An Analysis of \spects of Existentialism
and Humanistic Psychology Relevant to
Education. With Special Reference to
Informal Education in the Primary Schools
of Great Britain.

by

EDWARD A. LONG

A thesis submitted to the Faculty of
Graduate Studies and Research in partial
fulfillment of the requirements of the

degree of Master of Arts (Education)

Department of Graduate Studies and Research
Faculty of Education
McGill University

Montreal, Quebec. December 1972.

C) Edward 4, Long 1973



Suggested short title:

Existentialism, Humanistic Psychology

and Informal Education.

Edward A. Long.



e rm— =

THESIS ABSTRACT
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AUTHOR: EDWARD A. LONG

The 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 informal education. )

An examination of the probiem facing contemporary man in terms
of widespread feelings of anxiety, alienation, loss of identity and loss
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." ’

The problem suggests the development of an educational system
emphasizing freedom,self-awareness, choosing and personal responsibility,

that is, an education stressing individualism and activism - what might

.be called on Existentialist education.

An attempt will be made to show what support méy be found ih
the history of educational thought in support of existentialist educational
ideals.

An examination'will also be made of present schools in order to
determine if any educational system at present could be said to be fostering
the educational ideals suggested by Existentialist philosophy and the

emerging new Humanistic Psychology.




jowr cee =

[

PESCTS

P R Rl 2

LTI ST

-

PO

i

——eid

“

ACKNOWLEDGEMENT

I wish to express my appreciation and indebtedness to my
research advisor, Professor Stanley Nemiroff whose teaching, guidance

[
and criticism have been a source of inspiration in the preparation of

this thesis.

I also wish to thank my friend, Mrs. Marilyn Zboch for her
secretarial assistance and friendly criticism which made possible the

completion of this thesis.



TABLE OF CONTENTS

Aqknowledgement.......................................,....I
CHAPTER ~ PAGE
I THE PROBLEM...evcscoecrosscncscscascacacse 3
2 THE EXISTENTIALIST SCHOOL...cevsevenceeces 19
3  INDIVIDUALISM:.essvevocacssecconnsancssascs 35
4 ACTIVISM:tueueroseasasrssanasssssnsssnnscs 52
5 TECHNOLOGY AND THE FREE SCHOOL. .. .e.ssenss 71
6 . FREE SCHOOLS AT PRESENT....ccvvsesccesense 82
7 THE ENGLISH PRIMARY SCHOOL AND INFORMAL
EDUCATION:.eeeeeevenonscnss 93
8 EVALUATION IN THE INFORMAL SCHOOL......... 110
9 INFORMAL EDUCATION IN NORTH AMERICA....... 124
;} 10 HUMANISTiC PSYCHOLOGY e eeoseessoasnascansss 133
11 PSYCHOLOGICAL GROWTH AND EDUCATION...c.... 158

SUMMARY AND CONCLUSION.ececoceesssoscnnecea 174

BIBLIOGRAPHY 566000006060 0000000060006006000000 177



CHAPTER ONE: THE. PROBLEM'

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

by Friedrich Nietzsche concerning g madman who runs into the village
square shouting "Where is God?" The townspeople laugh and deride him.

The madman then shouts: "Whither is God?"

I shall tell you! We have killed him - you and
I!oo.syet how have we done this?,...Who gave us the
sponge to wipe away the whole horizon? What did we
do when we unchained this earth from its sun?%...
Whither do we move now? Away from all suns? Do we
not fall incessantly? Backward, sideward, forward,
in all directions? Is there yet any up and down?

Do we not err as through an infinite naught? Do we .
not feel the breath of empty space? Has it not becom
colder? Is not night and more night coming on all

the while?o.,God is dead! God remains deadf....and we
have killed him!....Here the madman became silent and
looked again at his lisjeners: They too remained silent
and looked at him..oo!I come too early,' he said then
cooThis 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 Njetzsche, 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 ultimate self-examination by mankind! The
upshot is that the values and goals which provided a
unifying center for previous centuries in the modern
period no longer are cogent., We have not yet found
the new center which will enable us to choose our goals
constructively, and thus to overcome the painful be-
wilderment and anxiety of not knowing which way to move.2

.

l. May, Rolo, Man's Search For Himself, New York, W. W. Norton,
19539 Po. L8 ‘
2, Ibid, po L9



This loss of the old beliefs, values and goals, which May
and numerous other contemporary writers have described, is a condition
which nodern man faces now and apparently will be facing increasingly
in‘the future.

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 all the tomorrows for which he had hoped and planned
are merely leading him towards death. Why shoﬁld he continue?

- Some writers including the noted Austrian psychotherapist,
Viktor Frankl, have described the same phenohenon and have referred

to it as the 'existential wvacuum®,

The existential vacuum is a widespread phenomenon
of the twentieth century. This is understandable; it
may be due to a twofold loss that man had to undergo
since he became g truly human being. At the beginning
of human history, man lost some of the basic animal
instincts in which an animal's behavior is embedded and
by which it is secured. Such security, like Paradise,
is closed to man forever; man has to make choices. In
addition to this, however, man has suffered another loss
in his more recent development: the traditions that had
buttressed his behavior are now rapidly diminishing,
No instinet 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. More and more he will be governed
by what others want him to do, thus increasingly falling
prey to conformism.3

Aoraham Maslow believes we are now witnessing the total
collapse of all sources of values outside the individual. He
contends that Buropean Existentialist philosophers and American

3o Frankl, Viktor E., Man's Search for Meaning, New York,
Washington Square Press, 1963, p. 167




psychologiété have independently and simultaneously come to
the same conclusion. The European existenfialists are largely
reacting to Nietzsche's conclusion that God is dead and per-
~haps to the fact that Marx also is dead. The.Americans have
learned that political democracy and .economic prosperity do
not in themselves solve any ;f the basic value problems.4

This shift and loss of a locus of values was iden-
tified and analysed moré than twen£y~yéars ago by David Ries-

man in his influential work, The Lonely Crowd.5 Reisman

believes that before this century, the American individual
was "inner;directed." He had incorporated the standards. he
was taught; he was moralistic in the late Victorian sense
and had strong motives and ambitions, alghough these were
derived from the outside. He lived as though he were given
stability by an inner gyroscope. He fitted the early péy-
choanalytic deséription of the emotionally repressed person
who is directed by a strong suﬁer ego.

Riesman believes the present day American is now
"outer-directed". He seeks not to be outstanding but to
"fit in"; he lives as fhough he were directed by a radar
set faétened to his head perpetually telling him what.other
people expect of him. Thg radar type gets his motives and
directions from others, he is able to respond but not to
choose;y he Has no effective centre of motivation of his own.
4. Maslow, Abraham H., Toward a Psychology of Being, New York,

Van Nostrand Reinhold, 1968, p. 10.

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




What is common to all the other-directed people
is that their contemporaries are the source of
direction for the individual - either those known
to him or those with tthom he is indirectly acquainted,
through friends and through the mass media. This
source is of course "internalized!" in the sense that
dependence on it for guidance in life is implanted
early, The goals toward which the other-directed
person strives shift with that guidances: it is only
the process of striving itself and the process of
paying close attention to the signals from others
that remain unaltered throughout life.b

The importance of these "signals from others!" in directing

contemporary man's life has been given a detailed analysis more

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

7

Self in Everyday Life.

The gyroscope method of gaining psychological power of
the previoué tinner-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; Men
today must find something to take the place of the gyroscope mén's rigid
rﬁles.'

Riesman points out that the "outer-directed" people in our
time generally are characterized by attitudes of passivity and
apafhye 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 fault. They would rather be accepted by their peers
even to the extent of being inconspicuous and absorbed in the group.
6, Ibid, p. 21

7. Goffman, Erving, The Presentation of Self in Everyday ILife, New
York, Doubleday, 1959




To many of the Jack Kerowmac - "beatnik" generation of the nineteen
fifties the catch phrase best summing up their atbitudes 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, "opting out."

Rollo May has described modern"outer-directed" man, in the
words of T.S. Eliot, as "the hollow men"; May believes the exper-
ience of hollowness or emptiness generally comes from contemporary
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 cannot 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 futility which so many people in our day
have. And soon, since what he wants and what he feels
can make no real difference, he gives up wanting and .
feeling. Apathy and lack of feeling are also defenses
against anxiety.

. Erich Fromm has pointed out that people today no longer
live under 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 many
individuals each with his radar set adjusted to finding out what

.

the others expect of him.

8’0 May, Opo Cito, po 22
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Rieshan' . makes the point that the pub}ic is
therefore afraid of something which has no real existence, It is
an anonymous authority derived from a camposite of themselves, but
themselves without individual centers.

In the final analysis modern man is afraid of his own

collective emptiness", As May states:

The great danger of this situation of vacuity and
powerlessness is that it leads sooner or later to
painful anxiety and despair, and ultimately, 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 '

Another characteristic of modern man is loneliness. May .
sees a close relationship between the feeling of emptiness .and
loneliness, When an individual does not know with any conviction
what he wénts or what he feels, when he becomes aware of the fact that
conventional desires and goals he has been taught to follow, no
longer bring him any security or give him a sense of direction, when
he i‘eels' an inner void while he notes around him the apparent confusion |
of fast qhanging quern 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 glone in his fear.

| Modern man fears being completely along because he is
afraid this may result in his losing awareness of himself. People
are afraid of being alone for long periods of time because they feei

that without others around them they would lose the boundaries for

9. Ibid, p. 23
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themselves; they would have nothing by which to orient themselves.
Social acceptance is a buffer against the feelings of loneliness;

a person can comfortably merge himself in the group. He loses his
loneliness; but it is usually at the price of giving up his exis-

tence as an identity in his own right. He is no longer lonely but
he has lost the opportunity to develop his own inner resources,

strength and sense of direction by which he could establish mean=-

ingful relationships with others.10

American sociologist, Orrin E. Klapp believes contemporary

men are engaged in what he terms "a collective search for identity",
My view, briefly, is that a collective identity :
search is symptomatic of the fact that some modern
social systems deprive people of psychological "pay-
offs", the lack of which, expressed by terms such
as alienation, meaninglessness, identity problem,
motivates a mass groping for activities and symbols
with which to restore or find new identity. People
grope because they do not really know what is wrong
especially when there is physical prosperity yet
a sense of being cheated. When mass movements be-
come concerned with identity, they develop certain
characteristics such as "ego~screaming'", concern
with costume and self-ornamentation, style rebel-
lion, concern with emotional gestures rather than
practical effects, adulation of heroes, cultism,
and the like, with which I shall deal., Such signs
show that ordinary economic and political solu-
tions are not what is wanted. People feel the fu-
tility and irrelevance of such measures, yet do
not know quite what else to do. The sense of being
cheated is not explainable in economic terms because
it is shortcoming in meaning. 11

In his book Klapp examines certain social activities and

.

movements which he believes plainly show a turning away from "sgn—

sible" economic and political measures toward a "search for meaning

to oneself, for oneself, in oneself. Klapp contends that some activities

10. 1bid, p. 30.

11. Klapp, Orrin E., Collective Search For Identity, New York,
Holt, 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 symbolism. It is
his contention that collective behaviour is an effort,more or less
successful to create symbols which give meanimg 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 supply adequate 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
declare (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.l2

" Alvin Toffler has described our age as a time in which man
is witnessing "the dea.fh of permanence" due to the greatly accelerated
rate of change in society. It is a form of culbure shock within one's

own society, but one from:atifch modern man can not even return to the

familiar culture left behind,

.

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

12. Tbid, p. viii
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from 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 - worse 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 well become a hazard
to himself and others.,

Now imagine not merely an individual but an entire

society, an entire generation - including its weakest,

least intelligent, and most irrational members -

suddenly transported into this new 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 separatesg
the true contemporary man fram ell others. 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. Ho Auden refers to our time as The Age of Anxiety., 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
caught.oo.between two ages, two modes of life, with the consequence
that it loses all power to understand itself and has ne standards,
no security, no simple acquisscence."

13, Toffler, Alvin, Future Shock, New York, Random 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 great enough to involve the total self,

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

. . 14
feel when our existence as selves is threatened."

Anxiety thus can result when some value a man holds
essential to his existence is threatened. An individual may
have values which are his "core" or reason for living. 1If
such vélues are destroyed, the individual may feel his exis-
tencé as a self might as well be destroyed.

May does not, however, see the anxiety of modern man

as only a negative force.

This bewilderment - this confusion as to who we
are and what we should do - is the most painful
thing about anxiety. But the positive and hopeful
side is that just as anxiety destroys our self-
awareness, so awareness of ourselves can destroy
anxiety. That is to say, the stronger our con-
sciousness of ourselves, the more we can take a
stand against and overcome anxiety. Anxiety, like

.~ .fever is a sign that an inner struggle is progress.
Neurotic anxiety is nature's way, as it were, of
indicating to us that 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 less we will be overcome by
the threat.

The only thing which would signify the loss of
hope for getting through our present difficulties
as individuals’ and as a nation, would be a resigning
into apathy, and a failure to feel and face our an-
xiety constructively. Our task, then, is to streng-
then our consciousness of ourselves, to find centers
of strength within ourselves which will enable us
to stand despite the confusicn and bewilderment
around us. 15

14. May, Op. Cit., P. 36.
15. 1Ibid, p. 39.
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Although all 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,

Writers such as May, Fromm, Maslow and others are all,in
a sense,Platonists or absolu.fists° I shall deal with their view of
man at greater lengﬂh 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 fulfilient; but its full
development requires certmin specified psychological and social
conditions, and its realization will lead to predictable ends which
is their ideal of human nature. Some strich existentialists woula,
of course, consider it contradictory to speak of both autonomy and
a knowable ideal.

Writers such as Klapp and Toffler might be regarded more
as cultural relativists - that is, they seem tio view man as being
in a sense infinitely malleable and therefore any values and beiiefs
held by man are acéeptable as long as man can construct a coherent
identity and a stable society. Klapp would even have us embrace false
myth in order to satisfy psychological need., 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 accept,

However, the problem still remains; how can modern man
strengthen his consciousness, his self awareness and find centers
of strength within himself in order to cope with the identity
erisis, the déath of permanence, the existential vacuum which he
now faces., Surely this is an urgent problem which contemporary
educatoré 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 industrialism. Alvin Toffler

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

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

Yet for all 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, Toffler, Op.Cit.; Po 399.
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him with the skills of the past - for these were precisely the same
skills he would need in the future. Thus father handed down to son
" all sorts of practical techniques along with a clearly defined,
highly fradditional set of values. The key to the system was its
absolute devotion to yesterday. 4
The industrial 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, industrial society
ccustructed 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.l7

Toffler believes the educational system developed so that

its very structure simulated the new industrial world.

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

17, TIbid., p. LOO,
18, Ibid., p. 4OO.
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Schools thus become perfect introductions to industrial

societly. The regimentation, lack of individuwalization, 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 industrial society.

Children passing through such an educational system emerge
into an adult society whose structure of jobs, roles and institutions |
resemble that of the school itself. The child lives as well 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 beer
determined by the organizational needs of our industrial society and
how in such a production organization, the individual is managed and
manipulated in order that the prodﬁction 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.

authority of the twentieth century both in education and industry;

The change from the overt authority of the nine-
teenth century to the anonymous authority of the twen-
tieth was determined by the organizational needs of our
modern industrial society. The concentration of capital
led to the formation of great enterprises managed by
hierarchically organized bureaucracies. Large conglom-
erations of workers and clerks work togeter, each indi-
vidual, or part of a vast organized production machine,
which in order to run at all, 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

18 i . : . .
Fromm, Erich, in the introduction to Summerhill A Radical Approach

to Child Reariuy, 7 * -3+ Yeill, New York, Hart, 1960, P. X.
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A though 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, linked to-
gether by amazingly sensitive, near-instantaneous
communications. Human work will move out of the
factory and mess office into the community and the
home. Simultaneously, the organizations needed
to control technology 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 unision
at endlessly repetitious jobs, it requires not men
who take orders in unblinking fashion, aware that the
price of bread is mechanical submission to authority,
but men who can make critical judmuents, who can
weave their way through novel environments, who are
quick to spot new relationships in the rapidly chang-
ing reality. It requires men who, in C¢Po 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

20, Toffler, Op. Cit.; pe LO2.
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philosophical sense; but they are also failing in their apparent
main function, the service of industry and commerce,

How then to create men who will have "the future in their
bones" - men who will be able to function in a world experiencing
tthe death of permanence" and '"the existential vacuum,

If modern man hopes to cope with these problems, surely
the answer points to the development of an educational system im
which develops in children the desire and the ability to make choices
and decisions for themselves., They must learn to ffeely 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 life. Many of them, as we have noted, cannot face this necessity;
as Fromm suggests, they desire "to escape from freedom',

An educational system must be developed which will lead
individuals to realize that they are free subjectivities who must
choose and ftake responsibility for the values they create for them-
selves, An education designed to produce such essential qualities
as self awareness, initiative, deci;iveness and personal responsibil-

ity might be referred to as an existentialist education.



CHAPTER TWO THE EXTISTENTIALIST SCHOOL

In Existentialism in Education,1 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 confine 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 analoéy, Fromm says that individuals 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 high.
Hence, they try to "escape" this condition by submitting to external
{that is external to their own will) determinants of con.duct,2

Morris believes the Existentialist 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
l, Morris, Van Cleve, Existentialism in Education, New York,

Harper & Row, 1966
2, Ibid, p. 102
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aim, That society is authentic in the degree to which it fails

to provoke in the individual citizen these urgings to escape from.
his freedom. That society is authentic which refuses to specify
"the good" to its citizens., 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
existehcve.

He asks, is such a society possible? Can a society emérge
in which each individua.l. takes personal responsibility for the laws
he obeys, the conventions he comnsents to, the values he appropriates
for his own life? Whatever it may take to answer these questions,
Morris calls an Existential sociology, and he believes a theory of
education can be .underst.andable' in these tems,

Education is an activity that is usually carried on with
young people in groups. This does not preclude the possibility of
considering students as other than - physical groups; psycholoéically,
they may still be understood as subject.ivities existing alone as
individuals, It is the latter aspéct of human growth and development
that caﬁ rightfully become the subject matter of an Existentialist
theory of education. | ' ' )

Morris describes and criticizes four representative and
widely heid definitions of education. He believes that each view-
point makes the same mistake, ‘the mistake of believing that the young
are things to be ‘v‘rork-ed over in some fashion to bring them into
alignment with a prior notion of what they should be. The young, in

these conceptions of education, are to be used; they are to be
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employed on behalf of (1) a prepared, precertified idea of "human
nature" which they are expected to fulfill,.(2) an objective body
of extant subject matter which they are expected to absorb, (3)

an objective concept of a culture's ways and means of living which
they are expected to assume, or (L) a set of dispositions, deemed
fundamental, which are to be formed in them and for which they are
expected to become the living vehicles. Contemporary educational
authorities such as R, S. Peters3 in England, and James B. Conanth
and Mare Belth5 in the United States are among the most influential
advocates of this traditional conception of education.

In every case the process of education is understood to
have its aim and point outside the learner. The child, by virtue
of what is to be done with him and for him, is eventually seen as
an object rather than a subject. His activity of learning is
arcused and promoted in the name of considerations residing outside
his own self-determination and self-direction.6

Morris believes that if educatim is to be truly human,
it must somehow awaken awareness in the learner - existential aware-
ness of hiﬁself as a single subjectivity present in the world,

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 is
manifest most vividly in the awareness of choosing - the awareness

of oneself as a baseléss 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, Bostonm, Allyn and Bacon, 1970.
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An education which reminds 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 responsibility. It should
awaken in the learner the sense of being personally answerable for
his own life,

| Any system of education which attempts the above should be
guided by the proposition that the child must somehow learn to feel
his freedom and responsibility inthe most personal terms. Such an
educational program will give greater than usual prominence to
educational .e;@eriences in which personal involvement is magnified
“and intensified.’

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

passive; the subject matters of schools are really "object" maﬁ;ersa
They deal with the world beyond the school house door, seldom with
the chj;lds 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 so.

Morris believes that knowledge is always in part subjective.

That is, for anything to be true, it must first pass into and be taken

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

appropriated, before it can be true for that consciousness. Knowledge

7. 1Ibid, p. 118.

Y
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is not something purely objective and laid out to be learned (as

the traditional educator might say), nor is it something merely
functional end useful in the management of experience (as the
Pragmatist or Experimentalist might say)., At bottom, knowledge
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 Man's Search For Himself, Rollo May has written in a

similar vein while discussing the concept of truth.

One has to venture, and whether one arrives at
the best answer depends .very intimately on the degree
of one'!s maturity and courage. Even in discovering
scientific truth before it is reduced to accepted
formulae, such as Columbus' 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 couwragecsoccceoco

ossAlmost a1l the errors and unutterable follies
of which doctrines and philosophies are so full seem
to me to spring from lack of this probity. The truth
was not found, not because it was unsought, but because
the intention always was to find again instead sacme
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 himself, It is the courage of making a
clean breast of it in the face of every question that
makes the philosophereccoscse

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

Ve.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
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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.

The library of any university or the curriculum of any
school, insofar as it represents the extant knowledge of the world,
represents the "scripts" 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 reaiizing 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 say)., It is there to be
chosen. Tﬁe subject matters and experieﬁces in a curriculum should
be merely availéﬁle; to be learned, they must first be opted for,
sought out, and appropriated by the student.9

| Morris discusses the development of so-called "extra-
curricular activities" in which children find the kind of self-;
creating.experiences that the regular curriculum does not offer,
He finds this is appropriation, in almost its literal sense, ‘the
sense of making an experience tone's own',

In some of these 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, Yet students still seek oub these experiences, appropriating
them in behe;lf of their own developing subjectivities.

8. May, Op.Cit., po 141.
9. Morris, Op.Cit., p. 124.
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Under Existentialist analysis, the reason for this may
be found in a deceptively subtle psyc;hological distinction between
what Sartre calls the atiitude of "seriousness" and the attitude of
"play." The "serious" atiitude may be characterized as that which
sees man as an object, among other objects, in a world made up
exclusively 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 environment or temporality not of his own making,

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

The serious attitude involves starting from
the world and attributing more reality to the world
than to oneself; at the very least the serious man
confers reality on himself to the degree to which he
belongs to the world. It is not by chance that
materiglism 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 because
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
themselves and appreciate themselves in terms of their
position in the world. Thus all serious thought is
thickened by the world; it coagulates; it is a dismissal
of human reality in favor of the world. The serious
man is "of the world" and has no resource in himself,
He does not 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 faith and has bad sequence; everything is
a consequenge for him, and there is never any beginning,
That is why he is so concerned with the consequences
of his acts. Marx proposed the ariginal dogma of the
serious when he asserted the priority of object over
subject., Man is serious when he takes himself for an
object 10

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

Wikolai Berdyaev has also described how man objectifies himself and
others by permitting hiﬁself to become a slave to what Berdyaev
réfers to as various M"lures'" such as materialism, society, civiliza=-
tion and culture,

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., The Existen-
tialist educator is understandably guarded on the role of "serious"
knowiedge, i.e., the conventimal curriculum, in the educative
process., That is why he hag altered the conception of the learning '
process fram mastering or experiencing the curriculum to choosing and
appropriating the 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. 1In 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
learning experiences that do not stand iﬁ need of being neutralized.
They are already undertaken in an attitude quite different from that
of nthe serious", They are, technically speaking, "play." That is ,.
.they are undertaken only on the individual's own terms, not on terms

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

in importance.

Berdyaev, Nikolai, Slavery and Freedom, (translated from the
Russian by R.M. French) Charles Scribners and Sons, New York, 1944.
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As Sartre states:

Play, like Kierkegaard's irony, releases subjectivity.
What is play indeed if not an activity of which man is
the first origin, for which man himself sets the rules,
and which has no consequences except according to the
rules posited. As soon as a man apprehends himself as
free and wishes to use his freedan, a freedom, by the
way, which could just as well 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 defined. As a result,
there is in a sense "little reality" in the world. It
night 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 games, is to attain himself as a certain
being, precisely the being which is in question in his
being. . ) :

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 doesitsexplicit end
represent its goal and its profound meaning; 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.

. More than a hundred years ago the great educator August'
Friedrich Froebel recognized the pedagogical importance of piay., He
noted that play has for its purpose the activity itself., It is at
this point that instruction begins; the duty of the instructor is
to blend into the si;ontaneous selfactivity of the child whatever

tends toward the cieve;l.opment of the child.

In the words of Froebel:

Play is the pures;b, most spiritual activity of man
at_this stage (childhood) and, at the same time, typical

130 SaI'tI‘e, opacito’ pe 7420
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of human life as a whole - of the inner hidden naturdl
life in man and all things. It gives, therefore, joy
freedom, contentment, inner and ocuter rest, peace with
the world, It holds the sources of all that is good.

A child that plays thoroughly, with 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....The plays of childhoos are the
germinal leaves of all later life; for the whole man is
developed and shown in these, his tenderest dispositions,
in his innermost tendencies. The whole later 1life 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 with the
greatest difficulty escape in his further development
the stunting effects of the injury or the one-sidedness
it entails.ll

From an existentialist standpoint, it is unfortunate that
Froebel's thoughts have found little acceptance in our schools beyond
the kindergarten level. Surely what Froebel has to say about the
valué.of play has validity for the teaching of children well beyond
. the ages of four or five.

Morris believes that elementary school education need not
be of great concern to an existentialist educator. ﬁe believes it
~could take a variety of forms and still be adaquate to an existential
éecondany education. He believes this bebause 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 individual which

14Froebel, Frederick, W.A., Education of Man (translated by J. Jarvis),
Appleton - Century - Crofts, 1886, P. 78.
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I speak of as the "Existential Moment." It is the
moment when the individual first discovers himself
as existing. It is the abrupt onset, 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. 1g,hildhood is a pre-Existential phase of human

life.

Bécause he believes that the "existentialist moment" does
not occur until around puberty, Morris feels that existentialist
education need not concern itself with the elementary school years.
This view is surely questionable, Modern child psjchologists such
as Erik H. Erikson,l6 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 fram
existential ideals., Even the youngest of children can be permitted
same free choices in their educatim and they can begin to feel a
sense of personal responsibility for the results of these free
choices. The cruciai elementary school years should certainly not
be ignored in an existential education. They may, in fact, prove
1o 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 different phases, the "pre-Existential" and the
"Bxistential." 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 education,

1sMorris, Op. Cit., P. 143.
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The individual 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 beginning of the sense of being respon~

sible.t!

But Morris considers what lies beyond the initial reaction
as more important. After these immediate sensatims 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 everything that happens from that Existential Moment forward.
The world that opens out to him, after this remarkable event, is
baffling and difficult, Tillich speaks of it as essentially an
ftencounter wifh meaninglessness,!" However, a world without meaning
already woven into and embedded in it, is a world which, in a ménner
of speaking, is "on our side." That is, it pfesents possibilities
without exacting the reciprocal tribute of human canpliance., If
there is not a priori meaning to it - and .this obviously is how the
Existentialist sees it - then we as free subjectivities can creatively

assign meaning to it,

Why is it that "meaninglessness" 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'; they still exhibit a "failure of nerve,"

17, Morris, Op.Cit., p. 147.
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creations.

as William James used to say. Even the Experimentalists
feel ill at ease in the company of the word "meaningless-
ness." But why shold they? A world without meaning
already conbtained in it is the only kind of world where
human freedom really makes any ultimate sense. A world
with meaning is a world where compliances are owed,

where certain understandings are legitimate and therefore
expected, a world to_which man's relation must be, in
some degree, unfree..ld

The world of the Existentialist is void of a1l prior mean-

It is a world in which meanings are human inventions and

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

thoroughgoing interpretation of this term. 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,

"Tf the world offers all 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 own, a human life to which they can’
refer by saying. "Here. This is my contribution to
the developing essence of man. This, my life as I
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 "sculpturing of one's figure in the
world," as Sartre puts it. An education which grips a
child by his moral coat collars and 1ifts him up to
see over the crowd to the task of taking personal
responsibility for bein% human - that education can be
called Existentialist,nl9

Morris attempted to find a school designed to function on

behalf only of the individual learner. He believes that Progressive

18.

Tbid, p. 176.

19.° Ibid, P. 178.

3L,



Schools have often claimed this distinction, but concludes that they
all ultimately all fall prey to the "socializing" theory of child
development. They foster the growth of individualism, but only in
soccial terms, only in terms of the individual's relation to other

members of the group iiself.,

He believes that a possible candidate for the existential
model school may be Summerhill, a small private school in England
at ILeiston, Suffolk, about 100 miles from London. The school is

now over fifty years old, having been founded in 1921 by A.S. Neill,

For farty years "Neill," as his students call him, .
has been testing a hazardous hypothesis. Does freedam
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, same classrooms, half a dozen
teachers, and forty 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 any-

" thing like "education" possibly occur there? WNeill has
found the answer is "Yes.120

" Neill believes that a free child is a happy child, A
happy child does not fear or hate; he can love and give, The loving,
giving child can live positively. Neill has given us some of his

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

to Child Rearing:

My view is that a child is imnately wise and
realistic, If left to himself without adult suggestion
of any kind, he will develop as far as he is capable of

20. Ibid, p.. 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 I write this snobbishly, for I
would rather see a school produce a happy street
cleaner than a neurotic scholar.

In all countries, capitalist, socialist, or
communist, elaborate schools are built to educate
the young. But all 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

- 0of 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 te
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 little a-
tention to building total involving environments. By emfloying
modern technology in the service ofbour schools it would be pos-
sible to create a far more educationally stimulating environment
for free.iearners 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 disposal.
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 external 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 own 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

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- s
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 determine what support may be found

¢

for these existentialist educational ideals, of freedom, individualism

and activism.

22, Morris, Op.Cit., p. 155.



CHAPTER THREE INDIVIDUALISM

More than nineteen hundred years ago, the great Roman

teacher,Quintillian wrotes

"It has generally and deservedly been accounted a
great merit in a master to observe the different
capacities and disposition of his pupils, and to know

what nature has chiefly fitted them for. For in this
report, the variety is so incredible, that we meet with
as many different kinds of capacities as of persons,
Most teachers think that the proper way to educate a
youth is to cherish, by instruction, the peculiar talents
which nature has given him and to assist his progress
in that walk into which his genius leads him...a master
of eloquence, after a sagacious inspection, can pronounce
that such a boy's genius leads him to a close, polished
manner of speaking; and others, a keen, a weighty, a
smooth, a sharp, a bright, or a witty manner., He will
then so adapt himself to everyone, as to improve each
in that manner for which nature has chiefly fitted him,
For nature may be greatly assisted by art; and a young
man who is set upon a study that is disagreeable to his
genius, can never make any considerable advance in that
study, and by abandoning the path chalked ocut by nature,
he will make a poor figure even in those studies for
which she has designed him., It is indeed absolutely
necessary to consult a younger genius, and to encourage
him to strike into that walk of learning 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 only to follow the plough."l

Three hundred years later, another great Roman teacher,

Jerome, was writing «in a similar vein:

1.

20

"Don't scold her if she is slow, but arouse her
ambition by pr#ise so that she may delight at victory
and smart at defeat. Above all, donft allow her to
hate her studies, lest the bitterness of them,
acquired in childhood may last to her mature years."

Guthrie, Wo, Quintillian's Institutes of Eloguence, Vol. I,
Tondon: Dewick and Clark, 1905, pp. 92-93,

Wright, Fol., (translator) Selected Letters of Saint Jerome,
Loeb Classical Library, Harvard Universily rress, 1923, Pe 3U45.
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This is not to suggest that these great teachers of
antiquity 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 certasin great educational thinkers of the past as
constituting the philosophical foundatims 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 child.

Since these two themes are the crux of the existentialist.
educatﬁon described earlier, the next two chapters will be devoted
to a brief examination of the writings of these educators of the

past in order to ilfustrate 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 his appreciation of the importance of
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recognizing the individual differences among children and the need
for a free and liberal atmosphere in the classroom. This is obvious

in the following brief excerpt from his writing:

Care must be taken to suit all these books to
the children for whom they are intended; for children
like whimsicality and humour, and detest pedantry and
severity. Instruction, therefore, should ever be
combined with amusement, that 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 mamner
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 conditim, since otherwise
they will spend their time in wrestling with shadows,

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 pleasantness, If
this be not the case, the fault lies, not with the
pupil, but with the master, and, if our skill is unable
to make impression on the understanding, our blows will
have no effect., Indeed, by any application of force we
are far more likely to produce a distaste for letters
than a love for them. 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 onescceos

He (the teacher) may employ advice, exhortation,
and sometimes blame, but should take great care to
. make his motive clear and to show unmistskably that
his actions are based on paternal affection, and are
s destined to build up the characters of his pupils and
not to crush them. Unless the pupil understands this
and is fully persuaded of it, he will despise all
discipline and will deliberately resist it.

3. Keatinge, MoW., The Great Didactic of John Amos Comenius,
Tondon, - A & C Black, 1910, po 270,
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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
given them in such a way that they will do them of
their own accord, and take pleasure in them. I am
therefore of opinion that rods and blows, those weapons

of slavery, are quite unSﬁétable to freemen, and should
never be used in schools.

Jean-Jacques Rousseau (1712-1778) has been 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 to as the father of individualism and freedom in child

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

LY

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

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

Nature wants children to be children before they
are men. If we try to pervert this order, we 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 lgss intelligent
than to want to 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 interest in their seeing things
as they are, for fear that they may deceive themselves
to his prejudice....In 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 all that he did as frankly as he would tell
a small friend? He cannot see in this confession more
danger from one side than from the other.?

Lh. Tbid., pp. 250-251.

5. Rousseau, Jodo, BEmile ou de 1!'Education (translated by W.H. Payne
as Bmile or Education according to Nature) Appleton-Century-Crafts
Company, 1908, 363 pp.

6. TIbid., p. T2

7. Ibid., pp. 86-87.
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A sense of duty 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 impowmtunities, the
embarrassment, of answering, tear from them all 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 duty they do not feel, you
prejudice them against your tyranny and turn them

aside from loving you; secondly, you téach them to be
deceitful, false, untruthful in order to extort rewards
or to get out of punishment; finally - accustaming thenm
always to cover over their secret motive with 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 paﬁing you and others with vain
words as occasion offers,

The name of Johann Heinrich Pestalozzi (17L6-1827) is
another frequently mentioned in discussioné of the history of
traditional pedagogy, yet one can find little evidence of his
directives in the methodology présently employed in our schools,

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.

I 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 humour,

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 liberty. But you must take care that
the consequences are such that he will not easily forget.
Always show him the right way. 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 will 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,

8. Ibid., p. 73

9. de Guimps, R,, Pestalozzi: His Iife and Wbrkg-Appleton—Century-
Crofts, 1892, pp. L6-L8.
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August Friedrich Wilhelm Froebel (1782-1852) is regarded
as one of the great early 1eaderslin the history of education. As
stated earlier, it is unfortunate 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 connection"
between the intemal world of the child and the external world around
him. To permit the "inner connection" to take place he stressed the

importance of recognizing the individuwal difference in children and

the need to allow the child to follow his own innate interests, 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 impzrts to him breath and life,
He only takes care that no untoward influence shall
disturb nature's march of development. The meral,
intellectual, and 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 act
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 agbout the results of
art and science. '

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

10 Froebel, Friedrich, WoAo, Education of Man (translated by
Jo Jarvis), Appleton-Century-Crofts, 1886, p. L.
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know, that is not yet the property of mankind; and
still human nature, like the_spirit of God, is ever
unfolding its inner essence,

Throughout history there have been isolated instances of
attempts to esfablish schools founded on the principles of freedam
and individualism. Since these free schools ha&e usually been due
to the efforts of enlightened "amateurs" and because none have had
any lasting infuence, they are usually ignored in what is regarded
as the main stream of educational history. One of the most fascinat-
ing of these educational experiements was attemp£ed in 19th century
Russia by the famous novelist, Count Leo Tolstoy.

In the fall of 1859, Tolstoy established his school for
the peasant children on his estates. Almost to the exclusion of all
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 school, Under his guidance other young people who
helped him in his work developed a similar "passicnate affection."

‘ As is usual in such instances, he began by discarding all
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 duty to assist the children in their search
for knowledge by adjusting his method of approach to the individual
child, and by‘finding the best way of proffering assistance in each

caseo

11, Tbid., p. 279
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These free Tolstoy schools, without programmes, without
punishments, without rules, without forecing the will of a child,
were apparently remarkabiy successful. Reports of the time indicate
that the children spent entire days at their studies and were reluctant

to leave the schoolhouse.lz

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

wrote:

"Hours passed like minutes. If life were always as

gay no one would ever notice it go by....In our pleasures,.

in our gaiety, in our rapid progress, we soon became as

thick as thieves with the Count. We were unhappy without
the Count and the Count was unhappy without us. We were
inseparable, and only night drew us apart....There was no
end to ocur conversations, We told him a lot of things;
about sorcerers, about forest devilseo.l3

As with most such attempts, the idea and stimulus for
Tolstoy's schools died with their founder., Unfortunately Tolstoy's
educational experiment had little or no influence on traditional
Russian pedagogy. In the light of Russian history since, the fact
that his educational ideas did not receive wide spread acceptance
might be regarded as tragic.:

In this century one of the most influential educators and
writers in the cause of increased individualism in education has been
Ttalian educator Maria Montessori (1870-1952), 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 his personal freedom.

These determine not only the atmosphere of the schoolroom but also the

12, Ashtoh-Wa.rner, Sylvia, Teachér, New York, Simon and Shuster, 1963.

13. Ibid, p. 152.
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relation of the teacher and pupil, the arrangement of the school-
room, and the nature of the instructional procedufes. Those two
principles of individualigm and personal freedom together, with
her methodology emphasizing sense education, give the Montessori
method its distinet character.

Although Montessori's system has been criticized for its
strong emphasis on intellectual development to the exclusion of
trainiﬁg 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 child.

Montessori considered freedom an essential requirement
for any true education, both the teacher and the pupil must be
free, the former should not dominate the latter, nor shou;d the
latter depeﬁd more than absolutely necessary upon the former.

As she writes "No one can be free unless he is independent;
thefefore the fifst active manifestations of the child's indivi-
dual 1ibefty must be so guided that through this activity he

may arri%e at independance.,14 Elsewhere she writes: "We can-

not know the consequences of stifling a spontaneous action when

[

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

itself."l5 My method is established upon one fundamental base-

the liberty of the pupils in their spontaneous manifestations."16 {

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

15. 1Ibid., p. 87.

16. 1Ibid., p. 80.
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In this century, if there has been some movement toward
more individualism and fregdom in the schoolroom as well as a
recognition of the natural development of children and the increas-
ing use of self instructiopal material, then we are gréatly in-
debted to the work of Montessori.

But certainly the most dominant (and perhaps the most
misinterpreted) influence :;.n North American education in this century
has been the educational writing of John Dewey.

Klthough Dewey may be criticised by some, and m'ost
particularly existentialist educators, for his emphasis on the
socialization of the chilg, nevertheless, the recognition of the
individﬁé.lity of each child and more freedom for the child coﬁstitu‘be

a large part of his educational philosophy;

There is, I think, no point in the philosophy of
progressive education which is sounder than its emphasis
upon the importance of the participation of the learner
in the formatiorn of the purposes which direct his -
activities in tke learning process, just as there is no
defect in tradi{;‘ional education greater than its failure
to secure the agtive co-operaton of the pupil in con-
struction of the purposes involved in his studying 17

Dewey believed that the true meaning of preparation in the
educational scheme means that a person, young or old, gets out of his
present experience all that there is in it for him at the time in
which he has it. The ideg of using the present simply to get ready
for the future con‘b'radicts, itself. It omits and even shuts out, the

very conditions by which g person can be prepared for his future. We

-

17. Dewey, John, Experience and Education: New York; MacMillan, 1963.
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always live at the time we live and not at some other time and
only by extfaéting at each present time the full meaning of each
present 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 growth
attained by the learmer, 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
traditicnal education reduced the material of edu- .
cation so largely to a diet of predigested mater-
ials...The ‘principle of interaction makes it clear
that 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 individual to adapt himself to the material.l8

Q_ To Dewey, the most important attitude that can be formed
is thé; of the desire 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; i1f he loses de-

"sire to apply what he has learmed and above all,
- loses the ability 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 as a daring experimant even fifty years after its beginning

18. 1Ibid., p. 46-47.
- 19. 1Ibid., p. 49.



46.

in 1921. Neill has given us some of his theories on education in

his book Summerhill: A Radical Approach to Child Reéring:

The children 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 no significance,
for long division is of no importance except to those
who want to learn it. And the child who wants to learnzo
long division will learn it no matter how it is taught.

Parents are slow in realizing how unimportant the
learning side of school is. Children, like adults,
learn what they want to learn. All prize-giving and
marks and exams sidetrack proper personality develop-

ment. Only pedants claim that learning from books is
education. )

Creators learn what they want to learn in order to
have the tools that their originality and genius demand.
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
individpalism in education can be derived from the work of the Swiss
biologist-psychologist—epistomologist,Jean Piaget.zg Piaget's more
than forty years of study of the deﬁelopment of children's mental
processes have demonstrated that the child ié the principal agent in
his'OQn education and mental development. To Piaget the critical
factor in education is the child's own activity in assimilating his

experiences and accomodating to them.

.

20Neill, A.S., Summerhill: A Radical Approach to Child Rearing,

New York: Hart, 1960, P. 26.
Ybid., ». 28.

2

2Piaget, Jean and Inhelder, B., The Psychology of the Child, New York:
Basic Books, 1969. Piaget, Jean, The Language and Thought of the
Child, London, Routledge and Kegan Paul, 1952.
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We shall examine Piaget's work in more detail in the next
chapter’which 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, perhéps
the most important paft, of a teacher's task must be to find an approp-
riate relationship 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, since Piaget notes
the developmental age corresponds only very roughly with chronologic;l
age. Exactly when a child moves from stage to stage is a function of
both his own native environment and his own experience.  Any school
class will therefore contain a wide range; the spectrum of devglop-
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

education’has been the theme of numerous writers such as John Holt,2h

23. Flavell, John Ho, The Developmental Psychology of Jean Piaget,
Princton, New Jersey: Van Nostrand, 1963. p. 112.

2. Hoit,John, How Children Fail, New York, Pitman, 196L. Hol#, John,
How Children Learn, New York, Dell, 1967. Holt, John, The Under-
Achieving School, New York, Dell, 1969, Holt, John, What Do I Do
Monday, New York, Dell, 1970,
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Jonathon Kc>zol,25 Herbert Kohl26 and George 1,Dennison27 who have been

sometimes 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 emp rical studies,

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

the emotional, and psychic damage which they believe is being inflicted
on children by the stultifying regimentation of our traditional school
system. Many such as Kozol and Dennison have despaired of chahging
the present educationai structure and are att.emp'bing new alternatives

in the form of privately founded free schools which are based on the
[

" principles of individualism and activism. In his most recent book,

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

North America to be now over éight hupdred. In a later chapter we

'shall examine more closely the alternatives to the present public school

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

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

are concerned that children would not learn the things which they feel

are necessary and the school!s obligation to impart to their students.

25, Kozol, Jonathon, Death at an Farly Age, Boston, Houghton-Mifflen,
1967. Kozol, Jonathon, Free Schools, Boston, Houghton-Mifflen,
1972,

26. Kohl, Herbert, 36 Children, New York, New American Library, 1967.
Kohl, Herbert, The Open Classroom, New York Vintage, 1969.

27. Dennison, George, The Lives of Children, New York, Random House,
1970, ‘

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:
We can't be sure. What I am trying to say about
education rests on a belief that, though there is
much evidence to support it, I cannot prove, and
that may never be proved. Call 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
we can into the school and the classroom; give children
as much help and guidance as they need and ask for;
listen respectful’y when they feel like talking; and
then get out of the way. We can trust them to do
the rest,29

L

Many educators regard the idea of freedom énd individualism
simply as the radical rhetoric of misguided idealists, who caﬁ 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-DennisBo
and the Parent Commissions compiled under the auspices of the prov-
incial govermments of Ontario and Quebec, |

' In both these reports, the supporters of increased freedom
and in@ividualism in education can find much that is encouraging.
The Hall-Dennis Committee believesthat each child's
development in the full sense should be appreciated and given consider-

ation in our ideal school learning situation. Such opportunities should

29. Holt, How Children Iearn, Op.Cit., p. 156.

30. Report of the Provincial Committee on Aims and Objectives of
Education in the Schools of Ontario, Ontario Department of
Education, 1968,

31, Report of the Royal Commission of Inquiry on Education in the
Province of Quebec, Govermment of the Province of Quebec, Vol. 2,
196l .

™
R
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make it possible for ¢very child who enters school to grow phy-
sically, intellectually and emotimally. The Committee stresses
the point that the coye of the iearning situation does not lie

in the expenditures or, educational hardware but within each child's
mind and heart. If e¢ch child is learning, if each day leads to
a new learning challenge for each child, if each child displays
enthusiasm, talks comfortably with his teachers and his classmates
and goes happily abouf;; his work, then the Committee feels these
are signs that the school is a good place for learning. A school
should serve all its c¢hildren com'fortably and humanely in its
on-going child~centergd programs and a learning experience shouid

be found to meet the reeds of each.

In the words, of the Report:

Children need to feel that they are accepted, .
and that their efforts are appreciated. Failure
in our socigty too often tukes on the form of a
public stigma and unfortun:tely the 'loser' in
the early years of school acquires an image of
himself as ¢, failure, which becomes deeply in-
grained in Lis psyche. Children can be helped
to cope with, the stress of real failure if
their differences are understood, if they are
loved despite their inabilities, and if they are
given the cgurage to try again.

Every child can be given a feeling of success
at something if the choices are broad, the require-
ments feasikle for him, and if all learning for each
child is viewed positively and in terms of his
individual qevelopment.
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Shifting to each child's learning experience as

the basic nucleus of teaching makes iil possible to

dissolve the psychological and physical walls around

children and the teacher himself., 32

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
influential reports much that is encouraging for the future.education
of our children. If the recommendations of these two reports are
" implemented in oﬁr schools in the future, a large step will have been
taken 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
FEducation in the Schools of Ontario, Op.Cit., pe. 56.

33, Report of the Royal Commission of Inquiry on Education in the
Province of Quebec, Op.Cit., p. 15.

-



CHAPTER FOUR ACTIVISM

The wetivist 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 curiosity of the child and accustoms
him to work on his own. 1

This view in favour of the activity school movement is
expressed in the Report of the Parent Royal Commission on Educatim
in Quebec. |

If one x;eads the equivalent report in Ontario, commonly

referred to as the Hall-Dennis Report, similar statements in support

of the activity movement can be found. On page fifty-seven the

Committeé writes:

Children need  play. Despite the belief held by

many adults that learning must be painful and serious,
it is the joy and pleasure of play which often sets the
stage for learning. Play provides a psychological
safety zone in which chiidren can test their competence

" without fear of failure. It is out of play that children
develop rules of a game and a4 sense of order, Work and
play areas, are so closely interwoven in learning situations
that it is oftlen 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 teaching.?2

l. Report of the Royal Commission of Tnquiry on Fducation in the
. Province or Quebec, Government oI the Province of Quebec, Vol. 2,
196k, pp. 90-91.
2o Report of the Provincial Committee on Aims and Objectives of
Education in the Schools of Ontario, Ontario Department uf
Education, 1968, p. 57.
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It seems apparent then, that if the recommendations of
these two influential provincial reports are implemented, the schools
" of Quebec and Ontario wiil be adopting activist 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 .;c'esult of radical or avant-garde developments
in pedagogical theory. The activist mpvement has a strong foundation
in the thought of the great educators of the past.

Gustave Schoenchen has showﬁ this in his work. The Activity

School: A Basic Philosophy For Teachers ,3 He has traced the origin

and the development of the activity school in chronological or
genetic order. He takes each one of the historically significunt
educators of educuti onal movements in turn and notes what each has
catributed to the activity school as we now know it.

Each of the permanent contriputions 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 distinet comtributions or steps in
the development of the activity school,

John fmos 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 Didactica 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 operatio. In

3Sc:hoenchen, G.G., The Activity School: A Basic Philosophy For
Teachers, Toronto, Longmans, Green, 1940.




other words, he advocates pupil activity of the body. 1In
. >
Comenius! own words:

BEverything should, as far as is possible, be placed
before the 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 tastable and
tangible before the sense of taste and of touch res-
pectively. If an object can make an impression on
several senses at once, it should be brought into
contact with several....o.Surely, them, the beginning of
wisdan should consist, not in the mere learming the
names of things, but in the actual perception of the
things themselves! 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 trusty 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 T 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 my 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
elsewhere....It is true that expense and labour will be
necessary to produce models, but.ihe result will amply
reward the effort.l

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

L. Keatinge, The Great Didactic of John Amos Comenius, A & C Black
Ltdo; ppe 18)4"185
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activity movement that it leads him to acknowledge Rousseau as the
father .ofv the acti vity schoole
In Emile, Rousseau advocates manual training of several

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 instinet of the child, and would arrange
instruction so as to correspond with the child's developing and
expanding interests. He sees experience and pupil éctivity aé the
chief means of educaticn, 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
learniﬁg through the senses, Finally, he sees education not only as
preparing for life, but also.as living. Although Emile had no
companion, Rousseau realizes that education must be social as well
. as individual, and he advises that Emile be allowed to visit

factories and, through direct observation, to learn to appreéiate

5

the importance of social interdependence.

In Rousseau's own words:

Now if nature gives to a child's mind this suppleness
that renders it capable of receiving all 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 all those words without sense
for his age and without utility for any age whatsoever,
with which one overwhelms his sad and sterile childhood,
but it ig for engraving all the ideas that he can under-
stand that are useful, all those that centribute to his
happiness and ought some day to 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 in a manner suitable to his nature and
his abilities.

5. Schoenchen, Op. Cit., P. 6.
6:; Rousseau, Emile ou de 1'Educat10n (translated by WeHo Payne as

Bmile or Education According to Nature), Appleton-Century-
- Crofts Co., 1908; p. 100-101,

P



Whether he works or plays, both are the same to him;
“his games are his occupatioms 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. Is. it not a sweet and charming sight

at the age to see a handsome child, his eye lively and
gay, his mamner contented and serene, his face open and
smiling - a child who, while amusing himself, does the

most serious things or works hard at the most frivolous
games?

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

From this most condensed summary of Rousseau's teaching,’
Schoenchen garners as factors for the activity school the following

seven dicta:

2, The activity school advocates many forms of manual
training for their cultural values.

3; The dctivity school arranges the subject matter of
instruction in accordance with the natural interests
of the child.

Lo The activity school advocates direct experiehce as
preferable. to vicarious experience,

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

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

- T The activity school would modify the learning process
so as,bo take account of iudividual differences among
the pupils. :

8. The activity school recognizes that education is life,
and must therefore be lived in a communal environment,

7. TIbide, po 166.
8. Ibid., p. 188-189,
9o Schoenchen, Op.Cit.; pPo 7o

9

i
——r



57.

Rousseau and Comenius are educationally the giants of the
age'of empiricism, but there were others who also contributed. The
activities of tthe scientific empiricists from Bacon to Newton - 250
years of scientific discovery - had their effects upon education, as
might be expected. This influence was chiefly antagonistic to verbalism
in that it advocated experimentation and the use of the inductive
method to increase our store of facts.

Ferdinand Kindermann (17,0-1801) first applied the principles
of activity education to vocational training, thereby creating the
vocational school, He found that children were taughﬁ useless thingi,
while more essential factors were being neglected, He found teaching
poor, and saw in this the cause of much laziness, poverty, mendicancy
and irreligion, He recommended industrial training, not only 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 manual
work. This freedom, together with the alternation of academicland
industrial subjects, made children love their school. Schoenchen
belieﬁes 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 advance.

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

10, 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.l0

100 1Ibid., p. S,
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Johann Gottlieb Fichte (1762-181L), the philosopher of ethical

idealisr'n, ‘did much to further the activity school. For Fichte; 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, is based upon a innate,
absolute instinct for self-activity; hence education is the develop-
ment of this instinct, and tile activity of the pupils the chief
instrument of education. |

The importanée of this for the activity school cannot be
overestimated., Activity had heretofore been recognized as instinctiye,
but Fichte shows that is is not only that, but an insistent urge - a
drive. Aetivity 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 also

a method of ins’t:::'uct:'l.on.:Ll

In Fichte, Schoenchen finds explicit an important aim of the
.actbivity school;the aim to make the c};ild independent, Through
independence the child adds to his moral stature; hence vocational
training should be givén 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 words, pedagogical activity
is morally importanf s not only from the standpoint of the individual

but also from that of society.

11. Tbid., p. 10,
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From Fichte, then, Schoenchen takes the following:

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

12, The activity school uses the principle of activity
not only as a subject (manual training) but also as
a method of teaching.

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

1k, The activity school advocates self-activity as a
means of achieving self-independence.

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

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 Pestalozzianisn.

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 acbvivity 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 practice., To summarize 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 concept

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

12,

Ibid., p. 12,
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stressed 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.
b.

Co

d.

€o

f.

e

O»

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

Verbalism is condemned.

Vocational training is advocated to insure the pupil's
independence,

The chief aim of education is to train for human living;
hence education is not only preparation for life, but
itself is life. Iife itself educates,

L}
Manual training should be combined with academic subjects.

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

Such self-activity is the means of universal culture.

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

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

The object lesson is a fundamental method for acquiring
all knowledge.

Train all the senses, not merely the eyes.

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

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

The value of doing a thing by hand, that is, by exper-
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.

Education should develop all our resources.

——
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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 affects
-the three categories of consciousness - the
ideational, the judgment, and the interest-
volitional. ‘

18, The activity school values experimentation aé
a means of education because experimentation
. applies a pragmatic test to ideas. 14
August Friedrich Wilhelm Froebel (1782-1852) is likewise
a figure of great iﬁportance in the history of the activity school.
Froebel stands midway between Pestalozzi 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-
ples he combines in so unique a way that he makes an original
contribution to the activity school. Through self-aétivity sense
.perception takes pléce; Self-activity, or doing, should there-
fore at all times go hand in hand with sense training (object'
lesson). 1In 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. Cit., 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 as

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

ethical and aesthetic factors in the mind., 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 oflthe activity
merges into the production of the activity, then play merges into
work. It is therefore, at this point that instruction begins; the
duty 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 auﬁomatically learns the value of social

15

cooperation.
A third contribution to the activity school is Froebel!'s

acceptance of the so-called "Culture-Epoch" or "Recapitulation"

theory, which holds that the individual recapitulates the experience

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

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

most educators at present apcept jt, especially with the modification

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

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

15, Tbid., p. 16



differs from every other in that the representation of the recap-

itulation is different. In other words, this theory need not be at
~variance with the observed facts of human individualization. This
modification of the theory is also expounded by existentialist
writers. Nikolai Berdyaev believes that "the eternal principles of
social life are vdlues which can be reazlized in subjective spirit and
not concrete forms which can be realized in the objectivization of

history", Berdyaev writes:

Society is always a society not only of the living
but also of the dead; and this memory of the dead which
the usual theory of progress lacks, is by no means a .
conservatively static memory, it is a creative dynamic
memory. The last 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 with the departed
people of the past into a new transfigured order, into
the existential order.l6

The practical value of the theory for educators liés in the
fact that it gi&es 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 thanrsversing the process and fitting
the child to the curriculum. Such favorable arrangement of the
materials of instruction is called the "psychological order" in
contrast to the older "logical order" of arrangement, 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

16. Berdyaev, Nikolai, Slavery and Freedom (translated from the
Russian by R.M. French), Charles Scribner's Sons Ltd., New York,
l9hh, p. 111,




64.

of any given subject.17

A final contribution of Froebel to the activity 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 ofithe child. Froebel carries this
principle further and states it explicity: The development of the
chiliiat any particular level is conditioned by his development at
lower, preceding levels, In this principle Froebel crystaliizes
several important pedagogical considerations: that, for the child,
education is life; that the right of the child to 1ivé his own life ,
at his own state of development camnot be gainsaid; that the materials
of instruction must be fitted to the child, not the child to them,

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 educator whose pedagogical principles have a universal
applicabilityol8

Schoenchen summarizes Froebel!'s original contributions in
the following four propositions:

19; The activity school maintains the sense training and

, self-activity must go hand in hand, pedagogically.

20, The activity school recognizes the pedagogical
importance of plgy.

21, The activity school tentatively accepts the recap-
itulation theory.

22, The activity school recognizes that the development
of the child at any level is conditioned by the
development of the child at lower levelsol’

17. Schoenchen,'Op.Cit.; P. 170
18, TIbid., p. 18.
19, Ibid., p. 18,
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These then, are the twenty-two distinet forward steps
which k‘;usfave Schoenchen believes constitute the historical develop-
. ment of the activity school., This brief account does not, however
take into consideration modifications which the activity school has

undergone in its spread to countries throughout Europe and in North

America,

In the last chapter we .noted the influénce in this century
of Maria Montessori and John Dewey in the course of increased freedom °
and individualism in the schools. However, both are equally famous
for their contributions to the activist movement as well. s

In the case of Mme. Montessori, her emphasis upon sensory
education is perhaps the most distinguishing mark of hef system.
Sensory training is used nct only as a means of develoément but
also as an intrc;dl ctim to reading,writing and arithmetic. Training
in sensory discrimination wis 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.ea.rly
years, the intellect would not develﬁp as it should.

Mme. Montessorls own statement of the objective in sense
education was as fo].'l.pws: "The education of the sen‘ses has as its
aim the refinement of the differential perception of stimuli byv
means of repeated éxercises,."zo

These exercises are necessarily self educative, since no
teacher can do & pupil's seting,hearing and taiching for him.

Montessori's exercises were also self-corrective. This is accomplished

20. Montessori, Op.Cit., p. 173. i
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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 purely
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 introductions

to the subject.>>

Montessori's method is perhaps as famous for its emphasis
on the training of the senses as it is for individualism and respect

for the child.

L}

In our time, every educator is or should be, familiur 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 passivity and recepbivity of
the child. The only escape from them in the traditional school
involved on activity by the child which was usually re‘garde& as

iregular and perhaps disobedient. Dewey deplored this attitude:

There cannot be complete quietude in a laboratory
or workshop. The non-social character of the tradi-
tional school is 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. 1Ibid., Chapter 16.

22. Dewey, John, Experience and Education, London, Collier-
MacMillan, 1963. p. 62.
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health. He believed we can still learn from the example of the
Greeks who say clearly the relation between a sound.body and a

sound mind.

But in all the respects mentioned, freedom of

action is a means to freedom of judgement and

of power to carry deliberately chosen ends into

execution. The amount of external freedom which

is needed varies from individual to individual.

It naturally 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

quality 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 development. 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 development, the
child has his own mental apparatus, however primitive, that is the
result of the interaction that has already occurred between the
unfolding of his imnate mental structures and his experiences. At
each stage or moment of time the child is extending that apparatus
through probing and testing his environment - in infancy, exploring
with his eyes, his mouth, his hands, his feet, his lungs, later on

through babbling, walking, talking, playing, reading etc. He not

only stores information *in his mental files, but also continually

modifies and reconstitutes the filing system or mental apparatus
through using it. In John Dewey's pﬁrase he learns through doing -

his doing and no one else's. Thus the child learns to hear, then to

speak,

23. 1Ibid., P. 63.



by hearing and speaking, and not until much later by being told how
to speak. He learns to think mathematically 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 causality. 24

Piaget states that this sequence is not random; all children
go through the same stages as, bit by bit, they construct their mental
images of the world. ZEach stage sees the development of new mental
abilities thut determine the nature, but also set the limits of
what the child can learn at that point.

According to Piaget what ensbles the child to progress
from oné stage to another is his own .activity. Learnin_g, indeea
the developmeﬁt of intelligence itself, is a continuous process of
assimilating the external facts of experience and integrating
them into the individual's internal mental structures. To Piaget,
the activity is crucial: the child, or for that matter, thel adult
must discover understanding for himself. He must actively invent
and reinvent what he wants to understand, for understanding is a
transfomation of reality. To know something is not merely to be
told it or to see it but to act upon it, to modify and trénsi‘orm
it and to understand the process snd consequences of the trans-

25

formation.™

Teaching to Piaget means creating situations where structures
can be discovered, it does not mean transmitting structures which
may be assimilated at nothing other than a verbal level. Piaget
2i. Flavell, John H., The Developmental Psychclogy of Jean Piaget,

New Jersey: Van Nostrand, 1963, p. 112.
25. Ibid., p. 115.
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does not believe children handle verbal abstractions easily until
they have reached what he calls the stage ¢f "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 experiment, to manipulate things and symbols trying
them out to see what resulis they produce.

The child must then be allowed to "do" at his own rate,
with the teacher arranging the claséroom environment in such a way
as £§upermi£ children to learn at their own pace as well as in
their own way. Piaget believes children have real understanding
only Qf that which they invent themselves, and each time one
attempts to teach them too quickly, we keep them from reinventing it
themselves.26 |

Piaget warns that there is no good reason to accelerate
this development too much. He maintains the.time that appears ﬁo
be "wasted" in personal investigation is really time gained, that
is time devoted to securing deeper understanding which sould be the
aim to understanding.

In a statement which existentialist educators would
certainly applaud, Piaget writes "The principal goal of edﬁcation
is to create men who are capeble of doing new things not simply
repeating what other 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 offeredd

26. 'David Elkind, "Piaget and Montessori", Harvard Educstion Review,

Fall, 1967.
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The great danger today is of slogans, collective
opinions, readymade trends of thought. We have to
be able to resist individually, to criticize, to
distinguish between what is proven and what is not.
So we need pupils who are active, who learn early
to find out by themselves, partly by their own
spontanecus activity and partly through material we
set up for them; who learn early to tell what is
verifiable and what is simply the first idea to

come to them.27

This means providing young children with an abundance
of concrete materials they can explore, manipulate and handle -
materials they can play with, for play is a child's work.

From the sources quoted‘in this chapter and the preceding .
one, it can be seen that the existentialist educational ideals of
freedom, individualism and activism, certainly do not appear to be
a radical or avant garde departure from the educational ideals
envisioned by the acknowledged educational authorities of the vpast.
In fact, it may be said, that the dmminant themes which recur again
and again in their educational thought are freedan, individualism-
and activism.

It is left to the advocates of our traditional educational
sjstem to present equally convincing support in favour of the passivity

and regimentation which has characterized the traditional c¢lassroom.

27. Piaget Rediscovered, edited by Richard E. Ripple and Verne N.
Rockcastle, Cornell University Press, 196L.

.
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CHAPTER FIVE TECHNOLOGY AND THE FREE SCHOOL

In Understanding Medlal and The Medium is the Massa_g__,

Marshall McILuhan has wrn.tten of owr educational system in the llght

of the new technology.

20
3.

The young todgy live m‘y‘bhlcally and in depth. But
they encounter 1n,struct10n in situations organized by
means of classified information - subjects are unrelated,
they are visually conceived in terms of a blue print.
Many of our institutions suppress all the natural direct
experience of youth, who respond with untaught delight
to the poetry and the beauty of the new technological .
environment, the environment of the popular culture.

It could be thein door to all past achievement if
studied as an active (and not.necessarily benign) force.

The student finds no means of involvement for himself
and cannot discovier how the educational scheme relates
to his mythic world of electronically processed data and
experience that his clear and direct responses report.
It is a matter of the greatest urgency that our education-
al institutions realize that we now have civil war among
these env1ro*1men’rs created by media other than the printed
word. The classvoom is now in a vital struggle for
survival with the immensely persuasive "outside" world
created by new irnformational media. Education must shift

f

from instruction, from imposing of stencils, to discovery -
to probing and erploratlon and to the recognition of the
language of fom‘a.,

The drop out pepresents a rejection of nineteenth-.
century 'ﬂ:bchnolog;y as manifested in our educational
establishments. The teach-in repressnts a creative
effort, switching the educational process from package
to discovery. A5 the audience becomes a participant in
the total electrqrc drama, the classroom can become a
scene in which th,e audience performs an enormous amount
of work.3

McTuhan, Marshall; Understanding Media:
i

McLuhan, Marshall; The Medium is the Massage, Toronto: Bantam
Books, 1967. . i
Tbid., p- L2,
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Many people in modern society long nostalgically for the

tranquility and simplicity which they believe existed in a pre-

technological age., They deplore the apparently relentless march

of technological "progress" and they fear that the life of man is

increasingly being ruled by his technological creations. Among the
most influential conttemporary critics of technological "progress"
is the French writer, Jacques Ellul whose thoughts concerning the
dangers of technology we shall consider later in this chapter,

At present, however, il appears that the tide c':i‘ technolo-
gical change cannot be simply halted. The question is not whether
man requires this technology but rather how he is éoing to master it;

since there are apparently few signs of the trend being reversed in

the foreseeable future.

In his provocative book, Education and Ecstasy ,h George

Bo Leonard has offered us a view of how fufure education may appear
if we employ our developing technology 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 necessary
components of an existential school as discussed in the previous
chaptei'o

Leonard'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., Approximately eight hundred children are |
enrolled in the school, but on any typical day only about six hundred
are in the school grounds. Most of the educational enviromments

are in operation from eight in the morning until six in the afternoon.

L. TLeonard, 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 tﬁeir children on extended trips
.or simply keeping them home for something that's going on there,
While the children are in the school grounds, they are
absolutely free to go anywhere and do anything 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 of educate, it is the environment, not the learner's fault.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 tumnel-like entrances which emerge near the centre of the
great dome 1lit only by the glow of laser learning displays, that
completely surround one of the dome's periphery. On first entering
one is almostoverwhelmed by the sensory bombardment that comes from
every side. Around the dome there are forty learning consoles, at
each of which is segted a child facing outward toward the learning
displays. BFEach child sits at a keyboard, essentially less complex
than that of an o0ld fashioned typewriter, but fitted with a number
oi‘shifts so that almost every symbol known to human cultures can be

produced., The child's learning display, about ten feet square, is

5. Ibid., p. 6.

R
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reflected from the hologram-conversion screen that runs all the wsy
around the immer surface of the dome. The image 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 all the way round can
view all of the learning displays. Each display joins one on the
other side of it, so that the total effect is panoramic. 4nd 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 the child in the chair and the number of minutes he
has left in his 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
less than twenty minutes.

When a child takes the chair to begin learning, another
radio receiver senses his presence through his EID and signals the
central learning computer to plug in the particular child's _iearning
history. The child puts on his combinaticn ear phones and brain
wave sensors. Once the computer picks up the child's ongoing brain-
waves, it immediately begins reiterating (in drastically sbreviated
form) his last learning session. The child watches his most recent

~ lesson reeling by on his display. If he wants to continue where he
le £t off 1é.st time he holds down his "yes" key until the reiteration

is finished. If not, he presses "no" and the computer begins search-
ing for other matérial appropriate to the child's level of learning;

materizl which is flashed onto the display until the child presses

6. Tbid., p. 1h8.
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The selection process generally takes less than two minutes.

The dialogue then begins.

To

1.

2,

Ibid., p.

A full bank of the basic, commonly agreed-upon
cultural knowledge, arranged in dialogue form. Most
children go through the entire.basics bank in the
four years from age three through.six.

Basic material arranged in Cross-Matrix Stimulus and
Response form. This material appears at random
intervals along with the dialogued material to provide
novelty and surprise and to help the child learn to
make these unexpécted 1eapslwhich are so much a part
of discovery.

The child's brain—wave'pattern, analyzed in terms of

general consciousness state and short term memory

strength,

The child's overt motor responses as typed on the key-
board or spoken into a directional microphone mounted
on the console.

Communal Interconnect, Through CI, the material on
one learning display 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 forty displays into a single

learning-art object, enhancing learning and appreciétion,

not only for the children at the consoles but for the

many spectators in the dome as well.7

151,

S
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On another part of the campus there is a smaller dome

known as the Quiet Dome, made of a translucent milky-white material.

. One enters by pushing his way in through three spearate sets of

heavy, sound absorbing curtains, and steps onto a spongy floor that
floats free from the earth on hydraulic mounts.

Just as the Basics Dome shocks the senses which an initial
overload of stimuli; the Quiet Dome shocks with the laék of them.
Everything is designed to give a feeling of being neutral, direction-
less, without dimension. Some students might be practic;i.ng the
omega form of meditation they have been recently learning or shii‘tiqg
from one mode of consciousness to another in qu:i.e’o~ contemplation.

Elsewhere on the campus there are the Water and Bociy Domes
containing a swimming pool, gymnasium and dance floor, ‘Here two
educators are always on hand to counsel learners about the all
impor’c.aht relationship between the body - its posture, tension,
mowements and coordination - to everything else in life and learning.

Scattiered tthroughout the campus one would find several
Di'scov.ery Tents - structures of translucent plastic erected on
skeletal frameworks over light weight plastic floors. Their character
is tentative, témporaryo Usually one educator isresponsible for each
tent, His functiion is to set up and constantly revise educational
environments that wil™ encourage children to make their own discoveries.

For example one edicator handles both of the current Matter-Energy
Manipulation projects, making sure the appropriate apparatus and
instructions are available eve:r'.srda.y.8 Other Discovery tents are

devoted to the study of projects in history, sociology, psychology and
the arts.

8. Ibid., p. 163.
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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 , either alonz or:in
concert with other children.

The campus playing field is entered through a border of
floweding shrubs. It is a large grassy expanse of flat 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 revision by the children themselves.

Throughout the school day refreshments are served to
parents and educators in the computer read-out room. Comfortable
chairs and lounges are arranged in infommal clusters. Multiple
stereo fills the room with music. One wall is lined with 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 learn about any child 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
enviromments. It will analyze a young child's progress in the Basics
. Dome or will show what kinds of information an older child has been
requesting on his Remote Readout. It will also upon request provide
a Uniqueness Profile for a number of other profiles including
Empathy, Joy of learning, Body Development, Awareness, Conscious-
ness; Control, and the 1ikev. Parents and children are cautioned,
however, not to take these profiles very seriously. They are only
a rough guide to development, not evaluations in the old sense.
The best thing about the computer read-out room, most par ents feel,.
is not the computer read-out, but the happy atmosphere of relatedness
between.parents and educators.9 |
Upori first glance, to many, Leonard's school of the future
may have a distasteful i%Brave New World" aura about it. As stated

at the outset of this chapter, there are many who deplore the

apparently relentless march of technological "progress".

In his book, The Technological Society, Jacques Ellul has
descr:;Lbed technology (or es he calls it, technique) as a "blind force,
but one which unfortunately seems to be more 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 b'ecosne indifferent to all the traditional human ends
and values by becoming an end-in-itself our s erstwhile means have.
all become an end, an end, furthermore, which has hothing human in
it and to which we must accommodate ourselves as best we may. We

cannot pretend to act as though the ends justified the means, which

9. Ibid., p. 170.
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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 techmology is in process of taking over the traditiommal
values of every society without éxceptim, subverting and suppress-
ing these values to produce at last a monolithic world culture in
which all noh-technological difference and Variet.yvis mere appearance.lo
Ellul envis;ions the technological state of the future as
a universal concentration camp. However, it will be one in which
the inhabitants will have everything their hearts ever desired,
except of course their freedom. Modern man, forced by technique
to become in reality and without residue the imaginary producer-
consumer of the classical economists, shows disconcertingly little
regard for hi; lost freedom, but, according to Ellul, there are
ominous signs that human spontaneity, which in the rational and
ordered technical society has no expression except madness, is only
too0 capable of outbreaks of irrational suicidal dest:r'uc'b:i.vness.1l
Ellul does not, havever, b.elieve that the continuing
development of ‘bechnolo.gy is a de‘beministic phenomenon from which
man cannot hope to esvcape. His viewr of how man may transcend

technology is of particular interest to existentialist educators.

In the modern world, the most dangerous form of
determinism is the technological phenomenon. It is
not a question of getting rid of it, but, by an act

10. Ellul, Jacques, The Technological Society, The Free Press of
‘Glencoe, 1961. ‘
llo Ibidv’ p' 314-
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of freedom, of transcending it. How is this to be

_ done? I do not yet know. That is why this book is’
an appeal to the individual's sense of responsibility.
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; I am free because of -
technique, or despite technique," this would prove
that he is totally determined. However, by grasping
the real nature of the technological phenomenon,
and the extent to which it is robbing him of freedom,

he confronts the blind mechanisms as a conscious being.:L2

Certainly if would appear t.ha‘c, the type of Yconscious
beings".best. capable of 'making such a transcendence of technology
in the future would be those who have experienced the type of
e:ci.stént.ial education described here earlier.

Although Ellul confinually :;postrophizes technique as
"unnatural" (except when he calls it the "new nature"), it might
be thought surprising that he has no fixed conception of nature
or of the natural. The best answer seems to be that he considers
"atural® (in the good sense) any environment able to satisfy man's
material needs, if it l.eaves him 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 men's means

should be (qualitativ'ely and quantitatively) "at the level".of man's

capacities. Under these dubiously relizable circmnstancés.o Ellul
13

apparently thinks of techniques as so many blessings.

12. Ibid., p. 403.
13. Ibid., p. 408.
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Upon close examination one can see that the technology . "

which i.ednard 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 situation inherent in Leonard's
ideal.

The type of technélogy which Leonard enviéions in his
future school would require a tremendous industrial effort involving
thousands of technici;sms and‘industrial workers. Yet the aim of
his free school seems designed to free people from the boring, soul,
destroying work which such technology would require in order to
be esf;ablished and maintained. Leonard's school may well produce
adults who will not wish to épend their lives in the service of
technology - thus after a few generations there might be no one to
support the continued productim and servicing of such a highly
technological school system.

However, keeping in mind the dangers of techmology as
outlined by Ellul and ti'le possible paradoxical sitliation Just
described, Leonard has presented us with a vision of how technology
may be employed in the service of the student to create a stimulating
educational environmént. In the school he foresees, the existentialist
ﬁdeals of freedom, individualism and activism are still retained
within a highly technological environment.

In the next chapter we shall examine free schools as
they'présently exist and some of the reasons why they have not

achieved a significant wide measure of public acceplance.



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 school at
SJmmerhill.

In recent years, there have been numerous private
free schools established throughouf the United States and
Canada based in varying degreés on the Summerhill model.

In nearly every city in North America there is at least one
so-called free school in existence. In most major metro-
politan areas a number of such schools can be found.l The
schools are usually privately funded and enrollment norm-
ally consists of less than a hundred students (in many cases
as low as 10 or even less).

The student enrollment, facuity and physical condi-
tions under which these schools operate varies considerably;
however, most of them operate on the theory that education
should bé child centered, open structured, individualized
and unopressive.

A good example of one of the more successful of_such
free schools, employing very ordinary facilities, 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 Americajg
Boston, Houghton-Mifflen, 1972.
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Orson Bean as a Summerhill-type institution, but it has gone beyond
the Summerhill c:once;pt.2

Summerhill concentrated, for the most part, on merely

‘removing the coercive aspects of ¢ mventional 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 enjbers the building until he leaves,
he is free to go anywhere and do amrbhing he pleases, so long as he
does not harm himself or his fellow stﬁdents. The buildings entire
groﬁnd fioor is the "gym", a large rectangular space with composition‘
floor. 1In the éym, children may find varioﬁs 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 gyrrﬁs far end is a low platform and old costumes. Through-
out the day childrén come and go freely and the mood of the gym
constantly changes.

The staff of the school has found that children do nc:;t. spend
all their time in the gym, although they are free to do so. They do
not do so . because their bodies and minds tell ﬁhem they have

had enough and bec.ause 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 read. It is a pleasant place with chairs

2. Teonard, Op.Cit., 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 him, The school has
discovered that quite often when a child runs up against a block in
some subject such as reading, he overcomes it most easily with the
help of another child rather than an ad.ult.3

. There are other rooms, other enviromments - a wood-shop, a
math foom, a kitchen, a quiet room, two balconies, a roof top play-
ground. One large room .on the third floor is set aside for the arts.
Every obtainable art material is made available to the children.
Another lérge room on the éame floor contains tables, reference books,
and charts as well as a variety of children's books. The most strikiﬁg
- characteristic of this room is the profusion of things that might be
labeled "junk" - large wood blocks of various shapes, wires, ropes,'
all sorts of surplus electronic equipment and other machiner&. Here,
children can create their own worlds, their own learning environments.

| The teacher - pupil ratio at the Fifteenth Street School is
one to twelve (sixty students and five staff), Individual teachers are
responsible for setting up stimulating educational environments within
~ the rooms for which they are responsible. Any instruction in the
various rooms such as geography, art, science etc. is carriéd out through
projects and assignments according to activity school principles.h

3. Tbid., p. 178
L. Ibid., p. 182,
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It is not difficult to see how this type of school could
satisfy both the requirements of self-activity and individualism in
the education of its students.

Al though the Fifteenth Street School has operated success-
fully for a number of years, unfortunately most such free schools have
not fared as well,

In Free Schools,5 Jonathon Kozol, a former teacher in the
Boston School System and the author of the previously mentioped

book, Death at an Barly Age, has offered his analysis of why free

schools so often fail. He contends that the major cause for failure s
in the free school is their unwillingness or inability to teach the
hard skills such as reading and writing.

Most free schools end on é bitter note, The participants
often claiming that harrassment by public officals caused the schools
collapse. In féct however, most such schools collapse because parents
were removing their children from the schools. 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 whites in American

cities to assist the black or Spanish speaking communities.

As Kozol states:

It is a bitter pill for many young white persons
to swallow, but in many cases the very rewards and
skills that we - who possess them - now consider rotten
and corrupt are attractive and often irresistable to
poor 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.Cite
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1lli-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 price 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.

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 believes that reading can be taught, As eicamples of how
readiné may be properly taught he offers the specific approaches of
well known educators such as George Dennison, Sylvia Aéhton-Warner,
James Herndon, Herbert Kohi and Brazilian scholar, Paulo Freire as

models.
y

Kozol contends that it is upwisé for young white teachers
to impose their version of the counter-culture upon poor children
and their families, It is especially dangerous if they do this while

they neglect certiain 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 wgllet, go over to Brattle
Street, go into Brooks Brothers, buy new clothes, and
walk into a brand-new job.

Sofne of us do not like to admit that we have this
sense of intellectual and financial back-up. The

6. 1Ibid., p. 72.
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parents of poor children, however, recognize this
.sort of thing quite clearly.

- 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 seems to me that the parents of poor children are
less backward and more realistic than some of their
white co-workers are prepared to recognize, Survival
skills are desperately important for the children of
the powerless and the poor 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.?

Kozol states that he cannot draw a perfect blueprint for
"passionate, angry, realistic education", He does say, however,
that it is within our reach and that some of the free séhools come
extremely close. He believes that this is the kind of goal that is
most worthy of ourvpursuit. He feels there has to be a way to find
pragmatic competence, internal peace,.and ethical passion all in the
same process. In the next chapter we shall examine in detail é
public school system which I believe offers tangible evidence of
success in achieving just such goals as Kozol desires,.as well as
fostering the exiéten@ial educatd onal ideals described here earlier,

It seems apparent that if existentialist or free school
ideals are to have any significant wide spread effect on the population
as a whole, then these ideals must be somehow incorporated into the

public school systems on a wide scale basis.

7o Ibide, p. 77.

1
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However,vin the history of education it is difficult to
find many large scale attempts within any major school association to
.dncorporate 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 Lehrer Verein

(Leipzig Teacher's Association).8

It may be of value to consider for a few moments the recomm-
endations made by this Association 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 dewelop-

ment rests upon effective training at every preceding stage. Hence,
development of the school child is a preseﬁt, not a future, consideraticn,
and a system of educati on which, 1iké career education, 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 1life, 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 advocated one undifferentiated subject:
Home-and Civilizati;n, bxroadly conceived, and taught through pupil
self-activity until the child's thirteenth year. This proposal ié
based upon the idea that until about thirteen years of age the child

camnot 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,
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instruction dissected into logical subject divisions, the child,
being uha‘ble to synthesize properly; would never see the unity under-
lying all. Up to the thirteenth year, instruction in the formal
subjects should be largely opportunistic , casual, incidental, After
the thirteenth year a single subject becomes central - a concentra-
tion subject - but the central subject is changed from time to time,
each of the traditional subjécts of the curriculum occupying central
9

place in turn.” In this regard the Associations recommendations appear

quite similar to the educational directives of Alfred North Whitehead

in his book, The Aims of qucation,lo and those expounded by Jerome

L}
Bruner in a more recent article entitled, The Rhythm of Education.ll

The Association believed that a form of instruction based
outwardly upon the developmental principle must be inwardly or psy-
chologically oz"ga.nized on the same principle. This becomes possible
by utilizing the child's inné.te drive for self-activity. Aas tﬁe child
develops. the forms of his self-activity change, but the learnings
appropriate to the child's development aj: any given stage should not
be incultated or told; rather, they should take place through the
child's own seeing, obéerv:‘zig, and experience. The goal is not motor

activity as such, but the union of physical and mental activity.

This is true activity pedagogy.

9. Ibid., p. 35.
10, Whitehead, Alfred North., The Aims of Education, New York: The
New American Library, 1965.
1l. Bruner, Jerome S. "The Rhythm of Educat:.on" The American Psychologist
11, (1962) pp. h63—h66°
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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. Bubt such expression may be on one of three levels. For
the young child it is conceptuszl, in the sense that the child has the
concept of, say, a man, bul expresses it merely in a schemstic rep-
resentation of two circles for head and torso and two pairs of lines ,for
arms and legs. At a more advanced level the expression becomes
fnaturalistic," that is, more closely following the object as found
in nature; Finally for the talented child, the expression may reach
the plane of the artistic. The unity of the entire learning process, |
" a unity which includes the organization of the subject matter, the
experiential type of acquisition of knowledge and skills, and expréssion
on the three levels of technical activity, is achieved by basing it all
on_tﬁe psychological law of child development as that law becomes
_ operative in pupil self-activity.13

In summary: The Leipziger Iehrer Verein proposed a 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 37s
130 Ibido, pu 380
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I 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 fo assume however that the results of the Nazi period and
the holocaust of World War Ii plus the subsequént doctrinaire
formalism of the Communist Regime have probably left few traces
of the Associations's educational directives in the schools of
the German Democratic Republic (East Ggrmany)°
In passing, it is 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 duty was the ‘development of the personality of
the individual. fhe individual's abilities are self-developmen-
tal, and their purpose is to increase themselves. It is the
business of education to find them when latent, stimulate them,
and give them means of self—expressién. The goal of the edu-
cator, therefore, is to give thé'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.
. Géudig, then, is an example of someone who was clearly
“an individualist and activity educator whose thought could have

important implications for existentialist education.

14. 1Ibid., p. 46.
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It seems apparent, however, that the public is not at
present pi'epared to accept significant changes in education through
_the medium of the independent sch_ool movement., Noting Kozol's
eriticisms of present free schools, perhaps their negative reaction
to these schools is justifiable.

For the present, any significant, wide spread reforms of
education along the lines of the existential ideals will have to take
place through a restructuring of the present public school system.
Fortunately, in some ai'eas, this hoped for restructuring is already
occurring: In the next chapter we shall examine a public school .
system which has already taken large steps towards a more existentialist

educ‘at:'i.on, while at the same time maintaining the academic standards

which the general public stili demands from their schools.



CHAPTER SEVEN THE ENGLISH PRIMARY SCHOOL AND INFORMAL EDUCATION

Can schools be humane and still educate well? Can they be
genuinely concerned with galety and joy and individual growbh and ful-
£illment without sacrificing concern 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 cax do all ﬁhese things if -
but only if - their structure, content, and objectives are transformed, *

Such schools do exist on a wide scale in England° 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 English primary schools,1 The
approach has a variety of labels, the "free day," the Wintegrated day,"
the "integrated curriculum" the "free school," the "open school,"
"informal eaucation," The multiplicity of labels reflects the wide range
of specific school practices and organization; there is no monolithic

system or approach.

l. GCentral Advisory Council for Education (England), Children and Their
Primary Schools, London: Her Majesty's Stationery Office, 1967
(2 vols), The report is generally referred to as the Plowden Report,
after the chairman of the Council, Lady Bridget Plowden.
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The "free déy," or "informal education," is less an approach
or method fhan a set of shared attitudes and convictions about the nature
of childhood, learning, and schooling, 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 life, As the members of the Plowden Committee state in their
report,"Children need to be themselves, to live with other children and
with grownups, to learn from their enviromment, to enjoy the present, to
get ready for the future, to create and to love, to learn to face adversity,
to behave responsibly, in a word, to be human beings."

There is, in'addition, a conviction that learning is likely to
be more effective if it grows ou£ of what interests the-learner, rather
than what interests the teacher. Hence informal schools generally. abandon
the traditional rigid timetable whieh divides the day into a succession
of short periods. In its place there are longer periods during which, at
the teacher's discretion and under his supervision, students may be
engaged individually or ip émall groups in a wider 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,” the Plowden Committee firmly déclares,
"there must be teaching as well as learning: children are not 'free! to
develop interests or séills of which they have no knowledge., They must
have guidance from their teachers." Since what children are interested

in is a function of their enviromment as well as of their native endowment,

it is the teacher's responsibility to structure that enviromment 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, teachers 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., "Happiness has got to derive from
achievement and success, not Jjust having a good time.," Concern for the
needs of each child, writes John Blackie, a former Chief Inspector of
Primary Schools, "does not mean being sentimental about bchildren ('dear
little things') or foolishly indulgient (*the child is always right!') or ‘
forcing them into premature and precocious ilnbortance , 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, rejéct 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
fidelity of the child, 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 this choice.

2, Ibid.
3. Blackie, John, Inside the Primary School, London: Her Majesty's
Stationery Office, 1967,




96.

These .views of childhood gnd pf schooling are strongly
influencing English primary educatipn. A 1964 survey made for the
Plowden Committee by the education inspgctorate indicated that roughly
one~third of English primary schools had been "substantially affected" by
the new approach, with another thirgd 'symewhat affected"; the proportions
have increased since then. Terms sych js "substantially affected" and
"somewhat affected" are ambiguous, §o bg sure, and statistics applying to
English primary education as a wholg can be misleading in view of the fact
that many school authorities maintajn sg;pérate infaent and junior schools,
the former enrolling children aged five to seven; the latter, children

aged seven to eleven, (Some distrii;;ts have mixed infant and junior
schools with a separate infant depaytment; others have single primary
schools enrolling the whole age spa@lglo) But is is safe to say that about
25 percent of English primary schools fit the model described in this
chapter, and that another third are in ¢ne or another stage of moving

N

toward it.
What is crucial, in any c@se, is not the precise number of

informal schools but the fact that jhe approach is widely used in state
schools (what we call public schools) in every part of England, staffed by
évery kind of teacher in every kind of huilding and serving every kind of
student. Informal schools exist in the wealthiest neighborhoods in London,
in the poorest Cockney slums, in rapidly changing immigrant neighborhoods,
in depressed coal mining towns in Yprkshire, in middle-class and lower-

class industrial areas in Midlands gnd jn more rural Oxfordshire. The

L. Ibid., P, 12., Rogers, Vincent R., Jeaching in the British Primary
School, New York: MacMillan, 1970, HaVo -
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buildings in which these schools are housed run the gamut from modern
new glass enclosed buildings designed specifically for informal
educ_:ation to dark and dingy three story buildings erected in the 19th
century and designed for traditional formal education. The teachers and
headmasters or headmistresses rénge from veterans of forty years of
teaching to mini-skirted women fresh out of training school’?,

The trend toward informal education in England is not a sudden -
departure from the past, It has developed gradually over the last half
century, ot of the insights and experiments of innumerable teachers,
"heads" (principals), local and national school inspectors and advisors,
and college and university professors. The revolution came about becaus;
teachers in infant classes everywhere began to act on a professional
instinet that told them a happy child actively involved in something he
wanted to do was getting more out of his educatimal opportunities than
a passive, bored child politely resisting most of the instruction dished
out to him in 30-minute parcels.

That professional instinct gained official encouragement in
193L with the publication of the "Hadow Committee" Report on Infant and

Nursery Schdolso6 The instinct was heightened again 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 day; forced into a

5. Silberman, Charles E., Crisis in the Classroom, New York: Readom
House, 1971, p. 213.

6o Report of the Consultive Committee on Infant and Nursery Schools,
Iondon: Her Majesty's Stationery Office, 193L.
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new relationship with their students, they began to see them in a
different light. ILearning clearly was something that went ocn all the
time, not just during school hours, hence the teachers were persuaded
that it is fruitless to try to segment and compartmentalize children or
learning,

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
1earn,.as well as about the nature of knowledge, the processes of instruc-

tion, and the aims of education. As we have already shown in earlier
.chapters, the intuitive responses of the English teachers have strong
theoretical support in the writings and work of Bousseau, Froebel,
‘ Montessori, ﬁewey, 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. Shé has

noted her observations and analysis of informal schools in her recent

book, The English Infant School and Informal Education, _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 praiséd by the Chancellor Schools, Harvey B, Scribner, and New
York State Commissioner of Education, Ewald B. Nyquisto7

7. Weber, Lillian, The English Infant School and Informal Education,
New York: Prentice-Hall, 1971




929.

Charles E, Silberman, the former Director of the Carnegie
Study of the Education of Educators and the author of the influential

work, Crisis in the Glassroom,8 has devoted a large part of his book to

a déscription and analysis of English Informal Sch001.34 while advdcating
the adoption of their methods in American School Systems,

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.

Silberman notes, to begin with, that the English informal
¢ lassroom 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 large and tempting display of books at child's height.

The arithmetic (or "maths," as the English call it) area most likely will
have several tables pushed together to form a large working space. On

the tables, in addition to a variety of math texts and workbooks, will

e a box containing rulers, measuring tapes and sticks, yardsticks, string,
and the like; other boxes, containing pebbles, shells, stones, rocks,
a'corns, conkers (the acorn of a chestnut tree), bottle tops, pine cones,
-and anything else that can be used for counting, along with more formal
aritlnneticél and mathematical materials, such as Cruisenaire rods, Dienes

blocks, Stern rods, and Unifisc cubes. There will be several balance

8, Silberman, Op.Cit.
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scales, too, with boxes of weights, as well as more pebbles, stones, rocks,
feathers, and anyfhing else that can be used for weighing,

Near the maths area in an infant school room, and frequently in
thé lower grades of a Jjunior school, there is likely to be a large table-
height sandbox‘and a specially constructed table, at about the same height,
for water play. The water table comes "equipped" with 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 ovemn; following a recipe for muffins or éookieé provides still
another application of simple mathematical notions, along with practice En
reading.

Nearby will be a table, or perhaps several cartons on the floor,
some with blocks, tinkertoys, and the like, some containing "junk" (so
marked), i.e. empty cereal and soap boxes, egg cartons, toilet paper and
paper towel rollers, pardboard, 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 builaings, 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 brushes. In one corner, or'perhaps
in a éonverted closet, a child-size play house, furnished with dolls,
furniture, dishes, kitghenware, and a pile of castoff adult clothing for
children to dress up in.9

There is typically, a music area with xylophones, drums, cymbals,
castanets, recorders, and other (soﬁetimes homemade) instruments, Some-

where or other, too, there is a science area, with rocks and shells,

90 Ibido, po 2230
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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 kitten. 4nd this in classrooms
which more often than not cmtain as many as forty 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
havg a seat. and desk for each child: the teacher seldom 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, 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 over into the halls, lobbies, playgrounds, and other common

' Space.

The initial impression of a visitor to an informal classrogm
is that the children are all in motion. At any one moment, some children
may be hammering and sawing at a workbench, some may be playing musical
instrments 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-
ipg in solitary absorption, oblivious to the sounds around them.

Elsewhere in the room, moreover, there are likely to be children
seated at a table or sprawled on the floor, writing a story. Other |
children are in the maths area, 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 writing it all down; others are measuring the

ingredients of a cookie recipe, getting them ready for the oven, There are



102.

children playing in the sandbox, and others at the watex;‘ tabl;a, 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-
ups. 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 arcund, to the visitors from America, 1;1 sharp contrast to
the Ux.lited States (or to formal classrooms in England), where children
and visitors usually are carefully segregated from each other..

The sound and movement are not limited to the classroom itself,
There is a continuous ebb and flow of children into and out of the room *
into the halls and corridors, the stairs, the cloakrooms, the library, the
halls, the head's office, other classrooms, the lobby or entrance hall and
out of doors, as well; into the playground, :Lf it is a city school, and
perhaps into the surrounding fields, if it is a rural school.,lO

In view of all the sound and motion, the first impression of an
'infomﬁal classroom may be one of chaos, In most schools, it is a false
impression, "You always have to assess the nature of the nolse," 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
uéually is purposeful; it does not take very long to be able to assess the
nature of the noise, and to distinguish classes where the children's play

is leading to learning from those where it is pleasant but aimless.ll,

10, 7Ibid., ¥o 22k,
11. Ibide, pe 225,
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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 fram time.to time she stops
for a minute to jot down a comment in the record book sﬁe keeps for each

child,

Silberman observed:

An infant school in London. The classroom is buzzing

with activity and conversation. As unobtrusively as

- possible, the visitor follows the teacher around, recording
her conversation as she moves from cluster to cluster and
from child to child, What initially 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," vheavy," "light," "full," "empty,"
"pifiger," "smaller," ttaller," "shorter," and the like,
With the children who are painting and sculpting, the
teacher 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, with large detergent box serving as the hull and two
empty cans 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 goes.

One becomes aware, too, of the sense of structure. For all the
freedom the children enjoy, for all the ease and informality, for all the

child-centeredness, there.is no ambivalence about authority and mo confusion

12, Ibide, po 226, T
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about roles., "Children like to know where they stand and what to expect,".
the Plowden Committee remarks. "They must depend upon adults for their
moral standards and for guidance on what behavior is tolerable in society;
an adult who withholds such guidance is in fact making a decision which
involves as heavy 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 withheld so that children can think out problems for themselves,"
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 pum'.tive} An American visjtor
is struck, for example, by the atmosphere of civility that prevails;
teachers are as polite 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 "‘bhénk you" to a student, Beczmse contrcl
is exercised easily, moreover, teachers and heads in informal schools use
their normal speaking voice when té.lking 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
dispersirig after the morning prayer session, chattering to each other as
they walk away, arm in arm. The headmistress, a gentle and maternal woman,
suddenly remembers something and calls out. "Oh children, I've forgotten
to tell you, would you please tell your MumS...." The children immediately

stop talking and walking and stand there, listening attentively. Reporting

13e Ibidn,‘po 227@ ’

—i
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the incident Professor Weber adds, "It is hard for me to imagine in a
parallel United States situation, so easily regaining the children's
attgntion in midstream."lh
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 pervasive: in almost
everf classroom visited, virtually every child appeared happy and
engaged, One simply does not see bored or restless or unhappy youngsters,
or youngsters with the glazed look so coﬁmon in American or Canadian
schools,
The Jjoy is matched by an'equally impressive self-discipline
and relaxed self-confidence., There seem not £o be any disruptive
youngsters or even restless youngsters in informal classrooms - indeed, few
of the behavior problems with which North American teachers are almost
always coping.15
Silberman 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 owm
discipline problems, It produces them by the unnatural insistence that
children sit silently and-motionless, by the unreasonable expectation that
they will all be interested in the same thing at the same moment and for
the same length of time, by the lack of trust the piethora of rules implieg
which produces the misbehavior that is expected, It is not the children
who are disruptive, it is the formal classroom that is disruptive - of

childhood itself.

1, Weber, OpoCite, po 112
15, Silberman, Op. Cit., p. 228,

—
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- Because informal schooling, as the Plowden Committee puts it,
is mideally suited to the needs and nature of young children and to their
development as human beings," maintaining discipline is no longer a
proﬁlem. The self-fulfilling propheéy works both ways: the expectation
that children will behave properly produces the expected behavior; given
courteous treatment, the children respond in kind.l'6

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, e(rery teacher leaves the classroom
at about 10:30 to go to the teacher's lounge, if there is one, or else tP
the head's office, for a fifteen-minute coffee or tea break. In some

schools, the children go out into the playground for a break of their own

at this time, with just a single teachef or teacher aide stationed there

in case a child might be injured or some other emergency arise. In other

schools, the children remein 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 spitballs, loud talking, running about the room,
and the like. In informal clagsrooms, the children simply "carry on," in
: fhe English, not the North American, sense of the term.

This self-control and autonomy are evident throughout the day.
Silverman observed a junior school in Ieicestershire County,

‘serving a working-clasé and lower-middle-class neighborhood:

16, Tbide, po 229
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A class of eight- and nine-year-olds, a happy,
buzzing 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
aware that all thirty-eight children are busily at work:
some are reading, some 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 ability of children to function on their own and largely

organize their own activities and society was noted years ago by Colin

LY
Ward in his paper entitled Adventure Playground: A Parable of Anarchy'.18

In this article Ward described a number of playgrounds in different
countries where children were provided with basic simple todls, 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 essentiél unity
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
states that everywhere he went the children were open and ffiendly ﬁithout
‘being'brasho In a fonmal school, youngsters feel compelled to ignore a

visitor, even when they know him; a few bold ones may smile shyly or

17. Ibid., p. 235,

18, Ward, Colin, Adventure Playground: A Parable of Anarchy, printed in
Leonard I. Krimerman and Lewis Perry, eds., Patterns in Anarchy,
New York: Doubleday, 1966, p. 397.
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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
recpgnition in their eyes. None will talk to the visitor, and the visitor
vwill feel constrained to keep silent, too.

In the informal English schools, by contrast, there was no room
in which 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 samething they had made, or to inquire where he
came from and how he had traveled. |

The contact is not only social; every adult in sight, as well as
every bit of "stuff," is pressed into service as part of the learning
enviromment. Without exception in informal ciassrooms s 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 tc help in some contraption he was putting together, another to
check an answer to maths,

Children feel free to use adults in this way in good measure
because their teachers and heads encourage them to do so; they, too
regard anyone in sight as a potential suurce of 1earning019
| Central to the informal Fhglish primary schools, then, is a
view of childhood as something precious _in its own right, something to be
pherished for itself and not merely as preparation for later life: there
is a qualily of caring,’a concern for children qua children, that tends
to be missing in American or Canadian schools. It is not that North -

Mmericans like children less - certainly we indulge them more - but

19, Silberman, Op. Cite, p. 236.

R
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rather that we tend to see childhood as a corridor through which
children should pass as rapidly as possible on the way to adulthood.
Hence our schools are designed not to let children be children, but

to speed them on the way to adult life.



CHAPTER EIGHT EVALUATION IN THE INFORMAL SCHOOL

How do childre.. get any work accomplished if they do nothing
but play all day? The answer lies in the realisatifan 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 realityt,
In play, children gradually develop concepts of casual relatimships, the
power to discriminate, tol 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 concentratim which can be transferred to other learning."l

It is a mistake, however, to assume children can learn through
play alone, without any assistance of "teaching" by adults. In a sense,
teachers in formal classrooms do consciousiy and deliberately what
parents do unconsciously and more or less instinctively. The teacher's
job like the parent's, is to help children make the progression from
purely random activity - messing around with blocks, paints, water, or
‘sand, or imaginative or imitative play ~ to more structured and purpose=

»

ful activity, and then to mastery through application., To do this, the

l. Ibid., p. 237,

A
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teacher must know when to intervene apd when t§ let the child alone;
which is to say, she must always be ayare and prepared - aware not only
of what each child is doing but of whpt he is capable of doing, and ready
to use whatever teaching-learning oppprbtunity presents itself, The
opportunity grows out of the child's jnterests and activity; the learning
stems from the teacher's reéponses to that acf;ivity. .'The educator's task
is to maximize the occasion. .

The teacher does not just mpximize the occaéion; he or she

makes the occasion; he or she makes the occasion possible inl the‘first
place by the kind of enviromment he cyeates and maintains. The order .
in the informal classroom grows out of the fact that the teacher creates

a highly structured enviromment, orgapized around a space rather ‘tha_n a
time framework, and then manages it sp that it changes in response to

" children's interests, activities, and needs, In their practice, then,

if not always in their rhetoric, most informal teachers and heads reject
the romantic notion that children shopld simply be turned loose to do their
oun thing. '

‘The child is part of the world, with its values, its past, and
its present. One grows as a human being only by incorporating.knowledge
gained frc;m others - teachers, parentp, grandparents, griends; relatives =
as well as that gained through one's pun explorations.

Without such knowledge, moreover, the young are c;ondemned to
.helplessness, forced t6 rediscover all knowledge :f.‘of themselves., While
nthe 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 Committee observes, there is also a

danger that if left too much to theim own devices, children may discover
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only the trivial, the inefficient, or the incorrect. Equally important,
the Committee argues, "time does not allow children to find their way by
discovery to all _that they have to learn. n?

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 him to learn. This is an
important point, for it answers the traditionalist's claim that we have ,
‘Lo "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 inefficient.,

Most informal teachers and heads reject the view that "one
pilece of learning is as good as any other." Their responsibility, as
they see it, is to create an enviromment that will stimulate children's
interest in and evoke their curiosity about all the things they should
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
should be, not so much to convey knowledge as it is to excite a deter-
mination in thé child to acquire it for himself, and to teach him how to
go about acquiring it.

The teacher's job is to develop attitudes and values as well

2, TIbide, pP. 239,
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as skill - to make music, art, poetry, beauty, experiences that children
will enjoy throughout their lives.

The way in which children learn to read and write in informal
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 enviromment that will evoke it, that will make them
want to read and write., 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 intersst in wanting to 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 communicate with each other and
the adults around them about the things that interest and engage. them.
The incfedible richness and variety of stuff in the classroom and the
grgat diversity of activities going on at once provide that encouragement.

In informal schools headmistresses play a particularljr important
role in encouraging and facilitating this free and easy conversation.
English heads are regarded, and regard themselves, as head teachers, not
administrators, and the'y seem to spend the bulk of their time in the
classrooms, watching, listening, talking to the children, helping the

teachers with a suggestion, taking a few children. aside foxr some help,

etc. It is a rare head, at least in informal schools, who does not
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seem to know every child.3

If richness and subtlety of language is dn obj.eci.:ive, then
the child's relatively limited experience must be extended and supple-
mented, The teachers do this in a variety of ways. They read to the
children with great frequency, somet:i;nes to small groups of children,
sometimes to the class as a whole, Most infant school teachers, for
example, seem to end the day, and many the morning as well, with a story.
They take the children on trips - nature walks, trips to the train statiom,
or to a historic church or castle, or to the city hall., This is a familiar
enough practice to American and Canadian primary teachers, but the English
seem to take tripé with far greatez; frequency. More important, the trips
are used as a springboard for every kind of ciassroom activity: conversation
about the trip, making a drawing, painting, or sculpture about it,
constructing something with "junk" or building something with blocks, andc ,
ultimately, when children have gained the skill, writing a story or poem

about the ‘.;r:‘n.p.h

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 say. Art, a major activity, often provides the opening
wedge. 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. If the child responds
affirmatively, she Wil]: write what he dictates in large letters under the

picture, e.g., "Me and Mum," "My house," "I had a party," and the chi".Ld

will then copy the words (his words, remember) letter by letter, directly

3. Ibid., p. 2Ll.
ho Ibido, po 2)420
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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 ability.

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 has taken or a party
he has gone to, or whatever happens to interést 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 c?!.ass.5

In informal education, formal instruction is not dispensed with
entirely. While the approach varies from school to school, and even some-
times from classroom to classroom within a given school, most teachers
and heads agree that children need some training and drill in phonics to
be able to read the unfamiliar, though they tend to postpone such teaching
longer and cio less of it than most imerican or Canadian teachers would
think desirable. The children accept such drill because, normally, it is
provided after the children have explored through their own activities.

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

with a wide variety of reading matter. In many schools there are now no

Su Ibido’ po 2h30
6. Whitehead, Alfred, The Aims of Education, Op. Cit.




116.

longer class readers, supplementary readers, group readers, text books and
library books. Now, by contrast, there are simply books - to be used as
and 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 cospetence, they are likely to be reading much
of the time., Almost every object in the room vis labeled. More important,
readin.g and writing are integrated into virtually every classroom activity.

In the informal schools the children appear to be writing .
‘constantly. TWriting is no longer a "subject" to be studied for thirty
minutes a day; it is a form of communication that pervades the entire
4 curriculuin. ‘At first, the teacher suggests that the child write. about
what he had just done, that he translate one form of communication into
another, 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,l
a castle he has built with sand or blocks, a game he has played, emotions
he has felt, an experiment he has performed. The amount of writing the
children do is staggering by American or Canadian standa.rds.,7

The emphasis on communication extends beyond reading, writing,
and talking to painting, drawing, sculpting, dancing, crafts - to all
the forms of nonverbal expression., The arts "are not 'frills' but

essentials just as much as the 3 Rs," John Blackie writes in Inside the

Primary School, "Everything that we know about human beings generally,

and children in particular, points to the importance of the arts in

7. Silberman, Op.Cit., pe 249.
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education. They are the language of a whole range of human experience
and to neglect them is to neglect ourseil.ves."8

The Plowden Commiteee was even more explicit. "Art is both a
i‘ox;m of communication and a means of expression of feeling which ought
to permeate the whole curriculuh and life of the school," the Committee
declared. "A society which neglects or despises it.is dangerously sick.
It affects, or should affect, all of everyday life to the highest forms
of individual expression. n?

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,' ete,

The most striking example of education as "the cultivation of
modes of expression" is an activity that has no counterpart in American
or Canadian schools, except perhaps in some private or drama schools,

It is something the English call "Movement.'; In its most fundamental
‘sense s 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 formal 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, after all, no right way or wrong way to move as if you
were a snowflake, or a leaf fluttering down from a free, which are the

kinds of things children may be asked to do. The purpose, as the Plowden

80 Bl.ackie, opo Cito
9. Silberman, Op.Cit., p. 252.
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Committee explains it, is "o 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,"
“the Committee continues, "the children are able to bring much more to
any situation than that which is specifically asked of them; the results
transcend the limits of what can be prescribed or 'produced,' and lead to
a greater realization of the high potential of young children."].'0

As one headmistress explained, "A child who has moved like a
snowflake or a falling leaf is bound to write more sensitiveiy. He knows
how it feels to be a snowflake of a leaf." He also knows that sensitiviiy
to feelings and awareness of beauty are neither effeminate nor effete. -
Silberman wonhders what it might mean for the quality of American iife if
this kind of schooling were widespread in the United States.. A Canadian
' observer might make the same cohjecture in terms of Canadian life.

Fbr many years critics 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 primary grades
and subject-matter in the later years. Parents worry whether their
children's future academic or vocational success may be harmed by informal
educatione' The quesfion 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 Atlantice'

John Goodlad has commented on the problem of evaluating a

"seminal innovation" in education., Goodlad warns, "the researcher simply

10, Ibide, Pe 25’40

1
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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." What the researcher must do, Goodlad argues, is

"come 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 are not designed

11
- to'measure.

More than forty years ago, John Dewey spoke on this same

point while addressing the Progressive Education Association.

Even if it be true that everything 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 exist. For a progressive school
is primarily 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 méthods of evaluation presents the ob-
vious danger of discrediting all progress in newly developed aims
of education. A fixed evaluative instrument tends to force schools
to achieve well on the evaluation rather than to strive for broader
more meaningful ends. This is, of course, similar to the argument
‘against "external" exa;inations. However, it does seem legiti-
mate to expect some evaluative testing in fhe area of such basic
skills 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 Martinp S. Dworkin, ed., Dewey on Education, New York:
Teachers College Press (Classics in Education No. 3), 1959.
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Evaluation must be made if critiecs of informal education are
to be silenced or won over to the cause of increased informality and
fregdom 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 schools,

The most striking piece of evidence in support of the informal
schools is the flact as the Plowden Committee puts it, that "despite the
dismal reports that appear from time to ﬁime in the press, the standard
of reading in the country as a whole has been going up steadily since thg
war." According to standardized reading tests administered periodically
by the Department of Education and Science, in 196l eleven~year-old
children on average were reading at a level seventeen months above that
of eleven-year-olds in 19L48. This is equivalent to a gain of almost two
years of schooling: in 196, eleven-year-olds were reading almost at the
level thirteen-year-olds had reached in 1948. Furthermore, the medianm,
6r level of competence reached by half of the qhildren tested in 1948,
was reached by three-quarters of the eleven-year-olds in the 196k testing.
Aﬁd corresponding gains were made by fifteen-year-old children.13

This conclusion was confirmed by several studies which have
compared the reading attainment of matched groups of students in formal
and infamal schools and found no significant difference between the two
ét either the infant or-the Junior school level. In summarizing one such

study, Professor K. Lovell concludes that "Overall there is no evidence

13. Children and Their Primary Schools, Vol. I, p. 212, and Vol. II
(Appendix 7), p. 260.

=~
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that these schools bring superior standards in reading," Professor

Iovell con’i'.inues, "they may well benefit their pupils in other.ways."llL
Two studies made by Dorothy Eo Mo Gardner during her years

as a member and later head of t_he 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 study, 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, concentration, listening and remembering, neatness and care in work
ingenuity, sociability, moral judgement), Since the informal education was
Just beginning to spread in 1951, when the study began, Miss Ga.rdn_er
limited her sample of informal schools to those that followed informal
methods for only part of the day - mere from a single "free hour" to
half the day "free"; she excluded schoolé which followed an entirely
nfree day" program. . |

The results cleérly favor the informal school, although it must
be confessed that Miss éafdner 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

school, for example, the informal schools showed clear superiority in six

e TIovell, K, Informal versus Formal Education and Reading Attainments in
the Junior School, London: National Foundation for Educational Research
in BEngland and Wales, 1963, cf. also Morris, Joyce M., Standards and
Progress in Reading, New York University Press and National Foundation
for Education Research in England and Wales, 1966,
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of the fourteen categories that were evaluated: spoken and written
English, drawing and painting, "listening and remembering," "neatness,
care and skill," "ingenuity," and the breadth and depth of children's
oub-of-school interests. The informal schools showed some superiority,
though of a less striking sort, in children's reading ability, 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-groups in the Gardner study some of the most
intriguing differences showed up not in the test results themselves but
in what the testers had to report about the way children ﬁent about
taking the tests. A test measuring children's ability to concentrate on
a task of their own choice, for example, showed no significant difference
in results. Bubt children in the informal schools picked a task "much
more quickly" than did youngsters in the formal schools. More of the
ninformal" children chose tasks involving working together with others,
and many would stop their own task.to help other children, e.g.,
"Kenneth stopped work to mix paint for Edward; on seeing the tester look
at him he said, "I'm not changing you know - just doing this for him."
The childreﬁ 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 general, children from informal schools were more
relaxed, showed less anxiety and more initiative, independence, and
15. Gardner, D.E.M., Experiment and Tradition in Primary Schools, London:

1966, c.f. also Gardner, DoE.Mo, Testing Results in the Infant Schools,
1942,
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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 does appear that re-

ducing the amount of authoritafian control over students does not
necessarily result in a drastic impairment of academic skills even
though these skills were ﬁeasured in the traditional manner and do
not take into consideration new ways of evaluation and new aims.

As Silberman notes:

‘It would be satisfying, of course, to be able to
point to statistical data showing clear superiority N
for :informal 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 Foundation 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 children 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.
170 Ibido, P. 264. ’



CHAPTER NINE INFORMAL EDUCATION TN NORTH AMERICA

Tﬁe question remains; could the English informal school methods
be transported to the North American context and ac}.Jieve 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
ability. 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 education can work as .

well in North fmerica as in England. This assertion is based on exper=-
ience. The informal methodé are already in use in a number of American
schools as diverse as those of New York's Harlem and the small cities,
towns, and hamlets of North Dakota; of Philadelphia, Pennsylvania, and
Tucson, Arizona; Washington, D.C. and Cambridge, Massachusetts; Paterson,
New Jersey, San Antonio, Texas, and Johnson County, North Carolina. In
some of these, eg., North Dakota, Washington and New York, the programs
nbw in operation represent conscious adaptions and modifications of the

‘Fhlglish experience; in others, they are indigenous developments. In all,
they appear to be working well.,l

Informal methods do not depend on extraordinary talent or

1, Ibid., p. 266.
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genius on the part of the teacher; teachers of every sort - ordinary,
garden-variety teachers, not only superior ones - are able to function
well in informal classrooms., As Lillian Webef suggests "perhaps it
is in our isolated and encapsulated formal classrooms that only genius
can succeed". English prima?y teachers are not a superior breed; on
the contrary, they come from much the same kinds of backgrounds as do.
Mmerican teachers. Some LO 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 ‘on’.meo2

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. A4 survey made
for the Plowden Commitiee , Jor 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 period.
This is a turnover rate of nearly 25 percent 'a year, more than double
the fmerican rate, MNot all of those who left their posts left teaching
altogether, of course; there appears to be more movement from school to
school in England than in the United States. But many did leave teaching;
tl;le annual attrition rate is roughly twice that of the United States., where

some 8 percent of classroom teachers leave the profession each year., (In

2, Floud, Jean and Scott, W., "Recruitment to Teaching in England and
Wales," in Halsey, AoHo; Floud, Jean; and Anderson, Arnold C.,
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
c@ot be attributed to extraordinary talent or experience on the part
of English ’oe.ac:hers.,3

Informal teaching, however, does make a number of demands on
teachérs that the conventimal classroom does not. It requires much more
alertness. To be able to "maximize the occasion," a teacher must always
be "at the ready" - aware not only of what each child is daing at any
moment, but of what stage of development the child is 'in. Since any—thin:g
.and everything a child may do can provide the occasion to be maximized,
teachers are always teaching; the intellectual and emotional demands seem
relentless and unending. And teachers need to be informed about many more
things; 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 teacher of 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., Iearning is something the child makes happen to and
for himself, albeit with the teacher's aid, and sometimes at her
iﬁstigationo The consequence is an atmosphere in which teachers are

therefore, more comfortable with children.

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 futile.

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 G, E. Silberman's experience, most teachers who have attemp}ed
informal methods respond affirmatively and insist they could never go back
" to formal teaching. Since they do not have to expend 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 would be a mistake, however, to assume that the informal
approach can simply be tramnsplanted to the North American context
exactly as it functions in Britain. Educational systems always are, ahd
by naturé 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 informdl school methods to consider the relevant cultural
and institutional differences between England and the United States or
Canada.

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 Nor#h Dakota where elementary
schools are gradually being remodeled &long informal lines. The
driving force of this movement is provided by the University of North
Dakota's newly creéted New School for Behavioral 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 elementary schooling. Drastic changes were in order if
the elementary school situatim 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 constrainits under which its schools
operate.

As a result, North Dakota adopted a far-reaching program to
convert formal elementary classrooms into informal ones, in which in-
dividualized learning replaces most large group instruction, the teacher's
role changiﬁg from wchalk and talk' teaching to that of "observing,
stimulating, and assisting children in their learning." 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 Classrooms." The New Republic, August 19, 1967; "How Children
Learn." The New Republic, September 2, 1967; "Teaching Children to
Think," THE NEW REPUBLIC, September 9, 1967.
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1968. The University already had a conventional school of education;
it was felt, however, that the kinds of sweeping changes that were
envisaged could be more readily accomplished by creating a new instit-
utioh to prepare teachers for informal teaching. The school was designed
to become a model of the kind of educational environment it was prométing;
It was felt that in order to become informal teachers, students themselves
should experience informal and individualized instruction.5

The New School enrolls regﬁlar 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 bachelor's degree. While they are at the university, the teacher's
places are taken by the New School's master's degree candidates,'who
spend September to June of the master's yeaf 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 well as on the
part of their supervisors and school boards. In 1968-69, the first
year of operation, fourteen school districts participated. The number'
mofe than doubled at the begimning of the 1969-T70 school year, and the
inclusion of Grand Forks meant that the state's three largest cities -
Fargo, Grand Forks and Minot - are all participating. The program appears
to'be remarkably successful and consequently is winning support throughout
the state. 4As far as the children are concerned it is too soon to heasure

how informal education has effected their ability in the basic academic

5. Silberman, Op.Cit., p. 288.
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requirements such as reading, writing and mathematics. What is obvious,
however, is that the childyen seem visibly heppy and engaged. They
express as much enthu;iasm for the new approach as the tea.che:r‘s.6

From a Canadian ;?oint of view, one could not hope for a much
closer vantage point from which to view informal methods in action.

Surely the apparent success of the North Dakota exp:ariment could be
emulated in Canadian schools. The cultural differences between Canada or
parts of Canada, at least, and North Dakota are certainly so minute in this
context as to be almost negligable. If the desire for major changes in the
educational system is a fagt, then certainly the North Dakota experiment®
could be a viable alternative in Canada.

Earlier, in the first chapter,' we noted how modern society
appears to be losing its center of values. The old beliefs, values and
traditions which butiresseq 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 oyght to live. He lives increasingly in what has
been referred to as "an existential vacuum",

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 e¢xistence? In order to establish such a
society, we concluded that it would be necessary to establish what might
be called an "elci.stenti;list education",

The Gardner study in England described earlier indicated thét

children from informal schools were more relaxed, showed less anxiety

6o Ibidog Pe 2899
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and more initiative, independence and self-confidence. Surely these are
the exact qualities which must be nurtured in an existentialist education
designed to dévelop individuals who will have to cope with life in an
¥existential vacuum", 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 existentialist education
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 adoles;:ent or secondayry
school years, certainly should not be ignored in an existentialist
education, but the main concern of existentialist educators should be the
pre-adolescent, elementary school years. The remaking of the secondary
schools could, perhaps, be more gradually phased in as informal elementar&‘
schools become more widely established;

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 Failing of most such
free scho;Jls in the area of teaching the basic academic fundamentals
such as reading and writing. It appears, also, that the genersl public
is not prepared to accept such a radical change and movement towards
freedom and liberalism as 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 nol be neglected in the process.

The English informal schools have shown that this ideal can be achieved.



132.

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 n.ecessary, it would appear that the basic structure of the informal
school is flexible endugh to adapt to changes in this direction as the

informal approach is perfected.

—r



CHAPTER TEN: HUMANISTIC PSYCHOLOGY

The two comprehensive theories of human nature most in-
fluencing psy;hology until recently have been the Freudian and the
experimental - positivistic - behavioristic. All other theories were
‘1gss comprehensive and their adherents formed many splinter groups.
In the last few years, however, these varioué groups have rapidly
been coalescing into a third, increasingly cdmprehensiﬁe theory of
~human nature, into what has been called a Third Force or Humanistic
Psychology.

This group includes the Adlereans, Rankians, and Jungians,
as well as all the Neo-Freudians and the Post-Freudians or psychd-
analytic ego - psychblogisté. The influence of Kurt Goldstein and
his organismic - psychology has been a factor, as has ﬁhat of the
Gestalt and Lewinian psychologists and of such personélity psycholo-
gists as Gordon Allpoft and others. Self psychologists, phenomeno-
logical psychologists, growth psychologists and the Rogerian psy-
chologists have also been major contributors to the growth of this
new movement.

The literature of this new movement is large and rapidly
growing. More important,.this new force in psycholog& is beginning
to be used more and mofe, particularly in the fields of education,
industry, religion and management.

Perhaps the best known and most influential advocate of this
new Third Force or Humanistic Psychology has been the Americ#n pPSy-

chotherapist, Abraham Maslow.
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Maslow believes this humanist trend in psychology is a
revolution in the sense in which Galileo, Darwin, Freud and Marx
made.revolutioné; in that it has brought 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 area of research which will prove fruitful in providing rich
meaning to the lives of men in the future.

As Maslow'states:

This psychology is not purely descriptive .
or academic: it suggests action and implies con-
sequences. It helps to generate a way of life,
not only for the person himself within his own
private psyche, but also for the same person as a
social ‘being, 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 well offer
a tangible, usable, effective satisfaction of the
frustrated 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
transpersonal, 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 ourselves to in a new, naturalistic, em-
pirical, non-churchly sense, perhaps as Thoreau
and Whitman, William James and John Dewey did.
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I 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

.In these next chapters we shéll examine brigfly the main
tenets of this new Humanistic psychology, particularly as revealed in
the work of Abraham Maslow.' No‘attempt will be méde to make a compre-
hensive analysis of all the implications of this new movement, but
rathe£ an attempt will be made to examine the implications which this

view of man may have for education and more particularly for informal

'educatidn and the existentialist educational ideals described here

earlier.

Siﬁce we have been concerned; heretofore, mainly witﬁ the
implications which existentialiém may have for education, perhaps, it
would be appropriate to begin with a brief explanation‘of what Masloﬁ
believes péychology can learn from the existentialists.

‘Maslow contends that European existentialist philosophers
and American psyéhologists have, independently been coming to theAgame
cogclusibns and have all been responding to something real outside
tﬁemseives. As was pointed out in the first chabter, he believés this
sometﬁing real to be the total collapse of all 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 some of

the religious existentialists support this conclusion to some extent.

1Maslow, Abraham, Toward a Psychology of Being, New York: Van Nostrand
Reinhold, 1968. P. 1V
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It is extremely important for psychologists
that the existentialists may supply psychology
with the 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 picked 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 would like to be, and what he could be).
This is not so far off from the identity problem as
it might sound at first. A person is both actuality

‘and potentiality. 2 .

Maslow believes that a serious cdncern with this discrepancy
could revolutionize psychology. To Maslow most philosophies and re-
ligions, Eastern as .well és Wéstern, have dichotoﬁized thé nature of
man into a loweér and a higher, creafufeliness and a god-likeness.
The existentialists, however, teaéh that both are simultanéously de-
fining characteristics of human natufe. Neither can be repudiated;
they can only be integrated. |

From the existeﬁtialists we have also learned the importance
of stressing the conceptvof the "self-making of the self"., Sartre
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 make himself into anything he decided to be. This
does not necessarily mean that an individual's choices are totally
unfounded or whimsical, 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. 1Ibid., P. 10.
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self to be guided by standards formulated by some other person or
institution.

Maslow does not accept the approach of some existentialist
therapists who pay insufficient attention to the conditions that may
affect an individual's choices. Nor does he égree with the Freudians,
Rogerians and other personal growth psychologists who stress the dis-
covering of the self and of uncovering therapy, wﬂile often under-
st;essing the factors of will and of decision. In this clash of
views, Maslow tends to take the middle ground, ﬂelieving that we dis-
cover and uncover ourselves and also thgt we can, to a significanf

extent, decide on what we shall be. 3

He also believes the existentialist philosophers' emphasis
on the "aloneness of man" can be of value to the psychologist.

The existentialist stress on the ultimate alone-
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 alone-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_reali;y. He be-
lieves that existentialism is part of the current return to raw éxper—
ieﬁce as prior to any concepts or abstractions. This amounts to a jus-

tified critique of the whole way of thinking of the westernm world in the

3. 1Ibid., P. 13.
4, 1Ibid., P. 14.
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twentieth centﬁr&,bincluding orthodox, positivistic science and
philosophy, both of which, he fgels,‘badly need reexamination.

However, the most powerful stimulus which has affected
Maslow in existentialist thinking has been the problem of future time
in psychology. He does however acknowledge the influence of the writ-
ing of Charlotte Buhler, Gordon'Allport, and Kurt Goldstein as having
sensitized him to the necessity of grappling with and systematizing the
dynamic role of the future in the presently existing personality.

Growth and becoming and possibility neces- .
-sarily point toward the future; so do the concepts
of potentiality and hoping, and of wishing and
imagining; reduction to the concrete is a loss of
future; threat and apprehension point to the future
(no future - no neurosis); self-actualization is
meaningless without reference to a currently active
future; life can be a gestalt in time.

I think it fair to say that no theory of psy-
chology will ever be complete which does not cen=-
trally incorporate the concept that man has his
future within him, dynamically active at this pres-
ent moment. In this sense the future can be treated
as a - historical in Kurt Lewin's sense. Also we
must realize that only the future is in principle un=-
known and unknowable, which means that all habits,
defenses and coping mechanisms are doubtful and am-
biguous since they are based on past experience.

Only the flexibly creative person can really manage
the future, only one who can face novelty with con-
fidence and without fear. I am convinced that much
of what we now call psychology is the study of tricks
we use to avoid the anxiety of absolute novelty by
making believe the future will be like the past. 5

Maslow believesit is possible that existentialism will not
only enrich psychology but that it may also be an additional push to-

ward the establishment of another branch of psychology, the psychology

of the fully evolved and authentic self and its way of being.

5. 1Ibid., P. ]5.
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Certainly it seems more and more clear that
what we call "normal" in psychology is really a
psychopathology of the average, so undramatic and
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.

L Y
Maslow is highly critical of Freud's concentration on the

study of neurotic and psychotic individﬁals, and of the assumption that
ail higher forms of behaviour were acquired and not natural to the hu-
man species.

It is Maslow's contention that one cannot understand mental
illness until one understands mental health. He believed that Freud
and others before him éuch 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, peace of mind, satisfaction, fun, play, well being,
elation, and ecstasy have been ignored by scientists, as have such po-

fic

i
Fe

sitive qualities as kindness, generosity and friendship. Scient
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 perforce more and more modest,

60 Ibidos PI 160
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. more and more 'realistic', more and more scaled
down, one expects less and less from people...
it becomes more and more clear that the study of
the crippled, stunted, immature, and unhealthy

. specimens can yield only a cripple psychology 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 Maslow's theory.
He has studied a number of persons whom he characterizes as "self-ac-
tualized®™. By this he means a person who is fully using and exploiting
his talent, capacities, potegntialities, etc. Such people seem to be
fulfilling themselves and doing the best that they are capable of doing.

1
The negative criterion was an absence of tendencies toward psycholo-
gical problems, neurosis or psychosis. It is Maslow's contention that
such persons are generally acknowledged as the best possible speci-
mens of the human species, and rightfully so.

Both Freudians and Behaviourists, in emphasizing man's con-
tinuity with the animal world, tend to ignoreor reject the very charac-
teristics which make the human species uniquely different from all
other animals. If various animal species have instincts unique to
their species, why is it not reasonable, Maslow asked, to assume that
the human species also has unique characteristics.

The use of animals 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 production of poetry of philosophy or music

or science. Animal psychology is necessary for learning

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

animals, or in which he is vastly superior, such as la-
.~ tent learning. 8

7. Maslow, Abrzham, Eupsychian Management, Illinois: Irwin-Dorsey,]965.

8. Maslow, Abraham, Motivation and Personality, New York; Vamn 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 t; be ignored. Freud was so preoccupied with the unconscious de-
terminants of human behaviour that he paid little or no attention to
his patient's attempts to explain their reasons for behaving as they
did: that is to say, he tended fo 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 sﬁbjective as well
as the objective. 1In fact, in his experience, he found the éubjective
approach was frequently more productive and when it was.ignored much
of human behaviour became meaningless.l To Maslow, human beings seen
to be far more éutonomous and self-governed than modern psychological

theory allows for.

In his book, The Psychology of Science, Maslow expands and

elaborates his'original criticisms of physical science as a model for
behavioural science. "This book", he said, "rejects the traditional
but unexamined conviction that orthodox science is the path to know-
ledge or even that it is the only reliable path., I consider this con-

ventional view to be philosophically, historically, psychologically,

and sociologically naive." 2

So far we have seen that Maslow proposed to introduce into

psychology and psychiatry the study of mental health, rather than

/ .
o e

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 humanity which he termed the_"growing

up". He contends that a comprehensivetheory of behaviour must in-

- clude the internal or intrinsip determinants of behaviour as well as extrinsic ™

or external environmental determinants. Freud had concentrgted on the first, the
Behaviourists on the second. pPoth points of view needed to be combined

along with anincorporationof the egistentiélist emphasis on the importance of free
choice, An objective study of humanbehaviour is nbt enough; for complete

understanding the subjective mpst Le considered as well. We must consider

" people's feelings, desires, hopes gnd aspirations in order to understand

their behaviour. -
We shall now examing in some_detail the more salient features
of Maslow's ﬁsychology, beginning with his hierarchy of basic human needs.
"The human being is motivatedby a number of basic needs which are
species wide, apparently unchapging, and genetic or instinctual in origin".
This is a fun&aﬁental concept pf Maslow's theoretical point of view..
The needs are also psychological rather than purely physiological. Thesé -
psychological needs are the true inner nature of the human species, but
they are weak, easily'distorte@ and overcome by incorrect learning, habit
or traditioﬁ. "They are", states Maslow, "intrinsic aspects of human nature which

culture cannot kill, but only repress.-"lo

This obviously challenges the ancient and persistent belief held by many,

that instincts are strong, unchangeable and evil. Maslow suggests the contrary:

- The needs are easily ignored or sugpressed and are "not evil but either neutral or

good. "1

10. - Maslow, Abraham, "Iso Morphic Interrelationships Between Knower "and Known."

Sign, Image, Symbol, New York, George Braziller Inc.,1965.
11, Maslow, Motivation and personality, Op. Cit., P, 112,
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Maslow contends that a characteristic may be considered a
basic need if it meets the following conditions:

1. 1Its absence breeds illness.
2. 1Its presence prevents illness.
3. 1Its restoration cures illness.
4, Under certain, very complex, free choice
situations, it is preferred by the deprived
person over other satisfaction.
5., It is found to be inactive, at a low ebdb, or
. functionally absent in the healthy person. 12
The most basic, the most powerful; the most obvious of all
man's needs are his needs for physical survival: "his needs for food,
liquid, shelter, sex, sleep, and oxygen. . A person who is lacking
food, self esteem,and love, will demand food first, and until this

need is satisfied, will ignore or push all other needs into the
Background.’

LY

Maslow acknowledged that the Behaviourists are correct in
identifying physiological needs as Waving powerful influences on man's
behaviour, but only as long as they are unfulfilled. However, for
many individuals in civilized society these lower needs are usually
well satisfied. Once these basic needs have been satisfied then
Maslow states, "At once other (and higher) needs emerge, and these
rather than physiological hungers dominate the.organism. 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
are organized into a hierarchy of relative prepotency."13 Maslow
contends that through his life the human being is practically
always desiring something, he is a wanting animal and "rarely reaches
a state 6f complete satisfaction except for a shorttime. As one
"desire is satisfied, another pops up to take its place.“14

Oneé tne pnys;oiégical needs are éutficiently satisfied,
what Maslow describes as safety needs emerge. Since the.safety
needs are generally sati;fied in the healthy, normal adult, they can
?e best understood by observing children or neurotic adults. Child

izMaslow, Toward a Psychology of Being, Op. Cit., P. 22.

13. Maslow, Motivation and Personality,; Op. Cit., P. 123,
14. 1Ibid., P. 127.

e
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psychologists and educators have found that children need a pre-~
dictable world, a child prefers consistency, fairness, 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 de#elop-
ment of well 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 deeply 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
maladjustment.

Maslow found thatpeople also have two categories of esteem
needs - self .respect and esteem from other people. Self-esteem
includes such needs as desire for confidence, competence, mastery,

daa

15, 1Ibid., P. 134.
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adequacy, achievement, independence and freedom. Respect from
others includes such concepts as prestige, recognition, 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 re-
sult in discouragement and possible neurotic behavior.

The identification of the psychological need for growth,
development, and utilization of potential - what Masloﬁ calls self-
actualization - is an important aspect of his theory of human moti-

N
vation. Maslow has described this need as the "desire to become
more and more what one is, and to become everything that one is

16

capable of becoming". Maslow finds that the need for self-actua-

lization generally emerges after a reasonable satisfaction of the
love and esteem needs.

Maslow believes that a characteristic of mental health is
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 to_speék, freedom to do what one wishes as long-as

no harm is done to others, freedom of inquiry, freedom to defend

“oneself, justice, honesty, fairness and order. Threats to these

16. 1Ibid., P. 144,
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preconditionsnevoke a reaction from the individual similar to that
evoked by threats to the basic needs themselves. In Maslow's words,
"These conditions are not ends in themselves, but they are almost

so since they are so closely related to the basic needs, which are
‘apparently the only end in themselves. These conditions,are de-
fended because without them the basic satisfactions are quite im-

possible, or at least, severely endangered."17

A factor of importance to parents and educators is Maslow's
contention that people who have been fortunate enough to bg born .in
circumstances enabling them to satisfy their basic needs develop quch.
strong unified chéracters that they can then withstand the loss or fru-
stration of these needs for considerable lengths of time. Gratifica-
tion of these needs very early in life, especially the first two
years is very important, as Maslow states "People who have been made
secure and strong in the early years tend to remain secure and strong
thereafter in‘the face of whatever thre'atens."l8

Maslow also cautions againstAviewing the hierarchy of needs
too precisely. Oné must not assume that the need for security does
not emerge ﬁntil the negd for food is entirely satisfied, or that the
need for love does not emerge until the need for safety is fully sat-

- isfied. Most people in our society have partially satisfied most of
their basic needs, but still have some umnsatisfied basic needs re-

maining. It is the unsatisfied needs which have the greatest influence

on behavior.—-Once a -need has been gratified it has little effect on

e
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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 than conscious ... al-

though fhey may, with suitable techniques and witk 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

capacities, and the external environment.

20

In his later studies Maslow discovered a whole new list of

needs in a still higher category, which he described as growth needs

L

(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

"The

foundation, and without which the higher nature "collapsed".

major emphasis in humanistic psychology", he stated, "rests on

the assumﬁtions regarding 'higher needs'. They are seen as biolo-

gically based; part of the human essencg..21 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
lege

dead.

study with his personal acquaintances, friends and selected col-~

students. He then ‘moved to a study of public figures living and

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-
tial cases, and potential or podssible cases. Included in the first
category were individuals such as Abraham Lincoln, Albert Einstein,
‘Eleanor Roosevelt, William James, Spinoza, Albert Schweitzer, and
Aldous Huxley. The partial cases category include& five contempor-
aries who fall short but can still be used for study. In the po-
tential or possible cases were‘included twenty younger people who
seemed to be déveloping in the direction of self-actualization and
also such people as George Washington Carver, Goethe, P;blo Casals,
Martin Buber, John Keats, Adlai SteVéhson, Sholom Aleichem, Ralp@
Waldo Emerson, Pierre Renoir, Henry Wadsworth Longfellow, Thomas
More, Benjamin Franklim, Walt Whitman, and others. The stﬁdy~of these
individuals, their habits, their characteristics, theif personalities,
and their abilities, led Maslow to his defiqition of mental helath s/
and his theorf of human motivation. He believed this method opens
a wvhole new area to behavioral science.

"It now becomes feasible", said Maslow, "through the study
of self-fulfilling individuals to have our eyes open to all sorts of
basic insights, old to the philosophers, but new to us."” 23

| The actualization process means the development or discovery
of the true self and the development of existing or latent potential.
Not all highly productive, successful talented people meet the des~
cription of psychologicél health, maturity or self actualization. How-

ever, from the study of exceptional people a number of characteris~-

tics began to crystallize regarding the aspects of mental.health.

22, Maslow, Toward a Psychology 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 it to be. They are
usually less emotional and more objective about their observations.
Self-actualizing people do not allow their hopes and wishes to dis-
tort their observations. They are above average in their ability to
judge people correctly and to see through the artificial or the fake.

Because of their superior perception, the self actualizing
are usually more decisive and have a clearer notion of what is right
and wrong. They are usually more accurate in their prediction of
future events. ' . :

Yet Mgslow found these people';o have a kind of humility,
the ability to listgn to others, to admit that they do - not knéw every-
"thing, and that other people can teach them something. Thié concept
can also be described as a child-like simplicity and lack of arrogance.

The self-actualized person's perception is less distorted by
desires, anxieties, fears, hopes, false optimism or pessimism. With-
out exception, Maslow found them to be dedicated to some work, task,
duty, or vocation which they considered important. For them, working
was exciting and pleasurable. It seems that commitment fo an impor-
tant job is a major requirement for growth,-seif aétualization and
happiness. Although tﬁis does involve hard work, discipline, training,
and often postponmenf of pleasure.

Maslow also found rveativity to be a universal characteris-
tic of all the self-actualizing people he studied. Creativeness was
almosﬁ synonomous with health; self actualization, and full humanness.

Characterisitcs associated with this creativity were flexibility,



150.

spontaneity, courage, willingness to make mistakes,'openness, and
humility.

Another characterisitc of the self-actualized person is the
low degree of self-conflict. He is not at war with himself; his
‘personality is integrated. This means that he has more .energy for
productive purposes.

Truth, goodness aﬁd be#uty are in.the average
" person in our culture only fairly well 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

all 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 bad, and has little trouble operating on his per-
ception of right behavior. Contrary to the assumption of many scien-
tists anﬁ 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'healfhy way, a way which is beneficial to him and to society as
well. 24

Self-actualizers have what Maslow.calls "psychological free-
don". 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
,‘Anatq?al\ggegs_than by the society or the environment. They are less

23, 1Ibid., P. 34.
24. Maslow, Eupsychian Management, Op. Cit.
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anxious for honours, prestige and rewards.

Only one of the subjects studied by Maslow was reiigious in
the orthodox sense of the word. Yet all of them, with the exeption
.of one who was an acknowledged atheiét, had a belief in a meaningful
universe and.a life which could be called spirituai. Méslow, in fact,
found the characteristics of seif-actualized people to be similar in
many respects to the values and ideals taught by the great religioms.

The transcendence of self, the fuéion‘ 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
potentialities and capacities".26 The healthy individual in other
words is motivated -primarily by a desire for self-actualization.

The self-actualizing ﬁeople of the type Maslow studied are
a tiny percentage of the total population, a fraction of one percent.
They are very different from the average pérson and few really under-
stand them. Yet these superior people have a deep feeling of kinship
with the whole human race. 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 uﬁconscious
(id) is only bad, evil, psychotic, or dangerous. In self-actualizing
people, the subconscious is creative; loving positive, and healthy.

Thig is a list of the Being-Values as Masiow féund them:

"l1. Wholeness (unity; 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");

. 3. completion (ending; finality; justice;
"it's finished"; fulfillment; finis and telos; .
destiny; fate);

4. Jjustice (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; richness; wholeness; perfection; completion;
uniqueness; honesty); ’

. 9. goodness (rightness; desirability; ought-
ness; justice; benevolence; honesty);

10. uniqueness (idosyncrasy; individuality;
noncomparability; novelty);

11. effortlessness (ease; lack of strain,
striving or difficulty; grace; perfect, beautiful
functioning);

12. playfulness (fun; joy; amusement; gaiety;
humour; exuberance; effortlessness);

13. truth, homnesty; reality (nakedness; simpli-
city; richness, oughtness; beauty; pure, clean and
unadulterated; completeness; essentially):

14, self-gufficiency (autonomy; independence;
not-needing~other~than-itself-in-order-to-be-itself;
self-determining; environment-transcendence; separa-
teness; living by its own laws)". 27

27. Maslow, Toward a Psychology of Being, Op. Cit., P. 83.

—i
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His study led Maslow to his concept of the basic psychology

of man and his theory of human motivation.

In summary the basic tentative conclusions Maslow arrives

at are:

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 what it 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,
éruelty, 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
ratheér 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 i
denied or suppressed, he gets sick sometimes in ob-
vious ways, sometimes 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 attitudes 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-
culated 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. It 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.
The person 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 them. 28

Maslow believes that if these assumptions are proven true,
they promise a scientific ethics, a natural value system, a court, of
ultimate appeal for the determination of good and bad, of right and
wrong It is his belief that the more Wé learn about mgn's natural
tendencies, the easier it will be to learn how to be good, how to be
happ&, how to be productive, how to love, how to fulfill our highest
potentialities;

Maslow's theory of human motivation can be applied to almost
every aspect of individual and social life. He contends that most
drives and deéires in the individual are interrelated. Mbsc previous
studies have assumed that needs can be isolated and studied indivi-
dually, in terms of means. and ends. A full understandingvof 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
-experiﬁents. Those of'W. Goldfarb, for example, demonstrate that in-

stitutionalized children show péthological symptoms when they are not

28. Maslow, Toward a Psychology of Being, Op. Cit., P. 3
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loved in spite of ﬁhe fact that all the other physiological needs

are well satisfied. 29

Ashley Montague, the renowned antﬂropologist, has pointed
out, "There is now good evidence which leads us to believe that not
6n1y does a baby want to be loved, but aléo that it wants to love,
that all its drives are oriented in the direction of receiving apd
giving love,.and that if it doesn't receive love it is unable to giQe
30

it - as a child or as an adult.

This view is also supported in a recent article in the Tor-

onto 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.

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 I. 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 the 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
dwvarfism. "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 turm protein

-~

29. 'Maslow, Motivation and Personality, Op. Cit., P. 194.

30. Montague, Ashley, The Humanization of Man, Cleveland,
The Worid Publishing Co., 1962.
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into sugar. In dwarfed children there is insuf-
ficient ACTH. 31

Anthropology, formerly dominated by Béhavioristic tﬁeory,
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 thisvis regardless of race or culture. . "With anthropology",
he says, "the first rumbles of dissatisfaction with cultural rela-
tivism came from field workers who felt £hat it implied more pro-
dound and irreconcilable differences befween people than actually
existed." AThe study‘of self actualized people proves again and )
again that such people regafdless of their eultures value the same
things.

The tendendy.of the human Qpecies to seek growth and self
actualization has been observed and reported "by thinkers as.diverse
as Aristotle and Bergson, and by many other philosophers. Among
psychiatrists, psycho-analysts, and psychologists it has been found
necessary by Goldstein, Rand, Jung, Horney, Fromm, May and Rogers:f.32

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 othe; charac-
teristics found in self-actualized peoplé. 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 Globe and Mail, July 15, 1972. .
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 learn from the growth theory and self-actuali-
zation theory that the future also now exists in the person in the
form of ideals, hopes, duties,‘tasks, plans, goals, unrealized

potentials, mission, fate and destiny." 33

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, creativity, wis-

dom and character. Growth is the progressive satisfaction of higher

and higher levels of péychological needs. In Maslow's words, 'Man
demonstrates in his own nature, a pressure toward fuller and fuller
being, more and more perfect actualizétioﬂ of his humanness in ex-
actly the same naturalistic scientific sense that an acorn may be
said to be 'pressing toward' being an oak t;ee".l

Evidence for this conclusion was the discovery that
psychological growth led to psychological health, while people who
failed to grow Quffered 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 conétantly 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-actualization, because the tension-reduction theories do

not adequately explain human behaviour. Or as Maslow stated, "If the

1Maslow9 Toward a Psychology of Being, Op. Cit. P. 211,




- 159.

motivétipnal life consists essentially of a defensive removal of

irritating tensions, and if the only end product of tension-reduc-

‘tion is a state of passive waiting for more 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? What 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 well as many psychiatrists and psychologists.

In Maslow's words, "All the evidence that we have (mostly
clinical evidence, but al?eady some other kinds of research evidence)
indicates that it is reasonable to assume in practically every human
being, certainly'in almost every newborn baby, that there is an
active will toward hgalth, an impulse toward grgwth, or toward tﬁe
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'df reasons why so many fail to grow.

1. As mentioned, man's instincts towards growth are weak
rather than strong, and thus teﬁdencies 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 all animalistic and bad. Freud

2Ibid., P. 201.

Maslow, Abraham, "Neurosis as a Failure of Personal Growth," Humanitas, 1967.

R
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and many Christian theorists have stressed the negative aspects of
human instincts, and as a result, we have a culture emphasiéing con~
trols and negative motivation rather than positive motivation.

3. There is the strong negative influence of the lower 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 nmust 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 from
growth",4 Chilaren in a secure, warm, frieﬁdly aﬁmosphere are more
apt to grow and learn the growth process. Children in ipsecure surroun-
~ dings seek safety. Even a healthy child, when placed in strange sur-
foundings, will bécome 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, gentleness, and tenderness ar; frequently discouraged
because of this cultural tendency to consider such characteristics un-
manly.

5. It has already been noted that self-actualizating people

are more flexible than the average, more open to new ideas and new ex-

periences. Conversely, it follows that habits are obstacles to growth.

‘AMaslow, Eupsychian Management, Op. Cit., P. 78.

[
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Most people exhibit strong tendencies to continue to do as they have in
the past. This is not always bad, there are many types of habits which
release the mind for other activities. At the same time other habits
formed, sometimes early in life and never re-examined, limit the indi~-
vidual's development.
However, useful habits may be constant aspects
of the world, they are positively a hindrance and
impediment when the organism has to deal with the
. changing, fluctuating aspects of the world with pro-

blems which are unique, novel, never before met with..

Preference for the familiar becomes a life and death

necessity in abnormal cases. The healthy taste for

the novel and unknown is missing or at a minimum

in the average neurotic. 5 o

The consideration of the failure to grow has hinted at the
methods for growth. TFor the healthy child in the healthy environment,
growth seems to be encouraged by giving the child freedom to explore and
freedom to learn through trial and error. The same applies for the adult.
Overprotection and coddling can easily become growthQinhibiting; people
need to learn to make their own choices; when the choices are contantly
made by others;, growth will certainly be inhibited.

To Maslow self-knowledge and self-understanding are the most
important roads toward self—actualization - a process which can be aided
or thwarted by parents, teachers, and the cultural environment. Profes-
sional therapists who understand the growth process can be tremendously
helpful. When a person understands himself he will understand his basic

needs and his true motivation and learn to behave in a manmer which will

satisfy these needs. Self-understanding will also enable one to under-

Maslow, Motivation and Personality, 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- impbsed, 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 philoscphers, 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 hierarchy of
human capacities with reason at the peak. Maslow contends that, for
the healthy person, subjective feeling must be given gfeater 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. Neariy all schéols of fhought now
tend to agree on this point. |

All major fields of psychology now recognize the importance
of the early years in character formation. Also, 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 love and respect, they can make a lot of mistakes and still be
successful. Theqtype of child-rearing he recommends is perhaps best

described as freedom within limits. He recognizes the danger of com-
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plete permissiveness or parental indulgence, and, at the same time,
recognized the damaging effect of the dictatorial, aﬁthoritarian par-
.ent who squelches, controls, or o&erprotects the child until he is
unable to develop a personaiity of his own. As Maslow points out

there is increasing evidence that even young children when healthy,

have a certain "internal wisdom" which enables them to make good

dietary choices, to know when they are ready to be weaned, to know
how much sleep they neéd, to know when they are ready for toilet-
training and so forth. What we are learning, he says, is to "give
the child a choice; we let him decide. We have learned to let the
child tell us when he needs love, or protection, or respect or con-
trol by setting up a permissi@e, acéepting, satisfying atmosphere."6
Maslow explains that this does’not mean permissiveness
under all conditions and with all children. It works with healthy
children; it may not work with those who have already developed
character problems. Freudian theory éaw every child as resisting
change and growth and thus requifing continual pushing out of his com~
fortable state into a ﬁew 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 éaining new skills, capacities and powers."7
The child needé freedom to grow, to learn, to discover him-

self, to develop skills; but he also needs the security of rules and

6Maslow, 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 learn, to control, to denounce, to tolerate

-frustration, and to become self-disciplined. The child needs to learn

the proper way to gratify his basic needs; he must understand that
other human beings must be allowed to satisf& their ﬁeeds. The proper
educational process should be'concerned with the growth and develop-
ment of the child, not just restraining and subduing him for the con-
venience of adults. Maslow says we must learn more about how to teagh
childrén 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, can be hostile,ldestructive 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, threatemed, frustrated in satisfaction of their basic needs, the
negative aspects will predominate. If they are loved 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 is lacking, it is an indication of pathology.
"There seems to be a’ general agreement (among all trained observers
as well as among all parents) that the child shows inquisitive behav-

jor that can .be best explaindby soirz sort of innate drive."

8'Maslow,, Motivation and Personality, Op. Cit., P. 141,

.....
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Humanistic psychological theory calls for a new kind of
education., This education will put more emphasis on development of
fhe person's potential, particﬁlarly the potential to be human, to
understand self and others aﬁd relate to them, to achieve the basic
hupan needs, to grow toward self-actualization. This education:will-
help "the person become the best that he is able to become". 9

Maslow believes our present educational institutions fall
far short of this image. He contends that the educational process

‘should be concerned with developing self-discipline, spontaneity and
L}
creativity at the same time. As Maslow states:

An experientially rich person is a person
who has great self-awareness. It is this charac-
teristic of experiential richness which 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-
fulness, poetic feeling, aesthetic sensitivity,
primary creativity or the like. When the total
educational process is functioning properly, the
student- discovers more and more bits of truth
about himself, other people, and the physical world
and in the process, sees increasing unity and becomes
increasingly unified. 10

It would seem apparent then, that the type of education which
Humanistic psychologists such as Maslow would support, would be ene
along the lines suggested by the existentialist education ideals of free-

dom, individualism and activism described here earlier. These exis-

tentialist ideals, as well as Maslow's concept of freedom within limits

9Maslow, AbTaham,"Music Education and Peak Experiences", Music Educators

Journal, 1968.

10Maslow, "Isomorphic Interrelationships Between Knower and Known", Sign,
Image, Symbol, New York, George Braziller 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 schoels of Great

Britain and some areas of North America.

In conclusion, perhaps it should be pointed out that this
infarmal education with its emphasis on freedom, iﬁdivi&uality, ac-
tivism, love, acceptance and seéurity for the child may have impor-
tant remifications as well in the crucial area of moral education.

Recent studies by Lawrence Kohlberg10 in the area of moral
development are of particular interest to Existentialist and Human-
istic educators. Kohlberg believes that one of the major reasoné
why the social functions of the school have not been phrased in
moral-education terﬁs 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 Hartshormne 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" (cheéting{ lying, stealing) and "service"
(giving up objects for others' welfare). According to Kohlberg the
small amount of recent research on conventional didacti£~moral educa-
tion provides us with no reason to question these earlier findings.
Instead he feels that recent research suggests that the major consis-
tencies of moral character represent the slowly developing formation
of more or less cognitive principles of moral judgement and decision

and of related ego abilities.11

10. Kohlberg, Lawrence, The Development of Children's Orientations
to a Moral Order, New York, Holt, Rinehart and Winston, 1971.
11. Kohlberg, Lawrence, "Moral Education in the Schools, A Develop-

mental View", The School Reviews, Vo. 74, Spring 1966, No. 1, P.3.
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One‘interpretation of the findings of Hartshorne and May
was suggested by psychoanalytic and neopsychoanalytic theories of
personality. In this interpretation, moral instruction in the school
was ineffective because moral charaﬁter 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 apd defenses-of love as opposed to.hate for others, of
guilt as opposed to fear, of self-esteem and trust as opposed to
feelings of inadequacy and distrust. Because these tendencies are
basically affective, they are not comnsistently displayed in verbal
or behavioral test situatibns, but they do define persomnality types.
These types, and their characteristic affective responses, can be
defined at the deepgr levels taﬁped by personality projective tests,
but they are also related to other people's judgments of the child's
moral character.

While both the "situational" aﬁd the "psychoanalytic in-
terpretations of moral-character resea?ch have some validity, recent
research findings support a.differént and more developmental concep-
tion of moral character with more positive implications for moral edu-
cation.‘ While a specific act of "misconduct," such as cheating, is
largely determined by situational factors, acts of misconduct are
also clearly related to two general aspects of the child's personality
development. The first éenerallaspect of the child's development
is often termed "ego strengfh" and represents a set of interrelated
égo abjilities, 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



resistance to delinquent behavior.

i68.

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
12

The second general aspect of personality that determines

(SR v}

moral conduct is the level of‘development of”the cﬁild‘é moral judg-
ments or moral concepts. In this regard, Kohlberg has developed his
own concept of the stages in the development of moral judgment.
They are‘as-follows:

| Level 1-PREMORAL

Stage 1. Obedience and punishment orientation.
Egocentric deference to superior power or prestige,
or a8 trouble-avoiding set. Objective responsibility.

Stage 2. Naively 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. '

Level 11-CONVENTIONAL ROLE CONFORMITY:

Stage 3. Good-boy orientation. 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 duty" and to
showing respect for authority and maintaining the
given social order for its own sake. Regard for earned
expectations of others.

Level 111-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.
Duty 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 social rules
. but to principles of choice involving appeal to logi-
cal universality and consistency. Orientation to

12. 1Ibid., P. 6.
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- conscience as a directing agent and to mutual res-
s pect-and trust. 13.

Kohlberg's discussion of social class stresses opportunities
for social participation and role-taking as factors stimulating moral

development.

Perhaps a clearer example of the importance of
social participation in moral development is the
finding that children with extensive peer-group
participation advance considerably more quickly
through the Kohlberg stages of moral judgment than’
children who are isolated from such participation
(with both groups equated for social class and I.Q.).
This clearly suggests the relevance and potential
of the classroom peer group for moral education.

In pointing to the effects of extra-familial de- s
terminants upon moral development, we have focused
primarily on their influence upon development of

moral judgment. However, these same determinants

lead to more mature moral behavior as well, as in-
dicated by teachers' ratings and experimental mea-

sures of honesty and of moral autonomy. 14

In Kohlberg'é view, there is an alternative to a state moral-
indoctrination system and to the current American and Canadian system
of moralizing by individual teachers and principals when children de~
viate from minor administrative regulations or engage in behavior
pgrsonally annoying to the teacher. This alternative 1is to take the
stimulation of the development of the individual child's moral judg-
ment and character as é goal of moral education, rather than taking
as its goal either administrative convenience or state-defined values.
The attractiveness of dgfining the goal of moral education aé the‘
stimulation of development rather than as teaching fixed virtues is
that it means aiding the child to take the next step in a direction

L~ toward which he is already tending, rather than imposing an alien

N s Nl -

P i SR

13. 1Ibid., P. 7.
14. 1Ibid., P. 17,

—t
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pattern upon him.15

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-
ness 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 the cur-
riculum will illustrate the values of truth, integrity,
and trust in intellectual affairs and intellectual
learning in such a way as to carry over to behaviors
like cheating. 16

L

Kohlberg's studies seem to inaicate 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 is
comprehensible but somewhat above their level. It is obvious that
the teacher's implementation of this principle must start'by his
careful listening to fhe moral judgments and ideas actually expres-
sed by individual children.

Kohlberg feels the problem of insu?ing correspondence be-
tween developing moral judgments and the child's action is not pri-
marily a problem of eliciting moral self—cfiticism from the child.
One aspect of the problem is the development of the eg§ abilities
involved in the non-moral or cognitive tasks upon which the classroom
centers. As an example, an experimental measure of high stability
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 programming of classroom learning activities. 17

15. 1Ibid., P. 19.
16. 1Ibid., P. 23.

17. 1Ibid., P, 25,
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In conclusion, Kohlberg states:

It is clear, then, that a developmental conception of moral
~education does not imply the imposition of a curriculum upon the *
teacher. It does demand that the individual teacher achieve
some clarity in his general conceptions of the aims 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:s
" 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 own. 18

In another study which generally supports Kohlberg's findings, John
Rawls 19 éffers a possible explanation of the way in which the all
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 naturaliat-
titudes such as self-esteen, compassion, and love. We cpuld not for in-
sbtance, understand what shame was unless we also had the concept of self-
esteem: for self-esteem includes the diéposition to feel shame in certain
circumstances. Similarly love is exhibited in a tendency to feel guilt or
remorse.ih certain circumstances, as well as in other things. Whatever
the case may be for conceptual connections of this sort, there is certainly a
very strong case to made for psychological connectioné 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-esteem. Rawls
contends that the wicked man
18, Ibid., P. 27. .

19. Rawls, John, Moral Feelings and Natural Attitudes, This paper was

read at 2 conference on education and the Concept of Character
organized by Harvard Graduate School of Education, May, 1961.
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could be almost described as the man who feels too little remorse
or guilt about his actions which he knows to be wrong. Remorse is
usually. felt for actions which have dire consequences for. others;
the capacity of feeling remorse therefore presupposes that we have
sympathy for others or love for then. Similarly.guilt can be felt
in relation to a breach of rules that issue either from an autho;i-
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 guilt presupposes.®
The latter is expressed in the desire to apologize, to make repara-
tions, to admig one's faults; which are.ways of restoring nutual
trust. Such mutual frust and fellow feeling is presupposed'in the
auvtonomous type of morality characterizing an open society. RaW1§
stresses that both types of conscience presuppose the development
of attachment to others learned in the first instance from parents
and developing into fellow - feeling for the members of a peer group
if the child develops from what Piaget calls the "transcéndental"
to the "autonomous: stage of morality. Rawls believes much of this
development must come about by simple imitation and by means of the
rather indeterminate pfocess called "identifiqation" by psycho-ana-
lysis which leads to th formation of an "ego-ideal".

If Rawls' thesis is correct in that the crucial feeling of
empathy is developed in children in the above manner, then it seems
apparent that th;s feeling would be more successfully nurtured in

infO{mal schools which emphasize the development of self-esteem and

—

ego-strength in an atmosphere of freedom, love, acceptance and security.
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In traditional formal 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-
'formal education, on the other hand, seems consistent with the notions
of personal growth and ﬁoral 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 with what is,
in fact, necessary for moral development to occur.

Perhaps, in the long rum, the implications in the field‘of
moral education, may be the most important contribution which;informal
education based on the idegls of Existentialism and Humanistic

Psychology, could make to our society.



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 hié behaviour. We noted how
this "existential vacuum" has led to widespread feeling of anxiety, -aliena-
tion, loss of identity and meaninglessness. Not only 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 valﬁes from his physical surroundings or social tradi-
tions.

We determined that in order to cope with this "existential vacuum”
man must learn to freely choose his own values and essence.' He must learn
to approach life as an authentic existential man. The difficulty with most
individuals, however, is that they have had no experience in freely choosing
their own values or meaning in life. Many of them cannot face thisneces-
sity; as Fromm suggests, they desire to "escape from freedom".

The problem then is how to lead individuals to the realization
that they are free subjectivities who must choose and take personal respon-
sibilities for the vaiues they create for themselves. In other words, how
can we crea&e the authentic‘existential man?

Wé noted the,failure of the traditional school system to meet
this challenge. It would appear that ?resent schools are failing to pre-
pare our children for the future not only in a social and philosophical sense,

but ironically, also in their apparent main function, the service of industry

v
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and commerce.

We determined that in order to cope with this problem, the
answer pointed to-the development of’an educational system which dev-
elops- in students the desire and ability to make choices and decisions
for themselves.

An examination of tﬁe main tenets of existentialist philosophy,
.ﬁarticularly from the Sartrean view, led to the conclusion that an exis-
tentialist school would be one which stressed freedom, indi;idualism and
aﬁtivism in order to foster in its students qualities of self awareness,
inifiative, decisiveness and personal responsibility.'

We then noted the support for these existentialist edﬁcational
ideals in the thought of recognized educational authorities'of the past
and present such as Comenius, Rousseau, Pestolpzzi, Froebel, Montessori,
Dewey, Piaget and others, as well as the support of such influential re-
ports as the Parent Commission in Quebec, the Hall-Denmis Committee in
Ontario and the Plowden Commission in Great Britain.. AllX: of which stress
the educational ideals of freedom, individualism and stﬁdenﬁ activism.

We thenturned toanexamination of modern educatiopal technology
in order to anticipate how it may be possible to maintain 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 from 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

[ dad
LI
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they have failed to gain widespread acceptance because 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 i
informal education system being employed in the primary schools of
Great Brifain. We pointed out how these schools have been able to
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.iﬂ
a. warm, 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 psychélogical growth, and its emphasis on the self-ac-~
tualization of the individual, suvoports an education stressing free-
dom, individualism and self-activism along the lines suggested by
existentialist idealsf We also noted how such an.edﬁcation might
have significént implications in che 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 Psycholoéy.
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