

as on1y a negative force. 

This bewi1derment _0 this confusion as to who we 
are and what we shou1d do - is the most painfu1 
thing about anxiety. But the positive and hopefu1 
side is that just as anxiety destroys our se1f
awareness, so awareness of ourse1ves can destroy 
anxiety. That is to say, the stronger our con
sciousness of ourse1ves, the more we can take a ° 

stand against and overcome anxiety. Anxiety, 1ike 
o.fever is a sign that an inner strugg1e is progresSe 
Neurotic anxiety is natu~e's way, as it were, of 
indicating to us ihat we need to solve a problem. 
The same is true of normal anxiety - it is a sig
nal for us to call up our reserves and do battle 
against a threat. But the greater our self
strength - that is, the greater our capacity to pre
serve our awareness of ourselves and the objective 
world around us - the 1ess we will be overcome by 
the threat. 

The only thing which would signify the loss of 
hope for getting through our present difficulties 
as individua1s' and as a nation, would be a resigning 
into apathy, and a failure to fee1 and face our an
xiety constructive1y. Our task, then, is to streng
then our consciousness of ourselves, to find centers 
of ostrength within ourse1ves which will enab1e us 
to stand despite the confusion and bewilderment 
around us. 15 

14. May, Op. Cit., P. 36. 
15. Ibid, p. 39. 

" 
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Although aIl the writers quoted heretofore appear to agree 

on the type of crisis facing contemporary man in terms of loss of 

identity, meaninglessness and wide felt anxiety, yet, it should be 

pointed out that there are great differences in regard to their 

proposed solutions to these problems o 

Writers sueh as May, Fromm, Maslowand others are all)in 

a sense7 Platonists or absolutists o l shall deal with their view of 

m~n at greater length in the final chapter which examines modern 

Humanistic or Third Force psychology. However, for the moment, it 

should be stated that these thinkers do believe that there is a 

knowable ideal towards which man can strive; that there is such a 

thing as ,fulfilling or realizing one's given nature. They believe 

autonomy is a crucial basic aspect of self fulfil~~nt; but its full 

development requires certain specified psychological and social 

conditions, and its realization will lead to predictable ends whieh 

is their ideal of human nature. Some strict: existentialists would, 

of çourse, eonsider it eontradictory to speak of both autonomy and 

aknowable ideal. 

Writers sueh as Klapp and Toffler might be regarded more 

as cultural relativists - that is, they seem tic view man as being 

in a sense infinitely malle able and therefore any values and beliefs 

held by man are aeqeptable as long as man can eonstruct a coherent 

identiity and a stable society. Klapp would even have us embrace false 

myth in order to satisfy psychological needo Maslow, Fromm and others 

feel that we would never be able to realize our true natures if we 

accept the relativist positions which Klapp and Toffler appear to be 
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prepared to accepte 

However, the problem still remains; how can modern man 

strengthen his consciousness, his self awareness and find centers 

of strength wi tlhin himself in order t 0 cope wi th the identi ty 

crisis, the death of permanence, tlle existenti~l vacuum which he 

now faces. Surely this is an urgent problem which contemporary 

educators cannot ignore. Yet our tradition bound, authoritarian 

educational systems exhibit little evidence of even an awareness 

of the problem, much less any large scale attempts to deal with it 

in a rational, systematic manner. 

Our present day schools still largely reflect the values 

and structures of Nineteenth Century industrialisme Alvin Toffler 

refers to our present educational system as "a hopeless anachronism"o 

Parents look to education to fit their children for 
life in the future. Teachers warn that lack of an 
education will cripple a childls chances in the world 
of tomorrow. Government ministries, churches, the mass 
media - aIl exhort young people to stay in school; 
insisting that now, as never before, onels future is 
almost wholly dependent upon education. 

Yet for aIl this rhetoric about the future, our 
schools face backward toward a dying system, rather 
than forward to the emerging new society. Their vast 
energies are applied to cranking out Industrial Men
people tooled for survival in a system that will be 
dead before they are.16 

In Toffler's view, in the societies of old, the past 

crept forward into·the present and repeated itself in the future. In 

such a society the most sensible way to prepare a child was to arm 

16 0 Toffler, OpaCito; po 399. 
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him with the skills of the past ~ for these were precisely the sarne 

skills he would need in the future. Thus father handed down to son 

aIl sorts of practical techniques along with a clearly defined, 

highly Ü'addi tional set of values. The key to the system was i ts 

absolute devotion to yesterday. 

The indus trial age destroyed this because industrialism 

required a new kind of man. It demanded skills that neither the 

#family nor the church could by themselves provide. It brought about 

changes in the value system and required that man develop a new 

sense of time. , 

To produce the kind of adults it needed, indus trial society 

ccnstructed the machine of mass education. It had to adapt children 

for a new world - a world of repetitive indoor tOil, machines, 

crowded living conditions, collective discipline, a world regulated 

by the factory whistle and clock.17 

Toffler believes the educational system developed so that 

its very structure simulated the new indus trial world. 

This system did not emerge instantly. Even today 
it retains throwback elements from pre-industrial 
society. Yet the whole idea) of assembling masses of 
students (raw materi.3.1) to be processed by teachers 
(workers) in a centrally locdted school (factory) was 
a stroke of industirial geniuso The whole administrat
ive hierarchy of education, as it grew up, followed 
the model of industrial bureaucracy. The very organ
ization Gf knowledge into permanent disciplines was 
grounded on indus trial assumptions. Children marched 
from place to place and sat in assigned stations. 
BelIs rang to announce changes of time o 18 

170 Ibid., p. 400'0 
18 0 Ibid., p. 400. 
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Schools thus become perfect introductions to indus trial 

societly. The regimentation, Iack of individualization, the frigid 

system of classroom grouping and grading, the authoritarian role of 

the teacher made, and still makes, mass public education an extremely 

effective instrument of adaptation for an indus trial societyo 

Children passing through such an educational system emerge 

into an adult society whose structure of jobs, roles and institutions 

resemble that of the school itselfo The child lives as weIl as 

learns a way of life modeled after the one he will lead in the future. 

Erich Fromm also noted how our educational system has been 

determined by the orgariizational needs of our indus trial society and 

how in such a production organization, the individual is managed and 

manipulated in order that fue production machine may run smoothly 

and without interuption. He has also noted the change from the overt 

authority of the nineteenth century to the more subtle anonymous 

authorit.y of the Dl-Ientieth century both in educatinn and industry 0 

The change from the overt authority of the nine-
teenth century to the anonymous authority of the t'tven-
tieth was determined by the organizational needs of our 
modern indus trial society. The concentration of capital 
led to the formation of great enterprises managed by 
hierarchically organized bureaucracies. Large conglom
erations of 'tvorkers and clerks work togeter, each indi
vidual, or part of a vast organized production machine, 
which in order to run at aIl, must run smoothly and 
without interruption. The individual worker becomes 
merely a cog in this machine. In such a production 
organization, the individual is managed and manipulated. 18 

18Fromm: Erich, :1 Il thl! : Il.~ro:IUc.tion to Sunnnerhill A Radical Approach 
to Child Rearil_l~. i,'! ... \ •. leill, New York, Hart, 1960, P. x. 



17. 

Although our schools do enormous psychic and emotional 

damage' to our children in the cause of industrialism, and do little 

. to prepare them for the "future shock" and "existential vacuum" they 

will :face in their adult lives, it is now ironic to realize that they 

no longer even properly prepare children for the industrial society 

which they were designed to serve. Toffler believes that in the 

technological systems of tomorrow, machines will deal with the flow 

of physical materials while men will cope with the flow of information 

and insight. Machines will perform the routine tasks while men 

perform the intellectual and creative tasks. 

Machines and men both, instead of being con
centrated in gigantic factories and factory cities, 
will be scattered across the globe, limced to
gether by amazingly sensitive, near-instantaneous 
communications. Ruman work will move out of the 
factory and mass office into the community and the 
home. Simultaneously, the organizations needed 
to control ~chnology will shift from bureaucracy 
to Ad-hocracy, from permanence to transience, and 
from a concern with the present to a focus on the 
future. 

The technology of tomorrow requires not millions 
of lightly lettered men, ready to work in unis ion 
at endlessly repetitious jobs, it requires not men 
who take orders in unblinking fashion, aware that the 
priee of bread is mechanical submission to authority, 
but men who can make critical judE,i'lents, who can 
weave their way through novel environments, who are 
quiek to spot new relationships in the rapidly chang-

, 

ing realityo It requires men who, in CgPg Snow's compell
ing term, "have the future in their bones." 20 

It would appear from this then, that our schools are not 

only failing to prepare our children for the future in a social and 

200 Toffler, Opo Cit.; Pg 4020 
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philosophical sense; but they are also failing in their apparent 

main function,the service of industry and commerce o 

How then to create men who will have "the future in their 

bones" - men who will be able to function in a world experiencing 

"the death of permanence" and "the existential vacuum"o 

If modern man hopes to cope wi -th these problems, surely 

18. 

the answer points to the develqpment of an educational system ~ 

which develops in children the desire and the ability to make choices 

and decisions for themselveso They must learn to freely choose their 

own values and essence. They must learn that they cannot escape 

this responsibility. They must be taught to approach life as 

authentic existential men. 

The difficulty with most individuals is that they have 

had no experience in freely choosing their own values or meaning 

" 

in lite. Many of them, as we have noted, cannot face this necessity,; 

as Fromm suggests, they desire "to escape from freedom"o 

An educational system must be developed which will lead 

individuals to realize that they are free subjectivities who must 

choose and take responsibility for the values they create for them

selves 0 An education designed to produce such essential qualities 

as self awareness, initiative, decisiveness and personal responsibil

ity might be referred to as an existentialist education. 



CHAPTER TWO THE EXISTENTIALIST SCHOOL 

In Existentialism in Education,l Van Cleve Morris 

attempts to prove that an Existential analysis of the human con-

dition can suggest lines of argument for the education of the young. 

In the first part of his book, Morris presents a summary 

of what he believes to be, the main tenets of existential philosophy 

based for the most part on the Sartrean view. In this paper, however, 

we shall co~tine ourselves to a consideration of the significance 

which Morris feels the Existential method may have for the education 

of children. 

In his book Escape from Freedom, Erich Fromm develops a 

theme which, Morris believes can be instructive to us because it sets 

the Existential predicament in its commonest terms and makes possible 

a sociological analogy 0 Fromm says that indi viduals are frequently 

in anguish over the baselessness of their values; freedom is simply 

too much for them; they cannot stand a life without directions, 

sanctions, laws, and ethical principles handed down from on higho 

Hence, they try to "escape" this condition by submitting to external 

(that is external to their own will) determinants of conduct. 2 

Morris believes the Exi~tentialist counterreply on social 

and political questions would therefore be something like this: If 

the authentic man is our aim, then the authentic society is also our 

10 Morris, Van Cleve, Existentialism in Education, New York, 
'Harper & Row, 1966 

20 Ibid, po 102 
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sim. That society is authentic in the degree to which it fails 

to provoke in the individual citizen these urgings to escape from. 

his freedam. That society is authentic which refuses to specify 

"the good" to its citizens o That society is authentic in the degree 

to which it summons the citizen to stand by himself, for himself, is 

shaping the direction of his life, and therefore the meaning of his 

existence. 

He asks, is such a society possible? Gan a society emerge 

in which each individual takes personal responsibility for the laws 

he obeys, the conventions he consents to, the values he appropriates 

for his own life?· Whatever it may take to answer these questions, 

Morris caIls an Existential sociology, and he believes a theory of 

education can be understandable in these tenns. 

Education is an activity that is usually carried on wi th 

young people in groups. This does not preclude the possibility of 

considering students as other than - physical groups; psychologically, 

they may still be understood as subjectivities existing alone as 

indiv1.duals. It is the latter aspect of hurnan growth and development 

that can rightfully become the subject matter of an Existentialist 

theory of education. 

Morris describes and criticizes four representative and 

widely held definitions of educationo He believes that each view-

point makes the sarne mistake, the mistake of believing that the young 

are things to be worked over in some fashion to bring them into 

alignment Wi th a prior notion of what they should be 0 The young, in 

these conceptions of education, are to be used; they are to be 

20. 
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emp10yed on beha1f of (1) a prepared, precertified idea of "human 

nature" which they are expected to fulfi11,. (2) an objective body 

of extant subject matter which they are expected to absorb, (3) 

an objective concept of a culturels ways and means of living which 

they are expected to assume, or (4) a set of dispositions, deemed 

fundament al , which are to be formed in them and for which they are 

expE:cted to become the living vehic1es. Contemporary educatianal 

authorities such as Ro So Peters3 in Eng1and, and James B. conant4 

and Marc Be1th5 in the United states are among the most inf1uentia1 

advocates of this traditiona1 conception of education. 

In ever,y case the process of education is understood to 

have its aim and point outside the 1earner. The child, by virtue 

of what is to be done with him and for him; is eventual1y seen as 

an object rather than a subject. His activity of 1earning 1s 

aroused and promoted in the name of considerations residing outside 

his own self-detennination and se1f-direction.6 

Morris believes that if educaticn is· to be truly human, 
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it must somehow awaken awareness in the 1earner - existentia1 aware-

ness of himself as a single subjectivity present in the wor1do 

To be human is first to exist; and to exist, as a human, 

is to be aware of being, to be aware of existing. This awareness 1s 

manifest most vividly in the awareness of choosing - the awareness 

of onese1f as a baseless base of value creation. It is to be aware 

3peters, R.S., Authority, Responsibility and Education, London, Allen 
and Unwin, 1959. . 

4Conant, James B., The American High School Today, New York, McGraw~ 
Hill, 1959. 

, 

5Belth, Marc, The New World of Education, Boston, Allyn and Bacon, 1970. 
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that one is the author of his own dispositicns. 

An education which remifuds children·that they are constantly, 

freely, baselessly, creatively choosing their values is the kind of 

education which an Existentialist would strive for. It is the 

education of private awareness and personal involvement. Education 

should also be the discovery of personal responsi bili ty • It sho uld 

awaken in the learner the sense of being personally answerable for 

his own life o 

'Arry system .of education which attempts the above should be 

guided Qy the proposition that the child must somehow learn to feel 

bis freedom and responsibility :in the most personal terrns o Such an 

educational pro gram will give greater than usual prominence to 

educational experiences in which personal involvement is magnified 

. and intensified. 7 

For the most part, in present schools, the child remains 

passive; the subject matters of schools are really "object" matters o 

They deal with the world beyond the school house door, seldom with 

the childs own response to what is going on. The learner does not 

see the possibility for asserting a personal subjective view on any

thing, in fact, he is usually discouraged from doing sOo 

Morris believes that knowledge is al"tiays :in part subjective. 

That is, for a.nything to be true, it must f:irst pass into and be taken 

hold of by some subjective consciousness o It must be chosen, i.eo , 

appropriated, before it can be true for that consciouSnesso Knowledge 

70 Ibid, po 118. 
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is not something purely objective and laid out to be learned (as 

the tradi tional educator might say), nor is i t something merely 

functional and useful in the management of experience (as the 

Pragmatist or Experimentalist might say) 0 At bottom, Imowledge 

becomes knowledge only when a subjectivity takes hold of it and 

puts it into his own life. In this sense, then, the individual may 

be said to be responsible for his own knowledge. 

In Han' s Search For Himself, Rollo May has wri t ten in a 

similar' vein while discussing the concept of truth. 

One has to venture, and Whether one arrives at 
the best a.ru3wer depends. very intimately on the degree 
of one's mat uri t y and courage. Even in discovering 
scientific truth before it is reduced to accepted 
formulae, such as Columbus 1 venture to prove the earth 
was round or Freud's early explorations, the finding 
of the truth hinges greatly on the investigator's 
inner qualities of probity and courageoooooooo 

o •• Almost all the errors and unutterable follies 
of which doctrines and philosophies are so full seem 
to me to spring from lack of this pro bit y • The truth 
viaS not found, not because it was unsought, but becau'se 
the intention alvlays was to find again instead sane 
preconceived opinion or other, or at least not to wound 
some favorite idea, and with this aim in view subter
fuges had to be employed against both other people and 
the thinker himselfo It is the courage of making a 
clean breast of it in the face of every question that 
makes the philosopher.ooo •• oo 

GooThe philosopher (must) interrogate himself without 
mercyo This philosophical courage, however, does not 
arise from reflection, cannot be wrung from resolutions, 
but is an inborn trend of the mind. 

vl8,agree with Schopenhauer that such probity is 
necessary if one is to see truth, and that it does not 
come fram the intellect as such but is a part of the 
inborn capacity for selfawareness. We do not agree, 
however, that it is an "inborn trend" in the respect 
that one can do nothing about it. Such probity is an 
ethical attitude, involving courage and other aspects 

" 



of one's relation to one's self; it not only can be 
developed to an extent but must be developed if a 
person is to fulfill himself as a human being.8 

The library of any university or the curriculum of any 
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school, insofar as it represents the extant knowledge of the world, 

represents the Itscripts" that have thus far been written, the lines 

spoken by others in their :interpretation of the "role" of man. They 

are there for the taking, but each learner must do the taking. They 

are possible lines to be spoken if the learner wishes to employ them 

in rea:Lizing his own subjectivity. The curriculum is not there to 

be mastered (as the traditionalist would say), nor is it there to be , 

experienced (as the Experimentalist might s~)o It is there to be 

chosen. The subject matters and experiences in a curriculum should 

be merely available; to be learned, they must first be opted for', 

sought out, and appropriated by the stuclent.9 

Morris discusses the development of so-called "t::xtra-

curricular activities" in 'Which children f:ind the kind of self-

creating experiences that the regular curriculum does not offer. 

He finds this is appropriation, in a.lmost its literaI sense, the 

sense of.making an, experience "one's own"o 

In sorne of tl:ese activities children actually return to 

the rigorous difficUlties of the curriculum itself which they have 

allegedly escaped~ Chess clubs demand a concentration in logic far 

beyond any course in algebra; school newspapers require a discipline 

of accuracy and of meeting deadlines even stricter than in English 

etc o Yet students still seek out these experiences, appropriating 

them in behalf of their own developing subjectivities. 

80 M~, OpoCit., po 141. 
9. Morris, Op.Cit., po 124. 



Under Existent.ialist analysis, the reason for this may 

be found in a deceptively subtle psychological distinction between 

what Sartre calls the attitude of "seriousness" and the attitude of 

"play. Ir The "serious" attitude may be characterized as that which 

sees man as an object, among other objects, in a world made up 

exc111sively of objects. Man, in the serious mode,. is always a 

consequence of an antecendent reality; he is to be understood only 

in terms of an enviromnent or ternporali ty not of his own making, 

a world which is somehow more real than he is. As Sartre states: 

10 

The serious attitude involves starting from 
the world and attributing more reality to the world 
thrul to oneself; at the very least the serious man 
confers reality on himself to thedegree to which he 
belongs to the world. It is not by chance that 
materialism is serious, it is not by chance that it 
is found at all times and places as the favorite 
doctrine of the revolutionary. This is becauBe 
revolutionaries are serious. They come to know them
selves first in terms of the world which oppresses 
them, and they wish to change this world. In this one 
respect they are in agreement with their ancient 
adversaries, the possessors, who also come to know 
themsel ves and appreciate th emselves in terrns of their 
position in the world. Thus ail serious thought is 
thickened by the world; it coagulates; it is a dismissal 
of human reali ty in favor of the world. The serious 
man is "of the world" and has no resource in himselfo 
He does net even imagine any longer the possibility 
of getting out of the world, for he has given to him
self the type of existence of the rock, the consistency, 
the inertia, the opacity of being-in-the-midst-of-the
world. It is obvious that the serious man at bottom is 
hiding from himself the consciousness of his freedom; 
he is in bad fai th and MS bad sequence; everything is 
a consequençe for him, and there is never any beginning. 
That is why he is so concerned with the consequences 
of his acts. Marx proposed the original dogma of the 
serious when he asserted the priority of object over 
subject. Man is serious when he takes himself for an 
object.IO 

Sartre, Jean-Paul, Being and Nothingness, New York, Washington 
Square Press, 1966., P. 739. 
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Il 
In Slavery and Freedom, the philosopher of Personalism, 

Nikolai Berdyaev has also described how man objectifies himself and 

others by permitting himself to become a slave to what Berqyaev 

refers to as various "Iures" such as materialism, society, civiliza-

tian and culture o 

The curriculum of the typical school is :the "serious" 

content of the world made available to the young. Because it is 

"serious" it always outranks the student in :importance o The Existen-

tialist educator is understandably guarded on the raIe of "serious" 

knowledge, i. e., the conventimal curriculum, in the educative 

process o That is why he hag altered the conception of the learning 
, 

process fram mastering or experiencing the curriculwi1 to choosing and 

appropriating tli:è curriculum. The student is given to see that he is 

taking on a cargo which only he himself requires, and thus he is 

responsible for having taken it on. In this way "serious" knowledge 

is rendered harmless; its "serious" quality is neutralized and ,dis-

armed by putting the choice of learning it up to the learner himself. 

When we come to the extracurriculum, we find a set of 

Iearning experiences that do not stand in need of being neutralizedo 

They are aIready undertaken in an attitude quite different from that 

of "the serious"o They are, technically speaking, "play." That is, 

they are undertaken only on the individual' s own terms, not on terms 

which have been set ip advance. The student outranks the activity 

in importance. 

11 .. 
Berdyaev, N~kola~, Slavery and Freedom, (translated from the 
Russian by R.M. French) Charles Scribners and Sons, New York, 1944. 



27. 

As Sartre states: 

Play, like Kierkegaard's irony-, releases subjectivity. 
'What is play indeed if not an acti vi ty of which man is 
the first origin, for 'Which man himself sets the rules, 
and vlr.d.ch has no consequences except according to the 
rules posited. As saon as a man apprehends himself as 
free and wishes to use his freedan, a freedom, by the 
way, which could just 'as weil be his anguish, then his 
activity is play. The first principle of play is man 
himself; through it he escapes his natural nature; he 
himself sets the value and rules for his acts and 
consents to play only according to the rules which he 
himself has established and definedo As a result, 
there is in a sense "little reality" in the world. It 
might appear then that 'When a man is playing, bent on 
discovering himself as free in his very action, he 
certainly could not be concerned with possessing a being 
in the world. His goal, which he aims at through sports 
or pantomime or gaTlles, is to attain himself, as a certain 
being, precisely the being which is in question in his 
~eing. 

The point of these remarks, however, is not to show 
us that in play the desire to do is irreducible. On the 
contrary we must conclude that the desire to do is here 
reduced to a certain desire to be. The act is not its 
own goal for itself; neither doesitaexplicit end 
represent its goal and its profound meanmg; but the 
function of the act is to make manifest and to present 
to itself the absolute freedan which is the very being 
of the person.13 

More than a hundred years ago the great educator August 

Friedrich Froebel recognized the pedagogical importance of play.. He 

noted that play has for its purpose the activity itselfo It is at 

this point that instruction begins; the dut y of the instructor is 

to blend into the spontaneous selfactivity of the child whatever 

tends toward the deve~opment of the child. 

In the words of Froebel: 

Play is the purest, most spiritual activity of man 
at this stage (childhood) and, at the same t:ime, typical 

130 Sartre, Op.Cit o , po 742. 



of human life as a whole - of the inner hidden natural 
life in man and aIl things. It gives, therefore, joy 
freedom, contentment, inner and uQter rest, peace with 
the world. It holds the sources of all that is good. 
A child that plays thoroughly, wi th self-active deter
mination, perserveringly until physical fatigue forbids, 
will surely be a thorough, determined man, capable of 
self-sacrifice for the promotion of the welfare of him
self and others •••• 'Ihe plays of childhoos are the 
germinal leaves of all later life; for the whole man is 
developed and shovm in these, his tenderest dispositions, 
in bis innermost tendencies. The whole later life of 
man, even to the moment when he shall leave it again, 
has its source in the period of childhood •••• If the 
child is injured at this period, if the germinal leaves 
of future tree of his life are marred at this time, he 
will only with the greatest difficulty and the utmost 
effort grow into strong manhood; he will only wi th the 
greatest difficulty escape in his further development 
the stunting effeets of.the injury or the one-sidedness 
it entails.14 

From an existentialist standpoint, it is unfortunate that 
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Froebel's thoughts have found little acceptance in our schools beyond 

the kindergarten level. Surely what Froebel has t 0 say about the 

value of play has validity for the teaching of children weIl beyond 

the ages of four or five. 

Morris believes that elementary school education need not 

be of great concern to an existentialist educator. He believes it 

could take a variety of forros and still be adaquate to an existential 

secondary educationo He believes this because he feels the "existen

tial moment" does not occur in most children until late elementary· or 

junior high school years. 

Somewhere in the general vicinity of puberty cames 
a moment in the subjective life of the indi vidual which 

" 

14Froebe1, Frederick, W.A., Education of Man (translated by J. Jarvis), 
Appleton - Century - Crofts, 1886, P. 78. 



l speak of as the "Exl.stenti al Moment." It is the 
moment when the individual first discovers himself 
as existing. It is the abrupt ons et, the charged 
beginning, of awareness of the phenomenon of one's 
own presence in the world as a person. Prior to this 
point there is no such awareness. Children do not 
know what they are; they do not even know that they 
are. Ghildl100d is a pre-Existential phase of human 
life.15 

Because he believes that the "existentialist moment" does 

not occur until around puberty, MOITis feels that existentialist 

29. 

education need not concern itself with the elementary school yearso 

This view is surely questionable. Modern child psychologists such 

as Erik Ho Erikson,16 continually stress the importance of the 

early formative years in the development of basic personality and 

attitudes in the child. Children at an early age could benefit frou 

existential ideals. Even the youngest of children can be permitted 

seme free choices in their education and they can begin to feel a 

sense of personal responsibility for the results of these free . 

choices. The crucial elementary school years should certainly not 

be ignored in an existential education. They may, in fact, prove 

to be the most important years for the formation of existentialist 

educational ideals. 

Morris shows the Existential Moment, as the onset of the 

self's awareness of its own existing, as dividing the life span into 

two radically differeytt phases, the "pre-Eldstential" and the 

"Existential. " He thinks the passage fran the one to the other of 

these phases is critical, and an understanding of it can help us 

think about educationo 

15M • Op 43 orr~s, • Cit., P. 1 • 
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The :ii.ndividual sees himself for the first time as responsible 

for his own conduct. Society recognizes this boundary line in its 

treatment of children; children cannot be "held responsible" for 

what they do because; they are not yet "existential", that is, self-

aware subjectivities capable of feeling a sense of responsibility. 

The Existential Moment is the bèginning of the sense of being respon

sible.17 

But Morris considers what lies beyond the initial reaction 

as more important. After these immediate sensaticns have passes there 

can issue a feeling of great power and thrust. For the first time , 

a person is in a position to see his life as his own. He is in 

Charge of ever,ything that happens from that Existential Moment forward. 

The world that opens out to him, after this remarkable event, is 

baffling and diffli:cult o Tillich speaks of it as essentially an 

"encounter with meaninglessness." However, a world without meaning 

alreaqy woven into and embedded in it, is a world which, in a manner 

of speaking, is lion our s ide. " That is, it presents possibilities 

without ex~cting the reciprocal tribute of hUInan canpliance. If 

there is not a priori meaning to it - and this obviously is how the 

Existentialist sees it - then we as free subj ectivi ties can creati vely 

assign meaning to it. 

Why is i~ that rrmeaninglessness" is so generally 
thought to be an epithet, a philosophical swear word, 
a term of scorn and rebuke? The Existentialist can 
tell you: It is because men still want to "escape 
from freedom lf ; they still exhibit a "failure of nerve,1f 

170 Morris, Op.Cit., po 147. 
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as William James used to say. Even the Experimentalists 
feel ill at ease in the company of the word "meaningless
ness. " But why shclli.d they? A world without meaning 
already contained in i t is the anly kind of world where 
human freedom really makes arry ultirnate sense. A 1rTorld 
with rn.eaning is a world 1rJ"here compliances are owed, 
where certain understandings are legitimate and therefore 
expected, a world to which man's relation must be, in 
some degree, unfree.18 

The world of the Existentialist is void of all prior mean-

ingo It is a world in which meanings are human inventions and 

creations. It is therefore a world that is really open, in the most 

thoroughgoing interpretation of this tenno This is the .kind of 

world to which the Existentialist would hope to introduce the young. 

It is in this kind of genuinely meaningless existence that the free 

human project can get started, the project of creating meanings and 

fashioning an essence of man. 

"If the world offers ail but requires nothing -
if it is really open and man is free - then the human 
project to which the young are to be invited is the 
project of shaping something unique and singular com
pletely. on their mm, a human life to which they can ' 
refer by saying. "Here. This is my con.tribution to 
the developing essence of marre This, my life as l 
see how it might be lived, is my 'vote' on What man 
means in the world." It is really a creative task, the 
literal creation of somethingness ouf of a meaningless 
nothingness, a IIsculpturing of one' s figure in the 
world, Il as Sartre puts it. An education which grips a 
child by his moral coat collars and lifts him up to 
see over the crowd to the task of taking personal 
responsibility for being hurnan - that education can be 
called Ex:istentialisto"19 

Morris attempted to find a school designed to function on 

behalf only of the individual learnero He believes that Progressive 

18. Ibid, po 176. 
190 . Ibid, po 178. 
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Schools have often claimed this distinction, but concludes that they 

a1l ultimately all fail prey to the "socializing" theory of child 

development. They foster the growth of individualism, but only in 

social terms, oIlly in terms of the individual's ::raI:ation to other 

members of the group it,self. 

He believes that a possible candidate for the existential 

model school may be Summerhill, a small private school in England 

at Leiston, Suffolk, about 100 miles from London. The school is 

now over fifty years old, having been founded in 1921 by A.S. Neill. 
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For fort y years "Neill, n as his students cali mm, ' 
has been testing a hazardous hypothesis. Does freedarn 
work? Suppose you had a school in which there were no 
rules, no requirements, no homework, no regulations, ' 
no roll taking, no grades, no academic expectations, 
no tests, no institutional code of decorum, no social 
conventions. Suppose all you had were a small "campus," 
some living quarters, sane classrooms, balf a dozen 
teachers, and forly to fifty youngsters ranging in age 
from five to seventeen. It would be a small but 
thoroughly free and open society, with no institutional 
"ethos" to adjust to and no organizational hierarchy' 
to please. It would be, rather, merely a collection of 
separate individuals dealing with one another, old and 
young alike, as free and autonomous persons. Could a.rw
thing like "education" possibly occur there? Neill has 
found the answer is "Yes .. n20 

Neill believes that a free child is a happy child. A 

happy child does not tear or hate; he can love and giveo The loving, 

giving child can live positivel:y. Neill has given us some of bis 

theories on education. in his book, Summerhill: A Radical Approach 

to Child Rearing: 

:r.w view is that a child is innately'wise and 
realistic. If left ta himself without adult suggestion 
of :my kind, he will develop as far as he is capable of 

200 Ibid, pu 152. 
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developing. Logically, Summerhill is a place in 
which people who have the innate ability and wish 
to be scholars will be scholars; while those who 
are only fit to sweep the streets will sweep the 
streets. But we have not produced a street cleaner 
so far. Nor do l write this snobbishly, for l 
would rather see a school produce a happy street 
cleaner than a neurotic scholar. 

In aIl countries, capitalist, socialist, or 
communist, elaborate schools are built to educate 
the young. But aIl the wonderful labs and work
shops do nothing to help John or Peter or Ivan sur
mount the emotional damage and the social evils bred 
by the pressure on him from his parents, his school
teachers, and the pressure of the coercive quality 
of our civilization. 21 

Certainly one would agree with Morris that in most in~ 

stances, Summerhill offers a satisfactory model for the existen-

tialist school. However, Summerhill, has a basic approach to 

free learning which is rather negative. It removes exams, grades, 

and units etc. - a good first step - but it fails to add new edu-

cational situations to take their place. It pays too litt le a-

tention to building total involving erivironments. By employing 

modern technology in the service of our schools it would be pos-

sible to create a far more educationally stimulating environment 

for free learners than can ,be found in an institution such as 

Summerhill. 

In later chapters, we shall examine what might be pos-

sible for free schools in the future, if we employ the techno-

logy now at our disposaI. 

Finally, Morris warns us that the policy of freedom 

has certain consequences we had better be prepared for: 

21. Neill, A.S., Summerhill: A Radical Approach to Child 
Rearing, New York, Hart, 1960, p. 10. 
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It means no hierarchy of authority in the school, 
no dominim of teacher over pupil, no ex~ernal standards 
of achievement or success visited upon the young. It 
means that the students shall have not only a freedom 
from such standards but a coordinate freedom to estab
lish their Owll standards in terms of which they choose 
to learn.. But let them be mindful of the fact that 
they are, indeed, doing the choosing. The choices are 
theirs to be responsible for. When the full impact of 
their responsibility cames home to them, in that moment 
the need for tests and grades and report" cards will have 
disappeared. 22 

34. 

From this it can be determined that the Existentialist school 

would be one which would stress the concepts of freedom, individualism 

and activism in order to foster in its students the qualities of self- ~ 

awareness, initiative, decisiveness and personal responsibility. 

In the next two chapters we shall examine the history of edu-

cation, past and present in order to determirte what support may be found 

for these existentialist educational ideals, of freedom, individualism 

and activism. 

220 Morri.s, Op.Cit., po 155. 
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CHAPTER THREE INDIVIDU ALI SM 

More than nineteen hundred years ago, the great Roman 

teacher} Quinti11ian wrote: 

"It has genera11y and deserved1y been accounted a 
great merit in a master to observe the different 
capacities and disposition of his pupi1s, and to know 

what nature has chiefly fitted them for. For in this 
report, the variety is 50 incredible, that we meet with 
as many different kinds of capacities as of persons o 

Most teachers think that the proper way to educate a ~ 
youth is to cherish, by instruction, the pecu1iar talents 
which nature has given him and to assist bis progress 
in that i-J'alk into which his genius 1eads him. o oa master 
of e10quence, after a sagacious inspection, can pronounce 
that such a boy's genius 1eads him ta a close, po1ished 
manner of speaking; and others, a keen, a weighty, a 
smooth, a sharp, a bright, or a witt Y manner. He will 
then sa adapt himse1f to everyone, as ta improve each 
in that manner for which nature has chief1y fitted him. 
For nature may be great1y assisted by art; and a young 
man who is set upon a study that is disagreeab1e to his 
genius, can never make any considerable advance in that 
study, and by abandoning the path chalked out by nature, 
he will make d poor figure even in those studies for 
which she has designed himo It is indeed abso1ute1y 
necessary ta consult a younger genius, and ta encourage 
him ta strike into that walk of 1earning for which 
nature has fitted him. One may be fit for the study of 
history, another for poetry; another for the law, and 
some perhaps may be fit on1y ta fol10w the plougho"l 

Three hundred years later, another great Roman teacher, 

Jerome, was writing ·in a similar vein: 

"Don't sco1d her if she is slow, but arouse her 
ambition by pr;üse so that she may de1ight at victory 
and smart at defeat. Above al1, donit a110w her to 
hate her studies, lest the bitternes~ of them, 2 
acquired in chlldhood may 1ast ta her mature years." 

10 Guthrie, Wo, Quinti11ian Ys Institutes of Eloquence, Vol. I, 
London: Dewick and Clark, 1905, pp. 92-930 

20 Wright, FoAo, (translator) Selected Letters of Saint Jerome, 
Loeb Classical Library, Harvard Un~versity ?re~s, 1923, po 3450 
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This is not to suggest that these great teachers of 

ant i quit y were advocating a free school philosophy, but it does 

illustrate that even in that early age, those great educators 

recognized the supposedly modern doctrine of individual differences 

upon which the free school movement is based. Actually, almost every 

great teacher since has emphasized this concept at some point in their 

writing. 

Traditional educators' and teachers' colleges often refer 

to the thoughts of certain great educational thinkers of the past as 

constituting the philosophical foundatians of our traditional 

pedagogy. The names most frequently mentioned in this regard are 

Comenius, Rousseau, Pestalozzi, Froebel, Montessori and Dewey. 

, 

When one considers the concentration on discipline and the 

passivity of the child which characterizes most of our schools today, ' 

there is obvious irony in the fact that these particular educational 

thinkers are cited.as founding fathers of our educational system. 

A study of their educational thought reveals the recurrence of two 

dominant themes - individualism and the self-activity of the childo 

Since these two themes are the crux of the existentialist 

educatlDn described earlier, the next two chapters will be devoted 

to a brief examinatian of the writingsof these educators of the 

past in order to ilIustrate the importance they place on the concepts 

of individualism and activism in the proper education of the child. 

Although, John Amos Comenius (1592-1670) is properly ack

nowledged as a leading sense-realist and one of the founding fathers 

of the activity school movement, there is also ample evidence in 

his writing which illustrates bis appreciation of the importance of 
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recognizing the individu al differences among children and the need 

for a free and liberal atmosphere in the classroomo This is obvious 

in the following brief excerpt from his writing: 

Care must be taken to suit aIl these books to 
the children for whom they are intended; for children 
like whimsicali t y and humour J and detest pedantry and 
severity. Instruction, therefore, should ever be 
combined with amusement, th~t they may take pleasure 
in learning serious things which will be genuine use to 
them later on, and that their dispositions may be, as 
it were, perpetually enticed to develop in the manner 
desired. 

Beginners should at first practice on material that 
is familiar to them - students should not be over
burdened with matters that are unsuitable to their age, 
comprehension, and present conditian, sinee otherwise

3 they will spend their time in wrestling wi th shadows 0 

Now no discipline of a severe kind should be exer
cised in connection with studies or literary exercises, 
but only where questions of morality are at stake. 
For, as we have already shown, studies, if they are 
properly organised, form in themselves a sufficient 
attraction, and entice al"' (with the exception of 
monstrosities) by their inherent pleasantnesso If 
this be not the case, the fault lies, not with the 
pupil, but with the master, and, if our skill is unab~e 
to make impression on the understanding, OUl' blows will 
have no effect o Indeed, by any application of force we 
are far more likely to produce a distaste for letters 
than a love for themo Whenever, therefore, we see that 
a mind is diseased and dislikes studies, we should try 
to remove its indisposition by gentle remedies, but 
should on no account employ violent ones.oo •• 

He (the teacher) may employ advice, exhortation, 
and sometimes blame, but should take great care to 
make his m.otive clear and to show unmista.kably that 
his actions are based on paternal affection, and are 
destined to build up the characters of his pupils and 
not to crush themo Unless the pupil urlderstands this 
and is fully persuaded of it~ he will d~spise aIl 
discipline and will deliberately resist it o 

30 Keatinge, MoWo, The Great Didactic of John Amos Comenius, 
Lond.on,·A & C Black, 1910, po 270 0 
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The young should never be compelled to do anything, 
but their tasks should be of such a kind and should be 
givell them in such a way that they will do them of 
their own accord, and take pleasure in them. l am 
therefore of opinion that rods and blows, those weapons 
of slavery, are quite uns1,litable to freemen, and should 
never be used in schools.4 

Jean-Jacques Rousseau (1712-1778) has peen referred to 

as the father of the activity school in education; it is this 

writer's contention that Rousseau could be even more properly 

referred ta as the father of individualism and freedom in child 

educatiamo Certainly in Emile,5 the theme of freedom for the child 
, 

is as important, if not more dominant, than the ide a of self-activity 

for the child. The following statements of Rousseau illustrate this: 

Nature wants children t 0 be children before they 
are men. If 'Vie try to pe rvert this order, y'Te shall 
produce precocious fruits that will have neither 
maturity nor savor and will not be long in spoiling; 
we shall have young scholars and old children. Child
hood has its ways of seeing, thinking, and feeling 
that are appropriate to it; nothing is 19ss intelligent 
than to want ta substitute our own ways. 

The child who feels the need of help from others, 
who never ceases to experience their good intentions, 
has no interest in deceiving them; on the contrary, 
he has a reasonable inter est in their seeing things 
as they are, for fear that they may deceive themselves 
to his prejudice •••• ln a natural and free education, 
why should your child lie to you? What has he to hide 
from you? You do not rebuke him, you never punish 
him, you exact nothing from him. 'Why would he not 
tell you aIl that he did as frankly as he would tell 
a small friend7 He cannot see in this confessinn more 
danger from one side than from the other. 7 

4. Ibid., pp. 250-251. 
5. Rousseau, JoJo, Emile ou de llEducation (translated by W.Ho Payne 

as Emile or Education according to Nature) Appleton-Century-Crafts 
Company, 1908, 363 pp. 

60 Ibid~, po 720 
7. Ibid., pp. 86-870 
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A sense of dut Y does not exist at their age (during' 
childhood) and there is not a man in the world who can 
make it really intelligible to them; but the fear of 
punishment, the hope of pardon, the imporffiunities, the 
embarrassment, of answering, tear from themall the 
promises that you demand; and you believe you have 

convinced them when you have only bored or frightened 
them. What happens as a. result? In the first place, 
by imposing upon them a dut Y they do not feel, you 
prejudice them against your tyranny and turn them 

39. 

aside from loving you; secondly, you tèach them to be 
deceitful, false, untruthful in order to extort rewards 
or to get out of punishment; finally - accustaming them 
always to cover over ~1eir secret motive wiih an apparent 
one - you yourself give them the means for cheating you 
endlessly, for hiding from you the knowledge of their 
real character, and of paying you and others with vain 
words as occasion offers. ô 

The name of Johann Heinrich Pestalozzi (1746-1827) is 

another frequently mentioned in discussions of the history of 

traditional pedagogy, yet one can find litt le evidence of his 

directives in the methodology presently employed in our schools o 

It would be difficult to find a more explicit statement 

in support of the existentialist ideal of pupil freedom and respon-

sibility than the following. 

l would say to the teacher: be thoroughly convinced 
of the immense value of liberty; do not let vanity make 
you anxious to see your efforts producing premature 
fruit; let your child be aS free as possible, and seek 
diligently for every means of ensuring his liberty, 
peace of mind, and good humouro 

He must trust you. If he asks for something you do 
not think good, tell him what the consequences will be, 
and leave him his libertyo But you must take care that 
the consequences are such that he will not easily forget. 
Always show him the right wayo Should he leave it and 
fall into the mire, go to his rescue, but do not shield ' 
him from the unpleasant results of having enjoyed complete 
liberty, and of not having listened to your warnings. 
In this way his trust in you wil~ be so great that it will 
not be shaken even when you have to thwart him. He must 
obey the wise teacher or the father he has learned to 
respect; but only in cases of necessity must an order be 
given.9 

8. Ibido , po 730 
90 de Guimps, Ro, Pestalozzi: His Life and Work, Appleton-Century

Crofts J 1892, ppo 46-480 
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August Friedrich Wilhelm Froebel (1782-1852) is regarded 

as one of the great early leaders in the history of education. As 

stated earlier, it is lmfortunate that his thoughts have not seen 

more application in the education of children beyond the kindergarten 

stage. 

As was stated previously, in chapter two, Froebel believed 

in the importance of the establishment of an "inner comlection" 

between the inte mal world of the child and the external world aroWld 

him. To permit the "inner connection" to take place he stressed the 

importance of recognizing the individual difference in children and 

the need to allow the child to follow his own innate interests o He 

too, then, may be regarded as a leading exponent of individualism 

and freedom in education. 

In Froebel's words: 

It is not the educator who puts new powers and 
faculties into man, and imI'ects to him breath and life. 
He only takes care that no untmvard influence shall 
disturb nature' s march of developmen-t. TI1.6 moral, 

intellectual, a.nd practical powers of man must be nurtured 
within himself and not from artificial substitutes. 
Thus, faith must be cultivated by our own act of believ
ing not by reasoning about faith; love, by our own aet 
of loving, not by fine words about love; thought, by 
our own act of thinking, not be merely appropriating 
the thoughts of other men; and knowledge, by our own 
investigation, not by endless talk about the results of 
art and science. lO 

For the purpose of jnstruction is to bring ever more 
out of m~ rather than ta put more and more into him; 
for that which ean get into man we already know and 
possess as the property of mankind, and every one, simply 
because he is a human being, will Wlfold and develop it 
out of himself in accordance with the laws of mankind. 
On the other hand, what yet is to come out of mankind, 
what human nature is yet to develop, that we do not yet 

100 Froebel, Friedrich, WoAo, Education of Man (translated by 
Jo Jarvis), APpleton-Century-Crofts, 1886, p. 40 



know, that is not yet the property of mankind; and 
still human nature, like the spirit of Gad, is ever 
unfolding its inner essenceoll 

41. 

Throughout history there have been isolated instances of 

attempts to establish schools founded on the principles of freedam 

and individualisme Since these free schools have usually been due 

to the efforts of enlightened "amateurs" and because none have had 

any last-ing infuence, they are usually ignored in what is regarded 

as the main stre~ of educational history. One of the most fascinat-

ing of these educational experiements was attempted in- 19th century 

Russia by the famous novelist, Count Leo Tolstoy. 

In the fall of 1859, Tolstqy established his school for 

the peasant children on his estates. Almost to the exclusion of aIl 

other interests, he gave three years of his life to the peasant 

children. His work had nothing in common with the standard, well-

regulated school systems. Tolstoy wrote that he had a passionate 

affection for his schoolo Under his guidance other young people who 

helped him in his work developed a similar "passionate affection." 

As is usual in such instances, he began by discarding aIl 

exist ng traditions and by refusing to follow any method of teaching 

already in use. First he attempted to fathom the mind of the peasant 

child, and by doing away by punishment, he let his pupils teach him 

the art of teaching: In his school his pupils were free to choose 

their own subjects, and to take as much work as they desired. The 

teacher considered it his dut Y to assist the children in their search 

for knowledge by adjusting his met~od of approach to the individual 

child, and by finding the best way of proffering assistance in each 

case o 

110 Ibid., p. 2790 
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These free Tolstoy schools, without programmes, without 

punishments, without rules, without forcing the will of a child, 

were apparently remarkably successful. Reports of the time indicate 

that the children spent entire days at their studies and were reluctant 

to leave th e schoolhouse .12 

w;rote: 

Fifty years later, Basil Borosov, one of the peasants, 

"Hours passed like minutes. If life were always as 
gay no one would ever notice it go bY.o •• In our pleasures" 
in our gdiety, in our rapid progress, we soon became as 
thick as thieves wi th the Count 0 We were unhappy wi thout 
the Count and the Count was unha.ppy without us. We were 
inseparable, and only night drew us a.part •••• There was no 
end to our conversations. We told him a lot of things; 
about sorcerers, about forest devils oo •13 

As with most such attempts, the idea and stimulus for 

Tolstoy's schools died with their founder. Unfortuna.tely Tolstoy's 

educational experiment had little or no infl~ence on traditional 

Russian pedagogy. In the light of Rus'sian history since, the fact 

tha.t his educational ideas did not receive wide spread acceptance 

might be regarded as tragic.' 

In this centuryone of the most influential educators and 

writers in the cause of increased individualism in education has been 

Italian educator Maria Montessori (1870-1952)0 The Montessori system 

which is presently in use in numerous schools throughout North America 

and Western Europe is based on two fundamental principles - respect 

for the child's individuality and encouragement of bis personal freedom. 

These determine not only the atmosphere of the schoolroombut also the 

120 Ashton-Warner, sylvia, Teacher, New York, Simon and Shuster, 1963. 

13. Ibid, po 152. 
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relation of the teacher and pupil, the arrangement of the school-

room, and the nature of the instructional procedures. Those two 

princ~ples of individualism and personal freedom together, with 

her methodology emphasizing sense education, give the Montessori 

method its distinct character. 

Although Montessori'ssystem has been criticized for its 

strong emphasis on intellectual development to the exclusion of 

training of the emotions and also in its lack of recognition of 

the child's spontaneous desire to play; nevertheless, it is a '. 

great stride forward in the cause of individualism as its first' 

principle consists of an attempt to adapt school work to the indi-

viduality of each chi1d. 

Montessori considered freedom an essentia1 requirement 

for any true education, both the teacher and the pupil must be 

free, the former shou1d not dominate the latter, nor should the 

latter depend more th an absolutely necessary upon the former. 

As she writes "No one canbe free unless he is independent; 

therefore the first active mapifestations of the chi1d's indivi-

dual liberty must be so guided that through this activity he 

o 0 d d 14 may arr~ve at 1n epen ance. Elsewhere she writes: "We can-

not know the consequences of stifling a spontaneous action when 

th~ child is just beginning to be active, perhaps we stifle life , 

itself.,,15 My method is established upon one fundamental base-

h l Ob f h 01 0 h 0 Of 0 ,,16 t ~ ~ erty 0 t e pup~ s ~n t e~r spontaneous man~ estat~ons. 

14. Montessori, M., The Montessori Method translated by A.E. 
George; J.B. Lippincott, 1912, p. 95. 

15. Ibid., p. 87. 
16. Ibid., p. 80. 
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In tbis century, if there has been some movement toward 

more individualism and fre~dom in the schoolroom as weIl as a 

.recognition of the natural development of children and the increas

ing use of self instructio~al material, then we are g'rêa:tiy" in

debted to the work of Mont~ssori. 

But certainly th~ most dominant (and perhaps the most 

misinterpreted) influence ~n North American education in this century 

has been the educational writing of John Dewey. 

Although Dewey 11l.?-y be criticised by some, and most 

particularly existentialist educators, for bis emphasis on the 

socialization of the chilct, nevertheless, the recognition of the 

individuë.1.ity of each chiJ,.d and more freedom for the cbild constitute 

a large part of bis educational philosophyo 

There is, l think, no point in the philosophy of 
progressive education which is sounder than its emphasis 
upon the import9~ce of the participation of the learner 
in the formatioIi'. of the purposes which direct his . 
activities in t~;e learning process, just as there is no 
defect in traditional education greater than its failure 
ta secure the aq.tive co-opera'ton of the pupil in con
struction of th~ purposes invol ved in bis studying ".iL 7 

Dewey believed ~hat the true meaning of preparation in the 

educational scheme means 'l;hat a person, young or old, gets out of bis 

present experience aJ1 thé'l.,t there is in i t for him at the time in 

which he has it o The ide9~ of using the present simply to get ready 

for ~he future contradictq itselfo It omits and even shuts out, the 

very conditions by which 9i pers on can be prepared for bis futureo We 

17.. Dewey, John, Experie~ce and Education: New York; MacMillan, 19630 
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always live at the time we live and not at some other time and 

only by extracting at each present time the full meaning of each 

prese~t experience are we prepared for doing the same thing in 

the future. To Dewey, this is the only preparation which in the 

long run amounts to anything. 

It is not the subject per se that is educative 
to growth. There is no subject that is in and of 
itself, or without regard to the stage of ~rowth 
attained by the learner, such that inherent educa
tional value can be attributed to it ••• The notion 
that some subjects and methods and that acquain
tance with certain facts and truths possesseduca
tional value in and of themselves is the reason why 
traditional education reduced the material of edu
cation so lar3ely to a diet of predigested mater
ials •.. The 'principle of interaction makes it clear 
tha~ failure of adaptation of material to needs 
and capacities of individuals may cause an exper
ience to be non educative quite as much as failure 
of an indi~idual to adapt himself to the material.18 

, 

To Dewey, the most important attitude that can be formed 

is that of the desi~e to go on learning. Certainly existentialist 

educators can find immense encouragement and support in the works 

of Dewey. As Dewey says: 

What avail is it to win prescribed amounts of 
information about geography and history, to win 
ability to read and write, if in the process, the 
individual loses his own soul: loses his appre
ciation of things worthwhile, of the values to 
which these things are relative; if he loses de-

. sire to apply what he has learned and above aIl, 
loses the abil~ty to extract meaning from his fu
ture experiences as they occur? 19 

In our own time, A.S. Neill's SummerhilL school is still 

regarded a. i daring experimnnt even fifty years after its beginning 

18. Ibid., p. 46-47. 
19. Ibid., p. 49. 
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in 1921. Neill has given us some of his theories on education in 

his book Suw~erhi11: A Radical Approach to Child Rearing: 

The chi1dren have classes usually according to 
their age, but sometimes according to their interests. 
We have no new methods of teaching, because we do 
not consider that teaching in itself matters very 
much. Whether a school has or has not a special . 
method for teaching long division is of nosignificance, 
for long division is of no importance except to those 
who want to leam it. And the child who wants to learn20 long division will learn it no matter how it is taught. 

Parents are slow in realizing how unimportant the 
leaming side of school is. Children, like adults, 
le am what they want to leam. AlI prize-giving and 
marks and exams sidetrack proper personality develop
ment. Only pedants claim that learning from books is 
education. 

Crea tors le am what they want to le am in order to 
have the tools that their originality and genius demande 
We do not know how much creation is killed in the 
classroom with its emphasis on learning. 21 

" 

In recent years probably the strongest support for increased 

individualism in education can be derived from the work of the Swiss 

biologist-psycho1ogist-epistomologis~Jean Piaget. 22 Piaget!s more 

than fort y years of study of the development of chi1dren's mental 

processes have demonstrated that the child is the principal agent in 

his own education and mental development. To Piaget the critical 

factor in education is the child's own .activity in assimi1ating his 

experiences and accomodating to them. 

20Neill, A.S., Summerhill: A Radical Approach to Child Rearing, 
New York: Hart, 1960, P. 26. 

21Ibid., P. 28. 

22Piaget, Jean and Inhe1der, B., The Psychology of the Child, New York: 
Basic Books, 1969. Piaget, Jean, The Language and Thought of the 
Child, London, Rout1edge and Kegan Pau~, 1952. 
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We shall examine Piaget's work in more detail in the next 

chapter'wbich is devoted to activism in education, but certainly one 

of the main implications for education from Piaget's studies is the 

realization of the crucial importance of recognizing the individual 

differences in children. 

From Piaget one can see that the important part, perhaps 

the most important part, of a teacher's task must be to find an approp-

riate relationsbip between what is to be learned, the way it is to be 

learned and the stage each child is in at a particular moment. This 

match requires a high degree of individualization, ~ince Piaget notes 
, 

the developmental age corresponds only very.roughly with chronological 

age. Exactly when a cbild moves from stage to stage is a function of 

both bis own native environment and bis own experience.· Pny school 

class will therefore contain a wide range; the spectrum of develop

mental ages is bound to be wider than the chronological ages. 23 

Thus any educational situation must be properly grounded on a 

recognition of the individual differences in children. 

In the last decade, increased freedom and individualism in 

educat:f.on:has been the theme of numerous writers such as John Holt,24 

Flavell, John Ho, The Developmental Psychology of Jean Piaget, 
Princton, New Jersey: Van Nostrand, 1963. p. 112. 
Holt·,John, How Children Fail, New York, Pitman, 1964. Hol~, John, 
How Children Learn, New York, Dell, 1967. Holt, John, The Under-
Achieving School, New York, Dell, 1969. Holt, John, 'What Do l Do 
Monday, New York, Dell, 19700 
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25 26 . 27 Jonathon Kozolg Herbert Kohl and George Dennlson who have been 

somet:imes referred to as the "romantic free schoolers". They are 

.referred to in this way because their criticisms of present schools 

are based, for the most part, not on controlled emF rical studies, 

but rather on their own emotional, commonsense, "gut reactions" to 

the emotional, and psychic damage which they believe is being inflictied 

on children by the stultifying regimentation of our traditional school 

system. ~ such as Kozol and Dennison have despaired of changing 

the present educational structure and are attempting new alternatives 

in the form of privately founded free schools which are based on the , 
principles of individualism and activism.ln his most recent book, 

. 28 
Free Schools, Kozol estimates the number of such free schools in 

North America to be now over eight h".]lyIred. In a later' chapter we 

shall examine more closely the al ternati:ves to the present public school 

system. 

Perhaps the best known of these free schoolers is John Holt. 

In his book, How Children Learn, he replies to the Essentialists who 

are concerned that chil~en would not learn the things which they feel 

are necessary and the school's obligation to impart to their studentse 

25. Kozol, Jonathon, Death at an Early Age, Boston, Houghton-Mifflen, 
19670 Kozol, rronathon, Free Schools, Boston, Houghton-Mifflen, 
1972. 

26. Kohl, Herbert, 36 Children, New York, New American Library, 19670 
Kohl, Herbert, The Open Classroom, New York Vintage, 1969. 

270 Dennis on, George, The Lives of Children, New York, Random House, 
19700 

28. Kozol, Op.Cit., P. 173. 
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"Will the children be learning in a free school 
situation? The answer is simple; we can't tell: 
Ue can't be sure. What l am trying to say about 
education rests on a belief that, though there is 
much evidence to support it, l cannot prove, and 
that May never be proved. CalI it a faith. This 
faith is that man is by nature a learning animal. 
Birds fly, fish swim; man thinks and learns. There
:fore, we do not need to "motivate" children into 
learning, by wheedling, bribing, or bullying. We 
do not need to keep picking away at their minds to 
make sure they are learning. What we need to do, and 
all we need to do, is bring as much of the world as 
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we can into the school and the classroomj give children 
as much help and guidance as they need and ask for; 
listen respectful··y wh en they feel like talking; and 
then get out of the way. We can trust them to do 
the rest.29 

Ma~ educators regard the idea of freedom and individualism 

simply as the radical rhetoric of misg1rlded idealists, who can be 

easily dismissed as a force in the mainstream of present educational 

planning. Those who entertain this view should examine closely the 

recommendations contained in the recent reports of the Hall-Dennis30 

31 
and the Parent Commissions compiled under the auspices of the prov-

incial governments of Ontario and Quebec o 

" 

In both these reports, the supporters of increased freedom 

and individualism in education can find much that is encouraging. 

The Hall-Dennis Committee believesthat each child's 

development in the full sense should be appreciated andgiven consider-

ation in our ideal school learning situationo Such opportunities should 

29. Holt, How Children Learn, Op.Cit., p. 156. 
300 Report of the provincial Committee on .I\.llns and Objectives of 

Education in the Schools of Ontario, Ontario Department of 
Ëduc ation , 1968, -

31. Report of the Royal Commission of Inquiry on Education in the 
Province of Quebec, Government of the Province of Quebec, Vol. 2, 
1964 .. 
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make it possible for ~~ery child who enters school to grow phy~ 

sically, intellectualJy and emoticnally. The Committee stresses 

the point that the co~;e of the learning situation does not lie 

in the expenditures O~l educational hardware but wi thin each child's 

mind and heart. If e~lch child is learning, if each day leads to 

a new learning challE'Iilge for each child, if each child displays 

enthusiasm, talks comi'ortably with ms teachers and hïs classmates 

and goes happily abou~; his work, then the Committee feels these 

are signs that the sc~pol is a good place for learning. A school 

should serve ail its qhildren comrortably and humanely :ln its 

on-going child-center~\d programs and a learning experience should 

be found to meet the Iheeds of each. 

In the word~, of the Report: 

Children need to feel that they are accepted, 
and that th~iir efforts are appreciJ.ted. Failure 
in our soci~!ty too often takes on the form of a 
public stign;;a and unfortun:.tely the 'loser' in 
the early y~!ars of school acquires an image of 
himself as ~, ft~,ilure, which becomes deeply in
grained in ~~s psyche. Children can be helped 
to cope wit~l the stress of real failure if 
their diffelilences are understood, if they are 
loved despi~ie their inabilities, and if they are 
given the cq)urage to try again. 

Every chj,ld can be given a feeling of success 
at somethin~, if the choices are broad, the require
ments feasiq1le for him, and if all learning for each 
child is viEj;wed posi tively and in terms of ms 
individual G,evelopment. 

, 



Shifting to each child's learning experience as 
the basic nucleus of teaching makes ~~possible to 
dissolve ~e psychological and physical walls around 
children and the teacher himselfo 32 

51. 

Upon reading the Parent Report in Quebec, which preceded 

the Hall-Dennis Report by a few years, one sees in the aims and 

objectives section of the report many similar observations. Although 

the Parent Report stresses the need for more activism in education, 

there is ample evidence indicating the Committee's concern about the 

importance of recognizing the individual differences in children and 

the need for more diversity and individual choice in the courses 

offered. 

(Activist education is education) which always 
tries to begin with the child, with his interests, 
with his play, with his imagination in order to 
develop in him curiosity and personal initiative. 
The object is to eliminate the formalism of the 
teacher, the restraint of fixed programmes, the 
passivity of the child.33 

Certainly the existentialist educator can find in these two 

inflüential reports much that is encouraging for the future education 

of our children. If the recommendations of these.two reports are 

implemented in our schools in the future, a large step will,have been 

t~ken towards the ultimate realization of the existentialist educa

tional ideals of awareness, freedom, choosing, and responsibility. 

32. Report of the Provincial Committee on Aims and Objectives of 
tducation in the Schools of Ontario, Op.Cit., po 56. 

33. Report of the Royal Commission of In ui on Education in the 
Province of Quebec, Op.Cit., p. 1 0 



CHAPTER FOUR ACTIVISM 

The 1sctivist school must be regarded as the best 
realization of the genuinely child-centered education. 
The school today must at a very early stage develop in 
the child independence of thought, habits of personal 
initiative, and a sense of responsibi~ity. 

Teachers well versed in child psychology and aware 
of the needs of our day can very largely infuse into 
their teaching the spirit of the activist school which 
depends on the curiosi ty of the child and accuste ms 
him te work on his own. l 

This view in favour of the activity school movement is 

expressed in the Report of the, Parent Royal Commission on Educaticn 

in Quebec. 

If one reads the equivalent report in Ontario, commonly 

referred to as the Hall-Dennis Report, sirnilar statements in ~upport 

of the activitymovement can be found. On page fift,r-seven the 

Committee writes: 

Children need mplayo Despite the belief held by 
many adults that learning must be painful and serious, 
it is the joy and pleasure uf play which often sets the 
stage for learning. Play provides a psycholQgical 
safety zone in which chiLdren can ~est their competence 

, ID. tOOut fear of failure. It is Oul: of play that children 
d~velop rules of a game and a sense of ordero Work and 
play areas,are so closely interwoven in learning situations 
that itis of tien impossible to separate one from the other, 
and teachers aware of the learning process should not feel 
guilty about the fun and noisy atmosphere that may be 
engendered. There is nothing sinful about laughter, and 
serious, silent rooms are not necessarily working chambers 
for teachingo 2 

10 Report of the Royal Commission of Inquiry on Fducation in the 
, PtoVlnce of Qûebec, Gôvernment 01 the ProVlnce of Qüebec, Volo 2, 
1964, ppo 90-91. 

20 Report of the Provincial Committee on Aims and Objectives of 
Education in the Schools of Ontario, Ontario Department uf 
ËdÜcation, 1968, po 57. 
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It seems apparent then, that if the recommendations of 

these two influential provincial reports are ~~lemented, the schools 

. of Quebec and Ontario wi.l.l be adopting acti vist principles to an 

increasing degree in the future. This is certainly encouraging 

for the development of existentialist ideals in our schools. 

This move in the direction of more activism in the schools 

is certainly not the result of radical or avant-garde developments 

in pedagogical theory. The activist movement has a strong foundation 

in the thought of thegreat educators of the pasto 

Gustave Schoenchen has shown this in his work. The Activitt 

School: A Basic Philosopl~ For Teachers o
3 He has traced the origin 

and the development of the activit,y school in chronological or 

genet.ic order. He takes each one of the historica.lly s.ignifici::lllt 

educators of educational movements in turn and notes what each has 

c cntributed to the activity school as we now know it. 

Each of the permanent contributions is stated as a partial 

description of the activity school and each is numbered consecutively 

in the order in which it appears in the discussion. As Schoenchen 

sees it, there are twenty-two distinct contributions or steps in 

the development of t~ activity schoolo 

John Amos Comenius (1592-1670) is recognized as having 

laid the first foundations of activity pedagogy by advocating that 

the pupil be required to do things for himself. The ~idactica Magna 

enunciated a three-fold method of instructi. on for the eye, the tongue 

and the hand. In his Schola Pansophica he repeats this dictum and 

calls the forms of instruction ratio, oratio, and operatioo In 

3S choenchen , G.G., The· Activit y School: A Basic Philosophy For 
Teachers, Toronto, Longmans, Green, 1940. 
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other words, he advocates pupil activity of the body. In 

Comenius 1 own words: 

Everything should, as far as is possible, be placed 
before th e senses.. Everything visible should be brought 
before the organ of sight, everything audible before 
that of hearing. Odours should be placed before the 
sense of smell, and things that are ta.stable and 
tangible before the sense of taste and of touch res
pectivelyo . If an object can make an impression on 
several senses at once, it should be brought into 
contact with several •• oooSurely, them, the beginning of 
wisdan should c onsist, not in the mere learning the 
names of things, but in the actual perception of the 
things themselvesl It is when the thing has been 
grasped by the senses that language should fulfil its 
function of explaining it still further ••• 

Since the .senses are the most . trust y servants of the 
memory, this method of sensuous perception, if univer
sally applied, will lead to the permanent retention of 
knowledge that has.once been acquired. For instance, 
if ~ have once tasted sugar, seen a camel, heard a 
nightingale sing, or been in Rome and have on each 
occasion attentively impressed the fact on rrry memory, 
the incidents will remain fresh and permanent. 

If the objects themselves cannot be procured, rep
resentations of them may be used. Copies or models 
may be constructed for teaching purposes, and the same 
principle may be adopted by botonists, geometricians, 
zoologists, and geographers, who should illustrate their 
descriptions by engraving of the objects described. 
The same thing should be done in books on physics and 
elsewhereooooIt is true that expense and labour will be 
necessary to produce models, but::lk.'1.e result will amply 
reward the effort.4 

From Comenius then, is taken the first partial statement 

of what· an activity school is: 

1. An activity school makes use of pupil activity as a 
principle.of instruction. 

Schoenchen next refers to the writing of Jean Jacques 

, 

Rousseau (1712-1778), and here he finds so many fundamentals of the 

40 Keatinge, The Great Didact.ic of John .Alnos Comenius, A & C Black 
Ltdo ; ppo 184-185 

-) 
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activity movement that it leads him to acknowledge Rousseau as the 

father of the acti. vity schoolo 

In Emile, Rousseau advocates manual training of scveral 

kinds for its utilitarian value, for its spiritual value, and for 

its educational value in leading to reflection and planning. He 

bases instruction on the instinct of the child, and would arrange 

instruction so as to correspond with the child's developing and 

expanding interests. He sees experience and pupil activityas the 

chief means of education, thus making pupil activity of far greater 

importance to educati. on than Comenius indicated. He sets himself " 
against verbal teaching, and emphasizes training of the senses and 

learning through the senses o Finally, he sees education not only as 

preparing for ~ife, but also as living. Although Emile had no 

compQnion, Rousseau realizes that education must be social as weIl 

. as individual, and he advises that Enile be ailowed to visit 

factories and, through direct observation, to learn to appreciate 

the importance of social interdepende~ce.5 

In Rousseau's own words: 

Now if nature gives to a child's mind this suppleness 
that renders it capable of receiving aIl sorts of impre
ssions, it is not for the purpose of engraving upon it 
the names of kings, dates, terms of heraldry, of the 
sphere, or of geography and aIl those words without sense 
for his age and without utility for any age whatsoever, 
with which one overwheJ.ms his sad and sterile childhood, 
but it is for engraving ail the ideas that he can under
stand that are useful, aIl those that contribute to his 
happiness and ought some day te shed light upon his 
duties; they trace themselves in his mind early in in
effaceable characters and help him to conduct himself 
during his life

6
in a manner suitable tO'his :nature and 

his abilitieso 

5. Schoenchen, Op. Cit., P. 6. 
60 Rousseau, Emile ou de l'Education (translated by WoHo Payne as 

Emile or Education According to Nature), Appleton-Centur,y-
. Crofts COo, 1908; po 100-1010 
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~ether he works or plays, both are the sarne to him; 
. his games are his occupations and he feels no difference 

between them. He puts into everything he does an 
interest that makes him laugh and a liberty that pleases, 
showing at the time ,·the bent of his mind and the range of 
his knowledge. l S. i t not a sweet and charmin€: sight 
at the age to see a handsome child, his eye l~vely and 
gay, his manner contented and serene, his face open and 
smiling - a child who, while amusing himself, does the 

56. 

most serious things or works hard at the most frivolous • 
garnes? 7 

l do not at all like explanations in words; young 
people give them little at~ntion and hardly retain 
them. Things! ObjectsJ l cannot ever repeat often 
enough that.we give too much authority towords with 
our babbling education that.produces only babblers. 8 

From this most condensed sUIllInary of Rousseau' s teaching,' 

Schoenchen garners as fâctors for the activity school the following 

seven dicta: 

20 The activity school advocates many forros of manual 
training for their cultural values. 

30 The activity school arranges the subject matter of 
instruction in accordance with the natural interests 
of the child. 

4. The activity school advocates direct experience as 
preferable.to vicarious experience. 

5. The activity school is opposed to merely verbal teach
ing or indoctrination. 

60 The activitlf school emphasizes the need of training 
the senses so that learning through the senses may be 
furthered. 

7. The activity school would modif.1 the learning process 
so as ,to take account of B.ldividual differences aIIlong 
the pupilso 

8. The activity school recognizes that education is life'9 
a.lld m.ust therefore be li ved in a communal environment 0 

7. Ibid., po 166. 
8. Ibid., po 188-1890 
90 Schoenchen, Op.Cit.; po 7. 
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Rousseau and Comenius are educatianally the giants of the 

age of empiricism, but there were others who also contributed. The 

,activities of tihe scientific empiricists from Bacon to Newton - 250 

years of scientific discovery - had their effects upon education, as 

might be expected. This influence was chiefly ~~tagonistic to verbalism 

in that it advocated experimentation and the use of the inductive 

method to increase our store of facts. 

Ferdinand Kindermann (1740-1801) first app1ied the principles 

of activity education to vocationa1 training, thereby creating the 

vocational school o He found that children were taught use1ess things, , 
while more essential factors were being neg1ectedo He found teaching 

poor, and saw in this the cause of much laziness, poverty, mendicancy 

and irre1igion. He recommended indus trial training, not on1y for its 

economic value but also on the basis of its value for increasing human 

happiness. He struggled against great odds, but he won the children 

over to his program, and, through them, their parents. He believed in 

mild discipline, and allowed the children to talk or sing at manua1 

work. This freedom, together with the alternation of academic and 

indus trial subjects, made children love their school a Schoenchen 

believes that it is not as a polemic writer, but as an organizer and 

agitator, that Kindermann takes an important place in the history of 

activity pedagogy. He represents two distinct steps in advanceg 

90 The activity school believes that one of the proper 
aims of education is vocational efficiency. 

100 The activity school advocates a natural form of 
discipline based on children's interest in their work, 
and operative through social control; it is opposed 
to order, imposed upon the pupil from without by the 
teacher. lO 
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Johann Gottlieb Fichte (1762-1814), the philosopher of ethical 

idealism, did much to further the activity school. For F.i..chte; matter 

,was but a function of spirit; the spirit was absolute, but it was 

also operative or active. Hence doing is eternal, and being is merely 

a function of doing. Doing, or activity, isbased upon a innate, 

absolute instinct forself-activity; hence education is the develop

ment of this instinct, and the activity of the pupils the chief 

instrument of education. 

The importance of this for the activity school cannot be 

overestimated. Activity had heretofore been recognized as instincti~e, 

but Fichte shows that is is not only that, but an insistent urge - a 

drive. Activity has heretofore been regarded as one of the means of 

education; but ,for Fichte it is the most important means. Finally, 

activity is not only a subject in the curriculum, but has become aIso 

th d f - t t- Il a me 0 0 1ns ruc 10n. 

In Fichte, Schoenchen finds explicit an important aim of the 

activity school;the aim to make the child independent. Through 

independence the child adds to his moral stature; hence vocational 

training should be given him on the ethical ground that it will enable 

him to achieve this independence; finally by being self -sufficient , 

by being independent, 'the individual will be enabled to contribute to 

the independence of society. In other liords, pedagogical activity 

is morally important, not only from the standpoint of the indi vidual 

but also from that of society. 

110 Ibid., po 10 0 



From Fichte, then, Schoenchen takes the following: 

11. The activity school regards pupil activity as the 
chief means of education. 

12. The activity school uses the prillciple cf activity 
not only as a subject (manual training) but also as 
a method of teachingo 

13. The activity school advocates many forros of manual 
training for their moral value. 

14. The activity school advocates self-activity as a 
means of achieving self-independence. 

15. The activity school recognizes the need of training 
the individual for membership in society. 

59. 

Schoenchen believes that the activity school owes more to 

Johann Heinrich Pestalozzi (1746-1827) than to any other educator; 

indeed contemporary activity pedagogy has been described as a 

return to true Pestalozzianism. 

Coming after Comenius and Rousseau, Pestalozzi' found that 

these mighty predecessors had anticipated him in many respects; but 

he nevertheless remains the greatest figure in activity pedagogy 

because he not only recombined the teachings of the founders of 

activity pedagogy in ways which make them seem almost like original 

contributions, but also because he actually illustrated these teach-

ings in practiceo Tosummarize Pestalozzi's influence upon activity 

education is a task so great that volumes would have to be written to 

12 do it adequately. 

The central idea of Pestalozzi's pedagogy is his concep~ 

of the nature of man as having two aspects, the individual and the 

social. This fundamental concept combines the educational doctrines 

of Rousseau, who emphasized the individual, with those of Fichte, who 

120 Ibid., p. 12. 
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s~ressed the social side. This is, of course, also the central idea 

of modern activity pedagogy; with this idea in mind Schoenchen notes 

the following points of Pestalozzian doctrine with which modern 

activity education is in complete agreement: 

a. Instruction arises out of the daily work - not vice versa. 

b. Verbalism is condemned. 

c. Vocational training is advocated to insure the pupil's 
independence. 

d. The chief airn of education is to train for humm living; 
hence education is not only preparation for life, but 
itself is life. Life itself educates. 

e o Manual training should. be combined with academic subjects. 

f. Manual training is a means of training through self
activity. 

g. Such self-activity is the means of univers al culture. 

ho Through manual training the senses are trained, thereby 
increasing the store of knowledge, and leading to the 
thoughtful life. 

i. Training for career and training for life should be 
thought of as synonymous. 

j. The object lesson is a fundamental method for acquiring 
ail knowledge. 

ko Train all the senses, not merely the eyes o 

le The didactic value of a activity resides in the fact 
that activity is the expression of an innate, universal 
drive. 

ma Children should not be told to sit still. Artificial 
"ordet" is contrary to the nature of the child; control 
sa exercised by the teacher is like applying a brake to 
a spinning wheel 

no The value of doing a thing by hand, that is, by exp er
iment, is that it is directly perceivable that it is 
either right or wrong. Hence experimentation trains 
the judgment, discovers objective truth, and counter
acts the effect of emotion upon thinking. 

o. Education should develop all our resources. 

Î 

,-
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In the master's own words: 

Teach him absolutely nothing by words that you 
can teach him by the things themselves; let him 
see for himself, hear, find out, fall~ pick himself 
up, make mistakes; no work, in short, when action 
is possible. What he can do for himself,. let him 
do; let him be always occupied, always active, and 
let the time you leave him to himself represent by 
far the greatest part of his childhood. You will 
see that Nature teaches him better than men. 13 

From the above summary it may be regarded as established 

that Pestalozzi is a giant among activity pedagogues. His ori

ginal contributions to the activity school are: 

16. The activity school is organized on the basis 
of pupil self-activity. 

17. The psychological basis of the activity school 
is the truth that pupil self-activity affect~ 
·the three categories of consciousness - the 
ideational, the judgment, and the interest-
volitional. . 

18. The activity school values experimentation as 
a means of education because experimentation 
applies a pragmatic test to ideas. 14 

" 

August Friedrich Wilhelm Froebel (1782-1852) is ~ikewise 

a figure of great importance in the history of the activity school. 

Fr·oebe!. stands midway between Pes talozzi and Fichte, having taken 

from the former the principle of sense training, and from the lat-

ter the principle of the importance of doing. These two princi-

pIes he combines in so unique a way that he makes an original 

contribution to the activity school. Through self-activity sense 

perception takes plac~; Self-activity, or doing, should there-

fore at aIl times go hand in hand with sense training (object 

lesson). In gaining sense imporssions, not only is the eye in-

volved but the.object to be sensed must be 

13. De Guimps, R., Pestolozzi: His Life and Work, Appleton
Century-Crofts Inc., 1892, p. 46. 

,14. Schoenchen; Op. Ci t., p. 15. 
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heard, felt, tasted, weighed, played with, manipulated - in a word, 

a complete sensing of an object involves.making use of as large a 

number of different sense appeals as possible. Knowledge gained âS 

a result will be valid, and will affect thinking, judgment, and the 

ethical and aesthetic factors in the mindo From this point of view, 

self-activity, or doing, leads to feeling and knowing, and is there-

fore the dynamic factor in education. 

Another contribution of Froebel to the activity school is 

his recognition of the pedagogical importance of play. Play has for 

its purpose the activity itself; when the purpose of the activity , 

merges into the production of the activity, then play merges into 

work. It is therefore, at this point that instruction begins; the 

dut Y of the instructor is to blend into the spontaneous self-activity 

of the child whatever tends toward the development of the child. In 

play, as in work, the child automatically learns the value of social 

cooperation.15 

A third contribution to the activity school is Froebel's 

accepta;nce of the so-called "Culture-Epoch" or "Recapitulation" 

the ory , which holds that the individual recapitulates the experience 

of the race. This the ory rests on some questionable evidence, it is 

true; furthermore, it is not essential to the activity school. However, 

most educators at present accept it, especially with the modification 

that Froebel himself advocated. This is that while each man in himself 

recapitulates the experience of the race, each man, nevertheless, 

-) 



differs from eve~ other in that the representation of the recap

itulatian is different. In other words, this theo~ need not be at 

variance with the observed facts of human individualization. This 

modification of the theo~ is also expounded by existentialist 

writers. Nikolai Berdyaev believes that "the eternéÙ principles of 

social life are values which can be realized in subjective spirit and 

not concrete forms which can be realized in the objectivization of 

histo~"o Berdyaev writes: 

Society is always a society not only of the living 
but also of the dead; and this memo~ of the dead which 
the usual theo~ of progress lacks, is by no means a 
conservatively static memo~, it is a creative dynamic 
memory. The l~st word belongs not to death but to 
resurrection. But resurrection is not a restoration of 
the past in its evil and untruth, but transfiguration. 
We are linked with the creatively transfigured past, and 
it cannot be a burden of enslaving determination for us. 
We desire to enter with the past and ~~th the departed 
people of the past into a new transfigured order, into 
the existential order.16 

, 

The praètical value of the theoryfor educators lies in the 

fact ~lat it gives them a hint as to how to arrange the materials 

of instruction so as to make them conform to the expanding, develop-

ing powers of the child, rather thanr~versing the process and fitting 

the child to the curriculumo Such favorable arrangement of the 

materials of instruction is called the "psychological order" in 

contrast to the old~r "logical order" of arrangemento The under

lying principle is far-reaching in its effects, for it not only 

determines the order in which whole curricular subjects are arranged 

to each other, but also regulates the arrangement of specific parts 

160 Berdyaev, Nikolai, Slavery and Freedom (translated from the 
Russian by RoMo French), Charles Scribner's Sons Ltd., New York, 
1944, po 1110 
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of any given subject.17 

A final contribut ion of Froebel to the acti vi ty school is 

one for which he is partly indebted to Rousseau. Rousseau stressed 

the importance of arranging subject matter in accordance with the 

growing interests and powers of the child. Froebel carries this 

principle further and states it explicity: The development of the 

child at any particular level is conditioned by his development at 

lower, preceding levels o In this principle Froebel crystallizes 

several important pedagogical considerations:that, for the child, 

education is life; that the right of the child to live his own life , 

at his own state of development cannot be gainsaid; that the materials 

of instruction must be fitted to the child, not the child to themo 

Froebel's reknown suffers from the fact that his work has 

been so completely identified with the kindergarten that he is often 

overlooked as an educatorwhose pedagogical principles have a universal 

li b 'l't 18 app ca ~ ~ yo 

Schoenchen summarizes Froebel's original contributions in 

the following four propositions: 

190 The activity school maintains the sense training and 
self-activity must go hand in hand, pedagogicallyo 

200 The activity school recognizes the pedagogical 
importance of pl.:wo 

210 The activity school tentatively accepts the recap
ituXation theoryo 

220 The activity school recognizes that the development 
of the chi1d at a~ level is conditioned by the 
development of the child at lower leve1s 019 

170 schoenchen, Op.Cit.; p. 170 
180 Ibido, po 180 
190 Ibid., po 18 0 
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These then, are the twenty-two distinct forward steps . 

which Gustave Schoenchen believes constitute the historical develop-

ment of the activity schoolo This brief account does not, however 

take into consideration modifications which the activity school has 

underg~ne in its spread to countries throughout Europe and in North 

America" 

In the last chapter we no ted the influence in this c entury 

of Maria Montessori ~d John Dewey in 'the course of increased freedom 

and individualism in the schools. However, b.oth are equally famous 

for their contributions to the activist movement as weIl. , 

In the case of Mme. Montessori, her emphasi's upon sensory 

education is perhaps the mos~ distinguishing mark of her system. 

Sensory training is used net only as a means of deveilopment but 

als 0 as an introcù cti an to reading, wri ting and ari thmetic • Training 

in sensory discrimination w~s given so prominent a place because 

Montessori believed there was a close relationship between the senses 

and the intellect and if the senses were neglected during the early 

yefJXs, the intellect would not develop as it should. 

Mme. Montessor1s own statement of the objective in sense 

education was as follows: "The education of the senses has as i ts 

aim the refinement of the differential perception of stimuli by 
, 20 

means of repeated ~ercises." 

These exercises are necessarily self educative, since no 

teacher Carl do a pupil's seiJing,hearing and tmching for him. 

Montessori's exercises were also self-correctiveG This is accomplished 

20. Montessori, Op.Cit., p. 173. 
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by employing materials which by their very nature, automatically 

inform the child when he makes an error. She is also noted for her 

development of further exercises that furnish a transfer from pure~ 

sensory training to the school subjects. In her system she pioneered 

a method of transition from sense training to the :teaching of writing 

which is still regarded as one of the best possible in"troductions 

to th b " t 21 e su Jec • 

Montessori's method is perhaps as famous for its emphasis 

on the training of the senses as i t is for individualism and respect 

for the child. , 

In our time, every educator is or should be, familial' with 

the emphasis which John Dewey placed on activism in his educational 

philosophy. Dewey condemned the traditional methods of education 

which placed a premium upon the psssivity and receptivity of 

the child. The on~ escape from them in the traditional school 

involved on activity by the child which was usually regarded as 

jregular and perhaps disobedient. Dewey deplored this attitude: 

There cannot he complete quietude in a laboratory 
or workshop. The non-social character of the tradi
tional schoolis seen in the fact that it erected 
silence into one of its prime virtues •••• 

There should be brief intervals of time for quiet 
reflection provided for even the young. But they are 
periods of genuine reflection only when they follow 
after times of more overt action and are used to 
organize what has been gained in periods of activity 
in which the hands and other parts of the body beside 
the brain are used. 22 

Dewey regarded freedom of movement for young children 

as an important means of maintaining normal physical and mental 

21. Ibid., Chapter 16. 
22. Dewey, John, Experience and Education, London, Col1ier

MacMillan, 1963. p. 62. 
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hea1th. He be1ieved we can still 1earn from the examp1e of the 

Greeks who say c1ear1y the relation between a sound. body and a 

sound mind. 

But in a11 the respects mentioned, freedom of 
action is a means to freedom of judgement and 
of power to carry de1iberate1y chosen ends into 
execution. The amount of externa1 freedom which 
is needed varies from individua1 to individual. 
It natura1ly tends to decrease with increasing 
maturity, though its complete absence prevents even 
a mature individual from having the contacts which 

'will provide him with new materials upon which his 
intelligence may exercise itself. The amount and 
qua1ity of this kind of free activity as a means of 
'growth is a problem that must engage the thought of 
the educator at every stage of deve10pment. 23 

In the previous chapter devoted to Individualism we 
, 

noted how Jean Piaget's studies supported this concept in education. 

However, Piaget's work can be said to have also as great a signi-

ficance in support of increased activism in education. 

Piaget noted that at each age in his deve10pment, the 

child has his'own mental apparatus, however primitive, that is the 

resu1t of the interaction that has already occurred between the 

unfo1ding of his innate mental structures and his experiences. At 

each stage or moment of time the child is extending that apparatus 

through prbbing and testing his environment - in infancy, exp10ring 

with his eyes, his mouth, his hands, his faet, his 1ungs, later on 

through babb1ing, wa1king, talking, p1aying, reading etc. He not 

only stores information 'in his mental files, but a1so continua11y 

modifies and réconstitutes the fi1ing system or mental apparatus 

through using it. In John Dewey's phrase he learns through doing -

his doing and no one e1se's. Thus the child 1earns to hear, then to 

speak, 

23. Ibid., P. 63. 
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by hearing and speaking, and not until much later by being told how 

to speak. He learns to think mathematic ally or in terms of cause 

and effect through his engagement with things that embody causal 

or' mathematical relationships; it is only much later, after he has 

learned to think causably, that he begins to think about ,c au saI i t Y . 2
4 

Piaget states that this sequence is not random~ ail children 

go through the same stages as, bit by bit, they construct their mental 

ima.ges of the world. Each stage sees the development of new mental 

abilities th~t determine the nature, but also set the limits of 

wha.t the child can learn at thJ.t point. 

According te Piaget what enables the child to progress 

fram one stage to another is his own activity. Learning, indeeâ. 

the development of intelligence itself, is a continuous process of 

assimilating the external facts of experience ~~d integrating 

them into the individual' s internal mental structures. To PiJ.get, 

the activity is crucial: the child, or for that matter, the adult 

must discover understanding for himseli'. He must actively invent 

and reinvent what he wants to understand, for understanding is a 

transfonnation pf reality. To know something is not merely to be 

told it or to see it but to act upon it, to modify and transform 

it and to understand the process and consequences of the trans

formation. 25 

Teaching to Piaget means creating situations where structures 

can be discovered, it does not mean transmitting structures which 

may be assimi1ated at nothing other than a ve:-ba1 1evel. Piaget 

24. 

25. 

F1ave11, John H., The Devel~mental Psychology of Jean Piaget, 
New Jersey: Van Nostrand, 1 3, p. 112. 
Ibid., p. 115. 

" 
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does not believe children handle verbal abstractions easily until 

they have reached what he calls the stage of "formal operations" 

which is for most children between the twelth and fifteenth years. 

The teachers job then is to present the child with situations that 

encourage him to experlinent, to manipulate things and symbols trying 

them out to see what results they produce. 

The child must then be allowed to "do" at his own rate, 

wi th the teacher arranging the classroom environment in such a way 

as to permit children to learn at their m~ pace as well as in 

their own way. Piaget believes children have real understanding " 

onlY of that which they invent themselves, and each time one 

attempts, to teach them too quickly, we keep them from reinventing it 

themsel ves • 26 

Piaget warns that there is no good reason to accelerate 

this development too much. He maintains the ,tj.me that appears to 

be "wasted" in personal investigation is really time ga:ined, that 

is ~ime devoted to securing deeper understanding which sould be the 

aim to understanding. 

In astatement which existentialist educators would 

c ertainly applaud, Piaget wri tes "The principal goal of education 

is to create men who are capable of doing new things not simply 

repeating what oth~r generatians have done - men who are creative, 

inventive and discoverers who have minds which can be critical, can 

verify and not accept everything they are offeredJ' 

26. David Elkind, "Piaget and i'Iontesso1:'i", Harvard Education ReviffiT, 
Fa.ll, 1967. 



The great danger tod~ is of slogans, collective 
opinions, reac1yrnade trends of thought. We have to 
be able to resist individually, to criticize, to 
distinguish between what is proven and what is note 
So we need pupils who are active, who lea'n early 
to find out by themselves, partly by their own 
spontaneous activity and partly through material we 
set up for them; who lear-n early to tell what is 
verifiable and what is simply the first idea to 
come to them. 27 
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This means providing young children with an abundance 

of concrete materials they can explore, manipulate and handle -

ooterials they can play wi th, for play is a child' s work. 

From the sources quoted in this chapter and the preceding 

one., it can be seen tha:t the existentialist educational ideals of 

freedom, individualism and activism, certainly do not dppear to be 

a radicai or avant garde departure from the educational ideals 

envisioned by the acknowledged educational authorities of the pasto 

In fact, it may be said, that the dominant themes which recur again 

and again in their educational thought are freedan, individualism 

and activism. 

~ 

It is left to the advocates of our trad:ttional educationa1 

system to present equally convincing support in favour of the passivi ty 

and regimentation which has characterized the traditional classroom. 

270 Piaget Rediscovered, edi ted by Richard E. Ripple and Verne N. 
Rockcastle, Corne1l University Press, 1964. 



CHAPTER FIVE TECHNOLOGY AND THE FREE SC HOOL 

In Understanding Medial and The Medium is the Massage, 2 

Marshall McLuhan has writt~n of our educational system in the light 

of the new techno1og,v. 

The young todqy live mythically and in depth. But 
they encounter i~struction in situations organized by 
means of classified information - subjects are unrelated, 
they are visuall~ conceived in terms of a blue print. 
Many of our institutions suppress aIl the natural direct 
experience of yo-y,th, who respond with untaught delight 
to the poetr,y anq the beauty of the new technological 
environment, theenvironment of the popular culture. 
It could be t!4eiv door to aIl past achievement if 
studied as an act:ive (and not .• necessarily benign) force. 

The student finds no me ans of involvement for himself 
and cannot. discO\ier how the educational scheme relates 
to his ~ic wo~ld of electronically processed data and 
experience that ~~s clear and direct responses report. 

, 

It is a matter o~ the greatest urgency that our education
al institutions I:ealize that we now have civil war among 
these environmentrs created by media other than the printed 
word.· The classI~oom is now in a vital struggle for 
surviva1 with th~ immensely persuasive "outside" world 
created by new iriformational media. Education must shift 
f"rom instruction:: from imposing of stencils, t 0 discovery -
to probing and e~~loration and to the recognition of the 
language of form!~o 

The 'drop out ~~epresents a rej ection of nineteenth
century itlechnolo~iY as manifested in our educational 
establishments 0 'The teach-in represents a creative 
effort;., awitchin~~ the educational process from package 
to discover,y 0 ~i the audience becomes a participant in 
the total electr~rc drama, the classroom can become a 
scene in which tl~e audience performs an enormous amount 
of worka3 1 

10 McI,uhan, Marshall; Und~ll"standing Media: 
---'l, 

2. McLuhan, Marshall; The Medium is the Massage, Toronto: Bantam 
Books, 1967.. ---'li'" 

30 Ibid., p. 420 
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Many people in modern society long nostalgically for the 

tranquility and simplicity which they believe existed in a pre

teclmological age o They deplore the apparently relentless march 

of' technological "progress" and they fear that the life of man is 

increasingly being rule,i by his technological creations. Among the 

most influential con1temporary cri tics of teclmological "progress" 

is 'th e French wri ter, Jacques Ellul whose thoughts concerning the 

dangers of technology we shall consider later in this chapter. 

At present, however, i~appears that the tide of teclmolo

gical change cannot be simply halted. The question is not whether 
" 

man requires this technology but rather how he is going to master it,; 

since there are apparently few signs of the trend being reversed in 

une foreseeable futureo 

In his provocative book, Education and Ecstasy,4 George 

Bo Leonard has offered us a view of how future education may appear 

if we employ our developing teclmology in the service of our schools. 

In so doing, he still retains the basic qualities of individual free

dom, choosing and personal responsibility which are the necessar,y 

components of an existential school as discussed in the previous 

chaptero 

Leonar~'s school of the future, physically consists of 

gleaming geodesic dames and translucent tent-like structures 

scattered randomly·among graceful trees and a large grassy play field 

encircled with flowers o Approximately eight hundred children are 

enrolled in the school, but on any typical dey only about six hundrec1 

are in the school groundso Most of the educational environments 

are in operation from eight in the morning until six in the afternoon. 

4. Leonard, George B, Education and Ecstasy, New York: Dell, 1968. 
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Children can come when and if they please; there is no problem at 

all of parents wishing to take their children on extended trips 

,or simply keeping them home for something that's going on there o 

While the children are in the school grounds, they are 

absolutely free to go anywhere and do ar.wthing they wish that does 

not hurt ,someone else. They are free learners. 

The Administrative centre of the school is located in a 

Central Dome. Every child wears an electronic identity card. When-' 

ever he is on the school grounds, a central computer continually 

tabulates how much time he spends in each educational environment. 

This allows the schools educators not only to keep track of each 

child's educational development with a minimum of effort, but also 

to evaluate the drawing power and effectiveness of each environment. 

, 

The first principle of free learning is that if the environment fails 

to draw or educate, it is the environment, not the learner's faulto 5 

The main learning environment for the youngest children (from 

three to seven years of age) is the Basics Dome. It is entered by one 

of three tunnel-like entrances which emerge near the centre of the 

great dome lit only by the glow of laser learning displays, that 

completely surround one of the domels peripheryo On first'entering 

one is almostoverwhelmed by the sensory bombardment that comes from 

every side. Around the dome there are fort y learning consoles, at 

each of which is seated a child facing outward toward the learning 

displays. Each child sits at a keyboard, essentially less complex 

than that of an old fashioned typewriter, but fitted with a number 

of 'shifts so that almost every symbol Imown to human cultures can be 

producedo The child' s learning display, about ten feet square, is 

50 Ibid., p. 1460 

-1 
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reflected from the hologram-conversion screen that runs aIl the way 

around the inner surface of the dome. The ~~age appears to stand 

out from the screen in sometimes startling colours and dimensions. 

The screen is slightly elevated above the child's horizontal eye 

level so that everyone in the dome by turning aIl the way round can 

view ail of the learning displays. Each display j oins one on the 

other side of it, so that ~e total effect is panoramic. And each 

has its own set of _stereo speakers, joining in a panorama of sound. 

A small electronic tablet on the back of each chair shows 

the name of ~e child in the chair and the number of minutes he 

has left in bis learning session. The amount of time allotted for 

each session varies; it is calculated electronically according to 

the total- number of children waiting in the dome, but it is never 
- 6 

less than twenty minutes. 

When a child takes the chair to begin learning, another-

radio receiver senses his presence through his EID and signaIs the 

central learning computer to plug in the particular child's learning 

history. The child puts on his cornbinaticn ear phones and brain 

wave sensors o Once the computer picks up the child's ongoing brain-

waves, it immediately begins reiterating (in drastically abreviated 

form) his last learning session. The child watches his most recent 

lesson reeling by on his display. If he wants to continue where he 

Je ft off last t:ime ne holds down his "yes" key until the reiteration 

is finished.. If not, he presses "no" and the computer begins search-

ing for other material appropriate to the child's level of learning; 

materiaL which is flashed onto the display until the child presses 

60 Ibid., p. 148. 
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"yes". The selection process generally takes less than two minutes. 

'Ihe dialogue then begins. 

1. A full bank of the basic, commonly a.greed-upon 

cultural knowledge, arranged in dialogue forme Most 

children go through the entire basics bank in the 

four years from age three through six. 

2. Basic material arranged in Cross-Matrix Stimu1~ and 

Response forme This m~terial appears at random 

intervals along witih the dialogued material to provide 

novelty and surprise and to help the child learn to , 

make these unexpected leaps which are so much a part 

of discovery. 

30 The child's brain-wave pattern, analyzed in terms of 

general consciousness state and short term memory 

strength. 

4. The child's overt motor responses as typed on the key-

board or spoken into a directional microphone mounted 

on the console. 

5. Communal Interconnect. Through CI, the material on 

one learning displ~ sometimes influences and is 

influenced by the material on nearby displays. This 

makes the learning process far more communal. It also 
. 

helps bring together all fort y displays into a single 

learning-art object, enhancing learning and appreciation, 

not only for the children at the consoles but for the 

many spectators in the dame as wello 7 

') 
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On another part of the campus there is a smaller dome 

known as the Quiet Dame, made of a translucent milly-white material. 

One enters by pushing bis way in through three spearate sets of 

heavy, sound absorbing curtains, and steps onto a spongy floor that 

~loats free from the earth on hydraulic mounts e 

Just as the Basics Dome shocks the senses which an initiàl 

overload o~ stimuli, the Quiet Dome shocks with the lack of them. 

Everything is designed to give a feeling of being neutral, direction-

less, without dimension. Some students might be practicing the 

omega form of meditation they have been recently learning or shifting 
" 

from one mode of consciousness to another in quiet contemplation. 

. Elsewhere on the campus there are the Water and Body Domes 

containing a swimming pool, gymnasium and dance floor. Here two 

educators are always on hand to counsel learners about the all 

important relationship between t~e bo~ - its posture, tension, 

movements and coordination - to everylthing else in life and learning. 

Scat~red tihroughout the campus one would find several 

Discovery Tents - structures of translucent plastic erected on 

skeletal frameworks over light weight plastic floorso . Their character 

is tentative, temporaryo Usually one educator isresponsible for each 

tent o His funcitiion is to set up and constantly revise educational 

environments th~t wil-. encourage children to make their own discoveries o 

For example one edùcator handles both of the current Matter-Energy 

Manipulation projects, making sure the appropriate apparatus and 

instructions are available everydayo8 Other Discovery tents are 

devoted to the stu~ of projects in history, sociology, psychology &ld 

the arts. 
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Only a few electronic or printed reference materials 

are needed inside the Discovery Tents. Every learner in the school, 

once he has finished enough of the Basics, is given a Remote Readout 

device through which he can query the Central Computer at any time. 

The device is slightly larger than an old fashioned cigarette pack. 

It has a visual display screen large enough for. several lines of 

type at a time or for small diagrams and pictures. It is fitted 

with a miniature microphone, slimmer than a pencil, and an earplug. 

The learner thus has voice access to the computer. He can also 

contact the educator in charge of the project. Most of the children,. 

however are reluctant to do so. They have found that the real joy 

of learning lies in finding out for themselves, ei.ther alonG or: in 

concert with other children. 

The campus playing field is entered through a border of 

flowfci:ng shrubs. It is a large grassy expanse of fIat and rolling 

land. It is unmarked by lines or artificial boundaries of any kind. 

The games of limitation such as baseball and football, encouraging 

agression and competition have been replaced by games of expansion 

requiring improvisation and revisian by the children themselves. 

Throughout the school d~ refreshments are served to 

pJ.I'ents and educators in the computer read-out room. Comfortable 

chairs and lounges are arranged in infonnal clusters. Multiple 

stereo fills the room wi th music. One wall is lined wi th read-out 

consoles, at which parents and educators alike can request data 

about the school' s children. Parents are granted information only 

about their own child, while educators can leam about any chi Id in 

the school. In seconds the computer will provide up to the moment 
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data on how much time a child has been spending in each of the 

environments. It will analyze a yOlIDg childt s progress in the Basics 

Dome or will show what k:inds of information an older child has been 

requesting on his Renote Readout. It will also upon request provide 

a Uniqueness Profile for a number of other profiles including 

&pathy, Joy of learning, Body Development, Awareness, Conscious-

ness, Control, and the like. Parents and children are cautioned, 

however, not to take these profiles very ser-iously. They are only 

a rough guide to development, not evaluations in the old sense. 

The best thing abOl t the computer read-out room, most par ents feel, , 

is not the computer read-nut, but the happy atmosphere of relatedness 

between . parents and educators.9 

Upon first glance, to many, Leonardt s school of the future 
!.\ 

ma:y have a distasteful l'Brave New Worldtt aura about it. As stated 

a t the outset of this chapter, the:' e are many who deplore the 

apparently relentless march of. technological "progress tt • 

In bis book, The Tecimological SOCiety, Jacques Ellul has 

described technology (or a.s he calls it, technique) as a tiblind force, 

but O1).e which unfortunately seems to be lllore perspicacious than the 

best discernible human intelligences". There are ways out, Ellul 

maintains, but nobody wants any part of them. He believes since 

technique has beco~e indifferent to all the traditional human ends 

and values by becoming an end-in-itself our, erstwbile me.:..ns have. 

all become an end, an end, furthermore, which has notltillg human in 

it and to which we must accommodate ourselves as best we maye We 

cannot pretend to act as though the ends justified the means, which 
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would still be recognizably human, if not particularly virtuous. 

The Technological Society is a description of the way in which" an 

autonomous technology is in process of taking over the traditianal 

values of every society without exception, subverting and suppress-

:.ng these values to produce at last a monolithic world culture in 

which all non-technological difference and variety is mere appearance. lO 

Ellul envisions the technological state of the future as 

a universal ooncentration camp. However, it will be one in which 

the inhabitants will have everything ~heir hearts ever desired, 

ex:cept of course their freedom.Modern man, forced by technique 

to become in reality and without residue the imagin~ producer-

consumer of the classical economists, shows disconcertingly little 

regard for his lost freedoI:l," but, according to Ellul, there ar e 

ominrus signs that human spontaneity, which in the rational and 

ordered technicalsociety has no expression except madness, is only 

too capable of outbreaks of irrational suicidal destructivness .11 

Ellul does not, hO( ever, believe that the contm uing 

development of technology is a deterministic phenomenon from which 

man cannot hope to escape. His" vieN of heM man may transcend 

technology is ofparticular interest to existentialist educators. 

In the modern world, the most dangerous form of 
deter.minism is the technological phenomenon. It is 
not a question of getting rid of it, but, by an act . 

10. Ellul, Jacques, The TechnologicàL Society, The Free Press of 
"Glencoe, 1961. 

Il. Ibid., p. 314. 

, 
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of freedom, of transcending i t. How is this to be 
done? l do not yet Imow. That is why this book is' 
an appeaJ. to the :individual.' s sense of responsibili ty. 
The first step in the quest, the first act of freedom, 
is to become aware of the necessity. The very fact 
that man can see, measure, and analyze the deter
minisms that press on him means that he can face them 
and, by so doing, act as a free man. If man were to 
say: "These are not necessities; l am free because of 
teclmique, or despite technique," this would prove 
that he is totally determined. However, by grasping 
the real nature of the teclmological phenomenon, 
and the extent to wh:ic h i t is robbing him of freedom, 12 
he confronts the blind mechanisms as a conscious being. 

Certainly it would appear that the type of "conscious 

beings" best capable of making such a transcendence of teclmology 

in the future would be ·those who have experienced the type of 

existential education described here earlier. 

Alt~ough Ellul continuaJ.ly apostrophizes technique as 

"unnatural" (except when he ca1ls it the "new nature"), it might 

be thought surprising that he has no fixed conception of nature 

or of the naturel. The best answer seems to be that he consid ers 

"natural" (in the good sense) any environment able to satisfy man's 

material needs, if it leaves mm free to use it as means to achieve 

his individual, internally generated ends. The necessary and 

sufficient condition for this state of affairs is that man's means 

, 

should be (qualitatively and quantitatively) nat the leveln.of man's 

capacities. Under these dubiously relizable circumstances ~ Ellu1 

apparently thinks ~f techniques as so many blessings. 13 

12. Ibid., p. 401. 
13. Ibid., p. 408. 
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Upon close examination one can see that the technology 

which Leonard envisions in the school of the future appears to.be 

(though some including Ellul, would no doubt dispute this) still 

at 'the level of man's capacity to control it. However, there appears 

to be an interesting paradoxical si tuatian inherent in Leonard' s 

ideal. 

The type of teclmology which Leonard envisions in his 

future school would require a tremendous indus trial effort involving 

thousands of technicians and industrial workers. Yet the aim of 

bis free school seems designed to free people fram the boring, soul, 

destroying work which such teclmology would require in order to 

b e established and maintained. Leonard' s school may weIl produc e 

adults who will not wish to spend their lives in the service of 

technology - thùs after a few generations there might be no one to 

support the continued production and servicing of such a highly 

techno~ogical school system. 

However, keeping in mind the dangers of technology as 

outlined by Ellul and the possible paradoxical situation just 

described, Leonard has presented us with a vision of how technology 

m~ be employed in the service of the student to create a stimulating 

educational environment. In the school he foresees, the existentialist 

:id ealsof freedoIlJ, indi vidualism and activism are still retained 

within a highly technological environment. 

In the next chapter we shall examine free schools as 

they presently exist and some of the reasons why they have not 

achieved a significant wide measure of public acceptance. 

~ .. 

_. ..~ 
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CHAPTER SIX FREE SCHOOLS AT PRESENT 

Earlier in this paper, we noted Van Cleve Morris' 

contention that the paradigm existential school might be 

constructed along the lines of A.W. Neill's free schdol at 

Summerhill. 

In recent years, there have been numerous private 

free schools established throughout the United States and 

Canada based in varying degrees on the ~ummerhill model. 

In near1y every city in North America there is at least one 

so-cal1ed free school in existence. In most major metro

politan areas a number of su ch schools can be found. 1 The 

schools are usua1ly privately funded and enrol1ment norm-

ally consists of less than a hundred students (in many cases 

as low as 10 or even less). 

The student enro1lment, facu1ty and physical condi-. 

tions under whi~h these schoo1s operate varies considerab1y; 

however,. most of them operate on the theory that education 

shou1d be child centered, 'open structured, individua1ized 

and unopressive. 

A good example of one of the more successful of such 

free schoo1s, emp1oy~ng very ordinary faci1ities, is the 

Fifteenth Street School in New York City. The School was 

first conceived by actor 

]. Kozol, Jonathan, Free Schools, notes that there are now 
over eight hundred of these schools in North America; 
Boston, Houghton-Mifflen, 1972. 

, 
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Orson Bean as a Summerhill-type institution, but it has gone beyond 

2 the Summerhill concept. 

Summerhill concentrated, for the most part, on merely 

removing the coercive aspects of canventional schooling. It did not 

make a corresponding effort to create new motivations. The Fifteenth 

street School does make this attempt without compromising the principle 

of the free learner. 

From the moment a child enters the building until he leaves, 

he is free to go anywhere and do anything he pleases, so long as he 

does not harm himself or his fellow students. The bUildings entire 

" ground floor is the "gym", a large rectangular space with composition 

floor. In the gym, children may find various play objects - balls, bats ,) 

of foam rubber, blankets, large cardboard containers. Two old upright 
" 

pianos are there, and a jukebox that plays a_selection of music for 

free. At the gym's far end is a low platform and old costumes. Through-

out the day children come and go freely and the mood of the gym 

constantly changes. 

The staff of the school has found that children do not spend 

all' their time in the gym, although they are free to do so. They do 

not do 50 because their bodies and minds tell them they have 

had enough and because other fascinating and deeply involving educational 

environments are available .. 

, In another part of the school there is a room where children 

may lounge around and reado It is a pleasant place with chairs 

20 Leonard, OPoCit., P. 176. 
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arranged informally at a table, and cushions on the floor around 

the walls. A teacher may be there, but the ·child receives no 

instruction in the conventional sense. He uses self-teaching 

programs, so he can start where he left off last time. If he needs 

help there are other children around to help himo The school has 

discovered that quite often when a child runs up against a block in 

sorne subject such as reading, he overcomes it most easily with the 

help of another child rather than an adult.3 

There are other rooms, other environments - a wood-shop, a 

math room, a kitchen, a quiet room, two balconies, a roof top play- , 
ground. One large roomon the third floor is set aside for the arts. 

Every obtainable art material is made available to the children. 

Another large room on the same floor contains tables, reference books, 

and charts as well as a variety of children's books. The most striking 

characteristic of this room is the profusion of things that might be 

labeled "junk" - large wood blocks of various shapes, wires, l'opes, 

all sorts of surplus electronic equipment and other machinery. Here, 

children can create their own worlds, their own learning environments. 

The teacher - pupil ratio at the Fifteenth street School is 

one to twelve (sixt y students and five staff)o Individual teachers are 

responsible for setting up stimulating educational environments within 

the rooms for which they are responsibleo Any instruction in the 

various rooms such às geography, art, science etc. is carried out through 

projects and assignments according to activity school principles.4 

30 Ibid., po 1780 

40 Ibid., po 1820 
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It is not difficult to see how this type of school could 

satisf,y both the requirements of self-activity and individualism in 

,the education of its students. 

Although the Fifteenth street School has operated success-

fully for a number of years, unfortunately most such free schools have 

not fared as weIl. 

In Free SChools,5 Jonathon Kozol, a former teacher in the 

Boston School System and the author of the previously mentioned 

book, Death at an Early Age, has offered his analysis of why free 

schools so often faiL He éontends that the major cause for failure , 

in the free school is their unwillingness or inability to teach the 

hard skills such as reading and wri t :ing. 

Most free schools end on a bitter note. The participants 

often claiming that harrassment by public officals caused the schools 

collapseo In fact however, most such schools collapse because parents 

were removing their children from the schoolso This has been true of 

most such schools serving the middle class, but it has been particularly 

true of urban free schools established by young whi tes in American 

cities to assist the black or Spanish speaking communitieso 

As Kozol states: 

rt is a bitter pill for many young white pers ons 
to swallow, but in many cases the very rew:3.rds and 
skills that we - who possess them - now consider rotten 
and corrupt are attractive and often irresistable to 
po or people. Often enough it is not material greed 
that motivates them - it is the more immediate matter 
of survival. There's not much that a poor, black 

5. Kozol, Op.Cito 



14-year-old can do in cities like New York or 
.Boston if he cannot read and Write enough to under
stand a street sign or to read a phone book. It is 
too often the rich college graduate who speaks three 
languages with native fluency, at the priee of 16 
years of high-cost, rigorous and sequential education, 
who is most determined that poor kids should make 
clay vases, weave Indian headbands, play with Polaroid 
cameras, and climb over geodesic domes. 6 . 

86. 

Kozol believes that free schools need not adhere to irrespon-

sible positions, particularly in regard to the acquisition of skills 

as basic as reading and writing. He believes it is much an error to 

say that learning is never the consequence of conscious teaching as 

it is to imagine that it always is. ' 

He beiieves that reading can be taught. As examples of how 

reading may be properly taught he offers the specifie approaches of 

well known educators such as George Dennis on, Sylvia Ashton-Warner, 

James Herndon, Herbert Kohl and Brazilian scholar, Paulo Freire as 

models. 
/ 

Kozol contends that it is ~wise for young white teachers 

to impose their version of the counter~ulture upon poor chil~en 

and their families. It is especially dangerous if they do this while 

they neglect certain obvious survival matters. 

Frequently a young newcomer to the free-school move
ment refuses to recognize that to a very considerable 
degree his own risk-taking attitudes and antisystem, 
antiskill, anticredential confidence is based upon the 
deepdown knowledge that in a single hour he can put on 
shoes, cut his hair, fish out an old, but still familiar, 
piece of plastic from his wallet, go over to Brattle 
Street, go into Brooks Brothers, buy new clothes, and 
walk into a brand-new job. 

Sorne of us do not like to admit that we have this 
sense of intellectual and financial back-upo The 

r-
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parents of poor children, however, recognize this 
.sort of thing quite clearly. 

87. 

Sane and sober parents, in such cities as New York 
and Boston, draw back in fear or anger at the condescend
ing, if often idealistic, statements of young teachers 
who tell them to forget about English syntax and the 
Mathematics College Boards, but send away for bean seeds 
and for organic food supplies and get into grouptalk and 
encounter. 

It seemsto me that the parents of poor children are 
less backward and more realistic than some of their 
white co-workers are prepared to recognize o Survival 
skills are desperately important for the children of 
the powerless and the po or within this cold, efficient 
nation; they must not be sarcastically and ignorantly 
scorned by rich young white boys in blue jeans and boots 
with good degrees from Princeton, Oberlin and Yale. 7 

Kozol states that he cannot draw a perfect blueprint for 

"passionate, angry, realistic. education"o He does say, however, 

that it is within our reach and that some of the free schools come 

extremely close. He believes that this is the kind of goal that is 

most worthy of our pursuit o He feels there has to be a way to find 

pragmatic competence, internal peace,.and ethical passion aIl in the 

sarne process. In the n~xt chapter we shall examine in detail a 

public school system which l believe off ers tangible evidence of 

success in achieving just such goals as Kozol desires, as weIl as 

fostering the existential educatlonal ideals described here earliero 

It seems apparent that if existentialist or free school 

, 

ideals are to have ~ny significant wide spread effect on the population 

as a whole, then these ideals must be somehow incorporated into the 

public school systems on a wids scale basisa 

7.. Ibid., po 77. 

.... _. 
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However, in the history of education it is difficult to 

find Many large scale attempts within any major school associatiml to 

.incorporate clearly both activity and individualism along the lines 

suggested by existentialist ideals. One such example, however, which 

approaches such ideals, is the Pre-World War Two, Leipziger tehrer Verein 

(Leipzig Teacher's Association).8 

It may be of value to consider for a few moments the recomm-

endations made by this AS.sociation in regard to the Leipzig School 

System. For them the Froebelian doctrine of development was fundamental: 

namely, that effective training at any given stage of the child's de~elop

ment rests upon effective training at every preceding stage. Rence, 

development of the school child is a present, not a future, consideration, 

and a system of educati. on which, like career educati. on, constantly regards 

the future needs of the child, and never sees the present needs, must 

be rejected. As the environment of the child determines the needs of 

his present development, and as that environment is everything that 

touches the child's life, the Association advocated, not a few 

subjects thoroughly drilled, but as broad an experiential basis for 

child activity as possible. 

But this experiential activity should not be broken up into 

bits, or analyzed out into separate subjects of the curriculum. 

Instead, the Association adyocated one undifferentiated subject: . 
Home-and Civilizat:ion, b3."oadly conceived, and taught through pupil 

self-activity until the child's thirteenth year. This proposaI is 

based upon the idea that until about thirteen years of age the child 

cannot think synthetically; hence if we were to present the body of 

8. Schoenchen, G.G., The Activity School: A Basic Philosophy For 
Teachers~ Toronto: Longman, Green; 1940 0 
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instruction dissected into logical subject divisions, the child, 

being unable t 0 synthesize properly, would never see the uni ty under-

lying aIl. Up to the ~irteenth year, instruction in the formal 

subjects should be largely opportunistic, casual, incidental. After 

the thirteenth year a single subject becomescentral - a concentra-

tion subject - but the central subject is changed from time to time, 

each of the traditional subjects of the curriculum occupying central 

place in turn. 9 In this regard the Ass.ociations recommendations appear 

quite similar to the educational directives of Alfred North Whitehead 

in his book, The Aims of Education,lO and those expounded by Jerome , 
Bruner in a more recent.article entitled, The Rhythm of Education.1I 

The Association believed that a form of instruction based 

outwardly upon the developmental principle must be inwardly or psy-

chologically organized on the sarne principle. This becomes possible 

by utilizing the childfs innate drive for self-activity. As the child 

develops. the forms of his self-activity change, but the learnings 

appropriate to the child's development at any given stage should not , . 

be incul tated or told; r'ather, they should take place through the 

childfs own seeing, observing, and experience.. The goal is not motor 

activity as such, .but the union of physical and mental activityo 

This is true activity,pedagogye 

Ibid., p .. 35 .. 
Whitehead, Alfred North., .The Aims of Education, New York: The 
New American Librar3, 1965. 
Bruner, Jerome S. "The Rhythm of Education" The American Psychologist 
Il, (1962) pp~ 463-4660 
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According to the Association there are three rules of 

method which are important for an activity school: (a) discovery by 

.the child himself rather than indoctrination; (b) impression should 

always be accompanied by expression; (c) pupil self-sctivity as the 

pedagogical basis of instruction?12 

The acquisition of knowledge is always to be united with 

expression. But such expression may be on one of three levels. For 

the young child it is conceptual, in the sense that the child has the 

concept of, say, aman, but expresses it merely in a schematic rep-

resentation of two circles for head and torso and two pairs of lines ~or 

arms and legs. At a more advanced level the expression becomes 

nnaturalistic," that is, more closely following the object as found 

in nature. Finally for the talented child, the expression may reach 

the plane of the artistico The unit y of the entire learning process, 

a unit y which includes the organization of the subject matter, the 

experiential type of acquisition of knowledge and skills, and expression 

on the three levels of technical activity, is achieved by basing it aIl 

on the psychological law of child development as that law becomes 

operative in pupil self-activity.13 

In summar,r: The Leipziger Lehrer Verein proposed à child 

centered school; it is thoroughgoing in its application of the Froebelian 

principle of child development even to the extent of showing how the . 
activity school may be further developed; it widens the meaning of pupil 

activity to include not only physical but mental activity. 

12. Schoenchen, Op.Cit., po 370 
130 Ibid., p. 38. 
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l have been unable to find any sources of information con-

cerning the.extent to which the Associations recommendations were 

implemented in the schools of Leipzig during the 1930's. It is 

safe to assume however that the results of the Nazi period and 

the holocaust of World War II plus the subsequent doctrinaire 

formalism of the Communist Regime have probably left few traces 

of the Associations's educational directives in the schools of 

the German Democratie Republic (East Germany). 

In passing, it i~ of interest to existentialist educators 

to note the educational theories of another German writer of the , 
earlier part of this century, Hugo Gaudig (b. 1860).14 

Gaudig believed that the unifying principle of education, 

and its cardinal dut Y was the ·development of the personality of 

the individual. Th~ individual's abilities are self-developmen-

tal, and their purpo~e is to increase themselves. It is the 

business of education to find them when latent, stimulate them, 

and give them means of self-expression. The goal of the edu-

cator, therefore, is to g{ve the pupil the opportunity for self-

activity. The result of this activity is a personality gain 

for the individual -in feelings, emotions, attitudes, skills 

and knowledge • 

. Gaudig, then, is an example of someone who was clearly 

an individualist and activity educator whose thought could have 

important implications for existentialist education. 

14. Ibid., p. 46. 
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It seems apparent, however, that the public is not at 

present prepared to accept signific~t changes in education through 

the medium of the independent school movement. Noting Kozol's 

criticisms of present free schools, perhaps theirnegative reaction 

to these schools is justifiable. 

For the present, any significant, wide spread reforms of 

educat,ion slong the lines of the existential ideals will have to take 

place through a restructuring of the present public school system. 

Fortunately, in some areas, this hoped.for restructuring is alrea~ 

occwring: In the next chapter we shall examine a public school 

system which has already taken large steps t~wards a more existentialist 

education, while at the same time maintaining the academic standards 

which the gene~al public still demands from their schools. 



CHAPTER SEVEN THE ENGLISH PRIMARY SCHOOL AND INFORMAL EDUCATION 

Can schools be humane and still educate weil? Can they be 

genuinely concerned with gaiety and joy a....'1d individual growth and ful-

fillment without sacrificing cancern for intellectual discipline and 

development? Can they be simultaneously child-centered and subject -

or knowledge-centered? Can they stress asthetic and moral education 

without weakening the three R's? They cm do all these things, if -

but only if - their structure, content, and objectives are transformedo ' 

Such schools do exist on a wide scale in Englando Their rapid 

growth after World War II went largely unnoticed in this country, and to 

a surprising'degree, in England itself, until 1967, when a Parliamentary 

Commission, the so-called Plowden Committee, called attention to the new 

approach and urged its adoption by all ~'1g1ish primary schools o
l The 

approach has a variety of labels, the "free day;" the "integrated day," 

the "integrated curriculum" the "free school,1I the "open school," 

"informal educ ation 0 " The multiplici"ty of labels reflects the wide range 

of specifie sehool praetiees and organization; there is no monolithie 

system or approacho 

10 Central Advisory Council for Education (England), Children and Their 
Primary Sehools, London: Rer Majesty's Stationery Office, 1967 
(2 vols)o The report is general1y referred to as the Plowden Report, 
after the ehainnan of the Couneil, Lady Bridget P1owdeno 
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The "free day," or "informaI education," is less an approach 

or method than a set of shared attitudes and convictions about the nature 

of childhood, learning, and schoolingo Advocates of informal education 

begin with a conception of childhood as something to be cherished, a 

conception that leads in turn to a concern with the quality of the school 

experience in its own right, not merely as preparation for later schooling 

or for later lifeo As the members of the Plowden Committee state in their 

report,"Children need to be themselves, tolive rith other children and 

with grownups, to learn from their environment, to enjoy the present, to 

get reaqy for the future, to create and to love, to learn to face adversity, 

to behave responsibly, in a' word, to be hUIllan beings o" 

There is, in addition, a conviction that learningis likely to 

be more effective ~f it grows out of what interests thelearner, rather 

than what interests the teacher. Hence informal schools generally abandon 

the traditional rigid timetable which divides the day into a succession 

of short periodso In its place there are longer periods during which, at 

the teacher's discretion and under his supervision, students may be 

engaged individually or in small groups in a rider variety of activities. 

To suggest that ,learning evolve from the child's interests is 

not to propose an abdication of adult authority, only a change in- the way 

it is exercised. "From the start,n the Plowden COITllll.i.ttee finnly declares, 

"there mustbe teaching as weIl as learning: children are not 'free' to 

develop interests or skills of which they have no knowledgeo They must 

have guidance from their teacherso" Since what children are interested 

in is a fUnction of their environment as weIl as of their native endowment, 

it is the teacher's responsibility to structure that environment in the 
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best possible way, and to help it change and grow in response to each 

child's evolving interests and needs. 2 

With rare exceptions, t'eachers and administrators are careful 

to avoid confusing sentiment for children with sentimentality about them. 

"We must avoid being sentimental," declares Sir Alec Clegg, Chief 

Education Officer of the West Riding of Yorkshire and one of the most 

child-centered English educators o "Happiness has got to derive from 

achievement and success, not just having a good timeo" Concern for the 

needs of each child, writes John Blackie, a former Chief Inspector of 

Primary Schools, "does not mean being sentimental about children (, dear 

lit tle things') or foolishly indulg'ent (, the child is always right') or 
, 

forcing them into premature and precocious importance, mistakes that many 

have made :in England and elsewhere. It means regarding them as our 

responsibility.3 And that responsibility means educating them: trans-

mitting, creating, and evoking the skills, values,attitudes, and knowledge 

that will help them grow into mature, creative, and happy adults. 

Most advocates and practitioners of informal education, in 

short, reject John Holt's romantic notion that children should simply be 

turned loose to do their own thing, that as soon as one introduces adult 

priorities and adult notions of what is worth learning, one destroys the 

fi.deli ty of the childo What the child wants and how much he wants is 

,largely determined by his environment; the school and the teacher must 

play a vital role in thl.s choice .. 

20 Ibid. 
30 Blackie, John, Inside the Primary School, London: Her Majesty's 

,Stationer,r Office, 19670 



96. 

These views of childhood ~d Rf schooling are strongly 

influencing English primar,y educati~n. A 1964 survey made for the 

Plowden Commi ttee by the education :j.nspqctorate indicated that roughly 

one-third of English primary school~ haç~ been "substantially affected" by 

the new approach, with another thir~ "'sqmewhat affected"; the proportions 

have increased since theno Terms s'if1ch i~s "substantially affected" and 

"somewhat affected" are ambiguous, '~o bH sure, and statistics applying to 

English primar,y education as a wholff cau be misleading in view of the fact 

that many school authori ties mainta~ s~~parate infant and junior schools, 

the former enrolling children aged five to seven; the latter, children 

aged seven to eleven~ (Some distri;tts have mixed infant and junior 

schools with a separate infant depa.:rtmellt; others have single primary 

schools enrolling the whole age sp~o) But is is sare to s~ that about 

25 percent of English primar,y schoo:~s f~lt the model described in this 

chapter, and that another third are in qne or another stage of moving 

toward it.4 

What is crucial, in any c~se, is not the precise number of 

informal schools but the fact that '~he i~pproach is widely used in state 

schools (what we calI public school~) iI~ every part of England, staffed by 

~very kind of teacher in every kind of ~luilding and serving every kind of 

student e Informal schools exist in the wealthiest neighborhoods in London, 

~n the poorest Cockney sIums, in rap,idlJT changing immigrant neighborhoods, 

in depressed coal mining towns in Y~rkshire, in middle-class and lower

class industrial are as in Midlands ~d ~,n more rural Oxfordshireo Thé 

Ibid., Po 12 0 , Rogers, Vincent no, Jraching ~n the British Primary 
SChool, New York: Ma(}Millan, 1910, ~ 0 Vo ' . 
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buildings in which these schools are hous ed run the gamut from modern 

new glass enclosed buildings designed specifically for informal 

education to dark and dingy three story buildings erected in the 19th 

century and designed for traditional formaI educationo The teachers and 

headmasters or headmistresses range from veterans of fort y years of 
f! 

teaching to mini-skirted women fresh out of training schoo!~ 

The trend toward informal education in England is not a sudden 

departure from the past. It has developed gradually over the last half 

century, Olt of the insights and experiments of innUIl1erable teachers, 

"heads" (principals), local and national school inspectors and advisors, 
, 

and college and university professors. The revolution came about because 

teachers in infant classes everywhere began to act on a professional 

instinct that told them a happy child actively involved in something he 

wanted to do was gett:ing more out of his educatimal opportunities than 

a passive, bored child politely resisting most of the instruction dished 

out to him in 30-minute parce1s. 

That professional instinct gained official encouragement in 

1934 with the publication of the "Hadow Committee" Report on Infant and 
. 6 

Nursery Schools o The instinct was heightenedagain during World War II, 

when urban teachers and their pupils were evacuated because of the bombing 

raids. The rethinking was made necessary by the fact that the teachers 

found themselves with the children twenty-four hours a d~; forced into a 

Silberman, Charles Eo, Cri sis in the Classroom, New York: Random 
House, 1971, p. 213. 
Report of the Consultive Committee on Infant and Nursery SChools, 
London: Her Majesty's Stationery Office, 19340 
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new relationship ~ith their students, they began to see them in a 

different light. Learning clearly was something that went on all the 

tim~, not just during school hours, hence the teachers were persuaded 

that i t is frui tless to try to segment and compartmentalize children or 

learningo 

While the change in primary education grew out of the pragmatic 

responses of a great many teachers, it is backed by a substantial body of 

theory about the nature of children and the ways in which they grow and 

learn, as well as about the nature of knowledge, the processes of instruc-

tion, and the aims of education. As we have already show in earlier 

,chapters, the intuitive responses of the English teachers have strong 

theoretical support in the writings and work of Rousseau, Froebel, 

Montessori, Dewey, Bruner and, most importantly, Jean Piaget. 

Two of the leading expondents in North America of the British 

Informal Schools are Lillian Weber and Charles E. Silberman. 

Professor Weber is presently Associate Professor of Early 

Childhood at the City College of the University of New York. She has 

noted her observations and analysis of informal schools in her recent 

" 

book, The English Infant School and Informal Educationo She is presently 

actively encouraging the adaptation of English informal methods'in large 

urban 'schools in America. Her Open Door or Open Corridor projects, now 

established in more than ten public schools in New York City, have been 

highly praised by the Chancellor Schools, Harvey Bo Sc ribner , and New 

York State Commissioner of Education, Ewald Bo Nyquist.7 

70 Weber, Lillian, The English Infant School and Informal Education, 
New York: Prentice-Hall, 1971 
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Charles Eo Silberman, the former Director of the Carnegie 

study of the Education of Educators and the author of the influential 

work, Crisis in the Classroom,8 has devoted a large part of his book to 

a description and analysis of English Informal Schools while advocating 

the adoption of their methods in American School Systems o 

Both Silberman and Weber spent considerable time in Britain 

observing Informal Schools in action and the following description of 

these schools is the result of their observations. 

Silbermaa notes, to begin with, that the English informaI 

classroom does not look like a classroom. Not even the most informal 

American kindergartens have the incredible richness and variety of 

materials found in the average informal English infant or junior school 

classroom. The reading corner, for example, typically is an inviting 

place, with a rug or piece of old carpet on which children may sprawl, 

a couple of easy chairs or perhaps a cot or old couch for additional 

comfort, and a lai:' ge and tempting display of books at child' s height. 

The ari thrnetic (or "maths," as the English calI i t) area most likely will 

have several tables pushed together to fom a large working space. On 

the tables, in addition to a variety of math texts and workbooks, will 

'1:)3 a box containing rulers, measuring tapes and sticks, yardsticks, string, 

and the like; other boxes, containing pebbles, shells, stones, rocks, 

acorns, conkers (the acorn of a chestnut tree), bottle tops, pine cones, 

and anything else that pan be used for counting, along with more formal 

arithmetical and mathematical materials, such as Cruisenaire rods, Di~nes 

blocks, stern rods, and Unifisc cubes.. There will be several balance 

8. Silberman, OpoCit. 
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scales, too, with boxes of weights, as well as more pebbles, stones, rocks, 

feathers, and anything else that can'be usedfor weighingo 

Near the maths area in an infant school room, and frequently in 

the lower grades of a junior school, there is likely to be a large table

height sandbox and a specially constructed table, at about the sarne height, 

for water play 0 The water table comes "equipped" wi th an assortment of 

empty milk cartons and bottles, plastic detergent bottles, pitchers, 

plastic containers, and the like, all with their volume (1/3 pint, 1/2 

pint, quart, gallon) marked on them, for practice in maths. There may 

also be an ove~; following a recipe for muffins or cookies provides still 

" another application of simple mathematical notions, along with practice in 

readingo 

Nearby will be a table, or perhaps several cartons on the floor, 

some wi'th blocks, tinkertoys, and the like, some containing "junk" (so 

marked), ioeo empty cereal and soap boxes, egg cartons, toilet paper and 

paper towel rollers, cardboard, pieces of wood, scraps of wallpaper and 

fabric, oaktag, cigar boxes - anything children'might use for constructing 

things (airplanes, trucks, cars, steamrollers, robots, spaceships, houses, 

office buildings, bridges) or for making collages or murals. Somewhere 

in the room, or perhaps in the hall outside, there will be some large 

easels with jars of paints and large brusheso In one corner, or perhaps 

in a converted closet, a child-size play house, furnished with dolls, 

furniture, dishes, kitqhenware, and a pile of castoff adult clothing for 

children to dress up ino9 

There is typically, a mus,ic area wi th xylophones, drums, cymbal:;;, 

castanets, recorders, and other (sometimes homemade) instrumentso Some

wherè or other, too, there is a science area, with rocks and shells, 

'/ 
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leaves and other local flora, candles and jars, perhaps some small motors, 

batteries, bulbs, and wire, and in all probability, an animal or two or 

three, be it rabbit, turtle, hamster, or kitteno And this in classrooms 

which more often than not c mtain as Many as fort y children. 

They ~ind the room in good measure by replacing the desks and 

chairs with a smaller number of tables and chairs. There is no need to 

have a seat. and desk for each ch:i.Id: the teacher sel dom instructs the 

class .as a whole, and when she does, the children simply gather around 

her or him, pulling up chairs or sitting on the floor o But teachers 

also create space for the various interest areas and activities by using' 

closets~ cloakrooms, indeed, every conceivable nook and cranny, and by 

spilling ove~ into the halls, lobbies, playgrounds, and other common 

space. 

The initial impression of a visitor to an informal classroom 

is that the children are aIl in motion. At any one moment, some children 

may be hammering and sawing at a workbench, some May be playing musical 

instruments or painting, others May be reading aloud to the teacher or to 

a friend, still others May be curled up on a cot or piece of carpet read

ing in solitary absorption, oblivious to the sounds around them,o 

Elsewhere in the room, moreover, there are likely to be children 

seated at a table or sprawled on the floor, writing a storyo Qther 

children are in the maths are a, counting or weighing acorns, bottle caps, 

pebbles~ cones, shells, and what have you, or measuring the perimeter of 

the room, or the teacher's desk, or the length of a visitor's shoes, or one 

another's height, and writ:ing it all down; others are measuring the 

ingredients of a cookie recipe, getting them reaqy for the oveno There are 
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children playing in the sandbox, and others at the water table, filling 

the various-sized containers and enjoying the feel of the water, and 

there are children acting out various roles as they play at being grown-

upSo And always there is the sound of children talking - to themselves, 

to their friends, to the teacher, to the headmistress or master, as she 

or he walks around, to the visitors from America, in sharp contrast to 

the United states (or to formaI classrooms in England), where children 

and visitors usually are carefully segregated from each other. 

The sound and ~vement are not limited to the classroom itselfo 

Th.ere is a continuous ebb and flow .of children into and out of the room \. 

into· the halls and corridors, the stairs, thecloakrooms, the librar.y, the 

halls, the head's office, other classrooms, the lobby or entrance hall and 

out of doors, as weIl; into the playground, if it is a cjty school, and 

perhaps into the surrounding fields, if it is a rural school. lO 

In view of a1l the sound and motion, the first impression of an 

informaI classroom May be one of chaos o In Most sChools, it is a false 

i.iüpressiono lIyou always have to assess the nature of the noise, Il the 

headmistress of the first school Silberman visited helpfully explained~ 

"Is it just aimless chatter, or does it reflect purposeful activity?" And 

as the visitor becomes acclimitized, it becomes clear that the activity 

usually is purposeful; it does not take very long ta be able to assess the 

nature of the noise, an? to distinguish classes where the children's play 

is leading to learning from those where it is pleasant but aimless.ll. 

100 Ibido, ~G 2240 
110 IbidG , po 2250 
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The visitor begins to see that the teacher is very much there 

and very much in charge. She seems always to be in motion, and always to 

be .in contact with the children - talking, listening, watching, comforting, 

chiding, suggesting, encouraging - although fran time ta time she stops 

for a minute to jot down a cOll'll1lent in the record book S:le keeps for each 

child. 

S11berman observed: 

An infant school in London. '!he classroom is buzzing 
with activity and conversation. As unobtrusively as 

. possible, the visitor follows the teacher around, recording 
her conversation as she moves fromcluster to cluster and 
from chi Id to child. What ini tially appears to be casual 
chitchat turns out to be purposeful, if informal, teaching. 
As she talks to the children at the water table, absorbed 
with the feel of water on their hands, with pouring water 
from one container to another, with dropping objects in 
the water to see them splash, or to see whether they sink 
or float, the teacher casually injects words and concepts 
such as "sink," "float," "heavy," "light," "full," "empty," 
IIbitger," "smaller," "taller," "shorter," and the like o 

Wi th the children who are painting and sculpting, the 
~eacher discusses subtleties of color, shade, texture, and 
design. With the children at the junk box - one is making 
a tractor out of an empty cornflakes box, two paper towel 
rollers, and a smaller box; another is building a steam
ship, liith large detergent box serving as the hull and two 
empty ëans of Heinz vegetable soup as the smokestacks -
a discussion ensues about where tractors and ships are 
used, how they are propelled, what kinds of people use 
them or travel on them.and so it goeso12 . 

, 

One becomes aware, too, of the sense of structure. For all the 

freedom the children enjoy, for ail the ease and infomality, for al1 the . 
child-centeredness, ther'e_is no ambivalence about authority and·.no confusion 

-1 
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about roles 0 "Children like to know where they stand and what to expect," 

the Plowden Committee remarks. "They must depend upon adults for their 

mo~al standards and for guidance on what behavior is tolerable in society; 

an adult who w:i.thholds such guidance is in fact making a decision which 

involves as heav,r a claim for his own judgment as is made by the martinet. 

There may be occasions, as the children grow older, when such guidance 

ought to be wi thheld so that children can think out problems for themsel ves, Il 

the Committee adds, "but this only underlines the fact that the teacher 

has a crucial role to play at every point in the , free' school. ,,13 

And yet control is rarely harsh or punitive. An American vis\tor 

is struck, for example, by the atmosphere of civility that prevails; 

teachers are as poli te to the children as they are to the visitors, in 

contrast to Canada or the United states, where it is the exception to 

hear a teacher say "please" or "thank you" to a student o Bec;:mse control 

is exercised easily, moreover, teachers and heads in informal schools use 

their normal speaking voice when talking to the children, in contrast to 

formal teachers, who tend to adopt a special "teacher's voice" when address

ing a class or an individual child. 

Professor Weber observed the children in a London infant school 

dispersing after the morning prayer session, chattering to each other as 

they walk away, arm in arm.. The headmistress, a gentle and maternaI woman, 

suddenly remembers something and calls out. "Oh children, lIve forgotten 

to tell you, would you' please tell your Mums 00 c " " '!he children immediately 

stop talking and walking and stand there, listening attentivelyo Reporting 



the incident Professor Weber adds, "It is hard for me to imagine in a 

parallel United states situation, so easily regaining the children's 

attention in midstream. ,,14 

Silberman states that what impresses an observer the most is 

the combination of great joy and spontaneity and activity with equally 

great self-control and arder. The joyfulness is pe~vasive: in almost 

every classroom visi ted, virtually every child appeared happy and 
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engagedo One simply does not see bored or ~stless or unhappy youngsters, 

or youngsters with the glazed look so common in American or Canadian 

schools o 

The joy is. matched by an equally impressive self-discipline 

and relaxed self-confidenceo There seem not to be any dis~uptive 

youngsters or even restless youngsters in informal classrooms - indeed, few 

of the behavior problems with which North American teachers are almost 

al: . 15 ways coplllg. 

Silber.man noted in every formal classroom that he went to visit 

in England, children were restless were whispering to one another when 

the teacher was not looking, were ignoring the lesson or baiting the 

teacher or annoying other children - in short, behaving just like North 

American youngsters. The formal classroom thus seems to produce its oml 

~scipline problems o It produces them by the unnatural insistence that 

children si t silently and--motionless, by the unreasonable expectation that 

they will all be interested in the same thing at the SaIlle moment and for 

the SaIlle length of time, by the lack of trust the plethora of rules implie~ 

which produces the misbehavior that is expectedo It is not the children 

who are disruptive, it is the formaI classroom that is disruptive - of 

childhood itself. 

140 Weber, OpoCit., po 1120 
150 Silberman, Opo Cita, po 2280 
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Because informal schooling, as the Plowden Committee puts it, 

is "ideally sui ted to the needs and nature of young children and to their 

developrnent as human beings," maintaining discipline is no longer a 

problem. The self-fulfilling prophecy works both ways: the expectation 

that children will behave properly produces the expected behavior; given 

courteous treatment, the children respond in kind.l~ 

The children develop a capacity for self-control and self-

direction that one rarely finds in children educated in formal schools. 

In most informal schools, for example, every teacher leaves the classroom 

at about 10:30 to go to the teacher's lounge, if there is one, or else to , 
the head's office, fpr a fifteen-minute coffee or tea break. In some 

schools, the children go out into the pl~ground for a break of their own 

at this time, with just a single teacher or teacher aide stationed there 

in case a child might be injured or some other emergency arise. In other 

schools, the children remain in their classrooms, completely unsupervised • 

. . (Even the student teachers and teacher aides, if the school has them, 

leave for the coffee break.) In formal classrooms, a teacher's absence 

is usually the signal for spi tballs, loud talking, running about the room, 

and the likeo In informal classrooms, the children simply "carry on," in 

the English, not the North American, sense of the termo 

This self-control and autonorny are evident throughout the dayo 

Silverman observed a junior school in Leicestershire County, . 
serving a working-class and lower-middle-class neighborhood: 

160 Ibido, po 2290 
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A class of eight- and nine-year-olds, a happy, 
bu~zing group, are returning to their room from 
physical education. A visitor engages the teacher in 
conversation as the children are putting their shoes 
and socks and clothes back on. (In infant and junior 
schools, boys and girls quite unselfconsciously strip 
down to their underwear for phys. ed.) The conversation 
continues for a while. Suddenly the visitor becomes 
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aware that aIl thirty-eight children are busily at work: 
some are reading, sorne are writing essays and poems, some 
are filling in answers in workbooks; one cluster of 
youngsters are measuring one another's height and construct
ing graphs of the results; several others are in the 
science corner, performing an experiment.17 

This abili ty of children to function on their own and largely 

organize their own activities and society was noted years ago by Colin 

18' 
Ward in his paper enti tled Adventure Playground: A Parable of Anarchy. 

In this article Ward described a number of playgrounds in different 

countries where children were provided with basic simple tools, equip-

, ment and materials and permitted freedom to organize their own activities .. 

After initial periods of chaos and vandalism, the children soon recognize 

that it was to their own advantage to organize their activities in a 

spirit of cooperation and mutual tolerance. The playground experiments 

prove, to be a reaffirmation of the anarchist thesis of the essential unit y 

between tactics and goals .. 

Silberman 'noted that the children's self-discipline and self-

direction was accompanied by a relaxed and easy self-confidence.. He 

state's that everywhere he went the children were open and friendly wi thout 

being brash" In a formal school, youngsters feel compelled to ignore a 

vi sit or , even t1hen they know him; a few bold ones May smle shyly or 

170 Ibid .. , p. 235 .. 
180 Ward, Colin, Adventure Playground: A Par able of Anarchy, printed in 

Leonard 10 Krimerman and Lewis Perry, edso, Patterns in Anarchy, 
New York: Doubleday, 1966, po 3970 

-","\,. 

J 



108. 

venture a half-wave of the hand; most, if they feel free to acknowledge 

the visitor's presence at all, will do so with no more than a flicker of 

recognition in their eyes. None will talk to the visitor, and the visitor 

will feel constrained to keep silent, too. 

In the informal English schools, by contrast, there was no room 

in vlhich children did not come over to chat, to show the visitor a 

picture or a story, to ask quite unselfconsciously if he would like to 

hear them read or to see scmething they had made, or to inquire~ihere he 

came from and how he had traveled. 

The contact is not only social; every adult in sight, as weIl as , 
every bit of IIstuff," is pressed into service as part of the learning 

environment. Without exception in informaI classrooms, one child would 

come over to ask how to spell a word he needed in a story he was writing, 

another to ask for advice in a science. experiment he was conducting, 

another te help in some contraption he was putting together, another to 

check an answer to mathso 

Children feel free to use adults in this w~ in good measure 

because their teachers and head~ encourage them to do so; they, too 

regard anyone in sight as a potential suurce of learningo19 

Central to the informal Fhglish primary schools, then, is a 

~ew of childhood as something precious in its own right, something to be 

cherished for itself and not merely as preparation for later life: there 

is a quality of caring,· a concern for children qua children, that tends 

to be missing in Nllerican or Canadian schoolso It is not that North 

AJnericans like children less -certainly we indulge them more - but 

··1 



rather that we tend to see childhood as a corridor through which 

children should pass as rapidly as possible on the way to adulthoodo 

Hence our schools are designed not to let children be children, but 

to speed them on the way to adult life. 
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CHAPTER EIGHT EVALUATION IN THE INFORMAL SCHOOL 

How do childreu get any work accompli shed if they do nothing 

but play all day? The answer lies in the realisation that play is a 

child's work; the distinction between work and play, so central to 

formal schooling, is not one that children make until adults force it 

upon them. On the contrary, play is one of the principal ways young 

children learn. In the words of the Plowden Report, "it is the way 

through which children reconcile their inner lives with external realit~. 

In play, children gradually develop concepts of casual relatianships, the 

power to discriminate, to make judgements, to analyze and synthesize, to 

imagine and to formulate. Children become absorbed in their play, and 

the satisfaction of bringing it to a satisfactory conclusion fixes habits 

of concentraticn which can be transferred to other learning. ,,1 

It is a mistake, however, to assume children can learn through 

play alone, without any assistance of nteaching" by adults. In a sense, 

teachers in formal classrooms do consciously and deliberately what 

parents do unconsciously and more or less instinctively~ The teacher's 

job like the parentIs, is to help children make the progression from 

pUrely random activity - messing aroundwith blocks, paints, water, or 

'sand, or imaginative or imitative play - to more struct~ed and purpose

ful activity, and then to mastery through applicatione To do this, the 

'" 
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teacher must know when to intervene a~'ld when to let the child alone; 

which is to say, she must always be aware and prepared - aware not only 

of ~hat each child is doing but of w~~t he is capable of doing, and ready 

to use whatever teaching-learning oppprtunity presents itselfo The 

opportunity grows out of the child's ~~nterests and activity; the learning 

stems from the teacher's responses to that activityo The educator's task 

is to maximize the occasion. 

The teacher does not just m;p.ximize the occasion; he or she 

makes the occasion; he or she makes t~e occasion possible in the first 

place by the kind of environment he civeates and maintains. The 0 r der 

in the informal classroom grows out of the fact that the teacher creates 

a highly structured environment, orga;pized around a space rather th~ a 

time framework, and then manages it s9 that it changes in response to 

children's interests, activities, and needs o In their practice, then, 

if not always in their rhetoric, most informaI teachers and heads reject 

the romantic notion that children sho:p1d simply be turned loose to do their 

own. thing. 

The child is part of the wo;rld, with its values, its past, and 

its present. One grows as a hUIllan being only by incorporating.knowledge 

gained from others - teachers, parent,~, grandparents, griends; relatives -

as weIl as that gained through one's pwn explorations. 

Without s~ch knowledge, moreover, the young are condemned to 

helplessness, forced ta rediscover a~l knowledge for themselveso While 

"the sense of personal discovery influences the intensity of a child' s 

experience, the vividness of his memory, and the probability of effective 

transfer of learning," the Plowden GQJIlIIIittee observes, there is also a 

danger that if 1eft too much to theiD own devices, children may discover 
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only the trivial, the inefficient, or the incorrect. Equally important, 

the Cornmittee argues, "time does not allow children to find their way by 

dis?overy to all that thE:'y have to learn." 2 

However, it is this writer's contention, that it can make 

perfectly good sense to speak of personal discovery of that which we 

want the child to learn. In other words, though there clearly are skills 

and important facts that it is essential for the child to learn, we can 

construct an environment and a relationship with the child whereby he 

himself personally discovers what we want h:iJ:n. to learn. This is an 

important point, for it answers the traditionalist's claim that we have, 

,to "teach" - in the old sense. We can get the children to learn without 

killing their curiosity and joy in learning. Discovery need not be 

random and iOefficient. 

Most informal teachers 8-'I'ld heads reject the view that "one 

piece of learning is as good as any other." Their responsibility, as 

they see i t, is to create an environrnent that will stimulate children' s 

interest in and evoke their curiosi ty about aIl tœ th:ings they Ehould 

be interested in and curious about: reading, writing~ talking, counting, 

weighing, measuring; art, music, dance, sculpture; the beauty and wonder 

of the world about them; relationships with adults and with other children; 

and above all, the process of learning itself. The object of teaching 

sh,ould be, not so much to ccrnvey knowledge as it is to excite a deter

mination in the child to acquire it for h:iJ:n.self, and to teach him how to 

go about acquiring it. 

The teacher's job is to develop attitudes and values as weIl 

20 Ibid., po 2390 
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as skill - to make music, art, poetr,y, beauty, experiences that children 

will enjoy throughout their lives. 

The way in which children learn to read and write in informaI 

schools reflects these broad interests and concerns.. The process begins 

with the conviction that since children have no inborn impulse to read, 

school must create an environment that will evoke i t, that will make them 

want to read and write o It should be noted that though it is true that 

children do not have an inborn impulse to read, it is also true that in 

our society children realize that reading is an important thing that 

adults do. Thus they already have an inter.gst in wanting ta read. In , 

'a sense,to Most children in'our society, it is natural to want to know 

how to read. The school does not necessarily have to force the child to 

read. It merely has to encourage and cultivate an interest already there 

in most cases .. 

First, however, children must be comfortable with language~ 

Hence they are encouraged to talk, to cornmunicate with each other and ' 

the adul ts around them about the things tha t interest and engage them. 

The incredible richness and variety of stuff in the classroom and the 

great diversity of activities going on at once providè, that encouragement .. 

In informal schools headmistresses play a particularly important 

role in encouraging and facilitating this free and easy conversation. 

English heads are regarded, and regard themselves, as head teachers, not 

administrators, and they seem to spend the bulk of their time in the 

classrooms, watching, listening, talking ta the children, helping the 

teachers with a suggestion, taking a few children. aside ro~ sorne help, 

etc.. It is ~ rare head, at least in informal schools, who does not 



seem to know every child.3 

If richness and subtlety of language is ah objective, then 

the. child's relatively lilnited experience must be erlended and supple-

mentedo The teachers do this in a variety of ways. They read to the 

children with great frequency, sometimes to small groups of children, 

sometimes to the class as a whole o Most infant school teachers, for 
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example, seem to end the day, and many the moming as well, with a story. 

They take the children on trips - nature walks, trips to the train station, 

or to a historie church or castle, or to the city hall. This is a familiar 

enough practice to kmerican and Canadian primary teachers, but the Engl~h 

seem to take trips with far greater frequency. More important, the trips 

are used as a springboard for every kind of classroom activity: conversation 

about the trip, making a drawing, painting, or sculpture about it, 

constructing something with "junk" or building something with blocks, and 

ultimately, when children have gained the skill, writing a story or poem 

.about the trip.4 

Once a child is comfortable with language, the next step in 

teaching him how to read is to get him writing - to get him writing some-

thing he wants to sayo Art, a major activity, often provides the opening 

wedgeo When a teacher thinks a child is ready to start writing, she may 

admire a picture he is drawing and ask him what he wants to call it, or 

'whether he would like to write something about it o If the child responds 

affirmatively, she will write what he dictates in large letters under the 

picture, e.g., "Me and Mum," "My house," "I had a party," and the child 

will then c0P.1 the words (his words, remember) letter by letter, directly 

30 Ibid., p. 2410 
4. Ibid., po 2420 
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under the teacher's writing. If the child lacks the coordination to 

copy, the teacher will help him trace over her letters. Later, the 

teacher will help him read back what he has written, to help him 

understand that these strange symbols communicate something he wants to 

say. The process continues, the rate depending on the child's interest 

and abili ty 0 . 

At some point, the child will begin writing in his notebook, 

putting down measurements he has made, describing something he has built 

with blocks or made with junk, describing a trip he ?as taken or a party 

he has gone to, or whatever happens to interest him. He may begin doing , 
this on his own initiative or as a result of some gentle prodding from 

the teacher; or he may be trying to imitate one of the other more advanced 

children in his class.5 

In informal education, formaI instruction is not dispensed with 

entirely. While the approach varies from school to school, and ev en some-

times from classroom to classroom within a given school, most teachers 

and heads agree that children need some training and drill in phonies to 

be able to read the unfamiliar, though they tend to postpone such teaching 

longer and do less of it than most American or Canadian teachers would 

think desirable. The children accept such drill because, normally, it is 

provided after the children have explored through their own acti vi ties. 

In this manner it could be said to conform to Whitehead' s cycle from the 

Romantic to the Precision stage.6 

Whatever the method of instruction, most classrooms are suffused 

wi th a wide variety of reading mat ter. In many schools there are now no 

5. Ibid., po 243. 
6. Whitehead, Alfred, The Aims of Education, Op. Cit. 
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longer class readers, supplementary readers, group readers, text books and 

librar,y books. Now, by contrast, there are simply books - to be used as 

an~ when they are needed. One of the main uses is to read aloud - to the 

teacher, to the head, to other children, and to any visitor who will 

listen. 

However, reading is not confined to books, by any means. As 

soon as children gain some co~etence, they are likely to be reading much 

of the time o Almost every object in the room is labeled. More important, 

reading and writing are integrated into virtually every classroom activity. 

In the informal schools t.}:~", children appear to be wri ting 

, constantly. Writing is no'longer a "subject" to be studied for thirty' 

minutes a day; it is a form of communication that pervades the entire 

curriculum. At first, the teacher suggests that the child write about 

what he had just done, that he translate one form of communication into 

another o And so the notebooks are filled - with measurements a child 

has taken, the counting he has done, an account of a trip he has gone on, 

a castle he has built with sand or blocks, a game he has played, emotions 

he has felt, an experiment he has performedo 'Ihe amount of writing the 

children do is staggering by American or Canadian standards.7 

The emphasis on communication extends beyond reading,'writing, 

and talking to painting, drawing, sculpting, dancing, crafts - to all 

th,e forms of nonverbal expression. The arts "are not 1 frills 1 but 

essentials just as much as the 3 Rs," John Blackie writes in Inside the 

Prilnary Schoolo "Everything that we know about human beings generally, 

and children in particular, points to the importance of the arts in 

70 Silberman, Op.Cito, po 249. 
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education. They are the language of a whole range of human experience 

and to neglect them is to neglect ourselves.,,8 

The Plowden Commiteee was even more explicite "Art is both a 

form of communication and a means of expression of feeling which ought 

to permeate the whole curriculum and life of the school," the Committee 

dec1ared. "A society which neglects or despises i t. is dangerously sicko 

It affects, or should affect, all of everyday life to the highest forms 

of individual expression_"? 

The concern for beauty permeates the life of almost every 

informal school. There are displays of the children' s art everywhere -

the freest and MOSt imaginative kinds of paintings, murals, collages, 

illustrated stories, etc. 

The Most striking example of education as "the cultivation of 

modes of expression" is an activity that has no counterpc..rt in American 

or Canadian sChools, except perhaps in some private or drama schools o 

It is something the English call "Movement. '1 In its Most fundamental 

sense, Movement is an attempt to educate children in the use of their 

, 

bodies - to provide them with an ease, grace, and agility of bodily move-

ment that can carry over into sports, crafts, and dance. 

The procedure is a blend of formaI and informal instruction. 

As a rule, an entire class participates under the teacher's direction; 

but precisely how the teacher's directions are carried out is left to each 

childo There is, aftel' all, no right way or wrong way to move as if you 

were a snowflake, or a leaf fluttering do~~ from a tree, which are the 

kinds of things children may be asked to do. The pUIpose, as the Plowden 

80 Blackie, Op. Cit. 
90 Silberman, Op.Cit., p. 2520 
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Committee explains it, is "to develop each child's resources as fully 

as possible through exploratory stages and actions which will not be 

the same for any two children. When these ends are pursued successfully, Ir 

··the Committee continues, "the children are able to bring much more to 

~ situation than that which is specifically asked of them; the results 

transcerrd the limits of what can be prescribed or 'produced,' and lead to 

a greater realization of the high potential of young children."lO 

As one headmistress explained, "A child who has moved like a 

snowflake or a falling leaf is bound to write more sensitively. He knows 

how it feels to be a snowflake or a leà1'." He also knows that sensitivity 
" 

to feelings and awareness of beauty are neither effeminate nor effete. 

Silberman wOÏlders what i t might mean for the quality of American life if 

this kind of schooling were widesplt'ead in the United states. A Ca."1.adian 

observer might make the same conjecture in terms of Canadian lifeo 

For many years cri tics of informal education in England and 

North America have charged that informality and joyousness are provided 

at the expense of learning the basic fundamentals in the pr:ilnary grades 

and subject-matter in the later years. Parents worry whether their 

children' s future academic or vocational success may be harmed by informal 

education0 The question of evaluation of the informal schools, then, is 

a crucial one to advocateswho wish to see the informal education of 

Britain emulated on.a large scale on this side of the Atlantico 

John Goodlad has commented on the problem of evaluating a 

"seminal innovation" in educationo Goodlad warns, "the researcher simply 

'Î 
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cannot go on with his stable research - his conventional cri-

teria, his timeworn measures -and expect to contribute to the ad-

vancement of educational practice and science. By doing so, he 

endangers both. 1I What the researcher must do, Goodlad argues, is 

licorne to grips with the conceptual underpinnings of the innova-

tion," for if it is truly radical, it will have objectives the 

conventional instruments of evaluation simply àre not designed 

Il to·measure. 

More than fort y years ago, John Dewey spoke on this same 

point while addressing the Progressive Education Association. 

Even if ·it be true that everyth~ng which exists 
could be measured - if only we knew how. That which 
does not exist cannot be measured; and it is no 
paradox to say that the teacher is deeply concerned 
with what does not existe For a progressive school 
is primari1y concerned with growth, with a moving 
and changing process, with transforming existing 
capacities and experiences; what already exists by 
way of native endowment and past achievement is 
subordinate to what it may become. Possibilities, 
are more important than what already exists, and 
knowledge of the latter counts only in its bearing 
upon possibilities. 12 

" 

Relying on known methods of evaluation presents the ob-

vious danger of discrediting aIl progress in newly developed aims 

of education. A fixed evaluative instrument tends to force schools 

to achieve we11 on the eva1uation rather than to strive for broader 

more meaningful ends. This is, of course, similar to the argument 

against "external ll examinations. However, it does seem 1egiti-

mate to expect sorne eva1uative testing in the area of such basic 

ski11s as reading and writing. 

11. Goodlad, John, "Thought, Invention, and Research in the Ad
vancement of Education," in Committee for Economic Develop
ment. The Schools and the Challenge of Innovation, Supple
mentary Paper no. 28; 1969." 

12. Dewey, John, "Progressive Education and the Science of Education 
reprinted in Martin S. Dworkin, ed., Dewey on Education, New York: 
Teachers Col1ege Press (Classics in Education No. 3), 1959. 
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Evaluation must be made if critics of informal education are 

to be silenced or won over to the cause of increased informality and 

freedom in the schools. Fortunately, in England evaluations have been 

made which show that the basic academic fundamentals such as the ability 

to read and write have not suffered as a result of the widespread use of 

informal methods in the schoolso 

The most striking piece of evidence in support of the informal 

schools is the i'act as the Plowden Committee puts it, that "despite the 

dismal reports that appear from time to time in the press, the standard 

of reading in the country as a whole has been going up steadi1y since th~ 

war. " According to standardized reading tests administered periodical1y 

by the Department of Education and Science, in 1964 e1even-year-01d 

children on average were reading at a 1eve1 seventeen months ab ove that 

of e1even-year-01ds in 1948 0 This is equivalent to a gain of almost two 

years of schoo1ing: in 1964, e1even-year-olds were reading almost at the 

level thirteen-year-01ds had reached in 19480 Furthermore, the median, 

or 1eve1 of competence reached by half of the chi1dren tested in 1948, 

was reached by three-quarters of the e1even-year-01ds in the 1964 testingo 

And corresponding gains were made by fifteen-year-01d chi1dren.13 

This conclusion was confirmed by several studies which have 

compared the reading attainment of matched groups of students in formal 

and infar.mal schoo1s and found no significant difference between the two 

at either the infant or· the junior schoo1 1eve1. In summarizing one such 

study, Professor Ko Lovell conc1udes that "Overal1 there is no evidence 

13. Chi1dren and Their Primary Schoo1s, Vol. l, po 212, and Vo1 o II 
(Appendix 7), po 260. 
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that these schools bring superior standards in reading," Professor 

Lovell continues, IIthey May weIl benefit their pupils in other.wayse,,14 

Two studies made by Dorothy EG MG Gardner during her years 

as a member and later head of the Child Development Department of the 

University of London Institute of Education suggest that informal schools 

do indeed benefit their students in other ways without harming their 

progress in reading. In her MoSt recent stuqy, covering the years 1951 to 

1963, Miss Gardner and her associates compared children in matched pairs 

of"formal and informal infant and junior schools, using five tests of 

achievement (free drawing, spoken and written English, reading, handwriting, , 
arithmetic, and general information) and nine tests of attitude (among 

them, conc'entration, 1istening and remembering, neatness and care in work 

ingenuity, sociabi1ity, moral judgement).. Since the informal education was 

just beginning to spread in 1951, when the study began, Miss Gardner 

limited her samp1e of .informal schools to those that fo11owed informal 

methods for only part of the day - anywhere from a single "free hour" to 

half the day "free"; she excluded schools which followed an entirely 

"free day" pro gram. 

The results clearly favor the informaJ. school, although it must 
-

be cOnfessed that Miss Gardner does not provide enough information about 

her methods to enable a reader to draw his own conclusions about the 

adequacy of the controls.. With tests administered at the end of junior 

schoo1, for examp1e, tfue informal schoo1s showed c1ear superiority in six 

14.. Lovell, K, InJ,'ormal versus Formal Education and Reading Attainments in 
the Junior School, London: National Foundation for Educational Research 
in England and Wales, 1963, cf. also Morris, Joyce MOI, Standards and 
Progress in Reading, New York University Press and National Foundation 
for Education Research in Eng1and and Wales, 1966 .. 
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of the fourteen categories that were evaluated: spoken and written 

English, drawing and painting, "listeming and remembering," "neatness, 

care and skill," "ingenuity," and the breadth and depth of children's 

out-of-school interests. The informal schools showed some superiority, 

though of a less striking sort, in children 1 s reading abili ty, their 

ability to concentrate on an uninteresting task, their moral,judgment, 

general information, handwriting, and ability to work with other children·.15 

In the two rgroups in the Gardner study some of the most 

intriguing differences showed up not in the test results themselves but 

in what the test ers had to report about the way children went about , 
taking the tests ° A test measuring children' s abili ty to concentrate on 

a task of their own choice, for example, showed no significant difference 

in results o But children in the informal schools picked a task "much 

more quickly" than did youngsters in the formal schools. More of the 

"informal" children chose tasks involving working together with others, 

and many would stop their own task to he1p other children, e.g., 

"Kenneth stopped work to mix paint for Edward; on seeing the tester look 

at him he said, ''l'm not changing you know - just doing this for him." 

The chi1dren in the informal schools also volunteered with great frequency 

to help the tester arrange the materials and clean up afterward. And more 

than twice as many children in the informal schools picked reading as the 

task on which to be tested. These kinds of differences showed up in a 

great many tests; in gèneral, children from informal schools were more 

relaxed, showed less anxiety and more initiative, independence, and 

150 Gardner, D.EoMo, Experiment and Tradition in Primary 8choo1s, 'London: 
1966 0 Cofo also Gardner, DoEoMo, Testing Results in the Infant 8chools, 
19420 



,l". ", 

l 

123. 

self-confidence, and had an easier relationship with their peers 

and with the testers. 16 

Silberman believes that, though these studies have a great 

many conceptual and methodalogical defects,it do es appear that re-

ducing the amount of authoritarian control over students does not 

necessarily result in a drastic impairment of academic skills even 

though these skills were measured in the traditional manner and do 

not take into consideration new ways of evaluation and new àims. 

As Silberman note~: 

'It would be satisfying, of course, to be able to 
p6int to statistical data showing clear superiority 
for : informaI schooling. The fact that such data is 
not at hand in no way suggests that differences in 
educational strategy are unimportant, only that we 
look in the wrong place to find their effects. As 
the National Foundatiori for Educational Research 
suggests in its report to the Plowden Committee, the 
consequences ,of different modes of schooling should be 
sought less in academic attainment than in their 
impact on how ~hildren feel about themselves, about 
school, and about learning. For three hundred years 

, 

or more, schools have been denounced for their capacity 
to destroy children's spontaneity, curiosity, and love 
of learning, and for their tendency to mutilate child' 
hood itself. To create and operate schools that 
cultivate and nurture all these qualities without reduc
ing children's academic attainment - this is a mag-
nificent achievement. 17 

16. Silberman, Op. Cit., P. 261. 
17. Ibid., P. 264. 



CHAPTER NINE INFORMAL EDUCATION IN NORTH AMERICA 

The question remains; could the English informal school methods 

be transported to the North American context and achieve the success it 

has in Britain. On first glance, one's initial reaction is that it 

appears to require teaching genius or at least above average teaching 

abilityo From discriptions of the informal school, it appears as though 

their teachers possess extraordinary skill, sensitivity and energy. If' 

the English primary teachers are a superior breed then the informal 

approach would not likely work in North America. 

This, however, is not the case; informal educat.ion can work as 

well in North America ~s in England. This assertion is based on exper-

ienceo The informal methods are already in use in a number of American 

'schools as di verse as those of New York i s Harlem and the small ci ties, 

towns, and hamlets of North Dakota; of Philadelphia, Pennsylvania, and 

Tucson, Pxizona; Washington, DaC a and Cambridge, Massachusetts; Paterson, 

New Jersey, San Antonio, Texas, and Johnson County, North Carolinao In 

some of these, eg., North Dakota, Washington and New York, the programs 

now in operation represent conscious adaptions and modifications of the 

English experience; in pthers, they are indigenous developmentso In all, 

they appear to be working wellol 

Informal methods do not de pend on extraordinary talent or 

r- , 



125. 

genius on the part of the teacher; teachers of every sort - ordinary, 

garden-variety teachers, not only superior ones - are able to function 

weil in informal classrooms. As Lillian Weber suggests "perhaps it 

is in our isolated and encapsulated formal classrooms that only genius 

can succeed". English primary teachers are not a superior breed; on 

the contrary, they come from much the same kinds of. backgrounds as do. 

American teachers. Some 40 percent of English female primary school 

teachers, for example, have fathers who are blue-collar workers, and 

more than half come from lower-middle-class backgrounds; as in the 

United states and Canada, teaching is an important avenue of social 

mobility, and has been for a long timeo 2 

English primary school teachers tend to be younger and less 

experienced than their American counterparts, for teacher turnover, 

especially in infant schools, is extraordinarily high. A survey made 

for the Plowden Committee, ~or example, indicated that two-thirds of 

the women who had taught in infant schools during a period of two years 

, 

and nine months were no longer in those schools at the end of the periode 

This is a turnover rate of nearly 25 percent ·a year, more than double 

the American rate. Not aIl of those who left their posts le ft teaching 

altogether, of course; there appears to be more movement from school to 

school in England than in the United Stateso But many did leave teaching; 

the annual attrition rate is roughly twice that of the United states, where 

some 8 percent of class~oom teachers leave the profession each year. (In 

2. Floud, Jean and scott, Wo, "Recruitment to Teaching in England and 
Wales," in Halsey, Ao Ho; Floud, Jean; and Anderson, Arnold Co, 
Education, Economy and Society, New York: Free Press Paperback, 1965. 
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the United states, roughly half of those who leave teaching return at 

some later date, e.g., when their own children have reached school age.) 

Taking everything together, therefore, the success of informal schooling 

cannot be attributed to extraordinary talent or experience on the part 

of English teacherso 3 

Informal teaching, however, does make a number of demands on 

teachers that the canventianal classroom does note It requires much more 

alertness. To be able to "ma.x:L'T'.:lze the occasion, Il a teacher must always 

be IIat" the ready" - aware not only of what each child is daing at a:ny 

moment, but of what stage of development the child is in. Since anything , 
" and everything a child may do can provide the occasion to be ma.x:i.mized, " 

teachers are always teaching; the intellectual and emotional demands seem 

relentless and unending. And teachers need to be informed about many more 

~hings; the curriculum is not limited to the teacher's lesson plan, but 

is as broad and unpredictable as the children's interests. 

However, teachers who have tried both approaches insist that 

informal teaching is no more difficult than formal teaching and. is much 

more rewarding. First, informal education relieves the teacherof the 

terrible burden of omniscience. In an informal classroom, the teacher 

is the facilitator rather than the source of learning, the source being 

the child himself. Learning is something the child makes happen to and 

for himself, albeit with the teacher's ai d, and somet:imes at her 

instigation. The consequence is an atmosphere in which teachers are 

therefore, more comfortable with childreno 

3. Silberman, Op. Cit., p. 267. 
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Secondly, informal education also relieves the teacher of 

the obligation to try to teach the entire range of abilities at one time, 

a task that is exhausting as it is futileo 

Thirdly" and perhaps most important, the informal classroom 

relieves the teacher of the necessity of being the timekeeper, traffic 

cop, and disciplinarian. In the informal classroom the children are not 

required to sit still and be silent. The release of the teacher's 

energy is incalculable; he is free to devote all his time and energy to 

teaching itself. 

In Co E. Silberman's experience, most teachers who have attempted 
" 

informal methods respond affirmatively and insist they could never go back 

to formal teaching. Since they do not have to exp end most of their time 

and energy maintaining order and control, teachers can concentrate on 

reaching children individually, on really getting to know each child as 

an individual and getting the kinds of responses from children that 

provide the teachers main reward. 

It wouldbe a mistake, however, to assume that the informal 

approach c an simply be transplanted to the North American c ontext 

exactly as it functions in Britaino Educatianal systems ahlays are, and 

by nature must be native plants. All schools reflect the views of society 

about the way children should be brought up, the purposes of education 

and relation between school and society. Therefore, it would be necessary 

before adopting informai school methods to consider the relevant cultural 

and institutional differences between England and the United states or 

Canadao 

One of the most interesting informal school programs, and one 
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of particular interest to Canadians because of its geographical 

proximity, is the one being conducted in North Dakota where elementary 

schools are gradually being remodeled .slong informal lines. The 

driving force of this movement is provided by the University of North 

Dakota's newly created New School for Bebavioral Studies in Education. 

A study in 1965 turned up the fact that North Dakota ranked 

fifieth among the states in the professional preparation of its elementary 

school teachers. The state ranked fifieth also in the overall opportunities 

it provided for elementar,y schooling. Drastic changes were in order if 

the elementary school situation was to be improved~ One of the members 

of the study group in 1965 happened to read Joseph Featherstone's 1967 

New Republic articles on the revolution in English primary schools, and 

also happened to see the relevance of the English informal approach to 

both North Dakota's needs and the constraints under which its schools 

operate.4 

As a result? North Dakota adopted a far-reaching program to 

convert formal elementar,y classrooms into informal ones, in which in-

, 

dividualized learning replaces most large group instruction, the teacher's 

role changing from "chalk and talk" teaching to that of "observing, 

stimulating, and assisting children in their learningo" The axis on which 

the program turns is a completely new program of teacher education and 

re-education developed by the University of North Dakota's New School of 

Behavioral Studies in Education, which was established in the spring of 

4. Featherstone, Joseph, "Schools for Children: What's Happening in 
British ClassrooInS." The New Republic, August 19, 1967; "How Children 
Learn." The New Republic, September 2, 1967; "Teaching Children to 
Think," THE NEW REPUBLIC, September 9, 19670 
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1968. The University already had a conventional school of education; 

it was feIt, however, that the kinds of sweeping changes that were 

envisaged could be more readily accomplished by creat.ing a new instit-

ution to prepare teachers for informaI teaching~ The school was designed 

to become a model of the kind of educational environment it was promoting. 

It was felt that in order to becorne infonnal teachers, students themselves 

should experience informal and individualized instruction.5 

The New SchoOl enrolls regular University of North Dakota 

undergraduates in their junior year, in a three-year program leading to 

a master' s degree; the school also enrol-.s experienced teachers, who 

.return to the Grand Forks campus for a year of more of study leading 

to a bacheIor's degree. While they are at the university, the teacher's 

places are taken by the New School's master's degree candidates, who 

~pend September to June of the master's year teaching, under close 

supervision from the New School faculty. Participation in the program 

is voluntary on the part of the teachers, who commit themselves to 

return to their schools for a minimum of one year, as weIl as on the 

part of their supervisors and school boards. In 1968-69, th e first 

year of operation, fourteen school districts parlic1pated. The number 

more than doubled at the begllllling of the 1969-70 school year, and the 

inclusion of Grand Forks meant that the state's three largest cities ~ 

Fargo, Grand Forks and Minot - are all participatingo The program appears 

to be remarkably successful and consequently is winning support throughout 

the state. As far as the children are concerned it is too soon to measure 

hON informal education has effected their ability in the basic academic 

50 Silberman, Op.Cit., po 288. 
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requirements such as reading, writing and mathematics. 'What is obvious, 

however, is that the child4,en seem visibly happy and engaged. They 

express as much enthusiasm for the new approach as the teachers.6 

From a Canadian ;r0int of view, one could not hope for a much 

closer vantage point from v1hich to view informaI methods in action. 

Surely the apparent success of the North Dakota experiment could be 

emulated in Canadian schoo~rso '!he cultural differences between Canada or 

parts of Canada, at least, and North Dakota are certainly so minute in this 

context as to be almost ne~lligable. If the desire for major changes in the 

educational system is a faGlt, then certainly the North Dakota experiment' 

could be a viable alternatj,ve in Canada. 

Earlier, in the f'irst chapter, we noted how modern society 

appears to be losing its c~pter of values. '!he old bellefs, values and 

traditions which buttresseq, human behaviour in the past are rapidly 

diminishing. No tradition or set of beliefs now tells modern man what· 

he ought to do or how he o~ght to liveo He lives increasingly in what has 

been referred to as "an existential vacuum"o 

'Wh':.::~ then asked the question.. Would it be possible to establish 

and "authentic society" in which citizens are summoned to stand by them

selves, for themselves, in shaping the direction of their lives and there-

fore the meaning of their ~~stence? In order to establish such a 

society, we concluded that it would be necessar,y to establish what might 

be called an "existentialist education"o 

The Gardner study' in England described earlier indicated that 

children from informaI schools were more relaxed, showed less anxiety 
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and more initiative, independence and self-confidenceo Surely these are 

the exact qualities which must be nurtured in an existentialist education 

des,igned to develop individuals who will have to cope with life in an 

'!existential vacuum"o As stated earlier, contrary to what some exist-

entialist educators, including Van Cleve Morris, believe, it is this 

writer's contention that the crucial years in an existentialisteducation 

would not be the years of adolescence but rather the elementary school 

years. As noted previously the vast majority of modern child psychologists 

stress the importance of the early childhood years in the development of 

fundamental attitudes and personality traits. The adolescent or second~ 

school years, certainly should not be ignored in an existentialist 

education, but the main concern of existentialist educators should be the 

pre-adolescent, elernentary school years. The rernaking of the secondary 

schools could, perhaps, be more gradually phased in as informal elementary 

schools bec orne more widely establishedo 

Van Cleve Morris offered the free school along the lines of 

Summerhill as the model for an existentialist education. It might be 

argued that such a free school is the paradigm for a truly existentialist 

school. We have, however, noted earlier the basic Zailing of most such 

free schools in the area of teaching the basic academic fundamentals 

such as reading and wri ting. It appears, also, that the general public 

is not prepared to accept such a radical change and movement towards 

freedom and liberalism ~s the free schools represent. 

If schools are to move on a wide scale toward a more free, 

existentialist education, then they must convince the public that the 

basic fundamentals of education will not be neglected in the process. 

The English informal schools have shown that this ideal can be achievedo 

-" 

! . 

1 
1 
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The adoption of English informal school methods in the public schools 

of the United states and Canada would be a large step in the direction 

of a more. existentialist education. If existentialists feel more freedom 

is necessary, it would appear that the basic structure of the informal 

school is flexible enough to adapt to changes in this direction as the 

informaI approach is perfected. 

, 
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CHAPTER TEJ::1: HUMANISTIC PSYCHOLOGY 

The two comprehensive theories of human nature most in

f1uencing psycho1ogy unti1 recent1y have been the Freudian and the 

experimenta1 - positivistic - behavioristic. A11 other theories were 

1ess comprehensive and their adherents formed many sp1inter groups. 

In the 1ast few years, however, these various groups have rapid1y 

been coa1escing into a third, increasing1y comprehensive theoryof 

human nature, into what has been ca11ed a Third Force or Humanistic 

Psycho10gy. 

This group inc1udes the Ad1ereans, Rankians, and Jungians, 

as we11 asa11 the Neo-Freudians and the Post-Freudians or psychd

ana1jtic ego - psycho10gist~. The influence of Kurt Go1dstein and 

his organismic - psycho1ogy has ~een a factor, as has that of the 

Ges ta1 t and Lewinian psycho10g,is ts and of such persona1i ty psycho1o

gists as Gordon A11port and others. Self psychologists, phenomeno-

10gica1 psycho1ogists, growth psychologists and the Rogerian psy

cho10gists have a1so been major contributors to the growth of this 

new movement. 

The 1iterature of this new movement'is large and rapid1y 

growing. More important, this new force in psycho10gy is beginning 

to be used more and more, particu1ar1y in the fields of education, 

industry, religion and management. 

Perhaps the be~t known and most inf1uentia1 advocate of this 

new Third Force or Humanistic Psycho10gy has been the American psy

chotherapist, Abraham Mas10w. 

-'." 



." 

134. 

Maslow believes this humanist trend in psychology is a 

revolution in the sense in which Galileo, Darwin, Freud and Marx 

made revolutionsj in that it has brou~ht about new ways of perceiving 

and thinking, new images of man and of society, new.conceptions of 

ethics and of values, new directions in which to move. 

To Maslow, Humanistic psychology is one facet of a general 

Weltanschauung, a new philosophy of life; a new conception of man and 

a new are a of research which will prove fruitful in providing rich 

meaning to the lives of men in the future. 

As ~taslow states: 

This psychology is not purely descriptive . 
or academic: it suggests action and implies con
sequences. It helps to generate a way of lif~, 
not only for the person himself within his own 
private psyche, but also for the same person as a 
socialbeing, a member of society. As a matter 
of fact, it helps us to realize how interrelated 
these two aspects of life really are. Ultimately, 
the best "helper" is the "good person". So often 
the sick or inadequate person, trying to help, 
does harm instead. 

These new developments May very weIl offer 
a tangible, usable, effective satisfaction of the 

.lIfrustrated idealism" of Many quietly desperate 
people, especially young people. These psychol
ogies give promise of developing into the life
philosophy, the religion-surrogate, the value
system, the life-program that these people have 
been missing. Without the transcendent and the 
transpersona~, we get sick, violent, and nihilis
tic, or else hopeless and apathetic. We need 
something "bigger than we are" to be awed by, to 
commit our~elves to in a new, naturalistic, em
pirical, non-churchly sense, perhaps as Thoreau 
and Whitman, William James and John Dewey did • 

, 

, .•. 



l believe that another task which needs 
doing before we can have a good world is the 
development of a humanistic and transpersonal 
psychology of evil, one written out of compas
sion and love for human nature rather than out 
of disgust with it or out of hopelessness! 1 
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,In these next chapters we shall examine briefly the main 

tenets of this new Humanistic psychology, particularly as revealed in 

the work of Abraham Maslow. No attempt will be made to make a compre-

hensive analysis of aIl the implications of this new movernent, but 

rather an attempt will be made to examine the implications which this 

view of man may have for education and more particularly for informaI 

'education and the existentialist educational ide aIs described here 

earlier. 

Since we have 'been concerned, heretofore, mainly with the 

implications which existentialism may have for education, perhaps, it 

would be appropriate to begin with a brief explanation of what Maslow 

believes psychology can learn from the existentialists. 

Maslow contends that European existentialist philosophers 

and Am~rican psychologists hav~,independently been corning to the same 

conclusions and have aIl been responding to something real outside 

themselves. As was pointed out in the first chapter, he believes this 

sornething real to be the total collapse of aIl sources of values out-

, 

side the individual. As a result~people have no place else to turn but 
. 

inward, to the self as the locus of values. He feels that even sorne of 

the religious existentialists support this conclusion to sorne extent. 

~aslow, Abràharn, Toward a Psychology of Being! New York: Van Nostrand 
Reinhold, 1968. P. IV 

-) 
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It is extremely important for psychologists 
that the existentialists may supply psychology 
withthe underlying philosphy which it now lacks. 
Logical positivism has been a failure, especially' 
for clinical and personality psychologists. At 
any rate, the basic philosophical problems will 
surely be opened up for discussion again and per
haps psychologists will stop relying on pseudoso
lutions or on unconscious, unexamined philosophies 
they pic~ed up as children. 

An alternative phrasing of the core (for us 
Americans) of European existentialism is that it 
deals radically with that human predicament pre
sented by the gap between human aspirations and 
human limitations (between what the human being is, 
and what he wouid like to be, and what he could be). 
This is not so far offfrom the identity problem as 
it might sound at first. A person is both actuality 

'and potentiality. 2 " 

Maalow believes that a serious concern withthis discrepancy 

could revolutionize psychologi. To Maslow most philosophies and re-

ligions, Eastern as ,weIl as Western, have dichotomized the nature of 

man'intoa lowér and a higher, creatureliness and a god-likeness. 

The existentialists, however, teach that both are simultanéously de-

fining characteristics of human nature. Neither can be repudiated; 

they can only be integrated. 

From the existentialists we have also learned the importance 

of stressing the concept of the "self-making of the self". Sartre ·1 

and others speak of "the self as a project" which is wholly created 

by the continued and arbitrary choices of the individual himself, al-

most as if he could màke himself into anything he decided to be. This 

does not necessarily mean that an individual's choices are totally 

unfounded orwhimsical, but rather that they are not founded on any 

source or base external to the chooser. The individual is himself 

the final arbiter - even if he chooses to be guided, or allows him-

2. Ibid., P. 10. 
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~ self to be guided by standards formulated by some other person or 

(' -

institution. 

Maslow does not accept tha approach of some existentialist 

therapists who pay insufficient attention to the conditions that may 

affect an individual's choices. Nor does he agree with the Freudians, 

Rogerians and other persona~ growth psychologists who stress th~,dis-

covering of the self and of uncovering therapy, while often under-

st~essing the factors of w~ll and of decision. In this clash of 

. views, Maslow tends to takethemiddle ground, believing that we dis-

cover and uncover ourselves and also that we can, to a significan~ 

3 extent, decide on'what we shall be. 

He also believes the e~istentialist philosophers' emphasis 

on the "alonenes s 0 f 'man" can be of value to the psychologis t. 

The existentialist stress on the ultimate al one
ness of the individual is a useful reminder for us, 
not only to work out further the concepts of decision, 
or responsibility, of choice)of self-creation, of 
autonomy, of identity itself. ' It also makes more prob
lematic and more fascinating the mystery of communi
cation between alo~e-nesses via, e.g., intuition and 
empathy, love and altruism, identification with others, 
and homonomy in general. We take these for granted. 
It would be better if we regarded them as miracles 
to be explained. 4 

Maslow contends that the existentialists are helping to teach 

us about the limits of verbal, analytic, conceptual, reality. He be-

lieves that existentialisp is part of the current return to raw expe~-

ience as prior to any concepts or abstractions. This amounts to a jus-

tified critique of the whole way of thinking of the western world in the 

3. Ibid., P. 13. 
/ 4. Ibid., P. 14. 
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twentieth century, including orthodox, positivistic science and 

philosop,hy, both of which, he f eels, badly need re-examina tion. 

However, the most powerful stimulus which has affected 

Mas10w in existentia1ist thinking has been the prob1em of future time 

in psychology. He does however acknow1edge the influence of the writ-

ing of Charlotte Buh1er, Gordon A11port, and Kurt Go1dstein as having 

sensitized him to the necessity of grapp1ing with and systematizing the 

dynamic ro1e of the future in the present1y existing persona1ity. 

Growth and becoming and possibi1ity nec es-
osari1y point toward the future; so do the concepts 
of potentia1ity and hoping, and ofwishing and 
imagining; reduction to the concrete is a 10ss of 
future; threat and apprehension point to the future 
(no future - no neuros~s); se1f-actualization is 
meaning1esa without reference to a current1y active 
future; 1ife can be a gestalt in time. 

l think it fair to say that no theory of psy
chology will e~er be complete which does not cen
tral1y incorporate the concept that man has his 
future within him, dynamica11y active at this pres
ent moment. In this sense the future can be treated 
as a - historica1 in Kurt Lewin's sense. Also we 
must rea1ize that on1y the future is in princip1e un
known and unknowab1e, which means that a11 habits, 
defenses and coping mechanisms are doubtfu1 and am
biguous since they are based on past experience. 
On1y the f1exib1y creative person can rea11y manage 
the future, on1y one who can face novelty with con
fidence and without fear. l am convinced that much 
of what we now ca11 psycho10gy is the study of tricks 
we use to avoid the anxiety of abso1ute nove1ty by 
making be1ieve the future will be 1ike the pasto 5 

, 

Mas10w be1ieve;it is possible that existentia1ism will not 

only enrich psycho1ogy but that it may a1so be an additiona1 push to

ward the establishment of another branch of'psycho1ogy, the psycho10gy 

of the fu1ly evo1ved and authentic self and its way of being. 

5. Ibid., P. ]5. 
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Certainly it seems more and more clear that 
what we calI "normal ll in psychology is really a 
psychopathology of the average, so undramatic and 
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so widely spread that we don't even notice it or
dinarily. The existentialist's study of the authen
tic person and of authentic living helps to throw 
this general phoniness, this living by illusions 
and by fear into a harsh, clear light which reveals 
it clearly as sickness, even though widely shared. 6 

It should be pointed out, however, that Maslow's .work is not 

a total rejection of Freud or of empirical Behaviorism, but it is rat-

her an attempt to assess what is useful, meaningful, and applicable to 

mankind in both psychologies and to go on from there. Maslow attempts 

to integrate these various truths into what is for him, the whole truth. 
, 

Maslow is highly critical of Freud's concentration on the 

study of neurot~c and psychotic individu~ls, and of the aisumption that 

aIl higher forms of behaviour were acquired and not natural to the hu-

man s,pecies. 

It is Maslow's contention that one ~annot understand mental 

illness until one understands mental health. He believed that Freud 

and others before him su ch as Hobbes and Schopenhauer reached their 

conclusions about human nature by observing the worst rather than the 

best of man. Positive aspects of human behaviour such as happiness, 

joy, contentment, peacè of mind, satisfaction, fun, play, well being, 

ela~ion, and ecstasy have been ignored by scientists, as have such po-

sitive qualities as kindness, generosity and friendship. Scientific 

emphasis has been placed on man's shortcomings and little or no consi-

deration has been given to his strengths and potentials. 

If one is preoccupied with the insane, the 
neurotic, the psychopath, the criminal, the de
linquent, the feeble-minded, one's hopes for the 
human species become perforee more and more modest, 

6. Ibid~, P. 160 



~ore and more 'realistic', more and more scaled 
dowri, one expects less and less from people ..• 
it becomes more and more clear that thé study of 
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the crippled, stunted, immature, and unhealthy 
specimens can yield only a cripp1e psycho1ogy and 
a cripple philosophy. The study of self-actua
lizing people must be the basis for a more universal 
science of psychology. 7 

This concept is one of the unique features of Mas10w's theory. 

He has studied a number of persons whom he characterizes as "se1f-ac-

tualized li
• By this he means a person who is fu1ly using and exploiting 

his talent, capacities, pot~ntialities, etc. Such people seem to be 

fulfilling themselves and doing the best that they are capable of doing. , 
The negative criteTion was an absence of tendencies'toward psycholo-

gica1 problems, neurosis or psychosis. lt is Maslow's contention that 

such persons are general1y acknowledged as the best possible speci-

mens of the human species, and rightfu1ly so. 

Both FTeudians and Behaviourists, in emphasizing man's con-

tinuity with the animal wor1d, t~nd to ignoreor reject the very charac-

teristics which make the human species uniquely different from al1 

other an~ma1s.· If various animal species have instincts unique to 

their species, why 1s it not reasonable, Maslow asked, to assume that 

the human species also has unique characteristics. 

The use of anima1s guarantees in advance the 
neglect of just those capacities which are uniquely 
human, for example, martyrdom, self-sacrifice, shame, 
love, humor, art, beauty, conscience, guilt, patriotism, 
ideals, the proauction of poetry of philosophy or music 
or science. Animal psychology is necessary for 1earning 
about those human characteristics that man shares with 
all primates. It is useless in the study of those 
characteristics which man does not share with other 
an~mals, or in which he is vast1y superior, su ch as la
tent leirning. 8 

.... _-~~- -_ ... ..--------_. 
/'" . 

\ 7. Maslow, Abraham, Eupsychian Management, Illinois: Irwin-Dorsey,]965. 
8. Maslow, Abraham, Motivation and Personality, New York; Van Nostrand, 

1954. 
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The behavioral scientist has believed he must study man as 

an object to be observed but not questioned. Subjective information, 

man's opinions about himself and his own feelings, desires and wants, 

were to be ignored. Freud was so preoccupied with the unconscious de-

terminants of human behaviour that he paid litt le or no attention to 

his patient's attempts to explain their reasons for behaving as they 

did: that is to say, he tended to reinterpret them to conform to his 

theory of the unconscious, rather than to take them seriously at their 

face value. 

Maslow was convinced that we can learn a great deal more 
" 

about human nature through a consideration of the subjective as well 

as the objective~ In fact, in his experience, he found the subjective 

approach was frequently more productive and when it was ignored much 

of human behaviour became meaningless. To Maslow, human beings seem 

to be far more autonomous and self-governed th an modern psychological 

theory al10ws for. 

In his book, The Psychology of Science, Maslow expands and 

elaborates his original criticisms of physical science asa model for 

behavioural science. "This book", he said, "rejects the traditional 

but unexamined conviction that orthodox science is the paih to know-

ledge or even that it is the only reliable path. 1 consider this con-

ventional view to be philosophically, historically, psychologically, 

and sociologically nai ve:" 9 

So far we have seen that Maslow proposed to introduce into 

ps~chology and psychiatry the study of mentalhealth, rather than 
'. / 

"-_/ 

9. Maslow, Abraham, The Psychology of Science, New York: Harper and 
Row, 1966. 
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mental illness. He felt that that one could learn a great deal about 

man and his potential from the exceptionally healthy, mature, self

actualized people-a segment of humq1ni ty which he termed the .ligrowing 

up". ,He ,contends that a comprepensi,vetheory of behaviour must in,-

clude the internaI or intrinsi,p detierminants of behaviour as weIl as extrinsic ','1 

or external environmental determiné:1lnts. Freud had concentrated on, the first, the 

Behaviourists on the second. $oth points of view needed to be combined 

along with anfhcorporationof t;pe e~istentialist emphasis on the importance of free 

choice. An objective study of humq,nbehaviour is not enough; for complete 

understanding the subjective rnllst G,e considered as weIl. We must consider 

people's feelings, desires, hopes ~~d aspirations in order to understand 

their behaviour. 

\ole shall now examinl~ in some detail the more salient features 

of Maslow's psychology, beginnj.ng "jith his hierarchy of basic human needs. 

"The human being is motivatedby a number of basic needs which are 

species wide, apparently uncha:rgin~:, and genetic or instinctual in origin". 

This is a fundamental concept pf Ma,slow' s theoretical point of view •. 

The needs are also psychologic~l ra,ther than purely physiological. These 

psychological needs are the tr~e i~,ner nature of th~'human species, but 

they are weak, easily distorte~ and ov'ercome by incorrect learning, habit 

or tradition. "They are", states ~fislow, "intrinsic aspects of human nature which 

culture cannot kill, but only repress. ,,10 

This obviously challenges the ~~cient and persistent belief held by many, 

that instincts are strong, unc~angeable and evil. Maslow suggests the contrary: 

The needs are easily ignored or sUIi,pressed and are "not evil but ei ther neutral or 

gôode"ll 

lO~, Maslow, Abraham, "Iso Mor;phic Interrela tionships Between Knower 'anq., Kn.own." 
Sign, Image, Symbol, New York, George Braziller Inc.,1965o 

Il. Maslow, Motivation and personality, (;)po Cito, P." 1120 
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Mas10w contends that a characteristic may be considered a 

basic need if it meets the fo11owing conditions: 

1. Its absence breeds i11ness. 
2. Its presence prevents i11ness. 
3. Its restoration cures i11ness. 
4. Under certain, very comp1ex, free choice 

situations, it is preferred by the deprived 
person over other satisfaction. 

5. It is found to be inactive, at a low ebb, or 
functiona11y absent in the hea1thy person. 12 

The most basic, the most powerfu1, the most obvious of a11 

man's needs are his needs for physica1 surviva1: his needs for food, 

1iquid, she1ter, sex, sleep, and oxygene A person who is 1acking 

food, self ~steem,and love; will demand food first, and unti1 this 

need is satisfied, will ignore or push a11 other needs into the 

background. , 

Mas10w acknow1edged that the Behaviourists are correct in 

identifying physio1ogica1 needs as ~aving powerfu1 influences on man's 

behaviour, but on1y as long as t4ey are unfu1fi11ed~ However, for 

many individua1s in civi1ized society these lower needs are usua11y 

( we11 satisfied. Once these basic needs have been satisfied th en 

Mas10w states, "At once other (and higher) needs emerge, and these 

rather than physio1ogica1 hungers dominate the organisme And when 

these in turn are satisfied, again now ~and still higher) needs emerge, 

and so on. This is what we mean by saying that the basic human needs 
13 are organized into a hierarchy of relative prepotency.1I Mas10w 

contends that through his 1ife the human being is practica11y 

a1ways desiring something, he is a wanting animal and "rare1y reaches 

a state of complete satisfaction except for a shorttime. As one 

desire is satisfied, another pops up to take its p1ace.,,14 

Oneê tne pny~~oiôgical needs are sutficient1y satisfied, 

what Mas10w describes as safety needs emerge. Since the safety 

needs are genera11y satisfied in the hea1thy, normal adu1t, they can 

be best understood by observing chi1dren or neurotic adu1ts. Chi1d 

12 . 
1 ~as1ow, Toward a Psycho1ogy of Being, Op; Cit., P. 22. 

13. Mas10w, Motivation and Persona1ity) Op. Cit., P. 123. 
14. Ibid., P. 127. 

-î 
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psychologists and educators have found that children need a pre-

dictable world, a chi Id prefers consistency, fairne~s, and a cer-

tain amount of routine. When these elements are absent be becomes 

anxious and insecure. Freedom within limits rather than total 

permissivness is preferred; in fact it is necessary for the develop-

ment of weIl adjusted children according to Maslow. 

When the physiological and safety needs are met, needs 

for love, affection and belongingness emerge. Maslow states 

Now the person will hunger for affectionate 
relations with people in general, namely, for a 
place in his group, and he will strive with great 
intensity to achieve this goal. - He will want to 
attain such a place more than anything else in the 
world and maybe even forget that once, when he was 
hungry, he sneered at love as unreal or unnecessary 
or unimportant. 15 

Love as Maslow uses the word, is not to be confused with 

, 

sex which can be studied as purely physiological need. He prefers 

Carl Rogers definition of love as "that of being ~eeply understood 

and deeply accepted." 

Maslow found that the absence of love stifles growth and 

the development of potential. -Clinicians have found repeatedly 

that babies require love. Many other students of psychopathology 

have considered the thwarting of love needs as a prime cause of 

mal ad just ment. 

Maslow found thptpeople also have two categories of esteem 

needs - self_respect and esteem from other people.- Sel~ esteem 

includes such needs as desire for confidence, competence, mastery, 

15. Ibid., P. 134. 
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adequacy, acbievement, independence and freedom. Respect from 

others includes such concepts as prestige, tecognition, acceptance, 

attention, status, reputation, and appreciation. A person who has 

-adequate self-esteem is more confident and capable and thus more 

productive. However~ when the self esteem is inadequate the indi-

vidual has feelings of inferiority and helplessness, which may ~e-

suIt in discouragement and possible neurotic behavior. 

The identification of the psychological need for growth, 

development, and utilization of potential - what Maslow calls self-

actualization - is an important aspect of hi~ theory of human moti-
" 

vation. Maslow bas described this need as the "desire to become 

more and more what one is, and to become everything that one 1s 

capable of becoming".16 Maslow finds that the need for self-actua-

lizàtion generally emerges after a reasonable satisfaction of the 

love and esteem needs. 

Maslow believes that a characteristic of mental health i6 

curiosity. The satisfaction of curiosity is subjectively satisfying; 

individuals report that learning and discovery produce satisfaction 

and happiness. 

Closely related to individual motivation are the environ-

_ mental or social conditions in the society. Among the conditions 

prerequisite to basic need satisfaction, Maslow lists such condi

tions as freedom tospe~k, freedom to do what one wishes as long~as 

no harm is done to others, freedom of inquiry, freedom to defend 

_ .... .,/"'--on·eself;··Tiis·tic.e, honesty, fairness and order. Threats to these 
.- 'M 

16. Ibid., P. 144. 

-1 
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preconditions evoke a reaction from the individua1 simi1ar to that 

evoked by threats to the basic needs themse1ves. In Mas10w's words, 

"These conditions are not ends in themse1ves, but they are a1most 

~ so since they are so c10se1y re1ated,to the basic needs, which are 

apparently the on1y end in themselves. These conditions, are de-

fended because without them the basic satisfactions are quite im-

17 possible, or at 1east, ,severe1y endangered." 

A factor of importance to parents and educators is Mas10w's 

contention that people who have been fortunate enough to be born,in 

circumstances enab1ing them to satisfy their basic needs deve10p ~uch 

strong unified characters that they can then withstand the 10ss or fru-

stration of these needs for considerable 1engths of time. Gratifica-

tion of these needs very ear1y in 1ife, especia11y the first two 

years is very important, as Mas10w states "People who have been made 

secure and strong in the ear1y years tend to remain secure and strong 

thereafter in the face of whatever threatens.,,18 

Mas10w a1so cautions against viewing the hierarchy of needs 

too precise1y. One must not assume that the need for security do es 

not emerge unti1 the need for food is entire1y satisfied, or that the 

need for love does not emerge unti1 the need for safety is fu11y sat

- ~sfied. Most people in our society have partia11y satisfied most of 

their basic needs, but still have some unsatisfied basic needs re-

maining. It is the unsatisfied needs which have the greatest influence 

on behavj.or'.---·-Q,nce a, need has been gratified it has 1itt1e effect on 
........ _-~ .. 

17. Ibid., P. 161. 
18. Ibid., P. 172. 

", 



147. 

motivation. "A want that is satisfied is no longer a want.,,19 

People may or may not be aware of their basic needs. "In the 

average person they are more often unconscious tha~ conscious ••• al-

though they may, with suitable techniques and witb sophisticated people 

become conscious." Behaviour is the result of many forces. It may 

be a result, not only of several of the basic needs in combination, 

but also of personal habits, past experience, individual talents and 

. .. d hl· 20 capac1t1es, an t e externa enV1ronment. 

In his later studies Maslow discovered a whole new list of 

needs in a still higher category, which he described as growth needs 

" (Being-values or B-values), as contrasted with the basic or deficiency 

needs. He said that this higher nature of man needed the lower nature 

as a foundation, and without which the higher nature "collapsed". 

"The major emphasis in humanistic psychology", he stated, "rests on 

the assumptions regarding 'higher needs'. They are seen as biolo-

21 gically based~ part of the human essence .• Thus man is initially 

motivated by a series of basic needs;. as these are satisfied,· he moves 

toward the level of the higher needs and becomes motivated by them. 

Maslow's term for this is metamotivation. 

Maslow's discovery of these growth needs or Being values 

arose out of hisstudy of self-actualized persons. He first began 

this study with his personal acquaintances, friends and selected col-

lege students. He then~oved to a study of public figures living and 

dead. 

19. 
20. 
21. 

Ibid., P. 179. 
Ibid., P. 187. 
Maslow, Abraham, "Farther Reaches of Human Nature", lecture under 
auspices of the Esalen Institute, Spt. 14, 1967, San Fransisco. 
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He divided his study into three categories: cases, par-

tia1 cases, and potentia1 or possible cases. Inc1uded in the first 

category were individua1s such as Abraham Lincoln, Albert Einstein, 

Eleanor Roosevelt, William James, Spinoza, Albert Schweitzer, and 

Aldous Huxley. The partial cases category inc1uded five contempor-

aries who fal1 short but can still be used for study. In the pd-

tential or possible cases were inc1uded twenty younger people who 

seemed to be developing in the direction of se1f-actua1ization and 

a1so such people as George Washington Carver, Goethe, Pablo Casals, 

Martin Buber, John Keats, Ad1ai Stevenson, Sho1om Aleichem, Ralph , 
Wa1do Emerson, Pierre Renoir, Henry Wadsworth Longfellow, Thomas 

More, Benjamin"Frank1in, Wa1t Whitman, and others. The study" of these 

individua1s, their habits, their characteristics, their persona1ities, 

and their abi1ities, 1ed Mas10w to his definition of mental he1ath / 

and his theory of human motivation. He be1ieved this method opens 

a who1e new area to behaviora1 science. 

"It now becomes feasib1e", said Mas1ow, "through the study 

of se1f-fu1fi11ing individua1s to have our eyes open to a11 sorts of 

basic insights, old to the phi1osophers, but new to Us~" 22 

The actua1ization process means the deve10pment or discovery 

of the true self and t"he deve10pment of existing or 1a"tent potential. 

Not a11 highly productive, successfu1 ta1ented people meet the des-

- .. , 

cription of psycho1ogica1 hea1th, maturity or self actua1ization. How-

ever, from the study of exceptional people a number of characteris-

tics began to crysta11ize regarding the aspects of menta1.hea1th. 

22. Mas1ow, Toward a Psycho1ogy of Being, Op. Cit. 
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Maslow discovered that probably the most universal and common 

aspect 'of these superior people is their ability to see life clearly, 

to see it as it is, rather than as they wish 1t to be. They are 

usual1y' 1ess emotiona1 and more objective about their observations. 

Self-actualizing people do no~al10w their hop es and wishes to dis

tort their observations. They are above average in their abi1ity to 

judge people crirrect1y and to see through the artificia1 or the fake. 

Because of their superior perception, the self actua1izing 

are usua11y more decisive and have a clearer notion of what is right 

and wrong. They are usual1y more accurate in their prediction of 

" future events. 

Yet Mas10w found these people ~o have a kind of humility, 

the abi1ity to 1isten to others, to admit that they do,not know every

'thing, and that other people can teach them something. This concept 

can a1so be described as a chi1d-lik~ simp1icity and lack of arrogance. 

The se1f-actualized person's perception is less distorted by 

desires, anxieties, fears, hopes, fa1se optimism or pessimisme With

out exceptioa, Mas10~ found them to be dedicated to some work, task, 

dut y, or vocation which they considered important. For th~, working 

was exciting and pleasurab1e. lt seems that commitment to an impor

tant job is a major requirement for growth, self actualization and 

happiness. A1though this does invo1ve hard work, discipline, training, 

and often postponment of p1easure. 

Mas10w a1so found r~eativity to be a universa1 characteris

tic of aIl the se1f-actua1izing people he studied. Creativeness was 

almost synonomous with hea1th, self actua1ization, and full humanness. 

( , Characterisitcs associated with this creativity were f1exibi1ity, 
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spontaneity, courage, willingness to make mistakes'- openness, and 

humility. 

Another characterisitc of the self-actualized person is the 

low degree of self-conflict. He 1s not at war with himself; his 

personality is integrated. This means that he has_ more-energy for 

productive purposes. 

Truth, goodness and beauty are in the average 
person in our culture only fairly weIl correlated 
with each other, and in the neurotic person even 
less so. It is only in the evolved and mature human 

-being, in the self-actualizing, fully-functioning 
person that they are so highly correlated that for 
aIl practical purposes they may be said to fuse into _ 
a unity. 23 

The healthy individual has less confusion about what is right 

or wrong, good or had, and has little trouble operating on his per-

ception of right behavior. Contrary to the assumption of many scien-

tists and theologians, Maslow found that the psychologically healthy 

person is both selfish and unselfish; in fact these two attitudes 

merge into one. The healthy person finds happiness in helping others~ 

Thus for him unselfishness is selfish. The healthy person is selfish 

in a healthy way, a way which is beneficial to him and to society as 

weIl. 24 

Self-actualizers have what Maslow calls "psychological free-

dom". They are able to make decisions even in the face of contrary 

public opinion. They are both the-most individualistic members of 

society and at -the same time, the most social friendly and loving. 

They are governed far more by inner directives, their own nature and 

natura.l~needs than by the society or the environment. They are less .., ... _ .... -

23. Ibid., P. 34. 
24. Maslow, Eupsychian Management, Opo Cit. 
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anxious for honours, prestige and rewards. 

Only one of the subjects studied by Maslow was religious in 

the orthodox sense of the word. Yet aIl of them, with the exeption 

of one who was an acknowledged atheist, had a belief in a meaningful 

universe and a life which could be called spiritual. Maslow, in fact, 

found the characteristics of self-actualized people to be similar in 

many respects to the values and ideals taught by the great religions. 

The transcendence of self, the fusion. of the 
'true, the good and beautiful, contribution to others, 
wisdom, honesty, and naturalness, the transcendence 
of selfish and personal motivations, the giving up , 
of 'lower' desires in favour of 'higher ones', .••. 
the decrease of hostility, cruelty, and destructive
ness and the increase of friendliness, kindness, etc. 25 

Maslow contends that the average individual is motivated by 

deficiencies - he is seeking to fulfill his basic needs for safety, 

belongingness, love, respect and self esteem. The healthy man is 

"primarily motivated by his need to develop and actualize his fullest 

o 1 0 0 d 0 0 ,,26 potent1a 1t1es an capac1t1es The healthy individual in other 

words is motivated·primarily by a des ire for self-actualization. 

The self-actualizing people of the type Maslow studied are 

a tiny per~entage of the total population, a fraction of one percent. 

Thej are veiy different from the average person and few really und er-

stand them. Yet these superior people have a deep feeling of kinship 

with the whole human ra~e. They are capable of sharing a type of 

friendship with people of suitable character, regardless of their 

race, creed, class, education, political beliefs or colour. This ac-

ceptance of others cuts right across political, economic and national 

25. Maslow, Toward a Psychology of Being, Op. Cit., P. 123. 
26. Maslow, Motivation and Personality, Op. Cit., P. 62. 
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boundaries. 

In summation, Maslow contends that the study of self actua~ 

lizing people refutes the Freudian theory that the human unconscious 

(id) i~ only bad, evil, psychotic, or dangerous. In self~actualizing 

people, the subconscious is creative, loving positive, and healthy. 

This is a list of the Being-Values as Maslow found them: 

"1. Wholeness (unit y; integration; tendency 
to oneness; interconnectedness simplicity; organi
zation; structure; dichotomy-transcendence; order); 

2. perfection (necessity; just-right-ness; 
just-so-ness; inevitability; suitability; justice; 

"completeness; "oughtness Vl
); 

3. completion (ending; finality; justice; 
lIit's finished"; fulfillment; finis and telos; , 
destiny; fate); 

4. justice (fairness; orderliness; lawful
ness; "oughtness"); 

5. aliveness (process;non-deadness; spontaneity; 
self-regulation; full-functioning); 

6. richness (differentiation; complexity; 
intricacy); 

7. simplicity (honesty; nakedness; essentially; 
abstract; essential; skeletal structure); 

8. beauty (rightness; form; aliveness; simp
licity; richnessj wholenessj perfection; completion; 
uniqueness; honestY)j . 

9. goodness (rightness; desirability; ought
ness; justice; benevolencej honesty); 

10. uniqueness (idosyncrasy; individuality; 
noncomparability; novelty); 

11. effortlessness (easej lack of strain, 
sttiving or difficulty; grace; perfect, beautiful 
functioning); 

12. playfulness (fun; joy; amusement; gaiety; 
humour; exuberancej effortlessness); 

13. truth, honesty; reality (nakedness; simpli
, city; richness, oughtnessj beauty; pure, clean and 

unadulteratedj completeness; essentially); 
14. self-sufficiency (autonomy; independence; 

not-needing-other-than-itself-in-order-to-be-itself; 
self-de~ermining; environment-transcendence; separa
teness; living by its own laws)". 27 

27. Maslow, Towarda Psychology of Being, Op. Cit., P. 83. 

"î 
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His study led Maslow to his concept of the basic psychology 

of man and his theory of human motivation. 

at are: 

, In summary the basic tentative conclusions Maslow arrives 

1. We have, each of us, an essential biologically 
based inner nature, which is to some degree "natural," 
intrinsic, given, and, in a certain limited sense, un
changeable, or, at least, unchanging. 

2. Each person's inner nature is in part unique 
to himself and in part species-wide. 

3. It is possible to study this inner nature 
scientifically and to discover whatit is like - (not 
invent - discover). 

4. This inner nature, as much as we know of it 
so far, seems not to be intrinsically or primarily or 
necessarily evil. The basic needs (for life, for 
safety and security, for belongingness and affection, 
for respect and self respect, and for self-actualiza=' 
tion), the basic human emotions and the basic human 
capacities are on their face either neutral, pre
moral or positively "good". Destructiveness, sadism, 
ë~uelty, malice, etc., seem so far to be not intrinsic 
but rather they seem to be violent reactions against 
frustration of our intrinsic needs, emotions and 
capacities. Anger is in itself not evil, nor is fear, 
laziness, or even ignorance. Of course, these can and 
do lead to evil behaviour, but they needn't. This 
result is not intrinsically necessary. Human nature 
is not nearly as bad as it has been thought to be. 
In fact it can be said that the possibilities of human 
nature have customarily been sold short. 

5. Since this inner nature is good or neutral 
rath~r than bad, it is best to bring it out and to 
encourage it rather than to suppress it. If it is 
permitted to guide our life, we grow healthy, fruit
ful and happy .. 

6. If this essential core of the person is 
denied or suppressed, he gets sick sometimes in ob
vious ways, som~times in subtle ways, sometimes im
mediately, sometimes later. 

7. This inner nature is not strong and over
powering and unmistakable like the instincts of 
animals. It is weak and delicate and subtle and 
easily overcome by habit, cultural pressure, and 
wrong a~titudes toward it. 

8. Even though weak, it rarely disappears in 
the normal person - perhaps not even in the sick 
person. Even though denied, it persists underground 
forever pressing for actualization. 
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9. Somehow, these conclusions must all be arti
cu1ated with the necessity of discipline, deprivation, 
frustration, pain, and tragedy. To the extent that 
these experiences reveal and foster and fulfill our 
inner nature, to that extent they are desirable ex
periences. lt is increasingly clear that these ex
periences have something to do with a sense of 
achievement and ego strength and therefore with the 
sense of healthy self-esteem and self-confidence. 
Theperson who hasn't conquered, withstood and over
come continues to feel doubtful that he could. This 
Is true not only for external dangers; it holds also 
for the ability to control and to delay one's own 
impulses, and therefore, to be unafraid of the~. 28 

Maslow believes that if these assumptions are proven true, 

they promise a scientific ethics, a natural value system, a cour~ of 

u1timate appeal for the determination of good and bad, of right and 

wrong lt is his belief that the more we learn about man's natural 

tendencies, the easier it will be to learn how to be good, how to be 

_.:.. ... 
1 

(," happy, how to be productive, how to love, ho~ to fulfill our highest 
\ 

potentia1ities. 

Maslow's theory of human motivation can be applied to almost 

every aspect of individual and social life. He contends that most 

drives and desires in the individua1 are interrelated. Most previous 

studies have assumed that needs can be isolated and studied indivi-

dually, in terms of means" and ends. A full understanding of motivation 

requires emphasis on the fundamental end or objective rather than the 

, means taken to reach it. When studied on a broad cross-cultural basis 

ends are far more universal than the various methods taken to achieve 

them. That is, while the methods vary greatly among races and cultures, 

the ultimate ends seem to be identical. 

Maslow's basic need theory is supported by a number of clinical 

"-exp er imen t s • Those of W. Goldfarb, for example, demonstrate that in-

stitutionalized children show pathological sympto~s when they are not 

28. Maslow, Toward a Psycho·logy of Being', Op.·Cit., P.") 
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loved in spite of the fact that aIl the other physiological needs 

are weIl satisfied. 29 

Ashley Montague, the renowned anthropologist, has pointed 

out, "There is now good evidence which leads us to believe that not 

only does a baby want to be loved, but also that it wants to love, 

that aIl its drives are oriented in the direction of receiving a~d 

giving love, and that if it doesn't receive love it is unable to give 

it - as a child or as an adult. 30 

This view is also supported in a recent article in the Tor-

anto Globe and Mail which describes what doctors refer to as depriva-

tion dwarfism which is caused by lack of love which can stunt the 
, 

growth of a child and retard his intellect. According to researchers 

it is the disease that used to kill most of the children in orphan-

ages~ 

19. 
30~ 

As late at 1915, 90 percent of the children 
in Baltimore orphanages died within the first year 
of admission. They died of lack of love, according 
to Dr. Lytt l. Gardner, a pediatrician at the up
state medical centre of the State University of 
New York. 

Typically, in deprivation dwarfism, the 
child sleeps abnormally. Bowel movements are more 
frequent and looser. Sometimes a bald spot develops 
on tne back of the head because the child lies in 
one position too long; 

Dr. Gardner and his associates believe they 
have traced the physical causes of deprivation 
dwarfism. "impulses from the higher brain centres •• 
travel along neutral pathways to the hypothalamus 
(gland)" which influences the pituitary. 

The pituitary produces various hormones 
necessary for growth and life. One of them called 
ACTH, triggers a reaction that helps turn protein 

"Maslow, Motivation and Personality, Op. Cit., P. 194. 
Montague, Ashley, The Humanization of Man, Cleveland, 
The World Publishing Co., 1962. 
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into sugar. In dwarfed children there is insuf
ficient ACTH. 31 
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Anthropology, formerly dominated by Behavioristic theory, 

has in recent years uncovered considerable evidence to support 

Maslow's contention that the "ultimate desires of all human beings 

do not differ nearly as much as do their conscious everyday desires. 

And this is regardless of race or culture •. "Wi th anthropology", 

he says,"the f~rst rumbles of dissatisfaction with cultural rela-

tivism came from field workers who felt that it implied more pro-

dound and irreconcilable differences between people than actually 
, 

existed." The study of self actualized people proves again and 

again that such people regardless of their cultures value the same 

things. 

The tendency of the human species to seek growth and s~lf 

actualization has been observed and reported "by thinkers as diverse 

as Aristotle and Bergson, and by many other philosophers. Among 

psychiatrists, psycho-analysts, and psichologists it has been found 

32 necessary by Goldstein, Rand, Jung; Horney, Fromm, May and Rogers::. 

Maslow believes that most individuals have a capacity for 

creativeness, spontaneity, caring for others, curiosity, continual 

growth, the ability to love and be loved, and all of the other charac-

teristics found in self-actualized people. A person who is behaving 

badly is reacting to the deprivation of his basic needs. If his be-

haviour improves he begins to develop his true potential and move to-

ward greater health and normality as a human. Freud, says Maslow, 

31. .. The" Toronto Glob e and' Mail, July 15, 1.972'. 
32. Maslow, Motivation and Personality, Op. Cit., P. 207. 
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taught us that past experience exists in the present in each indi-

vidual. "Now we must 1earn from the growth theory ~nd se1f-actua1i-

zation theory that the future a1so now exists in the person in the 

·form of ideals, hopes, duties, tasks, plans, goals, unrea1ized 

. 33 
potentia1s, mission, fate and destiny." 

, 

33. Maslow, Toward A Psychology of Being, Op. Cit., P. 193. 



CHAPTER ELEVEN: PSYCHOLOGICAL GROWTH AND EDUCATION 

Maslow's research led him to conclude' that growth toward 

self-actualization is both natural and necessary. By growth he 

means constant development of talents~ capacities, creat!vity, wis

dom and character. Growth is the progressive satisfaction of higher 

and higher levels of psychological needs. In Maslow' s words, "Man 

demonstrates in his own nature, a pressure toward fu11er and fuller 

being, more and more perfect actualiz~tion of his humanness in ex

actly the same naturalistic scientific sense that an acorn may be 

said to be 'pressing toward' being an oak tree".1 

Evidence for this conclusion was the discovery that 

psychological growth led to psychological health, whilepeople who 

failed to grow su~fered from symptoms of mental and physical path

ology. 

Orthodox Behaviourist theory has assumed that the human 

species seeks an equilibrium, seeks to reduce tension, and that 

behaviour can be defined'in tension reducing terms. Freud also be-

lieved in tension reduction and the pleasure-pain principle, saying 

that the human species constantly sought pleasure and avoided pain. 

Maslow,however, reports that more and more psychologists and behavioural 

scientists are being forced to assume a human tendency toward growth 

and self-actualizatîon~ because the tension-reduction theories do 

not adequately explain human behaviour. Or as Maslow stated, "If the 

~aslow, Toward a Psychology of Being, Op. Cit. P. 211. 
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motivational life consists essentially of a défensive removal of 

irritating tensions, and if the only end product of tension-reduc-

tion is a state of passive waiting for moré unwelcome irritations 

to arise and in their turn, to be dispelled, then how does change or 

development or movement or direction come about? Why do people im

prove? Get wiser? Wha't does zest in living mean?,,2 

Historically such great, yet diverse thinkers as Plato, 

'Aristotle, Bergson and other leading philosophers had reached this 

conclusion, as weIl as Many psychiatrists and psychologists. 

In Maslow's words, "AlI the evidence 'that we have (mostly 

clinical,evidence, but already some other kinds of research evidence) 

indicates that it is reasonable to assume in practically ~very human 

being, certainly in almost every newborn baby, that there is an 

active will toward health, an impulse toward growth, or toward the 

actualization of human potentialities.,,3 

Man has the capacity to grow and yet, according to Maslow's 

research, only a small percentage of people even in our relatively 

free society come anywhere near realization of their full potentials. 

Maslow suggests a number'of reasons why 50 Many fail' to grow. 

1. As mentioned, man's instincts towards growth are weak 

rather than strong, and thus tendencies can be easily stifled by bad 

habits, a poor cultural environment, or inadequate - even erroneous-

education. . ... 

2. There has been a strong tendency in western culture to 

fear instincts, to believe they are a11 animalistic and bad. Freud 

" 

2Ibid., P. 201. 
3 

MaslO'"W', Abraham, "Neurosis as a Failure of Personal Growth," Humanitas, 1967. 

" ! 
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and many Christian theorists have stressed the negative aspects of 

human instincts, and as a result, we have a culture emphasizing con-

troIs and negative motivation rather than positive motivation. 

3. There is the strong negative influence of the Iowei needs 

for safety and security. The growth process requires constant willing-

ness to take chances, to make mistakes, to break habits. "One can 

choose says Maslow, "to go back toward safety or forward toward growth. 

Growth must be chosen again and again; fear must be overcome again and 

again. Anything that increases fear or anxiety tips the dynamic bal

ance between regression and growth back toward regression and away fr~m 

grO""o1th" .,4 Children in a secure, warm, friendly atmosphere are more 

apt to grow and learn the growth process. Children in insecure surroun~ 

dings seek safety. Even a healthy child, whenplaced ,in strange sur-

roundings, will become more cautious, less apt to explore etc. 

4. The cultural environment can and often does stifle devel-

opement toward self-actualization. One example is the common cultural 

concept of what is manly and what is not. Such human aspects as sym-

pathy, kindness, gentieness, and tenderness are frequently discouraged 

because of this cultural tendency to consider such characteristics un-

manly. 

5. lt has already been noted that self-actualizating people 

are more flexible th~n the average, more open to new ideas and new ex-

periences. Conversely, it follows that habits are obstacles to growth. 

4 Maslow, Eupsychian Management, Op. Cit., P. 78. 

-7 
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Most people exhibit strong tendencies to continue to do as they have in 

the pasto This is not a1ways bad, there are many types of habits which 

re1ease the mind for other activities. At the same time other habits 

formed, sometimes ear1y in 1ife and neverre-examined, 1imit the indi-

vidua1's deve10pment. 

However, usefu1 habits may be constant aspects 
of the wor1d, they are positive1y a hindrance and 
impediment when the organism has to dea1 with the 
changing, f1uctuating aspects of the wor1d with pro
b1ems which are unique, nove 1 , never before met with •• 
Preference for the fami1iar becomes a 1ife and death 
necessity in abnorma1 cases. The hea1thy taste for 
the nove1 and unknown is missing or at a minimum 
in the 'average neurotic. 5 , 

The consideration of the failure to grow has hinted at the 

methods for growth. For the hea1thy chi1d in the hea1thy environment, 

growth seems to be encouraged by giving the chi1d freedom to explore and 

freedom to 1earn through trial and error. The same app1ies for the adu1t. 

Overprotection and codd1ing can easi1y pecome growth-inhibiting; people 

need to 1earn to make their own choices; when the choices are contant1y 

made by others; growth will certain1y be inhibited. 

To Mas10w se1f-know1edge and se1f-understanding are the most 

important roads toward se1f-actua1ization - a process which can be aided 

or thwarted by parents, teachers,and the cultural environment. Profes-

siona1 therapists who understand the growth process can be tremendous1y 

helpfu1. When a person understands himse1f he will understand his basic 

needs and 'his true motivation and 1earn to behave in a manner which will 

satisfy these needs. Self-understanding will a1so enab1e one to under-

SMas1ow, Motivation and Persona1ity, Op. Cit., P. 162. 
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stand and relate to other people more effectively. If the entire human 

species has the same basic needs, then it follows that self understanding 

,leads to understanding of the entire human species. 

Self-actualizers cannot avoid discipline and a certain amount 

of control, but it is far better when this is self- imposed, rather 

than external. However, as the individual develops, the need for con-

trol lessens, and actions become more natural and spontaneous. Most 

religious and moral philosophers, Maslow believes, put too much stress 

on control and will power and too little stress on self-understanding 

and spontaneity. Aristotle, for example, proposed a hiexaxchy of ' 

human capacities with reason at the peak. Maslow con tends that, for 

the healthy person, subjective feeling must be given greater recog-

nition and respect. 

It seems evident that people who have been loved, particu-

larly in childhood, are more apt to grow in a healthy way than those 

who have been deprived of love. Nearly aIl schools of thought now 

tend to agree on this point. 

AlI major fields of psychology now recognize the importance 

of ,the early years in character formation. AIso, an increasing num-

ber of psychologists and psychiatrists, regardless of their theoretical 

background, recognize the importance of love and respect in the parent-

child situation. M~slow contends that, if the parents treat the child 

with lov~ and respect, they can make a lot of mistakes and still be 

successful. The type of child-rearing he recommends is perhaps best 
~ 

described as freedom within limits. He recognizes the danger of co~ 

. ' 
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pIete permissiveness or parental indulgence, and, at the same t~me, 

recognized the damaging effect of the dictatorial, authoritarian par-

ent who squelches, controls, or overprotects the child until he is 

unable to develop a personality of his own. As Maslow points out . 

there is increasing evidence that even young children when healthy, 

have a certain "internaI wisdom" which enables them to make good 

dietary choices, to know when they are ready to be weaned, to know 

how much sleep they need, to know when.they are ready for toilet-

training and so forth. What we are learning, he says, is to "give 

the child a ch6ice; we let him decide. We have learned to let the 

child tell us when he needs love, or protection, or respect or con-

6 trol by setting up a permissive, accepting, satisfying atmosphere. tI 

Maslow explains that this does not mean permissiveness 

under aIl conditions and with aIl children. It works with healthy 

children; it may not work with those who have already developed 

character problems. Freudian theory saw every child as resisting 

" 

change and growth and thus requiring continuaI pushing out of his com-

fortable state into a new frightening situation. Maslow flatly con-

tradicts this concept. Although it is true for some insecure, frightened 

children, it is not true for healthy children. "Observation of child-

ren shows more and more clearly that healthy children enjoy growing 

and moving forward gaining new skills, capacitieB and powers.,,7 

The child needs freedom t~ gr.ow, to learn, to discover him-

self, todevelop skills; but he also needs the security of rules and 

6 Maslow, Motivation and Personality, Op. Cit., P. 177. 

7Maslow, Toward A Psychology of Being, Op. Cit., P. 151. 
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limits, an opportunity to leam, to control, to denounce, to tolerate 

frustration, and to become self-disciplined. The child needs to leam 

the proper way to gratify his basic needs; he must understand that 

other human beings must be allowed to satisfy their needs. The proper 

educational process should be concemed with the growth and develop-

ment of the child, not just restraining and subduing him for the con-

venience ofadults. Maslow says we must le am more about how to teach 

children strength, self respect, righteous indignation, resist nce to , 
domination and exploitation, to propaganda and untruth. 

Maslow rejects the tendency of Freudian psychology to pic-

ture the young child as selfish, destructive, aggressive and unco-op-

erative. Normal children, he says, c.an be hostile, destructive and 

selfish but they can also be generous, co-operative and unselfish. 

Whether·they will show more of the first and less of the second de-

pends upon the climate in which they· are raised. If they are inse-

cure, threatened, frustrated in satisfaction of their basic needs, the 

negative aspects will predominate. If they are lovea and respected, 

they will show far less destructive and agressive behaviour. 8 

Maslow contends that the healthy child has a great deal of 

curiosity; in fact, if it i8 lacking, it is an indication of pathology. 

"There seems to be a'general agreement (among aIl trained observers 

as weIl as among aIl parents) that the child shows inquisitive behav-

ior thàt: can . be best· explain~Jbysol;,.a sort of innate drive." 

8Maslow, Motivation and Personality, Op. Cit., P. 141. 
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Humanistic psycho1ogica1 theory ca11s for a new kind of 

education. This education will put more emphasis on deve10pment of 

the person's potentia1, particu1ar1y the potentia1 to be human, to 

understand self and others and relate to them, to achieve the b~sic 

human needs, to grow toward se1f~actua1ization. This education 'will

help "the person become the best that he is able to become". 9 

Maslow be1ieves our present educational institutions fal1 

far short of this image. He con tends that the educationa1 process 

shou1d be concerned with deve10ping self-discipline, spontaneity and 

creativity at the same time. As Mas10w states: 

An experientia11y rich person is a person 
who has great self-awareness. It is this charaç
teristic of experiential richness "7hich needs to 
be taught and developed. What we are blind and 
deaf to within ourselves, we are also blind and 
deaf to in the outer world, whether it be play-' , 
fu1ness, poetic feeling, aesthetic sensitivity, 
primary creativity or the like. When the total 
educationa1 process is functioning p~~perly, the 
student- discovers more and more bits of truth 
about himse1f, other people, and the physica1 world 
and in the process, sees increasing unit y and becomes 
increasingly unified. 10 

" 

It wou1d seem apparent then, that the type of education which 

Humanistic psychologists such as Maslow would support, wou1d be elle 

along the lines suggested by the existentialist education ideals of free-

dom, individualism a~d activism described here earlier. These exis

tentialist ideals, as weIl as Maslow's concept of freedom within limits 

9Maslow, Abraham, "Music Education and Peak Experiences", Mu.sic Educators 
Journal, 1968. 

lOMaslow, "Isomorph'ic Interrelationships Between Knower and Known", Sign, 
Image, Symbol, New York, George Brazil1er Inc., 1965. 
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within an atmosphere of love, security and respect for the child are 

apparently already being largely realized in the system of informal 

education presently being employed in the primary schools of Great 

Britain and some areas of North America. 

In conclusion, perhaps it should be pointed out that this 

informaI education with its emphasis on freedom, individuality, ac-

tivism, love, acceptance and security for the child may have impor-

tant remifications as weIl in the crucial area of moral education. 

10 Recent studies by Lawrence Kohlberg in the area of moral 

development are of particular interest to Existentialist and Human-
, 

istic educators. Kohlberg believes that one of the major reason~ 

why the social functions of the school have not been phrased in 

moral-education terms has been the fact that conventional didactic 

ethical instruction in the school has little influence upon moral 

character as usually conceived. He contends that this conclusion seems 

clearly indicated by Hartshorne and May's findings that character-

education classes and religious-instruction programs had no influence 

on moral conduct, as the latter was objectively measured by experi-

mental tests of "honesty" (cheating, lying, stealing) a.nd "service" 

(gi ving up' obj ec ts for others' welf are) • Accordingto Kohl b erg the 
.. 

small amount of recent research on conventional didactic moral educa-

tion provides us with no reason to question these earlier findings. 

Instead he feels that recent research sugges~s that the major consis-

tencies of moral character represent the slowly developing formation 

of more or less cognitive principles of moral judgement and decision 

d f 1 d bil ·· 11 an 0 re ate ego a 1t1es. 

10. Kohlberg, Lawrence, The Development of Children's Orientations 
to a Moral Order, New York, Holt, Rinehart and Winston, 1971. 

Il. Kohlberg, Lawrence, !'Moral Education in the Schools, A Develop-
mental View 11

, The School Reviews, Vo. 74, Spring 1966, No. l, P.3. 
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One interpretation of the findings of Hartshorne and May 

was suggested'by psychoanalytic and neopsychoana1ytic theori~s of 

persona1ity . In this interpretation, moral instruction in the schoo1 

. was ineffective because moral character is formed in the home by 

early parental influences. Moral character, so conceived, is not a 

·matter of fixed moral virtues, like honesty, but of deep emotional 

tendencies and defenses-of love as opposed to hate for others, of 

guilt as opposed to fear, of se1f-esteem and trust as opposed to 

feelings of·inadequacy and distrust. Because these tendencies are 

basica1ly affective, they are not consistently displayed in verb~l 

or behavioral test situations, but they do define personality types. 

These types, and their characteristic affective responses, can be 

defined at the deeper levels tapped by personality projective tests, 

but they are also related to other peop1e's judgments of the. child's 

moral character. 

While both the "situational" and the "psychoanalytic in

terpretations of moral-character research have some v~lidity, recent 

research findings support a different and more developmental concep

tion of môral character with more positive implications for moral edu

cation. While a specifie act of "misconduct," such as cheating, is 

largely determined by sit~ational factors, acts of misconduct are 

also clea~ly related to two genera1 aspects of the child's personality 

development. The first general aspect of the child's development 

is often termed "ego strength" and represents a set of interrelated 

ego abilities, ·including the intelligent prediction of consequences, 

the tendency to choose the greater remote reward over the lesser im

mediate reward, the ability to maintain stable focused attention, and 



.,';' -

( .... 

168. 

a number of other traits. All these abilities are found to predict 

(or correlate with) the child's behavior on experimental tests of 

honesty, teacher's ratings of moral character, and the children's 

resistance to delinquent behavior.
12 

The second general aspect of personality that determines 

moral conduct is the level of development of the child's moral judg-

ments or moral concepts. In this regard,Kohlberg has developed his 

own concept of the stages in the deve10pment of moral judgment. 

They are aê fo1lows: 

12. 

Level l-PREMORAL 

Stage 1. Obedience and punishment orientation. 
Egocentric deference to superior power or prestige, 
or a trouble-avoiding set. Objective responsibility. 

Stage 2. Naiveq egoistic orientation. Right 
action is that instrumentally satisfying the self's 
needs and occasionally other's. Awareness of rela
tivism of value to each actor's·needs and· perspective. 
Naive egalitarianism and orientation to exchange and 
reciprocity. 

~evel ll-CONVENTIONAL ROLE CONFORMITY' 

Stage 3. Good-boy orientition. Orientation to 
approval and to pleasing and helping others. Con
formity to stereotypical images of majority or natural 
role behavior, and judgment of intentions. 

Stage 4. Authority and social-order-maintaining 
orientation. Orientation to "doing dut y" and to 
showing respect for authority and maintaining the 
g~ven social order for its own sake. Regard for earned 
expectations of others. 

Level lll-SELF-ACCEPTED MORAL PRINCIPLES 

Stage 5. Contractual legalistic orientation. Re
cognition of an arbitrary element or starting point 
in rules or expectations for the sake of agreement. 
Dut Y defined in terms of contract, general avoidance 
of violation of the will or rights of others, and 
majority will and welfare. 

Stage 6. Conscience or principle orientation. 
Orientation not only to actually ordained sociàl rules 
but to principles of choice involving appeal to logi
cal universality and consistency. Orientation to 

Ibid., P. 6. 

-" 1 , 
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conscience as a directing agent and to mutua1 res
pect·and trust. 13. 

Koh1berg's discussion of social c1ass stresses opportunities 

for social ~articipation and ro1e-taking as factors stimu1ating moral 

deve1opment. 

Perhaps a c1earer example of the importance of 
social participation in moral deve10pment is the 
finding that chi1dren with extensive peer-group 
participation advance considerab1y more quick1y 
through the Kohlberg stages of: moral judgment than 
children who are isolated from su ch participation 
(with both groups equated for social c1ass and I.Q.). 
This c1ear1y suggests the re1evance and potentia1 
of the classroom peer group for moral education. 
In pointing to the effects of extra-familial de- , 
terminants upon moral deve1opment, ~e ha~e focused 
primarily on their" influence upon deve10pment of 
moral judgment. However, these same determinants 
1ead to more mature moral behavior as we1l, as in
dicated by teachers' r~tings and experimental mea-
sures of honesty and of moral autonomy. 14 

In Kohlberg's view, there is an alternative to astate mora1-

indoctrination system and to the current American and Canadian system 

of moralizing by individua1 teachers and principals when chi1dren de-

viate from minor administra~ive regu1ations or engage in behavior 

pe~sona11y annoying to the teacher. This alternative is to take the 

stimulation of the deve10pment of the individua1 chi1d's moral judg-

ment and character as a goal of moral education, rather than taking 

as its goal either ad~inistrative convenience or state-defined values. 

The attractiveness of d~fining the goal of moral education as the 

stimulation of deve1opment"rather than as teaching fixed virtues is 

that it means aiding the chi1d to take the next step in a direction 

towa~d which he is a1ready tending, rather than imposing an a1ien 
."", ' .. - .. ~---.-.. _--- - _., 

13. Ibid"., P. 7. 
14. Ib,id., P. 17. 



h . 15 pattern upon ~m. 

170. 

The principal values and virtues the teacher at
tends to are intellectual. However, the teacher may 
attend to these values and virtues either with aware
ne~s of their broader place in moral development or 
without such awareness. If such awareness is not pre
sent, the teacher will simply transmit the competitive
achievement values that dominate our society. He will 
train the child to think that getting a good mark is 
an absolute good and then suddenly shift gears and 
denounce cheating without wondering why the child 
should think cheating is bad when getting a good mark 
is the most important value. If the teacher has a 
greater awareness of the moral dimensions of education 
his teaching of the intellectual aspects of th~ cur
rictilum will illustrate the values o~ truth, integrity, 
and trust in intellectual affairs and intellectual 
learning in su ch a way as to carry over to behaviors 
like cheating. 16 

'1 

Kohlb~rg's studies seem to ind~cate that while children are 

able to understand moralizing that is talking down beneath their 

level, they do not seem to accept it nearly as much as if it 1s 

comprehensible but somewhat above their level. It is obvious that 

the teacher's implementation of this principle must start by his 

careful listening to the moral judgments and ideas actually expres-

sed by individual children. 

Kohlberg feels the problem of insuring corre.pondence be-

tween developing moral judgments and the child's action is not pri-

marily a problem of eliciting moral self-criticism from the'child. 

One aspect of the problem is the development of the ego abilities 

involved in the non-moral or cognitive tasks upon which the classroom 

centers. As an example, an experimental measure of high sta~ility 

of attention (low reaction-time variability) in a simple monotonous 

task has been found to clearly predict to resistance to cheating in 

Hartshorne and May's tests (r=.68). The encouragement of these at-

tentional ego capacities is not a task of moral education as such 

but of general 
15. Ibid., P. 
16. Ibid., P. 
17. Ibid •• P. 

17 
programming of classroom learning activities. 
19. 
23. 
25. 
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In conclusion, Kehlberg states: 

It is clear, then, that a developmental conception of moral 
education does not imply the imposition of a curriculum upon the'
teacher~ Itdoes demand thatthe individual teacher achieve 
some clarity in his general conceptions of the ai ms and nature 
of moral development. In addition it implies that he achieve clarity 
as to the aspects of moral developmental level and as to ap
propriate methods of moral communication with these children. 
Most important, it implies that the teacher starts to listen care
fUlly to the child in moral communications. It implies that he~ 
becomes concerned about the child's moral judgments (and the 
relation of the child's behavior to these judgments) rather than 
about the conformity of the child's behavior or judgments to the 
teacher' s o ... m. 18 

In another study which generally supports Kohlberg's findings, Joba 

Rawls 19 offers a possible explanation of the way in which the aIl 

important feeling of empathy is developed in children. 

Rawl's thesis is primarily a conceptual one in that he wishes to 

establish a conceptual connection between moral feelings and natural at-

titudes such as self~esteen, compassion, and love. We could not for in-

stance, understand what shame was unless Wè also had the concept of self-

esteem: for self-esteem includes the disposition to feel shame in certain 

circumstanceso Similarly love is exhibited in a tendency to feel guilt or 

remorse in certain circumstances, as weIl as in other things. Whatever 

the case may be for conceptual connections ofthi9 sort, there is certainly a 

very strong case to made for psychological connections between moral 

defects and' .the absence or weakness of moral feelings such as shame or . 
. guilt on one hand, and on the other hand, the connection between moral 

feelings and natural attitudes such as love and self-esteemo Rawls 

contends that the wicked man 

180 Ibid., Po 27. 
19. Rawls, John, Moral Feelings and Natural Attitudes, This paper was 

read at a conference on education and the Concept of Character 
organized by Harvard Graduate School of Education~_~a~, 1961. 
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cou1d be a1most described as the man who fee1s too 1itt1e remorse 

or gui1t about his actions which he knows to be wrong. Remorse is 

usua11y, fe1t for actions which have dire consequences for,others; 

the capacity of feeling remorse therefore presupposes that we have 

sympathy for others or love for them. Simi1ar1y gui1t can be felt 

in relation to a breach of ru1es that issue either from an authori-

tive source or which are thought of as being fixed on a basis of 

reciprocity. The former kind of guilt is expressed in the desire 

to confess and ask for forgiveness which is a way of restoring the 

relation of love and trust which this sort of gui1~ presupposes. ' 

The latter is expressed in the desire to apo1ogize, to make repara-

tions, to admit one's faults; which are ways of restor~ng mutua1 

trust. Such mutua1 trust and fel10w feeling is presupposed in the 

autoDomous type .of mora1ity characterizing an open society. Ra~is 

stresses that both types of conscience presuppose the deve10pment 

of attachment to others learned in the first instance from parents 

and deve10ping into fe1low - feeling for the members of a peer group 

if the chi1d deve10ps from what Piaget ca11s the "transcendenta1" 

to the "autonomous: stage of morality. Raw1s be1ieves much of this 

deve10pment must come about by simple imitation and by means of the 

rather indeterminate pro cess ca11ed "identification" b~ psycho-ana-

lysis which 1eads to the. formation of an "ego-idea1 1i
• 

If Raw1s v thesis is correct in that the crucial feeling' of 

empathy is deve10ped in chi1dren in the above manner, then it seems 

apparent that th~s feeling wou1d be more successful1y nurtured in 

informal schools which emphasize the deve10pment of se1f-esteem and 
.-:-...-..... -----

ego-strength in an atmosphere of freedom, love, acceptance and security. 



-1 

173. 

In traditional formaI education what can be "taught" is 

repressive, authoritarian control or the internalization of external 

control' based on the Freudian or Puritan Concept of morality. In-

formaI education, on the other hand, seems consistent with the notions 

of personal growth and moral development suggested by the studies of 

Maslow~ Kohlberg and Rawls. If their contentions are correct then 

the support for a Humanistic-Existentialist approach to education 

is strengthened for it requires us to come to terms wlth what is, 

in fact, necessary for moral deve10pment to occur. 
, 

Perhaps, 'in the long run, the implications in the field of 

moral education, may be the most important contribution whichinformal 

education based on t,he ideals of Existentia1ism and Humanistic 

Psychology, could make to our society. 
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SUMMARY AND CONCLUSION 

At the outset we examined the problem facing contemporary man 

in terms of the loss of his old beliefs, values and goals which formed 

a foundation for his existence and buttressed his behaviour. We noted how 

this "existential vacuum" has led to widespread feeling of anxiety, . aliena

tion, loss of identity and meaninglessness. Notonly can contemporary man 

no longer rely on the old beliefs and values to tell him what he has to 

do, but now with the "death of Permanence"'he can not even rely on gaining 

a sanse 'or order or values from his physical surroundings or social tradi

tions. 

We determined that in order to cope with this "existentia1 vacuum" 

man must learn to freely choose his own values and essence. He must 1earn 

to approach life as an authentic existential man. The difficu1ty with most 

individuals, however, is that they have had no experience in free1y choosing 

their own values or meaning in life. Many of them c&nnot face this neces

sity; as Fromm suggests, th~y des1re to "escape from freedom". 

The problem then is how to 1ead individuals to the rea1ization 

that·they are free subjectivities who must choose and také"persona1 respnn

sibilities for the values they create for themse1ves. In other words, how 

can we create the authentic existentia1 man? 

We noted the failure of the traditiona1 school system to meet 

this challenge. It wou1d appear that present schoo1s are fai1ing to pre

pare our children for the future not on1y in a social and philosophica1 sense, 

but ironically, a1so in their apparent main function, the service of industry 
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and commerce. 

We determined that in order to cope with this prob1em, the 

answer pointed to·the deve10pment of an educationa1 system which dev-

elops' in students the desire and ability to make choices and decisions 

for themse1ves. 

An examination of the main tenets of existentialist philosophy, 

particu1arly from the Sartrean view, led to the conclusion that an exis-

tentialist schoo1 would be one which stressed freedom, individualism and 

activism in order ta foster in its students qualities of self awareness, , 
initiative, decisiveness and persona1 responsibility. 

We then noted the support for 'these existentialist educationa1 

ideals in the thought of recognized educational authorities of the past 

and present such as Comenius, Rousseau, Pestolozzi, Froebel, Montessori, 

Dewey, Piaget and others, as weIl as the support of such influential re-

ports as the Parent Commission in Quebec, the Hall-Dennis Comm.ittee in 

Ontario and the Plowden Commission in Great Britain. A1J:·of which stress 

the educational ideals of freedom, individua1ism and student activism. 

We thenturned toanexamination of modern educational technology 

in order to anticipate how it may be possible to main tain these ideals in 

a highly technological environment. We also warned however, of the dangers 

inherent in the increased use of technology and the paradoxical situation 

which could result fr~ the development of a highly technological school 

system which would require a great degree of industrialization and reg-

imentation in order to be serviced and maintained. 

We then examinedfree schools at present and noted that while 

they operate in an atmosphere of child centred freedom and activism, yet 

-Î 
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they have failed to gain widespread acceptance be~ause of their fail 

ure to teach successfully the basic academicfundamentals such as 

reading and writing. 

We directed our attention next,to an examination of the 

informal education system being employed in the primary schools of 

Great Britain. We pointed out how these schools have been able ~o 

incorporate, to a large degree,the existentialists ideals while still 

maintaining basic academic standards. We noted how these schools 

have been able to develop the existentialist qualities of self-aware-

ness, initiativeness, decisiveness and personal responsibility in , 
awarm, humane environment. 

Finally we turned to an examination of the emerging Huma--

istic movement in psychology and noted how its view of human moti-

vation and psychological growth, and its emphasis on the self-ac-

tualization of the individual, supports an education stressing free-

dom, individualism and self-activism along the lines suggested by 

existentialist ideals. We also noted how such an education might 

have significant implic~tions in ~he area of moral education. 

In conclusion, it is my contention that the informal edu-

cation system presently being employed in the primary schools of 

Great Britain offers the best hope of realizing, for the present, 

the educational ideals implied by Existentialism and the emergent 
. 

new Humanistic Psychology. 

l 
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