
FROM_HUMANISTI~ EDUC~TION TO CRITICAL HUMANISM: 

Greta Hofmann Nemiroff 

Department of Philosophy and Religion in Education 
Faculty of Education 

McGill Un1verslty, Montreal. 
March, 1990. 

A Thesis sumbitted to the Faculty of Graduate Studies and Resear~h 
in partia l fuI fi Il ment of thE' requi remen ts for the degree of 

M.A. in Phllosophy of Education. 

(c) Greta Hofmann Nemiroff,1990. 



Abstract-English 

Abstract-French 

Introduction 

Chapter One: 

Chapter Two: 

Chapter Three: 

CONTENTS 

Contextualizing The New School 

The New School Philosophy 

"Cl ientele," Ideology and Praxis 
at The Npw School 

Selected Bibliography 
167 

ft 

i 

1 

18 

127 



FROM HUMANISTIC EDUCATION TO CRITICAL HUMANISM: 

THE DIALECTICS OF THEORY AND PRAXIS 

by Greta Hofmann Nemiroff 

ABSTRACT 

This thesis articulates the philosophy of The New School of 
Dawson College, an alternative pre-university Arts programme in a 
communi ty college ln Montreal. The roots of The New School' s 
philosophy are examined and critiqued in the works of: Dewey, the 
existentialists, popular educational critics of the 1960s, 
Maslow, Rogers, the humanistic and "Values Il educators, Kozol, 
Freire, Aronowitz, Giroux and feminist educational theorists. 

The thesis focuses, however, on the dialectical relationship 
between the ory and praxis in the development of educational 
philosophy. It describes the process by which various elements to 
be found in the works of these educational philosophers are tested 
by and integrated into the pedagogy of the school, contributing to 
its educational philosophy of critical Humanism. 

This thesj s combines philosophical analys; s with concrete 
examples of a praxis which is informed by and, in turn, informs 
educational theory. 



DE L'EDUCATION H~ISTE A L'HUMANISME CRITIQUE: 

LA DIALECTIQUE DE LA THEORIE ET DE LA PRAXIS 

Greta Hofmann Nemiroff 

Résumé 

Cette thèse décrit la philosophie du "New School" du collège 
Dawson. C'est un programme pré-universitaire dans les arts, les 
lettres et les sciences humaines dans un collège d'enseignement 
générale et professionel [CEGEP] de Montréal. Les racines de Ja 
philosophie de New School sont examinées et critiquées à travers 
les oeuvres des: Dewey, les écrivains existentialists, les 
critiques popularies de l'éducation des années soixantes, Maslow, 
Rogers, les écrivains de l'éducation humaniste et de l'éducatio"l 
aux "valeurs," Kozol, Freire, Aronowitz, Giroux et les 
théoriciennes féministes. 

Cepandant la thése s'occupe des relations dialectiques entre 
les théories et la praxis dans le développement d'une philosophie 
de l'éducation. On décrit le processus par lequel de nombreuses 
théories des ces philosophes de l'éducation ont été integrées dans 
la pédagogie de l'école et comment elles contribuent à la 
philosophie d'éducation du New School, "l' humanisme critique." 

La thèse offre une combinaison d'analyses philosophiques et 
d'exemples concréts d'une praxis qui est alimentée par, et qui en 
échange, alimente la théorie de l'éducation. 
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INTRODUCTION 

Frequently works on the philosophy of educê.tion are 

exclusively theoretical in nature. That is, they discuss the 

theoretical bases on which various pedagogical decisions and 

strategies may be inductively formulated. There are also works in 

the field which extrapolate deductively from recollections of 

educational praxis and then formulate theoretical positions after 

the facto This thesis will trace a fifteen year dialectical process 

in which the theories on which an "alternative" college programme 

was founded underwent a continuaI process of revis ion and change 

over time. This programme is The New School of Dawson College, a 

pre-university Arts programme within the CEGEP' [community college] 

system of Quebec. Both the educational philosophy and the praxis 

of The New School have developed in response to rnany influences: 

dialogue and discussion arnong teachers and students; changes in 

available resources within the CEGEP system: exposure to new ideas 

and philosophical works; the changing social ethos of the 1980s; 

and a new generation of students with very different concerns trom 

the original class of 1973. 

'l'he process of change in The New School 's evolving 

ideology has been a dynarnic one of experirnentation and evaluation. 

There are several conditions which were fundamental to this process 

of dialectical development:: 1) there has been a core of faculty 
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sharing basic educational values which has remained in the school 

since i ts inception or shortly thereafter i 2) buil t into the 

school's methodology is a system of process evaluation. Each term 

staff and often students evaluate the precnding term and make 

recommendatiom: regarding possible changes for the coming term. 

This cyclical review ensures a delicately calibrated response 

mechanism to changes in values, needs, or resources witt.in the 

sChool; 3) since the school has never deviated from its original 

commitwent to learneL-centered education, it can respond fairly 

immediately to the changing values and needs of its students and 

faculty. 

The dialectical process in which theorization, praxis, 

evaluation, and recommended changes mutually sustain one another 

is r>robably not toally uncommon to higher education. However, 

changes in higher education are usually effected piecemeal (by 

curriculum committees and without direct participation of the 

students) and often in a mechanical and bureaucratie fashion. Often 

the people who make important decisions regarding praxis are not 

the ones who will be implementing them. At best they are simply 

their "representativesi" at worst, they are not actively involved 

in the classroom. Although curriculum revision may be under 

consideration, the focus is usually on content and the management 

of resources rather on a synthesis of epistemological 

considerations [the why) , content [the what] and pedagogy [the 

how] . 
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The New School's philosnphy, which is currently called 

critical Humanism, has developed as an eplphenomenon. That is, it 

has developed through the processes briefly described above, and 

it is a project never to be finished. As long as the programme 

continues, it will be in a state of flux, always open to innovation 

as weIl as to jealous conservation of its original cornmitment te 

holistic student-centered education. 

The development of The New School's philosophy and praxis has 

been influenced by numerous situations related to the 

centralization of education within the state, the vacillating 

fortunes of Dawson College in particul ar, labour disputes in 

Quebec, and the effect of a sensitive political situation in 

Quebec on young English-speaking people. The students' economic 

situation, which has been in a general state of deterioration over 

the past decade, has also informed the praxis of the school which 

in turn has informed our philosophical position. 

This thesis, however, will concentra te on the actual 

philosophical works and the kinds of pedagogical innovation which 

have been most influential in informing the development of The New 

School's philosophy from Humanistic Education in 1973 to Critical 

Humanism in 1990. 

In order to understand the nature of The New School as an 

institution, it is necessary to situate it in the context of Québec 

education. Chapter One serves this purpose by revi.ewing thE' 

objectives behind the c~eation of the CEGEP system as weIl as the 
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basis upon which Dawson college was founded in 1969. The chapter 

ends with an account of how The New School was founded, of its 

original ideology and of those structures deve-loped ta put i ts 

educational philosophy into operation. 

Chapter Two reviews the philosophical roots of The New School 

from its beginning to the present time. Sorne people may argue that 

some of the sources on which the New School was informally basad 

at its inception were really the material of the popular media and 

thus rather trivial. 1fter reviewing this literature, it is my 

opinion that a review of the "pop education" books of the late 

1960s and ear1i 1970s gives an excellent perspective on the 

Zeitgeist which comprises critiques of the academy as weIl as 

commonly held values and expectations regarding "alternative" 

education. The chapter will review and critique the following 

philosophical in fI uences on The New School: the works of John Dewey, 

the "Humanistic Educators" George Brown and Clark Moustakas, the 

important influences of Maslow, Rogers and works on values 

clarification. The influences will be traced of critiques of 

"alternative" education and the many added insights offered by the 

critical pedagogy of Paulo Freire, and sorne of his followers. 

Finally, the chapter will discuss how the educational philosophy 

of The New School has been informed by other innovative educational 

projects that were concurrently developed within higher education, 

especially by Women's studies. 
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Chapter Three covers the implementation of the ideology 

through a description of the New Schoel clientèle, its values and 

objectives, and how the state responds to the needs of this 

generation of stl1c1ents. The chapter also demonstrates how ideology 

is transforrned into praxis within the structures of the school. 

While it is impossible to give a full account of thj s process 

within a work of this size and scope, the examples within this 

chapter should provide readers with an understanding of how the 

central guiding principles rnanifest themselves through actual 

IIclassroom ll process. 

The reader will notice that the experience of The New School 

is usually referred to in the first person plural. The author of 

this thesis has been a teacher at The New School since 1973 and 

its Director [and later CO-Director] since 1975. Aware of the 

uniqueness of our project, l have rnaintained extensive archives of 

our experiences. This includes: the correspondence between The New 

Scheel and other programmes dnd services at Dawson College and in 

QUébec; Annual Reports to which numerous students, staff and 

facul ty have contributed; vast correspondence wi th current and past 

students and staff; student works and newslettersi faculty 

evaluations of students and of themselves, and varlOUS anecdotal 

materials composed by members of the communi ty while they were 

within the school and after they had 1eft. In addition, there are 

taped interviews with approximately sixt Y teachers and students 

from various periods of the New School's history as well as with 
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current and ex-Djrectors General of Dawson Collegea While it is 

essential to analyse those texts central to our development, it is 

also important to provide accounts of The New School's praxis by 

those people who know it best: the students, the staff, and the 

faculty. 

1. This is the shortened for the Collèges de l'enseignement 
collégial général et professionel in Québec. A rough translation 
is "Colleges of General and Career Education." 
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Chapter One 

CONTEXTUALIZING THE NEW SCHOOL 

This thesis will trace the dialectical development of 

theory and praxis at the New School of Dawson College, an 

alternative pre-university Arts programme in operation since 1973. 

The New School is distinctive as the only extant "alternative" 

programme within the CEGEP systen:, and its long life mè.kes it 

excéptional amonq North American "alternative" programmes started 

in the early 1970s. Throughout its existence, The New School has 

articulated and dialectically developed its educational philosophy 

through the cyclical application of theory to praxi~ which is then 

~valuated and restructured and absorbed as theory tc become applied 

to a pra"fis_which is also informed by other theoretical and 

pedagogical considerations. The schaol 's philosophy has been culled 

from many disparate sources and developE'd in variable ways by 

numerous faculty and students. 

The New School opened during an era of expansion for educators 

everywhere. The Parent Commission, formed to investigate the 

educational nceds of Quèbec, published the Parent Report 1 in 1963-

66. This report was critical of the existent educational system, 

maintaining that it was not preparing people for the future. While 

many educators might have considered that the creation of the 

CEGEPs encouraged the opening of doors in a stultifying educatiunal 

system, the necessity for change was somewhat ambiguously 
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articulated in the report, who se wording makes it difficult to 

ascertain if the "educational crisis" perceived was the difficulty 

of the educational system in providing for the needs of people in 

a changing society, or if the "crisis" may not have been that 

people were actually questioning the system itself: 

The crisis is world-wide. Eve~JWhere administrative and 
pedagog ical procedures are being questioned; everywhere 
more or less radical reforms are being prepared and 
applied. 2 

Whether or not the "problem" or "crisis" was clearly 

articulated at the outset, however, it was clear that the 

architects of the Parent Report did see the need for educational 

change in a changing society. In order to meet the needs of an 

increasingly heterog~neous population at a tirne of technological 

change and econornic growth, this report recommended another eehelon 

of education between high school and university through the 

creation of the CEGEPs, institutions unparalleled elsewhere in 

North America. 3 The Parent commission was concerned not only with 

democratizing education and meeting the challenge of a changing 

society, but also with preserving the positive aspects of Quèbec's 

heritage and culture while at the same time recognizing the needs 

of a new kind of youth. They articulated their preoccupations in 

this manner: 

.•. the fundamenta l question facing educators, and aIl 
those concerned with education: in the present cultural 
cri sis and in the social evolution of our civilization, 
what should be the goals of education, what direction 
should be given to pedagogical reform? In more con crete 
terms: what degree of diversi ty and of specialization 
should we seek in education? ... Behind these questions the 
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point at issue is the concept of a human ideal in the 
context of modern society. The replies to these questions 
will determine the role of education in the future, and 
its cultural and social mission. 4 

While the Parent Report refers to humanism as a value 

worth maintaining, it does not elaborate on a "broader and more 

varied humanism." Clrearly there is to be an emphasis on the 

"human" values, but those must somehow be integrated into an 

increasingly automated society . 

••• This search for a b~oader and more varied humanism, in 
harrnony with the contemporary wcrld, should be the major 
preoccupation of both teachrs and programmes of studies. 5 

Perhaps a redefined Humanism in the context of the report is 

best exemplified in the affirmatjon that educators must be aware 

of the world view of the student population, a Weltanschauung far 

from the experience of many educators: 

Education cannat neglect this world and thoughts and 
feelings [popular culture] in which youth moves and takes 
delight. If it does, the rift between the school and life 
will be tragically deepened. By accepting the plurality of 
humanism and by blazing nel" trails- and wi thout dcnying the 
contribution of specialization -education may find a common 
denominator for those various cultural worlds which nourish 
contemporary intelligence • 

..• This double concern .•. for the unit y of 
civilization and the universal needs of the human person ... 
must be the guiding principle for that general education 
henceforth required by everyune. 6 

However, while the Parent Beport appears support ive of 

plurality, it also tacitly implies that there is a single truth by 

defining as school's "primary task" the need to "instill a passion 

for the truth and a respect for intellj gence. ,,7 Clearly this 

implies a limited notion of "one" truth and of what comprises 
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evidence of intelligence. Teachers are acknowledged as key ta the 

process of instilling a passiC'n for "these two alI-important 

virtues [my emphasis]," and "it is impossible ta ask tao much of 

them in their efforts ta encourage intellectual curiosity and 

honesty." In fact, "Everything wh ich stands in the way of these 

virtues sins against the intelligence and deflects education from 

its primary objective. liB 

The Parent Report vacillates on the one hand between an 

understanding that the needs of the students must be met by 

addressing motivation (or else how will their intellectual 

curiosity be triggered?), and on the other it wishes ta ensure that 

this vaunted Il intellectual curiosi ty" is not only stimulated by the 

search for "the truth" and "honesty,1I but tPdt character and civic 

responsibil ity are "moulded" to realiz.::! a positive human inter-

action and, in each persan, a sense of communality which transcends 

individual interest: 

The school must indeed mould character, but it betrays 
its mission if it fails to open the mind. For it is,above 
aIl, in training the intelligence that the school makes up 
for parental inadequacy ... 

• . . Finally, even though the school' s primary function 
concerns the intellect, the whole child is involved in 
educatjon ..• thus the school should afford him the rjchest 
possible C!xperience of social and communi ty life. The 
scholastic environment must not promote individualsim; it 
must develop in the child respect and regard for others, 
team feeling, communal solidarity. 'l'his is particularly 
essential in modern society. Fo:r one thing, democracy 
requires of everyone an active participation in cjvic and 
professional associations, an interest in public affairs. 
For another, modern man is more and more called unon ta 
work in teams and ln groups. Thus in industry, smooth human 
relations have become almost as important as technical 
knowledge. Intellectual culture, moral and even religious 
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training have too often been regarded from the individual 
point of view: they must be given social dimensions. 9 

The Parent Report; is a long and complex document, and i t 

certainly was influential in its time in Quèbec. However, it does 

not appear to be a guiding light to current educational policy in 

the CEGEPs where decisions are often guided by the availability of 

resources and the exigencies of complex collective agreements. 

Recently the basic values and objectives behind CEGEP education 

have been brought into question through the examination of the 

surprisingly elevated level of failures and drop-outs in the CEGEP 

system. 10 

Dawson College, the first anglophone CEGEP, opened in 1969. 

Its founders bad to establish a new kind of institution for their 

community, and they were determined to establish an unique 

institution rather than to replicate university structures and 

objectives: 

The college came into being in the late 1960' s when 
student and faculty unrest prompted a willingness to look 
for alternate ways of coping with the challenges of 
universal education. The timing was right for the creation 
of a college which promised to be innovative. 11 

The founders of Dawson College took democracy very seriously, 

and they strongly emphasized an unusual forro of community 

development: 

It was not only a communi ty of teachers and students 
making a strong effort to introduce student pari ty in 
decision-making,for example, but aIl support and service 
people were to take an active part in college life, and 
decision-making regarding it, also. 12 
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.~ AlI administrative procedures would be undertaken to support .. 
democratic education, and although the situation was "rife with 

ambiguity," at the outset \1 ••• eVf~ryone ... adopted the vision with 

enthusiasm and was prepared to work out the day-to-day-to-day 

problems which were sure to arise9" 13 This participatory style of 

operation became the unique characteristic of Dawson's first year 

of operatiol1: 

The consequences of this uniqueness, although often 
unexpected, were rather jolting illustrations of what 
change in educatl.on really means. Many of us said we 
believed in learning by experience but concluded that, 
until we participated in Dawson's evolution, we had not 
known what it could men. 14 

Between 1969-73, Dawson' s registration almost tripled. It 

became clear that the college would have ta expand its physical 

plant to other campuses in 1 G 73-74. The number of faculty members 

had also more than tripled; consequently, plans were made for three 

main campus buildings as weIl as satellite facili ties. This 

decentralizati on of facili ties led to a "muted" sense of communi ty 

and significant intra-programme competition for resources. with the 

change in scale, Dawson experienced difficulty in maintaining its 

slogan, "Dawson is Students." There was increasing theft and 

student vandalism and: 

... despi te the best of intentions in some cases: sorne 
Dawson teachers were not able to perform at their best in 
the Dawson setting. Sorne wished t0 have more student­
centered classes, but simply did not know or learn 
how ... and the college did very little in the first years 
to help thern. A few simply refused to accept the 
institutional commitment and stubbornly refused to adjust 
their practices to the Dawson <.1pproach ... And there were 
many te~chers who periodically faced the dilemma of trying 
on the one hand to respond to stuùent individuality and 

Nemiroff/Critical Humanisrn l 



7 

expressed need and, on the other, to the demands of their 
disicplines and courses or their own perceptions of student 
needs. 15 

The original vision of a highly participatory community 

at Dawson College \olaS concurrently dissipating for various rf~asons: 

Participatory democracy seems to require a higher 
level of sophistication and selfless responsibility than 
most people can muster aIl the time. Sorne seem to meet 
these requirements for one episode and then subside to 
'average frailty.' Others sustain this level of behaviour 
for even years but may finally collapse physically. 

and 

Participation with its connotations of learning "for 
life' and its sense of primary group involvement may 
satisfy the need for sense of individual worth for those 
who need it. If such persons do not receive this 
reassurance the~ may feel that the system is tyrannical, 
not democratic. 6 

It was at this juncture of expansion and disillusionment that 

a Humanities teacher, Guy Millisor, and one of his classes decided 

to posit an "ideal" CEGEP programme. They had concluded that it was 

virtually impossible to ensure a strong level of participation and 

commitment in a large, diffuse, and seerningly arbitrarily 

constructed communi ty. They claimed that a strong feeling of 

individual self-worth was a necessary condition for a willingness 

to contribute ta a group, and they judged the structures ernerging 

at Dawson to be unconducive to strengthening people's self esteen 

or helping thern to build community. As a result of these 

deliberations, 

.•. a force fuI and ccmpelling dernand from a small group of 
students and teachers was tabled to open a "new school." 
..• its proponents were aggressive, persuasive, and 
insistent and Dawson simply said "we've got to give them 
a fair hearing, despite aIl the other problerns." 
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The fair hearing revealed several features which 
would have to be respected if the New School of Dawson 
College were ta have a legiti~ate chance of success ... it 
would have ta have its own separate facilities , almost 
certainly non- insti tutional in character, and i ts own 
operating budget to ensure i ts freedom to pursue i ts OWll 

priorities; its programs would meet college diploma 
requirements but would be organized distincti vely wj th 
clusters of courses and an emnhasis on workshops rather 
than formaI classes and institutional timetables; it would 
place great emphasis on "community" participation and 
mutual help and trust among i ts members i most 
significantly, it would give concurrent emphasis to 
affective and cognitive learning. staff mernbers would be 
selected wi th extreme care, their experiences would be 
carefully recorded and evaluated and, as the crowning 
achievement, the New School of Dawson College would model 
a whole variety of learning experiences and settings which 
could then be applied ta the rest af the college and to 
other colleges. 

Because New School advocates addressed themselves to sorne 
of the most critical educational issues of that time, the 
co11ege t s Board decided to support the establishment of 
the New School and ta meet its needs to an extent 
equivalent ta the support p1anned for the new campus. Staff 
was hired, building searches were undertaken, students were 
recruited ... and the New School qat underway.'7 

The founders of The New School included several "assumptions" 

in their proposaI to the Board of Governors: 1) There must a be new 

relationship between students and teachers where the teachers 

" .•. must trust that students want to Iearn and tell their students 

that they do 50 trust. Il They must help students " .•. develop 

feelings of self-worth ... and encourage this newly expanded self 

confidence to further fuller growth rather than self-complacency." 

They must " ... approach Iearning situations as a learner, jointly 

pursuing goals and pedagogy with the students" in a manner which 

precluded the teachers "taking over;" 2) The New School must 
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" ..• IlIeet the individual needs of the learners , •.. provide relevance 

to their purposes and development so that what they learn is real 

and important to themselves." The responsjbility for making 

learning choices rested with the students who then had to live with 

the consequences of their choicesi 3) The method of group 

discussion was to be used to examine the beliefs of community 

members and to help them strËngthen their abilities at assent and 

dissent. Through this "new methodology," they would achieve self­

actualization by a more " .•• open exploration of the inner sel f 

thruûgh exposing and nurturing unrevealed talents and values" 

originating within each studenti 4) the curriculum would comprise 

the inner self and would explore new ways of learning. Students 

were to develop a social conscience and make social contributions 

to work in sorne "field of general social betterment." They were 

also to be encouraged towards self expression in aesthetic and 

creative ways. This holistic curriculum would help students develop 

lia philosophy of life and to learn to live an examined life;" 5) 

There was to be a dissolution of distinctions between school and 

other learning. The home, community, school, and other 

organizations wauld aIl be recognized as sites of learning where 

students could pursue the objective of intellectual, emotional and 

ethical personal growth . 18 

In order ta address the cognitive, affective and social needs 

of the students, the school developed a central unit of 

organization called "the Band. Il Each Band was to be a primary 
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affiliative group comprising 30 students, one full-time and two 

hal f-time teachers. Time wou.J..d be set aside to deal wi th the 

students' persona~ growth, and aIl their academic work would take 

place in the Bands which would each be organized around the 

concentration of Social Sciences, Language and Literature or the 

Creati ve Arts. The Bands would participate in the communi ty by 

electing members to a governing body, a Community council, which 

was ta develop and maintain policies and procedures for the school. 

The Director, an ex officio member of the Communi~y council, was 

responsible to Dawson College for the proper functioning of The New 

School. In practice this model of gvve~nance was never exactly 

followed and a more informal model ci decision-making at community 

meetings evolved and has functionpd erratically ever since. The 

success of these meetings depends largely on the commitment of the 

students and the staff. In 1973, there were 180 students; by 

1988,the number was reduced to 75. 

The Bands have also changed. During the summer of 1974, sorne 

students and staff ~,.et to recommend changes to the scheol. Their 

major critique was that the Bands were teo large to encourage much 

self-disclosure and that their curriculum was too circumscribed for 

students to pursue their most strongly motivated interests, even 

though students çhanged Bands every semester. As a result of these 

deliberations, the Bands were each to comprise only 14-16 students 

and one facilitator and to focus entirely on personal growth and 

group skills. The main curriculum of the Bands was te be self-
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referred and to address the students' emotional lives. 

students would formulate learning groups and learning proj ects 

freely with faculty on the basis of their common needs and talents. 

The Learning Groups were to be initiated through discussion between 

students and faculty, and they were to be forrnulated on the basis 

of "self to subject." What this me ans is that the Learning Groups 

have to satisfy students' and faculty's affective and cognitive 

needs at one and the same time. The curriculum of the Learning 

Groups is organized through group and personal contracts which 

specify the personal needs each individual has for the group as 

well as the group' s anticipated behavioural norms, expectations 

regarding work and assignments, and methods of evaluation. All 

members of the group parti~ipate in the evaluation process in which 

the teacher as well as the students are evaluated. While the resul t 

of this process is that a mark is produced and sent on to the 

registrariat, the purpose of the evaluations is primarily 

educational. ~ll participants in groups learn enormously from the 

feedback t~ey receive from one another. This process has more or 

less remained constant over the school's history. 

Finally, the New School has always been committed to community 

formation. There are many community events and meetings throughout 

the year. Often disciplinary matters are brought to the community 

for decision-making, and it is in the community where various 

endemic problems in the functioning of the school are discussed. 

While there is great emphasis on community in the school, students 
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seem to identify most basically with their Bands. It is often 

difficult for th~m to transfer their newly acquired group skills 

to the larger arena of the community, although this is a skill many 

of them manage to develop after a few ternis. 

The site of The New School was to be non-institutional, but 

because of our inability to conforrn ta ~uilding codes and zoning 

laws, from 1973-1975 we were forced to move seven ti1l1es in and out 

of lovely decaying mansions on what used to be cal:i:.ed "Embassy Row ll 

in Montréal. From 1975-1988 we occupied two spacious Eloors 

designed for our use in a rented partially renovated commercial 

building near the harbour in Old Mor.~réal. In Fall 1988, with the 

rest of Dawson College's pre-university sector, we rnoved into the 

renovated Mother Heuses of the Congregation Notre-Dame in Westmoun. 

Here, in what is now called Dawson College's Atwater Campus, we 

occupy a pleasant attic in one of the wings. While our fortunes 

have changed from oak paneling and brocaded walls to large unshared 

spaces and now to greatly reduced and shared spaces, we have always 

been able to maintain our distinctive character and space. 

In its first year, The New School had 180 students: the plan 

was for it to expand to accomodate 1000 students [33 Bands] in 

Science and Technology as weIl as pre-University Arts. However, 

due to various problems, the school was cut to 140 students, a 

number which remained fairly stable from 1974-80. Since that time 

its registration fell to 100 and from 1987-90 to about 75 students. 
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There have been numerous hypotheses for our decl ine in 

enrollment. certainly our ideology is not overwhelmingly attractive 

to the materialism fostered in the 1980s, although we continued to 

attract students who, disgusted wi th the current ethos, are 

searching for deeper human values. The central reason for our 

decline seems to have been that with declining resou~:es we could 

no longer do the kind of job we had done in the past éind especially 

with increasingly troubled young people. One of the most important 

original organizing principle3 of The New Schoel. was teacher 

availability for informaI Iearning. However, sinee 1983 when there 

was an 11% increase in teachers workloads, we have access to a 

significantly smaller percentage of each teaeher's time. Our 

faculty had to teach courses throughout the collegp as weIl as in 

The New School. with faeul ty "slotted" into hours throughout th0 

eoJlege and only very peripheraJly available to The New School, it 

has become no longer possible to provide for stuùents, who have no 

real model of constaney and little maturity resulting from 

increasingly troubled lives, the attention and aeeess to teachers 

that they need. In a time of increased workload and decreasing pay 

and public support, it is diffieult to elieit the faeulty 

eommitment necessary for the maintenance of our programme. In times 

of decreasing resources, we h3ve been forced to develop strategies 

for counter-acting our lack of ('dequate human resources and staying 

true to our educational philosophy. 
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Cutbacks always come when the college's resources are 

strained, and they are usually imposed without any real evaluation 

of what we need in order to fulfill o~r mandate. The principles 

upon which The New School was founded were consistent with both the 

spirit of the parent Report and the founding principles of Dawson 

College. Indeed, we are probably more in line with original CEGEP 

and Dawson ideology than rnost other settings within the system. 

When the New School opened its doors to 180 students in 

August,1973, there was an irnpressive array of resources, a strongly 

articulated sense of purpose and innovation, apd excitement at 

being in a position to revive sorne of Dawson 1 s ori,ginal mission and 

fervor and to correct sorne of its mistakes. We were sure that we 

could create a new and enhancing educational setting where 

individual seJf-actuôlizatjon would happen concornittantly with the 

development of strong community participation. 

Wi th twenty years of hindsight of the nurnerous problE::l1ls 

plaguing the CEGEPs, it is tempting to resort to cynicism at our 

original hopes for a "Brave new world" in education. It is more 

useful to remember th good news: the New School is still 

flourishing and still trying out innovati ve ways of addressing 

change and loss. This thesis will present an overview of how the 

school's philosophy and praxis developed in realistic response to 

exterllal pressures. We have also responded consistently to a 

changing ethos and a deepening understanding of our own mission. 

At the same time as we have modified our practices and addressed 
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increasing complex;ties within our ideological discourse, we have 

always kept faithfu1 to our original beliefs and defended them 

strongly even in the face of a radically shifting public position 

on the values of personal growth and social responsibilty through 

the 1980's. It must be said, however, that while many of the 

students' preoccupations change, the basic concerns of young people 

of college age have remained constant over time. Our students have 

always been concerned wi th their autonomy, their authentici ty, 

their sexuality and their relationships with their peers. They are 

now increctsingly concerned with their future and the future of the 

environment. As our ideology becomes elaborated, it is always with 

these constants in mind that we apply it to our general praxis. 
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CHAPTEP TWO 

THE NEW SCHOOL PHlLOSOPHY 

A. The Ethos of the Times: critiques of Education 

Every age but ours had its mOdel, its ideal. All of those 
have been given up by our culture: the hero, the gentleman, 
the knight, the mystic. About aIl we have left is the well­
adjusted man without problems, a very pale and doubtful 
substitute. Perhaps we shall soon be able to use as our 
guide and model the fully growing and self-fulfilling human 
being, the one in whom his potentialities are coming to 
full development, the one whose inner nature expresses 
itself freely, rather than being warped, repressed, or 
denied. 1 

We must be very, very critical every time we speak about 
emancipatory education, liberatory or liberating education. 
We must repeat always that we are not meaning with these 
expressions that j n the intimacy of a seminar we are 
transforming the structures of the society. That is, 
liberating education is one of the things which we must do 
with other things in order to transform reality. We must 
avoid being interpreted as if we were thinking that first 
we should educate the people for being free, and after we 
could transform reali ty. No. We have to do the two 
simultaneously, as much as possible. Because of that, we 
must be engaged in political action against the 
dehumanizing structures of production. 2 

While the Parent Report certainly reflected sorne of the 

preoccupations of contemporary North American educational critics, 

it was also informed by the tradition of Christian Humanism which 

was struggling for survival in a society which was becoming 

increasingly secular. During the mid-60's to mid-70's, anglophone 

institutions in Québec, however, were enormously influenced by 
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British and Alnerican radical educational critics. Schools were 

considered to be very influential institutions which determined not 

only the level of skills attained by students in prescribed 

curricula, but also what students would value and how they would 

live their future lives. 

Many of these eQucational critiques were fueled by the 

various movements of empowerrnent ... most specif ically the Black 

movement, the Women's Movement, the Peace Movement and movements 

of various identifiable national or cultural groups for autonomy 

and recogn:i tion. The most visible environments for educational 

critiques were the universities. They provided locales for the 

organization of political action and the articulation of a critique 

of education under capitalism. 

At the time a very popular book among students and sorne 

educators was Jerry Farber' s The Student as Niaqer. Farber' s 

central contention was that the student in the American classroom 

was like the "nigger" under slavery: 

For one thing damn little education takes place in the 
schools. How could it? You can't educate slaves; you can 
only train them ... For students, as for black people, the 
hardest battle isn't with Mr. Charlie. It's with what 
Mr.Charlie has done to your mind. 3 

To Farber, school ..• "mould [s the students] in its image, stunting 

and deadening [them] in the process, ,,4 thus ensuring the 

continuation of the capitalist hegemony. 

other writers agreed with Farber's general critique, sorne in a 

less charged language. The Little Red Schoolbook, widely read in the 
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I;.\arly '70' s, had a more "liberal" and genteel reading of society than 

Farber's, acknowledging that: 

You can' t separate school from society. You have to 
change one ta be able ta improve the ather. But don't 
let this put you off ... Every little thing you change in 

. . t 5 school may have results 1n SOC1e y. 

The Little Red Schoolbook was concerned with arriving at a level 

of student motivation based on real feelings of interest, not on 

a system of academic bribery. It dismissed the newly fashionable 

audio-visual "aids" as devices used to "persuade students to work 

on things that don' t interest them at aIl or that will be 

cornpletely useless to them after they've left school ... This is 

called . motivation. 1 A better word for i t might be 'bai t' ." 6 

Liberal school reform towards more studcnt participation was 

considered hypocritical: 

Nearly aIl the chang"'~ in which you 1 re allowed to 
participate are in things which aren't very important. 
The real and difficult changes are those which give more 
and more people power to decide more and more for 
themsel ves. 7 

other b)oks, iflcluding "academic" readers and text books on 

"radical" or "alternative" education, were produced during that 

period. Their cri tique ot the educational system was not very 

different from that in the more "popular" press: "We define schools 

as institutions that require students at specific ages to spend 

most of their time attending teacher-supervised classrooms for the 

study of graded cur.ricula. ,,8 Contemporary schools, then, were 

characterised as locales for the systematic processing of students 
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with rigid curricula and rigid criteria for judging the students' 

success. In fact, this critique is not significantly different from 

the implicit critique in the last paragraphs quoted above from the 

Parent Report. 

As in any revolutionary movernent, there were nurnerous 

popular texts read not only by the rnost revolutionary rnernbers of 

the society, but also by rnany educators who judged that the 

educational system was unsatisfactory and wanted to find solutions. 

Often "revolutionary" texts were included in education courses 

where they were very popular among student~ who enj oyed the 

vindication of seeing their own often painful school experiences 

being attacked by writers who were suffiC'iently respected to be put 

on course lists in faculties of education. Most of these texts 

prirnarily addressed elernentary and secondary education al though 

there was sorne work on university level education. However l since 

cornrnunity colleges had not really developed as a major force in 

post-secondary education by the early sixties 1 they were hardly 

exarnined in the light of educational revolution. Ironically, many 

of the radical analyses and blue-prints for change were partially 

adopted in schools and universities in a spirit of reform which 

frequently resulted in sirnply underrnining the purpose of the 

changes. Many of the works of the time not only villifed the school 

systems for oppressing, boring, under-utilizing and misguiding the 

young, but they also expounded a romantic Blakean vision of the 

essential goodness of the child and ultimately the human adlllt who 
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had to be freed from the shackle.s of knowledge ..• or perhaps 

education: 

If the doors of perception were cleansed every thing 
would appear to man as it is, infinite. 

For man has closed himself up, till he sees aIl 
things thro' narrow chinks of his cavern. 9 

It is not possible or germa ne to cover all the popular 

educational writers of the time here. 10 However, in order to give 

a flavour of sorne of the expectations generally attendant upon 

"alternative education" during the period of the New School' s 

founding, it will be instructive to examine two very popular works 

of the time: A.S.Neill's Summerhill:A Radical Approach te Child 

Rearing 11 and George B.Leonard' s Education and Ecstasy.12 

A.S.Neill begins his book with a quotation from William 

Blake: 

Children of the future Age 
Reading this indignant page, 
Know that in a former time 
Love! sweet Love! was thought a crime. 13 

This was an excellent apostrophe for Neill, because he really did 

believe that honest and disinterested love of chilùren was the only 

thing that would rescue thern from leading truncated lives at the 

least, and very destructive ones at the most. The book is an 

account of his boarding school for children from ages fi ve to 

sixteen, Summerhill, which he founded in England in 1921. Neill 

clairns that he and his wife created a school which would fit the 

child, as opposed to the usual institution into which children are 
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contorted to fit. His view of the "natural" child is a positive 

one: 

My view is that a child is innately wise and 
realistic. If left to himself without adult suggestion of 
any kind, he will develop as far as he is capable of 
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 
street will sweep the streets. 14 

It is important to Neill not only to assert that Summerhill 

is a happy place [where teachers rarely lose their tempers], but 

also to emphasize that the creation of happiness is in fa ct its 

pedagogical position: 

l hold that the aim of life is to find happiness, 
which means to find interest. Education should be a 
preparation for life. Our culture has not been very 
successful. Our education, politics, and economics lead to 
war •.. the advances of the age are advances in mechanism-in 
radio and television, in electronics, in jet planes. New 
world wars threaten, for the world's social conscience is 
still primitive. 15 

He goes on to show that this necessary condition for the 

preparation for life is provided at Summerhill through 

ensuring the maximum freedom for aIl children there: 

Summerhill is possibly the happiest school in the 
world. Wf. have no truants and seldom a case of 
homesickness. We very rarely have fights-quarrels, of 
course, but seldom have l seen a stand-up fight like the 
ones we used to have as boys. l seldom hear a child cry, 
because children when free have much less hate to express 
than children who are downtrodden. Hate breeds hate, and 
love breeds love. Love means approving of childr2n, and 
that is essential in any school. You can't be on the side 
of children if you punish them and storm ~t them. 
Summerhill is a school in which the child knows t1at he is 
approved of. 16 

While the child is steeped in approval and love at Summerhill, 
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Neill is emphatic that the school is not overly-permissive because 

the chi1dren <ire treated as responsible beings only insofar as they 

are ready for particular responsibi1ities. The child is only 

permi tted to do as he p1eases " ••. in things that affect him-and 

only him. ,,17 'l'he objective of his schoo1 is to bring out the best 

inclination in each of the students, and he believes fervently 

that, left to their own devices, children will choose what is Most 

meaningful for them to know. 18 The criteria of what is worth knowing 

to an individu~l should be set by that person, even if that person 

is a child: 

The function of the chi1d is to live his own 1ife­
not the 1ife that his anxious parents think he shou1d live, 
nor a life according to the purpose of the educator who 
thinks he knows what is best. All this interference and 
guidance on the part of adults on1y produces a generation 
of robots. 

You cannot make chi1dren learn music or anything e1se 
without ta sorne degree converting them into wil1-1ess 
adu1 ts. You fashion them into accepters of the status quo. 19 

Surnmerhi11 was an immensely popu1ar book, se11ing over 200,000 

copies a year between 1960 and 1970. Neill had published numerous 

books on education before, but it was Summerhi11 which brought him 

recognition. Perhaps this was because of the time in which it was 

pUblished. 20 Be that as it may, in the early days of The New Scheol, 

when people were very weIl acquainted with the Neill notion ef a 

Il free schoel, Il people would insist that The New School was a Il free 

school" where "anything goes." with our detractors, this statement 

hid the usua1 prurient expectation of "sex, drugs and rock and 
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roll;" wi th prospective st.udents i t often indicated that they were 

anxious for an escape from the thralls of the regular school system 

as weIl as from their parents' control. Frequently we would begin 

presentations to parents and/or students wi th the words: "This is 

not a free school .•. " It seemed to us then and i t seems even more 

in the light of further educational analysis that Neill' s [and 

Blake' s] hopes for the "New Jerusalem" coming forth from an 

environment of love was a bit naive, especially given the 

complexities of the contemporary world. On the other hand, whether 

through coincidence or through emulation, we did arrive more or 

less at a model of governance within the school similar to Neill' s: 

Summerhill is a self-governing school, democratic in 
forme Everything connected with social, or group, life, 
including punishment for social offenses, is settled by 
vote at the Saturday night General School Meeting. 

Each membe: of the teaching staff and each child, 
regardless of his age, has one vote. My vote carries the 
same weight aS that of a seven-year old . 

. .. The function of Summerhill self-government is not 
only to make laws but to discuss social features of the 
community as well. 21 

Neill not only sees sel f-government as a necessary 

educational aspect of progressive education, but he claims that 

" •.• you cannot have freedom unless children feel completely free 

to govern their own social life." Ta him, one such meeting can have 

more curriculum value than a whole week' s "curriculum of school 

subj ects. Il He also de scribes a problem similar to one we have had 

perennially with self-governance at The New School: the conlict 
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between the needs of the individual and those of the community at 

large, and the various ways in which these sometimes conflicting 

needs may be mediated. 22 

Summerhill is an anecdotal book, describing an interesting 

school from the point of view of its founder. Being in more or less 

the same position [1 am one of the founding teachers of The New 

School), l can weIl understand the desire to "sell" the 

institution, perhaps even to convince the reader of its rightness. 

Certainly Neill makes his solutions sound common- sensical and 

workable. l do not think there are any schools modeled absolutely 

on Neill' s Summerhill in existence on this continent 30 years after 

the publication of his in:mensely popular book. Perhaps the fact is 

that Summerhill is very dependent on the particular vision of 

Neill. Nonetheless, this does not mean that positive aspects of the 

s~hool can not be integrated into other places. It might have been 

more helpful to other educators, however, if Neill had presented 

a tighter and more reasoned philosophical rationale for his 

practices. 

Reading Education and Ecstacy is somewhat like listening to 

an enthusastic conversation where all explanation is self-referred. 

It is a rambl ing conversational book where numerous people and 

publications are quoted without benefit of foot-notes or 

bibliography. The main argument of the book is that schools dam "up 

the floor of human potentialities," children sit about waiting for 

"soj(lething to happen!" and "It is as cruel to bore a child as ta 
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beat him. ,,23 The author believes the situation to be remediable. 

Ways "can be worked out" to help average students learn what is 

needed in less time and more pleasurably 1 to provide a "new 

apprenticesh ip for livinçll, to make the task of teaching better for 

teache:r.s and to ensure that education will become a "lifelong 

pursuit for everyone." In fact, he claims, "Education, at best, is 

ecstatic. "zr, 

Leonard defines good learning as change and education as the 

process which changes the learner. By monitoring the change within 

learners, the teacher can assess further direction for specifie 

courses and human interactions. What can save educat ion from 

passivity and boredom is the fact that learning " ... involves 

interaction between the learner and his environment, and its 

effectiveness relates to the frequency, variety and intensity of 

the interaction." While he does not really demonstrate in what way 

learning can become ecstatic, he tends to see true learning as the 

"pursuit of the ecstatic moment. At its best, its most effective, 

its most nnfettered, the moment of learning is a moment of 

delight ... the varieties of ecstacy are limi tless ... the skillful 

pursuit of ecstacy will make the pursuit of excellence not for the 

few, but for the rnany, what it never has been-successful.,,25 

The main arguments for the possibility of aChieving numerous 

moments of ecstacy are developed in a rambling section of the book 

devoted to human potential, where numerous luminaries from fields 

as diverse as religion and neurology are quoted without any sources 
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cited. There is an amorphous section of anecdotes about chi1dren 

in various situations as weIl as sorne autobiographica1 recounting. 

It focuses exclusively on the American experience of the time. The 

author admits that "ecstacy i5 one of the trickier conditions to 

write about" and it is especially difficult for him to show how 

"moments of ecstacy" in learx.,ing can become sufficiently 

compelling, for example, to obviate the difficulties of 

memorization, which comprise an important part of studying 

languages or sciences. Even when :~onard lists the possibility of 

learning various "sk~lls" towards creating a bett.er world,there 

is a hype to his thoughts which leave this rcader \<li th .. 1 doubtful 

"yes ... but ... Il on her l ips: 

To learn the commonly-agreed-upon skills and knowledge 
of the ongoing culture ... to learn it joyfully and to learn 
that aIl of it, even the most sacred "fact," is strictly 
tentative. 

Ta learn how to bring creative changes on aIl 
that is currently agreed uponi 

Ta Iearn delight, not aggressioni sharing, not 
eager acquisition; uniqueness, not narrow competition. 

Ta learn heightened awareness and control of 
emotional, sensory and bodily states and, through this, 
increased empathy for other people (a new kind of 
citizenship education.) 

Ta learn haw to enter and enjoy varying states 
of consciousness, in preparation for a life of change. 

Ta learn how te explore and enjoy the infinite 
possibilities in relations between people, perhaps the most 
common form of ecstacy. 

Ta learn, for learning-one word that includes 
singing, dancing, interacting and much more- is already 
becoming the main purpose of life. u 
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The biographical note on Mr.Leonard does not indicate if he humself 

has ever taught, although he has written and "consulted" on 

education. 

At the beginning of the CEGEPs, many teachers, counsellors 

and even administrators in the English colleges were impressed by 

this book. l was introduced to it by a college administrator at a 

Montréal English CEGEP, and l considered it vacuous even in 1970. 

However,I think that its heightened language, even more than the 

laissez-faire position of Neill, became reflected back to us at 

the New School in people's expectations of our objectives as an 

educational project. Were we after ecstacy and in what way? How 

did the students get to cope with the hard stuff like writing term 

papers? We often found ourselves responding to expectations of our 

critics, which were not based on our own articulation of our 

philosophy, but on that of the movement of educational hype in the 

heady sixties and seventies when people hoped and thought that 

education could save the world i meanwhile back at the ranch, 

scientists and industry were putting together ever deadlier and 

more accu rate weaponry. 

Some radical analyses of education were especially optimistic 

about alternative education becoming a "quiet" revolutionary social 

force, moving towards a more "open society," in which social class 

distinctions, racism, religious bigotry,the unjust distribution of 

resources, and the boundaries of nation-states would aIl disappear. 
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Rational and flexible decision-making would prevail throughout 

society.27 One writer even alluded to the songs of Bob Dylan: 

"Education has a new role to play. Ti1e times they are a changing. ,,28 

The founders of an organizatlon called "New Nation Seed Fund," 

whose purpose was to help alternatjve libertarian schools survive, 

described the most desirable methodology: 

The schools are kept small so that persons can have 
access ta one another. Relationships replace arbitrary 
discipline. The absence of coercion makes room for 
morallty and ethics, and these in turn foster the hurnane 
relations which alone are the proper setting for the 
growth of the young. 29 

The ideas expressed by these writers popular in the late 60s 

and early 70s surfaced in many institutions in many countries. In 

response to these critiques, numerous official commissions were 

formed to evaluate various educational systems. Their conclusions 

were often dissimilar and did not always resul t in systemic 

reforms, in changes in educational institutions p or in the creation 

of new institutions. However, it is clear that most educational 

cri tics were concerned with: articulating a philosophy of education 

in which "growth ll was an important factor ... not just the 

acquisition of facts; acknovlledging that growth was a holistic 

phenomenon in which there were personal, intellectual, spiritual 

and social factors; differentiating legitimate curriculum inquiry 

from indoctrination; prunjng away from standard curriculum methods 

those subj ects and works which were no longer relevant to students 1 

l ives; making school an integral and relevant part of society; 
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breaking down the social barri ers between students .:md between 

students and teachersi empowering stùdents, giving them greater 

freedow with a view Lo making them responsible citizens in a freer 

society: and education as a facilitative force in improving the 

society through helping students ta become more authentic as 

individuals and in relation to the society at large. 

Perhaps it was due to the slowness of systemic change within 

established educational institutions that during 1960's, numerous 

"alternative schools ll emerged in North America. Sorne of these were 

"Free Schools," sorne were community··supported schools with strong 

parental participation and accountability structures, and some 

eventually became part of public school systems' desperate efforts 

to k~ep young people in school. 

In the 19605 the federal go~ernrnent, private foundations, 
corporations, and community groups poured massive amounts 
of money and energy into efforts to change the public 
school system. The gloomy statistics documenting the 
shortcomings of public schools in the education of minority 
students highlighted the poor fit between school offerjngs 
and the needs and goals of many students ... beginning in the 
late 19605, the Ford Foundation assisted efforts at a new 
klnd nf rcform involving smaller, more experimental, more 
tentat.i ve efforts ta impt"ove education. 30 

While most of these alternatives in bath Canada and the United 

states were at the elernentary and secondary levels, there were sorne 

"al ternati ve progrdmmes" wi thin post-secondary institutions. 

Although these "alternatives" were organized on variously or rarely 

articulated educational philosophies, their guiding force was that 

they were "alternative" ta the existing mainstream education 
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provided (at the elementary and secondary levels) by the state, and 

fat post-secondary levels) by the state and private institutions. 

The founders of The New School spared m~ny of these views. 

They believed schools to he over-controlling, disconfirming of the 

individual, and generally a pernicious force in society. They found 

in Humanistic Education a solution which would provide a better and 

more interesting school environment as weIl as the tools for basic 

social change. Their notion of social change was based on 

individual changes of attitude which resulted from personal growth, 

rather than radical social change resulting in the global 

redistribution of power and resources. 

B. Philosophical Roots 

While the original plans for The New School may have sprung 

from a critique of the current educational system, the proposaI 

for its founding was not based sole1y on negative criticisrn. 

Rather, it was founded on the notion that aIl education should be 

"people-centered" and " process-ce1tered" rather than simply 

"information-centered." True education was to devolve from the 

self-perceived needs of the students, and it should develop from 

an understanding of why they vlanted to learn certain things, why 

certain types of knowledge might be important for them personally 

rather than simply as a means to another and distant end 5uch as 

institutional pre-requisites or sorne distant privilege that might 
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accrue to the holder of specific and privileged knowledge. The 

crucial factors in any educational undertaking were the learners: 

who were they? what did they want to know? why? how did they want 

to go about learning? This educationêtl project had to operate with 

a working model of the human personality and the exercise of 

freedom. Because the school had a commi tment to social change, 

learning at The New School would also involve balancing personal 

needs and freedom with the need to live and work collaboratively 

with others. 

The New School was founded on philosophical premises which 

had their roots primarily in the works of Maslow, Rogers, Brown, 

Moustakas, and other Humanistic psychologists and philosophers. 

There were various other sources for the original development of 

the New School's educational philosophy: Dewey, the 

existentialists, the values clarifl.cation philosophers and 

educators, and feminist and Black theorists. Later on, The New 

School would become influenced by work in critical pedagogy and 

peace education. It must also be understood that numerous teachers, 

administrative assistants and students who passed through the 

school were influential in shaping its philosophy at various times. 

The New School's philosophy is one which develops continually in 

a dialectical and dialogical manner: ideological position-praxis­

experience-feedback-discussion-modulation of position-development 

of praxis-experience-feedback, etc. While the philosophy becomes 

more elaborated, its basic premises of individual and group 
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empowerment remain constant. 

The educational point of departure to prepare young people 

to better their 2o~iety favoured in the founder's Abstract of the 

original ProposaI was the development of a strong self-concept. 

Indeed it was considered an essential condition to appropriate and 

productive inter-personal relations. The development of the self 

was considered to be a primary function of education: 

While we as a society devote much energy to teaching 
the students to think logically about such matters as solid 
geometry, number systems etc., expl ici t training of the 
student in methods of processing information about himself 
and others in his inter-personal world is almost totally 
lacking. The development of a collection of hypotheses 
about oneself, the self-concept, is largely haphazard and 
the product of unexamined and unverbalized experience. 
Lacking the necessary skills for seeking and processing 
information about ourselves, is it any wonder that few of 
us can construct relatively clear and unambiguous accounts 
of our goals, aspirations, values, traits and abilities? 
And in the absence of learned skills necessary to the 
understanding of inter-personal interaction, is it any 
wonder that many individualf.> are confused about their 
relationship to self or to ot.h'~rs?31 

The critique of education q1.loted above, e:choes a similar 

critique made by the American educational philosopher, John Dewey, 

almost half a century before:2 

The history of educational theory ls marked by opposition 
between the idea that education is development from 
within and that it is formation from withouti that it is 
based upon natural endowments and that education is a 
process of overcoming natural inclination and 
sUbstituting in its place habits acquired under external 
pressure. 32 

It is not coincidental that there should be this paraI] el 

between an early progressive educator and more contemporary 
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proponents of the human potential educational movement, because 

there are various parallels between the two movements.Certainly 

the second was informed by the first. The progressive education 

movement began in protest against the narrow forn'alism and 

inequities of public education around 1890 in the United states , 

peaked in the 1920 Vs and 1930's and then "collapsed in the years 

after World War II. "Like the Humanistic Educators, the Progrnssive 

Educators also saw schools as levers of social reform, educdtion 

as an instrument for individual self-realization or growth and as 

a place where people could learn how to adjust to the rapid changes 

taking place in their world. 33 John Dewey, who was the chief 

articulator of the movement' s aspirations, saw education as an 

essentiai factor in the growth of individuals. It was the business 

of educators to find those conditions most conducive to growth: 

A primary responsibility of educators is that they not 
only be aware of the general principle of the shaping of 
actual experience by environing conditions, but that they 
aiso recognize in the concrete what surroundings are 
conducive to having experiences that Iead to growth. Above 
aIl, they should know how to utilize the surroundings, 
physical and social, that exist so as to extract from them 
aIl that they have to contribute to building up experiences 
that are worthwhile. 34 

Dewey 1 S concept of growth, however, was much more focused than what 

was to become the prevailing notion of the Hurnanistic psychologists 

who succeeded him in the nineteen-sixties and seventies. To him, 

"Growth in judgement and understanding is essentially growth in 

ability to forro purposes and to select and arrange rneans for their 

realization. ,,35 
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Dewey saw education as a means of helping people grow, helping 

them experience freedom, or giving them power. Growth, to Dewey, 

had specifie characteristics related to understanding objective 

information and making wise choices on the use of that information. 

Giving people power did not include the notion of "power over." 

Dewey'f' concept of power is expressed in the phrase, "power as a 

means to"---it describes the individual' s being enabled to act 

wisely on his/her own behalf: 

There can be no greater mistake, however, than to 
treat such freedom as an end in itself.It then tends to be 
destructive of the shared cooperative activities which are 
the normal source of order. But, on the other hand, it 
turns freedom which should be positive int.o someting 
negative. For freedom from restriction,the negative side, 
is to be prized only as a means to a freedom which is 
power: power to frame purposes, to judge wisely, to 
evaluate desires by the consequences which will result from 
acting upon them; power to select and order me ans to carry 
chosen ends into operation. 36 

Because of his emphasis on "freedomjpower to", Dewey was 

convinced that the learner must participate "in the formation of 

the purposes which direct his activities in the learning process" 

and that there was: 

••. no defect in traditional education greater than its 
failure to secure the active co-operation of the pupil in 
construction of the purposes involved in his studying. But 
the meaning of purposes and ends is not self-evident and 
self-explanatory. The more their educational importance is 
emphasized, the more important it i~ to understand what a 
purpose iSj how it arises and how it functions in 
exper ience. 7 

To Dewey the learner' s experience (what would be called "relevance" 

by later critics) was an essential point of departure for 
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undertaking to learn something. However, he emphasized that this 

preliminary connection was only the primary step in a learning 

process: 

But finding the material for learning within experience 
is only the first step. The next step is the progressive 
development of what is already experienced into a fuller 
and richer and also more organized form, a forro that 
gradually approximates that in which subj ect-matter is 
presented to the skilled, mature person .•. lt thus becomes 
the office of the educator to select those things within 
the range of existing experience that have the promise and 
potentiality of presenting new problems which by 
stimulating new ways of observation and judgernent will 
expand the area of further experience. 38 

Dewey did not believe that aIl experiences were autornatically 

educative. In order to be educative, they had to ... "tend bath ta 

knowlege of more facts and entertaining of more ideas and to a 

better, a more orderly arrangement of them." He saw learning as a 

progression from the first personal experiential connection to a 

more "objective" sense of reality, 39 thence ta the capacities for 

self-control. Ta Dewey,freedom was to be ultimately found in the 

fullest exercise of self-control. 

In the case of education, modulation means movement from 
a social and human centre toward a more objective 
intellectual scheme of organization, always bearing in 
mind, however, that intellectual organization is not an 
end in itself but is the means by which social relations, 
distinctively human ties and bonds, may be understood and 
more intelligently ordered. 40 

Existentialists share sorne of Dewey 1 s concern wi th issues 

pertaining to freedom. Because tbe human situation is 

"essenceless, Il humans are " c onfronted in every waking moment by 

phenomenal situations ta each of which there are numberless 
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responses we could gi ve. ,,41 Clearly they must learn to make 

choices. Van Cleve Morris in his book, Existentialism in Education, 

traces the process through which people must go before they are 

even ready to enter the realm of choice. Drawing on other 

existentialist philosophers, Morris claims that when people realize 

how utterly arbitrary the fa ct of their individual existence is, 

they undergo an "encounter with nothingness:" 

The encounter with nothinqness, seemingly so unpromising 
as a starting problem in philosophical discourse, is in 
fact the test we sl10uld be willing to take as a 
demonstration of our worth in the world. It is not 
nothingness but the enoounter with nothingness which 
provides the vehicle for our humanness to exhibit 
itself ••• Nothingness, after aIl, is not a foregone 
conclusion; it is only a possibility.42 

However, this state of consciousness, while causing individuals 

their moments of darkness and alienation, need not end in despair 

but in the knowledge that one may create 

••. the project of living one's life in such as way as to 
be deserving of something better than nothingness and 
obliteration; to con front nothingness, to deny nothingness, 
by filling it uR with a life that ought never to be lost 
or annihilated. 

This project is particularily difficult to realize because there 

are sa many claims on people's attention and desires. creating a 

raison d'être is difficult and is one of the tasks of education. 

In order to be arnenable to the learning of truly valuable suv~ect 

matter, individuals must consider thernselves Itworthy" of the 

knowledge. To achieve this end, they must recognize their own 

irreplaceability as well as their own "belongingness" in society. 
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Very often people develop a false sense of affiliation through the 

arbitrary descriptions imposed by others: nationality, class, race, 

gender, creed. These are neither essential characteristics nor can 

they be chosen at birth. Rather, they are simply classifications, 

"facticités" as de Beauvoir named them, which must be replaced by 

chosen values as we attempt to infuse our lives with a sense of 

meaning and purpose. The creation of values is the task of the 

learner: 

... l am the starter of the value-making process, but as 
such l myself have no base to stand on that can tell me 
which values l should start making. In this role, then, l 
discover that l am the originator, the inventor, the 
creator of values •.. In the aot of ohoQsing, man brings 
values into being.~ 

There are necessary conditions for constructing a meaningful life: 

freedom, the awareness of one's own freedom, and the understanding 

of one's personal responsibility in valuing and choosing action 

appropriate to one's freedom and life. People who choose not to 

address these conditions of meaning are often relegated to a kind 

of pers:onal and moral numbnessi on the other hand, choosing to 

choose---recognizing one' s possibilities of creating a life of 

meaning---creates the possibility of living in go ad faith and 

authenticity. Finally, if individuals should strive for 

authenticity in their life's experience and moral positioning, then 

an authentic society is also desirable and possible. In view of the 

need for freedom in establishing authenticity, such freedom from 

moral or material coercion is essential to the maintenance of an 
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authentic society. 45 

The task of education for the existentialist is a complex one 

in our imperfect world where the human striving for authenticity 

must par force take place within the dramatic tensions of variably 

coercive social institutions like the family and the school itself. 

Whj le Dewey defined the child as having various innate dispositions 

to be encouraged by the educator, the existentialist will not 

acknowledge the pos;ibility of innate dispositions: rather, the 

objective is " ... to be aware of the possibility of being disposed 

this way or that. It is to be aware that one is the a"thor of his 

own dispositions!" Learners may become fully aware of themselves 

as the shapers of their own values and lives. Through their own 

'j efforts and unique ruminations, they may posit what " ••• a human 

being ought to be", thus moving beyond "mere intellectual 

discipline, beyond mere sUbject matter, beyond mere enculturation, 

beyond mere . fundamental dispositions, 1 to the ••. zone of value 

creation. ,,46 

It is important to bea~ in mind that exercising freedom to 

choose ones values and tak:l.ng responsibility for them do not exist 

in an emotional vacuum. There is always an affective level to each 

thought, each choice. In fact, in Humanistic Education as practised 

at The New School, the feelings related to choices are an integral 

part oZ the data examined before making choices. This is not the 

trivial "if it feels good, do it" school of thought. Rather, it is 

based on the recognition that in order te make authentic choices, 
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people must understand their emotional roots and their impact upon 

themselves and others. These insights must be weighed along with 

all other values which people may wish to attribute te any 

situation. 

Being aware of their feelings is important not only as people 

make choices of value, but as they learn. It is important for 

learners to appropriate knowledge, to filter it through thcir own 

emotional as weIl as "factudl" and experiential knowledge in order 

to comprehend it in a way that informs their lives with 

authenticity. This means that in order ta achieve authenticity, 

learners must subject the profferred knowledge to an 

epistemological analysis which takes into account i ts meaning, 

signification, social context and emotional connection to them. 

Through this process, their knowledge becomes unique and 

transformed into a meaning which informs their lived [and only) 

lives. 

There is an inherent paradox in supporting the role of the 

teacher as agent of awakened awareness in the learner while at the 

same time acknowledging the individual's need to achieve awareness 

of him/herself as a single and unique subjectivity in the world. 

This problem arises continually at The New School; later l will 

discuss this in detail. Suffice it to say now that neither Dewey 

nor Morris comes to terms with this issue: who really knows the 

"true" dispositions of the learner which should be encouraged by 

the teacher? How can a teacher awaken a student to his or her own 
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unique subjectivity without influencing the content of the 

learner's perception? In both cases the teacher must respect the 

learner's autonomy while at the same time precipitating active 

involvement in what may become a painful moment of insight for the 

learner. 

C. Maslow and Rogers 

The New School's original basic texts were anti-school works 

popular at the time of its inception: books, broadsides, magazines 

and campus newspapers. However, the serious texts given ta us for 

consideration were works specifically on Humanistic Education, as 

articulated by Carl Rogers and Abraham Maslow. Many of the first 

teachers at the New School had ta ken part in overt political action 

in the Black movement, the anti -war movernent, and the women' s 

movement; we were familiar with Marxist analyses of society. We 

clearly saw the function of class in determining ()Ur students' 

perceptions and choices. In a college as ethnically, racially and 

socially diverse as ours, it is undeniable that ethnicity, class, 

gender and race are strong determinants in our students'interests, 

behaviour and aspirations---and in allowing for conditions where 

self-actualization can take place. 

Abraham Maslow criticizes the educational system as having as its 

chief concern, efficiency ... "that is, with implanting the greatest number 

of facts into the greatest possible number of children, with a minimum 
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of time, expense and effort.,,47 He argues that education should not be 

"extrinsic" [for various signifjers of status] but "intrinsic," for the 

pleasure of knowing more about oneself and onels full potential as a 

human being: 

The ideal college would be a kind of education~l retreat 
in which you could try to find yourself; find out what 
you like and want; what you are and are not good at. 
People would take various subject~, atténd various 
seminars, not qujte sure of where they were going, but 
moving toward the discovery of vocation, and once they 
found it, they could make good use of tcchnological 
education. The chief goals of the ideal college, in other 
words, would be the discovery of identity, and with 
it,the discovery of vocation ... part of learning who you 
are, part of being able to hear your inner voices, is 
discovering what it is that you want to do with your 
life. 48 

Maslow clearly saw growth as the objective of education, and he 

named the highest flJrm of growth "self-actualization. "The self-actualized 

person must be "in a state of good psychological health" with basic needs 

satisfied, and a lifels work or "mission in life" which is of intrinsic 

value to him/her. Maslow identifies as necessary condltions for sel f-

actualization the satisfaction of a "hiera!:"chy of needs," beginning wlth 

peoplels needs for basic biological survival and moving npwards to needs 

for security, belongingness, dignity, love, respect, and self-estee~. 

Self-actualization is a development of the personality which frees the 

pers on from neurotic problems sa that s/he is able ta come ta terms with 

the real issues of the human condition. Ta Maslow self-actualization was 

not a static state, but rather a dynamic life-long process. 

Growth is seen then 
gratification of basic 
"disappear, "but aiso in 
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motivations over and above these basic needs, e. g. talents, 
capacities, creative tendencies, constitutional 
potentialities. We are thereby helped also to realize that 
basic needs and self-actualization do not contradict each 
other any more than do childhood and maturity. One passes 
into the other and is a necessary prerequisite for it. 49 

Maslow also believed that under optimum conditions, 

There seems no intrinsic reason why everyone shouldn't be 
this way [self-actualizing]. Apparently, every baby has 
possibilities for self-actualization, but most get it 
knocked out of then ..• I think of the self-actualizing man 
not as an ordinary man with something added, but rather as 
the ordinary man with nothing taken away. The average man 
is a human being with dampened and inhibited powers. 50 

While Maslow liked to speculate that self-actualization was 

available ta aIl people, his own studies of people ho considered 

self-actualized convinced him that although they were exceptional, 

the y did not have a life free of dilemma. Their problems \'lere those 

of isolation, detachment and fear of over-shadowing others. Maslow 

also posited thdt men and women might experience self-actualization 

difterently. In a letter f he claimed that because our culture 

disconfirms feminine modes, "our conceptions of the universe, of 

science, of intelligence, [and] of emotion are lopsided and partial 

because they have been constructed by man ... If only women were 

allowed ta be full human beings, thereby making it possibl~ for men 

to be full human beings." However, he also thought that the closer 

both men and women came to self-actualjzation, the more similar 

they would become, each having aIl the hllman qualities. 51 

In order for people ta achieve self-actualization, they must 

be prepared te take increased responsibility for their lives. To 
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achieve this end, it is necessary for them to develop coherent 

value systems. Maslow identified key principles regarding the need 

for values: 

1. AlI humans, including children, need a coherent value 
system. 

2. Lack of a value system in the larger culture breeds 
certain forms of psychological disorder. 

3. Individuals will crave and search for a coherent value 
system. 

4. People prefer having any value system, however 
unsatisfying, to none at all---that is, complete ~haos. 

5. If there is no adult value system, ther. a child or 
adolescent will embrace the value system of peers. 5? 

While several of these principles are eorroborated by our 

experience at the New School, what j s significant here is that 

Maslow's theories,and then Rogers'theories, both paved the way for 

~he development of further work o~ values clarification which in 

turn got integrated into the field of Humanistic Education. Indeed, 

the issue of values and valuing as a central factor in education 

has developed in a ineremental manner from Dewey onwards. Maslow 

was to beeome increasingly concerned with what he considered a 

crisis in values in his society: 

In recent years and to this day, most human:stic 
seho] ars and most artists have shared in the general 
eollapse of aIl traditional values. And when these values 
collapsed, there were no others readily available as 
replacements. And so today, a very large proportion of our 
artists, novelists, dramatists, critics, literary and 
historical sehol ars are disheartened or pessimistic or 
despairing, and a fair proportion are nihilistic or 
cynical ... 

rWe are in] a chaos of relativisme No one of the se 
people now knows how ta defend and validate his choiee. 
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This chaos may fairly he called valuelessness. 53 

Educational settings can create the optimum circumstances 

for self-actualization for "psychologically healthy" students by 

encouraging them to experience joy f refreshen their aesthetic 

consciousness, control impulses, and find meaning in their lives. 

Maslow acknowledges that often young people, living in pathological 

states of passivity and drug and alcohol dependency, do not corne 

from situations of great biological, social or psychological 

deprivation. He describes their state as a "cognitive and spiritual 

sickness," and attributes it to the lack of transcendant meaning 

in their lives. This meaning must come from an appreciation of more 

abstract qualities like truth, beauty and justice. Once these 

i values are internalised, the boundaries of the self will extend 

beyond the cOllstricting personal sphere of interests to include the 

whole world: 

... we would have a great flowering of a new kind of 
civilization. People would be stronger, healthier, and 
would take their own lives into their hands to a greater 
extent. with increased personal responsibility for one's 
personal life, and with a rational set 0f values to guide 
one's choosing, people would begin to actively change the 
society in which they lived. ~hs movement toward 
psychological health is also moveroent toward spiritual 
peace and social harmony. S4 

Finally, Maslow believed that if teaching were carried out in a 

way that stressed personal discovery, this would encourage learners 

to have "peak-experiences,illuminations,the sense of mystery,and 

of awe" in the process. He considered the appropriate circumstances 
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to be " ..• certainly one of the pressing tasks for professional 

educators. ,,55 Indeed, Maslow was convinced that the "power of the 

peak-experience could permanently affect one's attitude to 

life .•• It is my strong suspicion that one such experience might be 

able to prevent suicide •.. and. perhaps many varieties of low self­

destruction, [such as] alcoholism, drug-addiction, and addiction 

to violence. ,,56 

Maslow' s answer to the existentialists' "nothingness" is 

that the only way to avoid a sense of meaninglessness is to create 

one's own meaning, to get in touch with the marvels of the world 

through cultivating autonomy, independence of culture and 

environment, a continued freshness of appreciation, a 

Gemeinschaftsgefùhl, good personal relations, and a good sense of 

humour: in short, the way to arrive at meaning and purpose in life 

was to undertake the discipline and struggle towards self­

actualization. In our imperfect world people must be educated 

towards this end. 

Carl Rogers characterized the traditional classroorn as a locus 

where only the intellect is valued, in which authoritarian rule is 

the accepted policy with the teacher as powerful possessor of aIl 

the knowledge and the student as obedient recipient. There is no 

place for emotions in the traditional classroom. Teacher-student 

and intra-student trust is at a minumum in such an oppressive 

environment. Rogers 1 response to the conventional educationa l 

setting and methodology is to develop a theory of "person-centered 
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education" where cognitive skills may be combined with better 

knowledge of self and of interpersonal behaviour: " .•• when students 

perce ive that they are free to follow their own goals, most of them 

invest more of themselves in their effort, work harder, and retain 

and use more of what they have learned than in conventional 

courses. ,,57 One 0:: Rogers' deepest cri ticisms of education is of 

its mistrust of the students implicit in the prevalent arrangement 

of orders governing almost every part of the students' schools 

lives: 

consequently at the very age when he should be 
developing adult characteristics of choice and decision 
making, when he should be trusted on sorne of those things, 
trusted to make mistakes and ta 1earn from those mistakes, 
he is, instead, regimented and shoved into a curriculum 
whether it fits him or not.~ 

t~ 
~ To critics who insist that if 1eft to their own choices, students 

would choose not to do anything, Rogers has this response: 

... Nuw that education is su ch a dominant force in the life 
of the young person, l hope someone will get interested in 
very esoteric subjects if that's what intrigues him, and 
fo11ow that clear emotion through. But there ought ta be 
a place, too, for the emotional learnings, for getting to 
know onesel f better as a feel ing person. 59 

Rogers did not mince his words in his critique of contemporary 

education in America. Indeed towards the end of his life in the 

early 1980~s he became increasingly critical, claiming that the 

educational system was: 

... suffering from many elements of a crippling sort: the 
decreased financial resources, the dwindling enrollment, 
the tangled web of law and bureaucratie regulations that 
50 often dehumanizes the classroom, a dangerous right-wing 
attack that aims to prevent freedom of thought and choice, 
and boredom, frustration, rage and despair on the part of 
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many students. 60 

In order to understand the full application of Roger' s 

theories of education, however, it is important to understand his 

model of the "functioning pers on ." To Rogers the dysfunctional 

person lives in continuaI fear of himself and the external world. 

Most of his hypotheses regarding functional people derive from his 

therapeutic model or goal. In this sense he is unlike Maslow who 

derived his notion of self-actualized people backwards by studying 

people whom he considered self-actualized de facto as a result of 

his familiarity with them or with their accomplishments and 

attitudes. The process of therapy through which Roger's client 

becomes "functioning" acquaints him with " ... elements of his 

experience which have in the past been denied to awareness as too 

threatening, too damaging to the structure of the sel f. " By 

experiencing these feelings fully and intensely, the client 

realizes that these feeling are part of himself rand that by 

accepting them he no longer needs to fear them but may choose to 

develop with or from them as a functional person. 61 

The characteristics to be found in the functional person are 

the following: s/he is open to experiencei s/he lives in an 

existential fashion. This means that s/he will not live in anxiety 

about those things s/he cannot control and will not try ta impose 

a rigid structure on experience. The person will" ... find his [her] 

organism a trustworthy means of arriving at the most satisfying 

behavior in each situation ... 62 While Rogers claims the persan should 
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do wh.\t "feels right," he does not suggest impuJ.sive action. He 

indicates that this "feeling" should be arrived at after factors 

in a situation have been weighed:this feeling should be the 

controlling factor. The functional person is creative; Rogers 

claims that aIl people are by nature creative, but that they are 

blocked off from th6ir creativity by fears and social norrns. Rogers 

is careful to emphasize that this paragon is hypothetical. He 

confirms that the more open a personality is, the more the pers on 

is likely to live in flux: "The most stable personality traits 

would be openness to experience, and the flexible resolution of the 

existing needs in the existing environment. ,,63 While Rogers is not 

simplistic enough to think that people in fact have absolute 

freedom, his solution of the freedoml determinism polarity is 

somewhat glib and dismissive: "The fully functioning person ... not 

only experiences, but utilizes the most absolute freedom when he 

spontaneously, freely, and voluntarily chooses and wills that which 

is absol utely determined. ,,64 Elsewhere, Rogers shows more 

sophistication: 

... 1 focus on the self-deterministic, rather than social­
environmental or genetic-deterministic values in my 
training of students. . .. There is no doubt that our genetic 
inheritance sets certain limits on what an ind "vidual is 
going to be and become. Those limits are more ~apable of 
being stretched than we had supposed, but there are l imi ts • 
There 1 s no question in my mind that we are very much shaped 
by what happens to us in our childhood, in our family, and 
in our contact with society ... But then there is also the 
fact that in the present moment, it is the persan hirnself 
who is able ta understand tho~e factors that have 
contributed to who he is, and to choose his own future ... I 
think as the person becomes aware of these various factors 
in his background, he can rnake realistic and sensible 
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choices as to how he 1 s going to both live with and 
transcend the circumstances of the past ..• l donlt believe 
in free will in the sense that a person is free to do 
anything, but to deny the reality of the significance of 
choice as the strict behaviorists do is totally 
unreal istic. 65 

One way in which people who want to live the fullest versions 

of their lives may express their free will is in the search for 

authenticity. The person who has embarked upon such seareh 

" .•. values communication as a means of telling it the way i t is, 

with feelings, ideas, gestures, speech, and bodily movement aIl 

conveying the same message." This person must be willing to engage 

in "painful honesty" and to pay the priee of this honesty rather 

than to resort to "tactful generalities. ,,66 The person who has 

reached this level of development has worked out feelings of 

incongruence whieh arise when his "experience is quite diserepant 

from the way he has organized himself," when he dares to be aware 

of what he is experiencing without defending against it. 67 

The means by which people may arrive at the congruence which 

characterizes functionality is through what Rogers calls the 

"valuing process." Here people must rid themsel ves of Il introj ected" 

and often highly contradictory values from various formative 

sources through analysing the sources of those values and the 

affect attached to them. This means "restoring contact with 

experience" unmediated by the introjections of others. Rogers 

claims that rigidly he Id values are a result of insecurity. The 

mature person must have flexibility in valuing and be willing to 
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test values with an eye either towards self-correction or self­

enhancemernt. While Rogers claims ~e cannot set down absol ute 

patterns of value-change, he does identify "value directions,,68 

which he says move people in the way of personal growth and 

maturity; su ch people tend to move away from: façades, pleasing 

others as a goal in itself, and "oughts." They value as positive: 

"being real," self-directjon, themseives and their own feelings, 

being in process, sensitivity to and acceptance of others, and deep 

relationships. They show an openness to inner and outer experiences 

and are open to their own inner reactions and feelings as weIl as 

those of others and the realities of the world. 69 

Like Maslow, Rogers believes that people can actualize 

themselves with or without therapy: "Self-actualization implies 

that the person is acceptantly aware of what's going on within and 

is consequently changing practically every moment and is moving on 

in complexi ty • ,,70 However, Rogers does not expect the kind of total 

transcendance or the attainment of peak experiences for his 

"functional" persan that Maslow claims for his self-actualized 

people. Perhaps the difference is that to Maslow pedk-experiences 

are an end in themselves, while to Rogers they form an epi­

phenornenon, a possible result of becoming functional. 

Rogers developed a coherent and elaborated theory of 

education; his theory of education and his practice were bent ta 

the purpose of helping people becorne self-actualized, mature, and 

functional. True education, to Rogers, is the "facili tation of 
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change and learninq ... Changingness, a reliance on process rather 

than upon static knowledge, is the only thing that makes any sense 

as a goal for education in the modern world." The key elements in 

this process were to be ••. "certain attitudinal qualities that 

exist in the personal relationship between the facilitator and the 

learner. ,,71 

Here the teacher is referred to as a "facilitator" and shares 

with aIl participants the responsibility for the learning process. 

The students, facilitated through shared responsibility, alone or 

with others, develop t~heir own programme of learning based on their 

self-perceived cognitive and affective needs. While the humanistic 

educator is very important in initiating the class and helping it 

get started, this leadership role should decline as the class 

progresses, allowing the students to lead themselves and use the 

teacher as a resource pers on . The teacher becomes part of the 

class, sharing his/her experiences, feelings and skills with the 

students as they require them. 72 

Rogers carefully outlines the qualities necessary to 

facilitate real learning: "The facilitator is a real person,being 

what she is, entering into a relationship with the learner without 

presenting a front or a façade." Part of this realness j s expressed 

in a sense of "puzzlement," where the facilitator has the 

obligation to express ignorance or lack of understanding. The 

facilitator must also "prize" the other pers on 's feelings and 

opinions and hold the belief that the other pers on is fundamentally 
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trustworthy. This prizing or acceptance of the learner " .•• is an 

operational expression of her essential confidence and trust in the 

capacity of the human organism." Empathic understanding is a 

necessary quality. Here the facilitator " ..• has the ability to 

understand the student's reactions from the inside, has a sensitive 

awareness of the way the process of education and learning seems 

to the student ••. " 

Finally, the facilitator must be willing to live in 

uncertainty where only what she discovers in the process of 

facilitating will guide her along the way.n Rogers is fully aware 

of the doubts that these criteria will raise in the minds of 

possible facilitators: they might feel incapable of fulfilling the 

:{ demands of "unleashed curiosity;" will they have the academic 

resources? Do they have the courage, creati vi ty, tolerance and 

humanity to accept such a responsibility?~ 

.,. , 

Rogers moves from identifying appropriate facilitative 

attitudes to identifying appropriate facilitative behaviours. 

The facilitator: is instrumental in setting the initial mood or 

climate of the group; helps to elicit or clarify the purposes of 

individuals and the group; relies upon the motivation of each 

student to implernent those "purposes which have mer. :lings for him;" 

tries to organize and make available appropriate .i:esourçes for 

learning; identifies himself as a flexible resource ta be utilized 

by the group; in responding to expressions in the group, accepts 

and addresses both the cognitive and affective attitudes in direct 
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relation to their presence in the group; becomes increasingly 

integrated as a member of the group; takes initiative in sharing 

his feelings and thoughts with the group without imposing them: and 

continually endeavours t.o keep aware of and accept his own 

limitations. 75 

consistent wl th his philosophy of the person, Rogers has 

great faith that teachers who really want to become facilitators 

in this manner, will learn how to do it:"We've also had experience 

enough to know that some people who are not particularly skilled 

but who possess some basic attitudes can be trained in relatively 

short intensive periods to become much more skillful as 

facilitators of communication. ,,76 Rogers believed in and provided 

experiential training for nurnerous teachers and leaders in order 

to facilitate their learning the skills of facilitation. 

Having identified key factors in facilitative attitudes and 

behaviours, 

enhancing 

Rogers also outlines pedagogical methods which are 

of personal growth. The focus is on an emerging 

curriculum always connected wi th the students' sel f-percei ved 

needs. The students will only be motivated to work on issues which 

are real to them. Humanistic Education values the continuing 

process of learning rather than objectively verifiable products. 

There is an on-going proCf~ss of self-,mutual-, and group 

evaluation. Students are empowered in every facet of the learning 

process, they are motivated towards self-discipline and 

accountability within groups. Rogers argues that this kind of 
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learning is deeper, proceeds more rapidly, and becomes more 

inte r:-nalized by the students than the learning acguired in the 

traditional classroom. He suggests the use of contracts which will 

give learners both security and responsibility; conversely, 

students who do not desire this kind of learning should always have 

other options in a course. He suggests that all learning should be 

presented as an inquiry with each learner a full participant. He 

is also very partial to the use of simulation in teaching, arguing 

that it provides, 

..• the student with first hand experience of various 
processes which occur in real life: with decision-making 
based upon incomplete and changing information, made urgent 
by deadlines; with the difficulties of communication, the 
sometimes disastrous results of misunderstandings and 
crossed messages, or the discrepancy between verbal 
communication and actual behavior; with the handling of 
interpersonal relationships in negotiation, bargaining, and 
udeals. ,,77 

Rogers also supports programmed instruction for the "functional 

learning of subject matter" which requires step-by-step 

application. His only proviso is that programmed learning should 

be presented as a fairly limited means te learn and should never 

take the place of creativity in learning. 

On the more affective level, Rogers believes that the basic 

encounter group is an excellent locus for learning. If it is 

properly handled, it should result in increased self-

understanding, more independenc:e in the individual and an increased 

comprehension and acceptance of others. 78 The group should start 

with li ttle imposed structure and the leader' 5 fun(:tion i5 to 
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" ••• facilitate expression, and to clarify or point up the dynamic 

pattern of the group's struggle to work toward meaningful 

experience. ,,79 Rogers gives an excellent description of the kind of 

processes found in encounter groupsi many of these processes take 

place in successful Bands at The New School. 

In su ch a group, after an initial "milling around," 
personal expressiveness tends to increase. This also 
involves an increasingly free, direct and spontaneous 
communication betwen members of the group. Facades become 
less necessary, defenses are lowered, basic encounters 
occur as individuals reveal hitherto hidden feelings and 
aspects of themselves, and receive spontaneous feedback-­
-both negative and positive- from group members. Sorne or 
many lndividuals become much more facilitative in 
relationships ~o others, making possible gr~ater freedom 
of expression. 8 

Finally, a sine qua non of Rogerian e&ucation is self-

evaluation and group evaluation of both the facilitator and the 

learners. This is an essential step to ensure that learners take 

responsibility for pursuing the aims they set for themselves in 

their contracts and that facilitators are continually learning. 

D. Sorne Humanistic Educators 

Both Maslow and Rogers came te Humanistic theory and 

education through their work as psychologists. They had an 

important influence on numerous educators who also wLote on 

pedagogy and ideology of the person. Here l will discuss t'vo such 

educators who were to become influential in the Humanistic 
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Education rnovernent and whose works were introduced to the staff at 

The New School. 

George Isaac Brown wrote on the applications of Hurnanistic 

Education in a book enti tled Ruman Teaching for Ruman Learning 

where he differentiates between healthy and slck societies: 

A sick society at worst could totally turn on itself in a 
blazing necrophilic orgy of self-destruction. A healthy 
society learns from its mlstakes and allows its members to 
grow toward authenticity, communication and productivity. 
It makes available a continuing choice ~etween the 
tranquillity of reflection and the exciternent and 
gratification of individual and group creative endeavor •.. 81 

In the next paragraph, Brown gives a "Co\..k 1 s tour" of the 

history of education (beginning with Socrates) in arder to prove 

that education has had a profound effect on "human powers," and 

the formation of history. He claims that his country, the united 

states, is " ... at a new threshold. Simultaneously emerging in our 

time are a number of approaches to the extension of human 

consciousness and the realizat ion of human pot,ential. ,,82 Brown then 

coins the term "confluent education" to describe the process which 

he believes will bring human consciousness and society to further 

heights: 

... confluent education describes a philosophy and a process 
of teaching and learning in which the affective domain and 
the cognitive domain flow together, like two streams 
merging into one river, and are thus integrated in 
individual and group learning.~ 

Brown presents various ci vic goals which could be met by 

confluent education. By addressing the students' feelings, one 

could accord them more powe:r:- which increases their sense of freedom 
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and consequent responsibility. While he does not elaborate on how 

this is done, he claims that "Gestalt-therapy experiments were 

especially productive in teaching the relationship between freedom 

and responsibili ty. ,,84 He also believes that properly conducted 

confluent education could stabilize students' reactions to 

injustice and frustration. If the intellect and emoti~ns did not 

work in concert, there could be a veritable "volcano" of feeling 

which would result in revolution. Properly managed, these feeling 

and thoughts could be channeled into "innovativ(! action. ,,85 The 

third civic goal of confluent educatio r , is "Americanism and 

Patriotism." Here Brown reveals a highly indiviudalistic bias: the 

individual cornes before the stdte, but properly developed 

individuals will naturally see the value of tolerance and a free 

society as weIl as the evils of a totalitarian state. "Concern for 

preserving the freedom of our country must permeate the very being 

of every citizen. ,,86 Brown articulates what he considers to be the 

necessary conditions to succeed at these somewhat questionable 

goals: 

The ideal pedagogical condition is where a 
learner,fully possessed of feelings of personal adequacy 
as an explorer in the universe of experience, finds the 
adventure of new experience a prospect of challenge and 
excitement. Thus he learns. And he thirsts for yet more 
experience. He feels most ali ve when he is learning, 
whether what he learr.s be pleasant or unpleasant. This kind 
of vitalized learning involv, .... s both affective and cognitive 
dimensions. rhat is, the learner learns as a whole person, 
with bath mind and feeling.~ 
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The quality of Brown's argumentation here gives a good sense 

of the shallowness of his ideas as weIl as the vagueness of his 

pedagogical advice. The reader should not be taken in, however, by 

the blandness of his assurances that confluent education can stem 

the tide of revolution by turning people to the promise of 

innovation. This cannot be construed as benign when one realizes 

that he is wri ting in the America of the early seventies, a country 

which has had numerous riots in its major cities, precipitat~d by 

the "frustrated" and oppressed (a word he does not seem to know) 

citizenry. It is disheartening to realize that he is advocating the 

use of Humanistic Education and techniques for social control, and 

ultimately in order to ensure that civic power remains in the hands 

of conservative self-interest which maintain the social 

institutions which regulate the access of the "frustrated" 

population to those resources they need and want. 

At the inception of The New School we used the terminology of 

"confluent education" primarily because it was used by the Director 

as weIl as our Communi ty Facili tatar, the latter having been 

educated at the University of Massachusetts Ph. D. programme on 

Humanistic Education. 

contextually without 

However, the concept was presented extra­

the benefit of Brown' s j ingoism and 

paradoxical use of a pedagogy of empowerment to derail people's 

carrying through what they fel t they wanted to do if that something 

were revolution. Later on, however, we dropped the ternI hecause i t 

was 50 specialized that nobody understooà it outside of our sreall 
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community. We found it more comprehensive to talk of "h,..,listic 

education" because it broadened the scope of learning to include 

the social, political, aesthetic, spiritual and physical 

development of the person along with the affective and cognitive 

aspects which, taken alone,are somewhat amorphous as categories. 

Clark Moustn.kas, writing in 1972, is much more focused on 

notions of the sel f and of personal growth. Moustakas tries to come 

to terms with the notion of self. On the on hand, " ... the person 

can never know the self in conscious, defined terms, nor can the 

self really be classified or categorized:" conversely, one can get 

somewhat in touch with the self through its expressions which mean 

both uniqueness and universality. The self is also the locus, the 

"unal terable source and base to which aIl growth is ul timately 

ascribed. ,,88 Moustakas differentiates between the self and the 

personality. The personality is more available to people: 

Every person is born a unique individual and remains so 
throughout his life. Even when the development of 
personality has been thwarted and the potentialities of 
the self are unfulfilled, a certain core of quality 
intrinsic to one's inner nature~ersists and stamps a mark 
of individuality on the person. 

He also believes ~hat the individual is born with personal 

integrity which can be stifled but never completely destroyed. 90 

Moustakas' model of the human, then, includes an elusive self 

which is sometimes expressed insofar as the personality is allowed 

to develop in keeping with the person's innate integrity. The way 

in which the self finds its expression is through "Being:" 

Being is the boundary and structure of individual 
life ... Only in true expression of one' s own being can 
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growth occur. Being is the experience of onesel f as a 
totality, as a whole, in the immediate presence. In the 
being experience there is no sense of time or direction, 
or separation of &el f from other. There is a complete 
absorption, self-involvement( and fullness. One cannot plan 
to be. The full presence of being includes listening and 
enables the individual to develop in every way he 
can ... Being is the form, pattern, or context of 
individuality. It is the basis or guide which determines 
the nature of the development of a particular persan •.. 91 

Though a necessary condition to growth, being is good 
only as itself. Being is complete in itself and does not 
necessarily lead to changes in development. Being exists 
in the individual's absorption in an activity where there 
is sheer satisfaction in perceiving, contemplating, 
sensing, listening and expressing complete experience. 92 

If being is the organizing factor which allows for the innate 

self to develop into a person, self-actualization or personal 

growth can be called "becoming. 1t Moustakas does not believe that 

aIl experience and learning necessarily lead ta growth or becoming. 

Only "true" or "significant" experiences can lead to self-

actualization. The experiences which lead there must be consistent 

with the person's aims and touch a person " ... in his being and in 

his course of becoming. Then the intrinsic nature, being and 

becoming merge into the self. "93 Such experience must" ... touch the 

core of one's being and conta in an underlying unit y and 

distinctiveness. It must be immanent or immediate ... it must involve 

expressions of self which unify or integrate one 1 s intrinsic nature 

with an immediate state of being and a process of becoming or 

growth ... 94 

One may weIl ask how one knows that an experience is 

contributing to growth of the real self when the self itself is 50 
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inaccessible and the clues are sa ephemeral. Moustakas says that 

first of aIl, the pers on must know what he wants even if it is only 

unconscious. It might also be a rational and studied desire. It 

must be the affirmative expression of the self related to something 

of intrinsic worth to the individual, something which the 

individual perceivl9s him/herself as "needing. ,,95 

Like the other writers discussed here, Moustakas is convinced 

that freedom to grow and develop brings with it the element of 

responsibility in an individual's life. The primary reponsibility 

is that the self be consistent with the self's innate tendencies: 

To be positively free is to be simultaneously 
spontaneous and thoughtful, self-enhancing and other­
enhancing, self-valuing and valuing of others, accepting 
and responsible.% 

A central quality is needed to work aIl these elements 

together intQ the highest possible personal growth---there must be 

an element of unit y or wholeness: 

Without this unit y of the self or persistence of 
pattern in life, without the integration of jntrinsic 
nature and being and becoming into meaningful wholes in 
vital experience, there can be no self, only conflict and 
inconsistency. 

The unifying pattern of the self makes the real 
pers on a whole person. The unit y integrates thought and 
feeling and gives coherence to everything the individual 
does •.. The unit y itself, the harmony of one's own life 
seems to come from an increasing capacity to find in the 
world that which also obtains within the depths of one's 
own being. 97 

Moustakas does not seem to be sure if the self is an innate 

and elusive primordidal structure within each individual, or if it 

is simply the unifying pattern that gives growth to our 
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mystical function to the self, his philosophy of the person is not 

clear. 

Convoluted as his definitions may be, they eventually bring 

Moustakas to the field of education, which he calls "the world of 

the lez.rner." This is a world of If ••• personal meaning and 

involvement ... centered in the self with individual and peculiar 

forros of interests, activities and concerns ... 98 He also emphasizes 

that the presence of values must continually be acknowledged and 

analyzed in learning situations. 

To Moustakas, the growth of the learner or group of learners 

depends strongly on the atmosphere created by the teacher, or 

" .. "nurturer." The teacher must set the tone " ... not as an author i ty , 
~ 

but as a person concerned with the becoming nature of each member 

in the group and with his own personal growth. He starts with his 

own philosophy, his convictions, his attitudes, not with a 

defini tion of his function or roie. ,,99 The teacher: must Iisten wi th 

respect and acceptance, making elaborations where necessary; must 

learn to listen beyond the surface for the "real" person; must not 

impose himself on the Iearner but must ailow the learner's point 

of view to ernerge and evolve; must create an environment of mutual 

acceptance, trust and love. 'l'he teacher must aIso: have and convey 

a firm belief in the potentiality of the Iearner; support 

individuals without minimizing the feelings of the group and 

acknowledge the fact that the process of self-exploration implies 
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risk-taking. Moustakas expresses ideas similar to Rogers' notion 

of realness: 

... only when the instructor is present in the full 
human sense, not hypothetically but truly, is he able to 
grow as a unified totalit~ and thus provide an occasion 
for the growth of others.' 

Moustakas addresses the relations of teachers with each other. 

Because he advocates continuous self-searching on the part of the 

teacher, he must take the responsibility of describing the best 

atmosphere for the teacher's growth, especially since self-

searching can only occur " .•. in an atmosphere of affection where 

the terrors of loneliness are assuaged and the impulse freely to 

link hands with others is strengthened. 1I101 He claims that it is 

difficult to get teachers to trust one another and advocates their 

openly discussing their possible mistrust and doubt about the 

process. He emphasizes that if teacher-evaluation or any pressure 

is associated with the development of intra-teacher 

relationships,the teachers will not respond with trust or openness. 

While teachers can create optimum environrnents and facilitate 

weIl, the "œ .. actual nature and substance of learning cornes from 

the person's own choices, preferences and ways. When we think there 

is directive teaching separated from the learner's involvement, we 

are only fooling ourselves." 1œ For this reason: 

The educational situation which most effectively promotes 
learning is the one in which (a) the uniqueness of t"le 
learner is deeply respected and treasured and (b) t. 
person is free to explore the relationships, ideas, 
materials, and resources available to him in the light of 
his own oarticular interests, potentialities, and 

. iû3 experlence. 
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Ultimately, the effective teacher must become a learner as 

weIl: "He cannot enable anoth~r pers on to grow unless the process 

he initiates also affects him."'~ 

In the first year of The New School our staff development 

meetings were the locus of endless discussions about the nature of 

the self. There did not seem to be agreement on much other than 

that it was ephemeral. Moustakas' model of the self was never 

brought to our attention. Where he was perhaps most influential on 

the founders of the school was in his emphasis on staff 

development, on creating an atmosphere of trust and safety in the 

staff. The notion of teachers learning through teaching has always 

been an operant ralue and practice of the school. Tachers 

frequently express in their written academic profiles the personal 

objective of learning through teaching. 

E. values Clarification 

The issue of values and valuing i5 crucial to the 

philosophical and educational views of the existentialists and the 

Humanistic educators. Because of the importance of peoplets 

ascertaining their own unmediated values in order ta make 

appropriate choices for themselves and thus achieve meaning, or 

self-actualizatian, or mature functioning in their lives, it became 

obviaus that it would be valuable to develap ways of helping people 

to articulate, evaluate, judge and perhaps change their values and 
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priorities. Only with this kind of clarification could people 

responsibly express their freedom and choose wisely for themselves. 

Various educators, philosophers and psychologists have 

worked on means of rendering values and values choices dynamic ta 

learners. Values clarification, by means of various exercises and 

"strategias," would help people to turn confusion and conflict 

" ••. into decisions that are both personally satisfying and socially 

constructive. ,,105 consequently a comprehensive methodology of group 

and classroom techniques was developed to facilitate the learning 

of seven broadly defined value skills: 

1) seeking alternatives when faced with a choice; 2) 
looking ahead to probable consequences before choosing; 3) 
making choices on one's own, without depending on others; 
4) being aware of one's own preferences and valuations; 5) 
being willing to affirm one 1 s choices and preferences 
publicly; 6) acting in ways that are consistent with 
choices and preferences; and 7) acting in those ways 
repeatedly, with a pattern to one's life. 1M 

Drawing on the work of both Dewey and the Humanistic 

psychologists, researchers in values clarification then developed 

seven processes of valuing in an educational setting: Prizing and 

cherishing---this means supporting the learners' articulating what 

they value; publicly affirrning---creating a situation where the 

learners must take public positions on their valuesi three kinds 

of choosing---from alternatives, considering consequences, and 

choosing freely from one's own feelings and proclivities; acting-

--encouraging the learner to act on the basis of his cheri shed 

values, thus closing the gap between saying and doing; acting with 

NemiroffjCritical Humanism-II 



~ 

~ 

68 

a pattern---helping people eliminate behaviour patterns which are 

contradictory to their beliefs. 107 

This seven-fold valuing process was refined in a later essay 

by Howard Kirschenbaum. His new schema, "The Valuing Process," is 

much more sophisticated and is the beginning of the process that 

bridged the Humanistic Educators wi th the later Cri tical Educators. 

This new schema is worth replicating here: 

1. Feeling 
1. Being open to one's inner experience 

a. awareness of one's inner experience 
b. acceptance of one's inner experience 

II Thinkinq 
1 Thinking on aIl seven levels 

a. memory 
b. translation 
c. application 
d. interpretation 
e. analysis 
f. synthesis 
g. evaluation 

2. Critical thinking 
a. distinguishing fact from opinion 
b. distinguishing supported from unsupported 

arguments 
c. analyzing propaganda, stereotypes, etc. 

3. Logical thinking (logic) 
4. Creative thinking 
5. Fundamental cognitive skills 

a. language use 
b. mathematical skills 
c. research skills 

III.Communicating---verbally and Nonverbally 
1. Sending clear messages 
2. Empathic listening 
3. Drawing out 
4. Asking clarifying questtons 
5. Giving ann receiving feedback 
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6. Conflict resolution 

xv. Choosing 
1. Generating and considering alternatives 
2. ~houghtfully considering consequences, pros and cons 
3. Choosing strategically 

a. goal setting 
b. data gathering 
c. problem solving 
d. plannIng 

4. Choosing freely 

v. Acting 
1. Acting with repetition 
2. Acting with a pattern and consistency 
3. Acting skillfully, competently. 108 

Later on in the same essay, Kirschenbaum indicates many 

imperfections in this even more complex schema, emphasizing that 

it is important to improve on it in arder to make clear how values 

clarification fits in with or, in fact is, Humanistic Education.1~ 

There is no doubt that the authors of work on values clarification 

see it as an essential aspect of Humanistic Education. 110 Other 

points frequently emphasized in favour of values clarification are: 

it is a concrete workable set of strategies; the preoccupation is 

consistent wi th a democratic and plural istic society; i t is 

pedagogically fairly easy to do although teachers must be cautioned 

not ta present themselves as values authoritiesi rather than a loss 

to subject matter, the use of this pedagogy enhances the students' 

understanding of subject matter; it is u~eful to address a variety 

of issues and subjects; it is not dangerous, involving only fairly 

low risk exercises; it is not meant to replace aIl other 

pedagogies, and it can often be weIl used in conjunction with 
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them. 111 

Certainly the directions given for the use of values 

clarification exercises sound somewhat like a primer of Humanistic 

Educational attitudes: 

When using the activities and strategies for values­
clarification, encourage a classroom atmosphere of 
openness, honesty, acceptance and respect. If students feel 
that something they say rtbout their own beliefs and 
behaviour is going to be ridiculed by their peers or 
frowned upon by the teacher, they will not want to share 
their thought and feelings about value issues. 

The teacher must help the class learn to listen te one 
another. One of the best ways he can do this is to be a 
model of a good listener hirnself. He can indicate by his 
verbal and nonverbal expressions that he is interested in 
what the students think, and will seriouslx consider their 
ideas and possibly be influenced by them. 2 

Despite the authors' strong arguments that values 

clarification is inherent to Humanistic Education, it does not 

necessarily follow that either their schemata or their exercises 

are sufficient components to render an educational setting 

Humanistic. Indeed the methodology, implicit in Rome of their 

exercises and in accounts OL the structuring of classes in various 

disciplines, is somewhat antithetical to Humanistic Education. The 

central principle of Humanistic Education is that the point of 

departure for aIl discourse in the learning environment is the 

concerns of the learners. If this discourse and discussionn 

indicates that a values clarification approach would be helpful, 

then is the time to introduce appropriate exercises and techniques. 

However, it is clear from many of their exemples that their 
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approach is much more programmatic than the usual Humanistic 

Education approach should be. They have organized their exercises 

or the structure of the discourse a prio:t'i wi thout checking out the 

immediate concer.ns of the learners. certainly, many "trainers ll have 

designed repertoires of values exercises \vhich they give in 

workshops to participants whose concerns they do not know. Thes~ 

highly IIportable" program:rres of values clarification exerr.lses have 

become a lucrative field Wl1ere Il professional development seminars" 

involving large groups of people are orchestrated. In many cases 

the programme will comprise a IIbag of tricks" which can be done 

fairly effectively even with people who do not intend to invec::t 

too much affect in the proceedings. HOvJever, there is a significant 

qualitative difference between responding to hypothesized values 

conflicts and responding to those which emerge organically through 

group interaction. It is in the latter case that learners may 

happen upon insights of a sufficiently compelling nature to 

encourage them to attempt behavioural changes. Groups at The New 

School have made very good use of the kind of exercises developed 

by Simon and Kirschenbaum, but usually jn response ta specifie 

concerns which arise. Values c] arification exercises often eut 

through the defenses people eonstruct in difficul t situations; 

under the conditions mentioned above, they may offer the 

facilitator and lea"clers a new and often more authentic way of 

relating to one another. It has been my experience that the best 

use of values clarification is when it emerges directly from the 
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discourse within a group. 

~he works on values clarification to which l have referred 

here are early works writtcn around the time of the establishment 

of The New School. Tho&~ were the works which we consul ted in 

learning how to use techniques appropriate to Humanistic Education 

in our teaching. While numerous works on the subject have beer, 

written since, there has been little real development in the 

th~oretical schema on which the original writers based their 

claims. The work on values most relevant to our teaching at The New 

School has been the analysis of values and valuing processes with 

respect to gender ~ndertaken in recent years by Carol Gilligan and 

Ma .... -y Belenky and her group in their book, Women 1 s Ways of 

Knowing. 1B l shall refer to these theories later on when l discuss 

the influence of feminism on the theoretical framework of education 

at The New Scheol. Another petentially interesting field of values 

study in the future &hould ba the emerging work on critical 

thinking and its application in education. 

F. critiquing the 60's and 70's 

The period in which most of the Humanistic educators were 

writing was an exciting one in which people felt they could solve 

the problems not only of school, but of society itself, with 

Humanistic Education. However. there were soon to emerge various 

crit.iques of what was often perceived as an environrnent of 
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"excess" in which students were not "taught to do anything." The 

critiques tended te fall into several categories: the "back to 

basic:s" movement which has slowly evolved into the dusting off of 

fairly arbi trarily chosen selections from thi3 old and hack~~yej 

"grea~ works canon" ûpproach: and the critical theorists who 

maintain that in order ta change schools [and then society], one 

must subject them to a socio-political analysis which takes into 

account the dominant conservative interests they protect, their 

place in society, and an epistemological analysis af the hegemonic 

nature of curriculum. 

While critics acknowledge that there were some valuable 

innovations in the 60' sand 70' s which have left an "important 

residue," they claim that " ... the combinat ion of the pol i tical 

backlash and a serious economic recession has worked ta wipe out 

many if not most of the very madest and mild changes of the 1960s." 

This view usually leads to the perception that the current changes 

in social ethos and practice are a systemically repressive farce: 

Our consciousness has reverted and regressed to one 
involving scarcity, survival, competition, and stagnation. 
The language of growth, potential, daring, and challenge 
has become muted: a sense of infinite possibility has been 
replaced by timidity, expansiveness by caution, long-range 
thinking by the bottom line, visions by quotas ... Freedom 
has come to mean license to the powerful rather than 
liberatian for the weaki equality is seen aG the privilege 
of competing rather than the right to digni ty; 
individualsim has come to mean greed rather than moral 
autonomy; and community has come to be oriented around 
terms of class rather than terms of humanity. 114 
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Jonathon Kozol was one of the first writers to critique 

comprehensively the humanistically oriented experiments of this 

period, as exemplified by the free school movement. His critique 

is essentially that "free s-chools" are the off-spring of the 

disaffected educated white middle and upper class, whose lives he 

characterizes as "passive, tranquil and protected" and dependent 

on "strongly armed poli-:e" and "well-demarcated ghettos. Il Having 

characterized the supporters of free-schools in this way, Kozol 

claims that "Free-Schools ... cannot, with sanity, with candor, or 

with truth, endeavor to exist within a moral vacuum." He also 

considers their existence to provide an "ideal drain on activism 

and the perfect way to sidetrack ethical men from dangerous 

behavior. ,,115 Indeed, he claims that these schools are not merely 

non-political, but actually " ..• in many instances, conspicuously 

and intentionally anti-political. ,,116 Rozol visited numerous free 

schools in his country and observed practices which could not have 

been identical from school to school. Nonetheless, he often 

confuses theory with practice, claiming that, "Leather and wheat 

germ may appear to constitute a revolution in the confines of a 

far-removp-d and well-protected farm or isolated commune ten miles 

east of Santa Barbara," but that they do nothing for the 

disinheri ted poor. 117 Since the free-schools meet the aspirations of 

the privilegect white classes, Kozol considers them virtually 

incapable of meeting the aspirations of the poor: 

How can the Free School aChieve, at one and the same 
time, a sane, ongoing, down-to-earth, skill-oriented, 
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sequential, credentializing and credentialized curricular 
experience directly geared-in to the real survival needs 
of co1onized children in a competitive and technological 
society; and simultaneously evolve, maintain, nourish and 
revivify the "uncredentialized," "unauthorized, Il 
"unsanctioned" "noncurricular" consciousness of pain, rage, 
love, and revolution .•. 118 

Kozol dramatically attacks the narcissism which he relates to the 

free school movement's emphasis on "relevance:" 

The Free School that shatters the mirror and turns to face 
the flames is the one that will not lose its consciousness 
of struggle or its capability for a continued process of 
regeneration. When we forget the enemy' s name, we turn our 
guns upon each other. 119 

Kozol is even less enamoured, however, of the American public 

school system. He describes the goal of the public school system 

as not to educate good people, but to indoctrinate them into being 

obedient citizens. He cites a telling quotation from the 19th 

century American educator, Horace Mann, who made i t abundantly 

clear that schools were not only the best place to teach people to 

maintain the social arder, but even that the taxes paid for the 

maintenance of the schools were •.. "The cheapest means of self-

protection and insurance [for those] who pssessthe largest shares 

in the stock of worldly gOO('s. ,,120 "The problem,with public 

sChools," Kozoi claims, "is net that [the~] do not work weIl, but 

tha t the y do. ,,121 In his critique, Kozoi brings together two 

strains of the American education of his time: public schools are 

there to maintain the social order; the humanistic educational 

innovators are net most dangerous when they confine themselves te 

free schools, but when their pedagogy is applied within the public 
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systems: 

Their greatest contributions stand today in the same 
relationship to freedom as those of Einstein did to the 
preservation of life ..• [their works] are now being used by 
corporations such as I.B.M, Xerox and E.D.C. in order te 
develop the most clever methods ever known for teaching 
children how to phantasize a sense of freedom that does not 
exist. 122 

Kozoi indicts the avaiIable schooling of his time: the mainstream 

public schooling for deceivirg its clientèl~ by fopping off clichès 

of democracy and access whi1e hypocri tically maintaining the social 

status quo, thus implicating the oppressed in the creation of their 

own oppression; he indicts the free schoo1s because they represent 

the interests and narcissism of a privileged class which 

nonetheless manages to acquire outside the schoo1s those ski Ils 

necessary to protect its status. These very ski11s are denied to 

the poor within the free schools and they have no access to them 

through the informaI education provided by socio-economic class. 

G. Paulo Freire and critical Pedaqogy 

Kozoi himse1f has said that he was influenced by his teacher 

at Harvard, Paulo Freire, who has in fact influenced many 

educational thinkers wi th his theories of cri tical pedagogy, 

developed through his work in adult literacy with the poorest 

agricultural workers in hjs native Brazil. While l will discuss 

Freire's philosophy further on, l would first like to review those 
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central ideas which are identified in the literature of critical 

pedagogy as comprising the purpose of education. In reading the 

wo~k of the critical theorists, it is important to bear in mind 

that part of their praxis is to "reappropriate" language by 

attributing very specifie and radical meanings to words of common 

usage while at the same time developing their own special ized 

vocabulary. While the critical thinkers are certainly not unanimous 

on aIl points, there is virtual consensus on the following points: 

(1) the schools represent a powerful force of social, 
intellectual, and personal oppression; (2) the reasons for 
ST:.lch oppression are rooted in the culture 1 s history; (3 ) 
they represent a number of deeply held cultural values­
hierarchy, conformity, success, materialism, control; and 
(4) what is required for significant changes in the schools 
amounts to a fundamental transformation of the culturels 
cOl"lsciousness. 123 

The points of major interest to the critical theorists may also be 

couched as questions in a "reinvigourated debate about education:" 

(1) What will be the approach to social inequality or 
social transformation? (2) What will be the approach to 
social inequality in the education debate? (3) Will 
curriculum be concerned with traditional and religious 
values, or will issues of gender, race, and class 
inequality corne to the fore front? (4) will the curriculum 
:o:eflect the ethnocentrism of our touted "Western heri tage, " 
or will pluralism prevail through multicultural and global 
education? (5) Will vocational interests prevail, or can 
critical literacy and teaching be implemented? (6) will the 
schools be controlled by central boards or teachers, 
administrators and commun; ties?124 

starting with Freire, the critical theorists have developed 

a particular vocabulary to describe a set of inter-related and 

widely shared concepts which have grown through the dialectical 
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process of their discussion and writing. The first concept of 

importance is that of critical Pedagogy itself: 

Fundamentally concerned with the centralit)' of 
politics and power in our understanding of how schools 
work, critical theorists have produced work centering on 
the political economy of schooling, the state and 
education, the representation of texts, and the 
construction of student subjectivity ... critical theorists 
generally analyze schools in a twofold way: as sorting 
mechanisms in which select groups of students are favor(~d 
on the basis of race, class, and gender; and as agencies 
for se.lf and social empowerment. 125 

While The New School tended, on the whole, to focus primarily 

on the affective life of its students from 1973-78, as the ecol1omy 

worsened and the economic and social situations and expectations 

of our .:-tudents changed, we had to enlarge the scope of our 

considerations. One danger in Humanistic Education is its 

isolation of the "Self" as an entity beyond material consideration. 

In order to help our increasingly alienated students understand 

themselves as social beings, the teachers had to understand the 

studel~sl individual living situations and their relationship to 

systemic oppression, and we had to inte:llectually implicate the 

students themselves in examining their own living situations. Sinee 

such reflections are olten painful, students sometimes express the 

desire to remain ignorant both of their inter-connection wit.h their 

environment and of any awareness of both oppression and the 

possibility of liberaiton. While we donlt relinquish the concepts 

of self-actual ization or authenticity, it has become urgent to 

understand that: 
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If the authentic man [sic] is our aim, then the authentic 
society is also our 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. 126 

only when people are aware of the psychological, cultural, 

and socio-economic determinants in their lives, are they able to 

negotiate the task of "inventing" themselves and their lives. The 

aim of The New School has always been an emancipatory one: to free 

people from the emotional shackles imposed by others' expectations 

of them and to help them achieve a high level of self-actualization 

which would resul t in personal happiness and reinvestment into 

their own community. For this reason, we have always worked with 

the notion of emancipation (however restrained it originally was) 

as primordial to our educational objectives. 

since the inception of The New School, we have been developing a 

conceptual structure and methodology, parallel and yet similar in essence 

to the "critical pedagogy" of Paolo Freire. It is difficult to identify 

the precise extent to which this tendency has been consciously adopted 

in the New School. While l recall reading Kozol's and Freire's work and 

hearing them speak in the early 1980' s, other teachers' contributions are 

drawn from diverse intellectual and experiential sources. We have aiso 

drawn from the theoretical frameworks of Women' s Studies 1 Black stud ies, 

Gay Studies and Peace Ed~cation, aIl of which are inter-related in thrlt 

they address the emancipation of oppressed groups and advocate radlcal 

change in the distribution of power in the '.vorld. In order to meet our 
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ideological objectives and our students' changing needs, we have had to 

combine sorne principles from these diverse sources with critical Pedagogy 

into an elaborated form of Humanistic Education, which l have named 

"critical Humanism." This educational philosophy addresses the issues 

of Critical Pedagogy 1 while at the same time addressing the often 

eccentric or individualistic psychological dimensions which to date have 

been virtually ignored in the literature of critical Pedagogy. 

Freire's writings have been very useful not only in his work with 

illiterate adult::;, but in the theories which emerged from that:. work. For 

example, he clearly identifies the hegemonic nature of school-knowledge, 

and how it effectively silences the masses: 

In the culture of silence, the masses are mute, that 
is, they are prohibited from creatively taking part in the 
transformations of their society and thereforc prohibited 
from being. Even if they can occasionally read and 
write ... they are n\~vertheless alienated from the power 
responsible for the silence. 

Illiterates know they are concrete men. They know 
that they do things. What they do not know is the culture 
of silence---in which they are ambiguous, dual beings---is 
that men's actions as such are transforming, creative, and 
re-creative. Overcome by the myths of this culture, 
including the my"Lh of th,';!ir own "natural inferiority," they 
do not know that their: action upon the world is also 
transforming. Prevented from having a "structural 
perception" of the facts involvjng them, they do not know 
that they cannot "have a voice," that is, that they cannot 
exercise the right to participate consciously in the 
sociohistorical transformation of their society, becaus€ 
their work does not belong to them. 127 

Freire rightly does not consider mere literacy the solution 

to oppression, to the bettering of people's lives. While knowing 

how to read i8 a necessary condition to emancipation, it is not a 

sufficient one. The learners must develop a critical understanding 
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••• the reasons behind many of the ir atti tudes toward 
cultural reality and thus côn front cultural reality in a 
new way ••• The learners' capacity for critical knowing--­
weIl beyond mere opinion---is established in the process 
of unveiling their relationships with the historical­
cultural world in and vith which they existe 128 

That is why: 

On the basis of the social experience of illiterates, 
we can conclude that only a literacy that associates the 
learning of readlng and writing with a creative act will 
exercise the critical comprehension of that experience, 
and without any illusion of triggering liberation, it will 
nevertheless contribute to its process. 

And, of course, t.his is no task for the dominant 
classes. 129 

This creative act, also called "conscientization", is a form 

of "cultural production" as opposed to the standard cultural 

reproduction in schools. Al though he is fully aware of the 

problematic situation of the dominant classes passing along 

learning to the dominateà, Freire sees ways around this paradoxe 

Because literacy is an " •.. eminently political phenomenon, it must 

be analyzed within the contexc of a theory of power relations and 

an understanding of social and cultural reproduction and 

production." 

By "cultural reproduction" we refer to collective 
experiences that function ln the interest of the dominant 
groups, rather in the interest of the oppressed groups that 
are the object of its policies. We use "cultural 
production" to refer to specifie groups of people 
producing, mediating, and confirming the mutual ideological 
elements that emerge from and reaffi~~ their daily lived 
experiences. In this case, su ch experiences are rooted in 
the interests of individual and collective t,.'elf­
determination. 130 
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Below l will discuss the elements of the process of 

analysis which forros the heart of critical pedagogy. Freire is 

uncompromising in his titatements on the purpose and role of the 

radical educator: 

Educators must develop radical pedagogical structures 
that provide students with the opportuni ty ta use their own 
reality as a basis of literacy. This includes, obviously, 
the language they bring ta the classraom. Ta do otherwise 
is to deny students the rights that lie at the core of the 
notion of an emancipatory literacy ... lt is through their 
own language that they will ue able ta reconstruct their 
history and their culture. 131 

Freire identifies as the best. learning process a socially 

contextual one in which learners situate themselves within their social 

context through a process of critical questioning. He argues that 

individuals must come to a critical consciousness of their "own being in 

the world." Ta him bath teachers and students are agents engageCi in the 

process of questioning the dominant ideology and constructing and 

reconstructing meaning. This dominant ideology: 

... lives inside us and also contraIs society outside, ... 
transformation is possible becaus~ .. As conscious human 
beings, we can discover how we are conditioned by the 
dominant ideology. We can gain distance on our moment of 
existence. Therefore, wc can learn how to become free 
through a political struggle in society. 132 

The natural result of the dominant ideology is the creation 

of a "curriculum" which comprises simply the transfer of the 

guiding principles of the dominant ideology ta the dominated. 133 

Concomitant with this transfer of the "formal curriculum" are 

notions of "rigour:" 
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We have to fight with love, with pa~sion~ in order to 
demonstrate that what we are propos1ng 1S absolutely 
riqorous.We have,in doing so,to demonstrate that rigor is 
not synonymous with authoritarianism, that "rigor" does 
not mean "rigidity. U Rigor lives with freedom, needs 
freedom. I cannot understand how it is possible to be 
rigorous without being creative. For me it is very 
difficult to be creative without having freedom. without 
being free, l can only repeat what is being told me. 134 

The first requirement for liberatory education, to Freire, is that 

teachers and students both must be: "critical agents in the aet of 

knowing." Furtherrnore, teachers must be aware of a contradiction inherent 

in liberating education: unless the teachers are convinced of what must 

be changed, they cannot convince the students. On the other hand, 

although they are convinced of the value of their positions, they must 

respect students and not impose ideas on them. 135 Freire constructs a very 

complex model of learning and knowing which assumes a priori learner 

motivation. He is quite dismissive of North American difficulties in 

inspiring student motivation. 

1 think it [motivation] is an interesting issue. l never, 
never could understand the proc(~ss of motivation outside 
of practice, before practice. le is as if first I needed 
to be motivated and then I could get into action! do you 
see? That is a very anti-dialeetical way of understanding 
motivation. l:otivation takes p~rt in the action. lt is a 
moment of the very action itself. That is, you become 
motivated to the extent that yeu are acting t and not before 
acting ... This book will be good if at the very moment in 
which the possible reader is reading, he or she is able to 
feel motivated because of the ae'!:. of reading, and not 
because he or she read about ~otivation. Nevertheless, we 
are responsible for that, also. It means we have to work 

. l t k' . th t . 136 ser10US y ... 0 ma e 1~ more an a conversa 10n. 

In our experience in The New School, it is often difficult ta 

motivate students to open the book. Reading a book, as a cultural 
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act, frequently presents them with a technical difficulty that 

precipi tates low sel f-esteem in the learners, to many of whom 

school has been the site of continuaI defeat. Very often, by the 

time they have passed through elementary and secondary schools, 

they have already labeled themselves as "stupid. lI They are further 

reinforced by a popular adolescent culture in which, as a result 

of the often meaningless reading to which students have been 

exposed in elerncntary and high school, they are rightfully 

suspicious of "book learning." The popular culture of the society 

is very "thing oriented. 1I rrhe extremely concrete aspirations of 

owning various signifiers ot class or status reduce abstract or 

even "passionately applied" school learning to utter redundancy. 

While we generate discussion with them on the nature of these 

val ues, on their prey ious education and of the interests i t 

represents, this dialogue is not always sufficient to motivate them 

to overcome their fears and engage with reading and what it may 

bring them. Their sense of cultural exclusion, indeed, often makes 

them want to create a strictly "adolescent" culture, or to 

participate in a pre-packaged culture which can give them immediate 

gratification wit.h some illusion of meaning and control. It is 

precisely because humanistic educators addre~s the psychological 

dimensions of a problem which cannot be fully addressed through the 

current analysis of critical Pedagogy, that The New School is 

continually involved in the dialectical process of unifying the two 

strains of theory and developing from this process a pedagogy of 
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critical Humanism. 

Frpire, however, does give a very valuable account of a 

cycle of kr,owing, which he sees as havinq two definite and separate 

phases related to one another: 

The f irst momellt of the cycle ... is the one of 
production, the production of new knowledge, something 
new.The other moment is the one during which the produced 
knowledge is known or perc1ü ved • One moment is the 
production of new knowledge and the second is one in which 
you know the existing knoYlledge. 137 

Freire claims that in regular schools knowledge is far from the 

students. The teacher is simply a specialist at transferring 

knowledge , rather than someone with the qualities necessary for 

both phases in the cycle of knowing: "action, critical reflection, 

curiosity, demandinq inquiry, uneasiness, uncertainty.,,138 

This cycle of knowing is exemplified in the experience 

of reading by the reader' 5 doing more than to " ... walk on the 

words" or to fly over them. "Reading is re-writing what we are 

reading. Reading is to discover the connections between the text 

and the context of the text, and also how to connect the 

textjcontent with my context, the context of the reader.,,139 

Liberating education is not just ~ question of methods or 

methodologies: "The criticism that liberatinq education has to 

offer emphatically is not the criticism which ends at the subsytem 

of education. On the contrary, the criticlsm of the Jiberatory 

class goe8 beyond the subsystem of education and becomes criticism 

of society. 1I
1f

•
O Frei re emphasizes the importance of dialogic rnethod 

between students and teachers: 
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Dialogue is a moment where humans me et to reflect on 
their reality as they make and remake it ... rit] 
seals the relationship between the cogni ti ve 
subj ects , the subj ects who know, and who 'try to 
know .•. dialogue is a challenge to existing 
domination. AIso, with such a way of understanding 
dialogue, the object to be known is not an exclusive 
possession of one of the subjects doing the knowing, 
one of the people in the dialogue. In our case of 
education, knowledge of the object to be known is 
not the sole possession of the teacher, who gi ves 
the knowledge to the students in a gracious gesture. 
Instead ... the obj ect to be known mediates the two 
cognitive subject.s .•. 'l'hey me et around it and through 
it for mutual inquiry. 141 

A dialogic approach has always been used at The New School; 

what Freirean pedagogy adds is an enlarged notion of "reality" which 

includes the pOlitical-social-economic context in which the dialogue is 

taking place. Freire's education of liberation, which must result in 

social class empowerment, very concretely extends the Humanistic 

objective of self-actualization: 

Even when you individually feel yourself most free, this 
feeling is not a social feeling, if you are not able to 
use your recent freedom to help others to be free by 
transforming the totùlity of society, then you are 
exercising only an individualist attitude towards 
empowerment or freedom. 142 

The work of Freire can be of invaluable inspiration and help to 

humanistic educators. However, while the socio-political dimensions of 

knowledge and the individual' s relation to it are weIl addressed by 

Freire, his notion of the "self" or a recognizably individual entity docs 

not account for much of what goes on at the affective level of people's 

lives: 

The comprehension of the social is always determined by 
the comprehension of the individual. In this sense, the 
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individualistic position works against the comprehension 
of the real role of human ag~ncy. Human agency makes sense 
and flourishes only when subjectivity is understood in its 
diaiectical, contradictory, dynamic relationship with 
objectivity, from which it derives. 143 

While i t is true that we know oursel ves to a great extent in 

relation to the society in which we live, and in terrns of our 

relation to dominance, it is also true that we may have 

understandings of the IIreal role of human agency" which der ive from 

other experiences: aesthetic, spiritual, contemplative, etc. 

Rogers makes mention of Freire in one of his works. In his 

chapter on "The Person-Centered Approach and the Oppressed, Il Rogers 

reveals that he considers the best work on the education of the 

oppressed to be by Freire. He clearly feels great admiration for 

and identificati.on with Freire's work: " ... ~he Pedagogy of the 

Oppresseà was firBt published in Portugucse in J 968 and translated 

into English in 1970. My book, Freedom to Learn,L. was published in 

1969. There is no indication that he [Freire] had ever heard of 

my work, and l had never heard 0 f his." 144 

Rogers goes on to compare his work with Freire's. He says 

that although he is very grounded in concrete example and Freire 

is extremel y abstract, he finds their principles almost "completely 

similar." He especially emphasizes that they have in common a model 

of understanding and sympathetic facilitators who do not try to 

impose their ideas and values, but work from those of the 

learners. Freire expresses a sirnilar notion in his delineation of 

the "teacher-student wi th students-teachers. ,,145 As the ideal 
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Rogerian facilitator would, 50 doe~ the Freiran teacher allow the 

learners to take over from him. Rogers also acknowledges that 

through the dialogical method, which provides for the critical 

consideration of the learners' lives, they begin to see themselves 

as transformers and to take steps towards change. However, Rogers 

hardly comments on the application of Freire' s social collectivist 

vision to his own primarily individualistic model of human change. 

Rather, he applies his own theories to Freire's model by 

demonstrating how thp. emotions of individuals who feel powerless 

in groups may loe turned to positive ends through a process of self­

expression. 

The import of Rogers' analysis is that facilitative attitudes 

of repsect, apenness, acceptance and democratic choice within a 

group riddled with conflict can set in motion a process in which 

hostile and negative feelings are expressed, understood and 

accepted. As a result of this, individuals are accorded recognition 

and mutual trust begins ta develop. Irrational feel ings become 

defused by their expression and also by feedback from group 

memb~~s. Confidence grows individually and collectively and trust 

forms. In this climate a group can move toward "innovative, 

responsible, and often revolutionary steps ... which can be ta ken 

now, in an atmosphere of realism." Leadership within the group 

multiplies, constructive action is taken by individuals and the 

group as a whole and individuals within it are able to take 

personal risks. 146 l do not know if Freire is aware of this work of 
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Rogers'. It would be interesting to know if Rogers 1 terminology 

would cornmunicate clearly to him, and if Freire would agree with 

Rogers' causal association of unconditional positive regard and the 

consequently heightened self-esteem with the impulse towards 

transformative radical social action. 

H. Theorists and Theory of critical Pedagoqy 

While it is the writings of Freire that l myself have 

found the most applicable to the ever-developing pedagogy of The 

t-Jew School, it is also interesting to see our points of agreement 
, 

',~ and divergence wi th SOItle of the key notions developed by the 

younger generation of critical phi10bophers. 

The word "discourse" has become appropriated by the 

critical theorists to refer to a "farnily of concepts," composed of 

discursive practiees wh~eh are governed by rules relating to the 

saidr the unsaid, and the legitirnation of the authority of voiee. 

Dominant discourse is the "language" with which the power-group 

defines reality. 147 The controllL.1g ideology, structure and 

di.ssemination of the dominant discourse is called the hegemony. 

This pervasive class dominance depends on the active participation 

of the dorninated for its perpetuation. The participation of the 

dorninated is ensured by the creation of "consensual social 

practices, social forms, and social structures produced in specifie 
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sites such as the church, the state, the school, the mass media, 

the political system, and the family. ,,148 

Education is, 

••• an important social and political force in the process 
of class reproduction. By appearinq to be an impartial and 
neutral "transrnitter" of the benefits of a valued culture, 
schools are able to promote inequality in the name of 
fairness and. objectivity .... the importance of the hegernonic 
curriculum lies in both what it includes - wjth its 
emphasis on Western history, science, apd so forth - and 
what it excludes - feminist history, black studies, labor 
history, in-depth courses in the arts, and other forms of 
knowledge important to the working class and other 
subordinate groups. 1'.9 

One \vay in which the hegemony asserts itself in schools 

is through a hidden curriculum which comprises " ... t.hase unstated 

norms, values, and beliefs embedded in and transmitted to students 

through the underlying rules that structure the routines and social 

relationships in school and classroom life. ,,150 The notion of hidden 

curriculum is not exclusive to critical pedagogy" Over the past 

twenty years there has been significant research on the hidden 

content of schooling, on principles that govern the form and 

content of teacher-student relationships, and on thE~ form in which 

subj ect matter is presented in books and from books to the 

students. Critiques on hidden curriculum have customarily focused 

on the inherent racism, sexism and classism in most educational 

material and presentation. Accordinq to the critical theorists, 

however, hidden curriculum, as defined by the "liberal theorists" 

tends to be descriptive rather than analytical. "There seems te be 

little or no understanding of how the social, political, and 
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economic conditions of society create either directly or indirectly 

some of the oppressive features of schooling. ,,151 

Radical perspectives on hidden curriculum, however, go beyond 

the merely descriptive: 

First, they help to explain the politlcal function of 
schooling in terms of the important concepts of class and 
domination. Second, they point to the existence of 
structural factors outside the jmmediate environment of 
the classroom as important forces in influencing both the 
day-to<-d~ experiences and the outcomes of the schooling 
process. b 

In order to transform education, curriculum theory wili have 

to include fundamental ques'cions regarding the "normative 

assumptions underlying its logic and discourse." It will also have 

to analyze the It ••• structùral . silences' and ideological messages 

r that shape the forro and content of school knowledge." 153 

r 
i 

Il 

Frequently this kind of analysis lies at the bottom of 

1earning group negotiations at The New School. We do not only try 

discover the emotional base for students' interest in a tapie, but 

in establishing the contra ct for the group, we search for means of 

approaching a subject that cut through the customary appropriation 

of information and respond to the way in which the students and 

teacher contextualize the subject matter in their shared world. 

Another important concept is that of cultural capital. 

Cul tural capital represents ways of talking, acting, modes of 

style, moving, socializing, forms of knowledge, language practices 

and values. 154 

certain linguistic styles, along with the body posture and 
the social relations they reinforce (lowered voice, 
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disinterested tone, non-t~ctile interaction), act as 
identifiable f,:>rrns of cultural capital that either reveal 
or betray a student' s social background. In effect, certain 
linguistic practices and modes of discourse become 
privileged by being t~eat€d as natural ta the gifted, when 
in fact thcy are t.he speech habits of dominant classes and 
thus serve ta perpetuate cultural privileges. 

Class and power connect with the production of 
dominant cultural capital not oilly in the structure and 
eVùluation of the school curriculum but also in the 
dispositions of the oppressed themselves, who sometimes 
actively participate in their own subjugation. 155 

This certainly has been our experience at The New School, 

where many of our students come from immigrant families where their 

parents have had very little formal education. others are from 

Canadian barn families who have lived through generations of 

subsistence incorne Eüther earned through labour or through welfare. 

other stndents identify themsel ves as "system kids, "who have li ved 

in state-flnanced foster care or "group homes" for varying periods 

of their. lives, usually due to various forros of abandonment. Their 

cultural capital puts them at a definite disadv;;intage in the 

mainstream educational system where studp.nts from the milieu most 

likely to benefit from the dominant culture have inherited 

5ubstanially different cultural capital which is reinforced and 

confirmed, while that of the "disadvantaged" i5 systemically 

devalued. 

The state of affairs described above calls for a pedagogy 

of empowerment which Freire describes as "conscientization:" 

The ward conscientization ... the process by which 
human beings participate critically in a transforming act, 
should not be understood as an idealist manipulation. Even 
if our vision in conscientization is dialogical, not 
subjective or mechanistic, we cannot attribute to this 
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consciousness a role that it does not have, that of 
transforming reality. Yet we also must not reduce 
consciousness to a mere reflection of reality. 

One of the important points in conscientization is 
to provoke recognition of the world, not as a "given" 
world, but as world dynamically "in the making."l~ 

Conscientization lS encouraged through the development of a 

pedagogy that "takes the notion student experience 

seriously ... [by] ... developing a critically affirmative language 

that works dialectieally, engaging the experiences that students 

bring to the classroom. ,,157 Thj s affirming pedagogy is related to 

the concept of voiee, " ... the shared meanings, symbols, narratives 

and social practices of the communi ty or culture in which dialogue 

is taking place." There are various voices in each educational 

interaction: the teacher's voice which characterisitcally is the 

voice of the hegemony; the "school voice" which refers ta the 

learned expectatjons of aIl learners; the students' voices which 

are shaped by their prior experience a:td particular cultural and 

social history. Tt is often through the mediation of a "teacher 

voice" that the "very nature of the schooling process is ei ther 

sustained or challenged." So, while the teacher's voice can be a 

tool of oppression, a teacher who is a "transformative 

intellectual" can change the nature of discourse, can confirm the 

students' experience and roots, and can thus turn learning into an 

experience of empowerment. Together students and teacher live out 

the emancipatory possibilities of education.1~ 
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This search for and recognition of the ùnmediated voice is 

the cornerstone of empancipatory education exemplified in Women's 

Studies, Black Studies, Gay Studies, Peace Studies. AlI of these 

a::eas of inquiry and pedagogy are predicated on the need to 

question the current eplstemology on the basis of whose interests 

it serves and whose standards are being met. These fields (they 

are t.he fields of great interest at The New School) attempt to 

redefine the nature of knowledge through arriving at information 

and conclusions based on the subjective epxerience of people as 

weIl as on externally and empirically verifiable "facts." They are 

based on the primacy of the subject's self-definition as opposed 

to the hegelllony in which primacy is always accorded to the 

definitions generated by the conservative self-interest of a ruling 

class. 

Certainly the search for and confirmation of authentic voice 

is of central importance at The New School where the student i5 

recognized as the ultimate authority on his/her own life. This is 

true j n the Bands where the many levels of self-definition are 

examined in themselves and in ùearning Groups wher~ these levels 

of self-definition are examined through the mediation of other 

subj ect matter. 

While mu ch of what the "critical theorists" say is 

interesting, provoking, and even rings true, l f ind them frequently 

caught within a great contradiction ... especially when in the name 

of the accessibility of education and critical reflection to aIl, 
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the y develop a highly rarified and dense vocabulary which is even 

dauntingly circumlocuitous to experienced readers like myself. By 

the creation of a specialised and often euphemistic vocabulary, and 

by the dubbing of even their most random ruminations with the new 

catch-word of "discourse, Il they also create a closed Cil'cuit of 

communication, tot,ally removed from the ideology of their 

inspiration, Freire. The one positive aspect of their vocabulary, 

l suppose, is that it identifies their followers immediately, and 

one knows the general context of what will follow at the very 

outset. Consider , 10r example, the following quotation from 

Aronowitz and Giroux: 

Moreover, the concept of intellectual provides the 
theoretical groundwork for interrogating the specifie 
ideological and economic conditions under which 
intellectuals as as social group need te work in order to 
function as cri tical, thinking , creative human beings. This 
last point takes on a normative and political dimension and 
5eems especially relevant for teachers. 159 

I am not, however, only faulting them on forro and the socio­

political contradictions into which t~heir choice of form has 

impelled them. It is their treatment of the "educator as 

intellectual" which concerns me, not 50 much in what they include 

as in what they omit. They choose four categories around which to 

analyse the function of the educator as intellectual:"a) 

transformative intellectuals, h) critical intellectuals, c) 

accomodatjng intellectaals, and d) hegemonic intellectuals." This 

categorization is immediately followed by disclaimers regarding 
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its completeness or the discreten~ss of these categories. 160 

My problem with thp. work of Aronowitz and Giroux iIt this 

context is that they dis<.:ount the importauce of dddressing 

ind)vidual students as a starting poi nt in the educational process, 

and seem somehow to believe that there is in existence a level and 

leveling function of general "discourse" which will reach all 

students and move them into the mode of being "agents" of 

transformation: 

•.. making the political more pedagogical means utilizing 
forms of pedagogy that treat students as critical agents, 
problematizes knowledge, utilizes dialogue, and makes 
knowledge !l\eaningful t critical, and ul timately emancipatory. 
In part, this suggests that transformative intellectuals 
take seriously the need to give [ernphasis mine] students 
an active voiee in their learning experiences. It means 
developing a critical vernacular that is attentive to 
problems experienced at the level 0f everyday life, 
particularly as the se are related to pedagogical 
experiences connected to clasS'J:'oom practice. As such, the 
starting point pedagogically for such 
intellectuals[emphasis mine] is not with the isolated 
student but with collective actors in their various 
cultural, class, racial, historical, an6. gendered settings, 
along with the particularity of their diverse problems, 
hopes and dreams. It is at this point that the languélge of 
critique unites with the language of possibility. 'rhat 
is, transformative intellectuals must take seriously the 
need to come to grips with those ideological and material 
aspects of the dominant society that attempt to separate 
the issues of power and knowledge. Which means working to 
create the ideo1ogic":ll and material conditions in both 
scho018 and larger society that give students the 
opportunity ta become agents of civic courage, and 
therefore citizens who have the knowledge and courage to 
take seriously the need to make despair unconvincing and 
hope practical. In short, the language of critique unites 
with the language of possibility when it points to the 
conditions necessary for new forms of culture, alternative 
social practir::es, new modes of communication, and a 
practical vision for the future. 161 
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It appears to me that one contradiction in which the authors 

fjnd themselves is that under the rubric of "empowerm~ntl" they 

still perpctuate the notion of the balance of power being on the 

side of the "transforrnative intcll~ctual." It is the transformative 

intellectual who "gives" or bestows upon the students their "active 

voiee." In consistency wi th their own notions of empowe'011ent, 

surely the intellectual creates a situation where the st~dents' 

active voices come forward of their own volition. in ~he latter 

situation, however, the "intellectual" who must "come ta grips" 

wi th the Il ideolo'Jical and luaterial aspects of the dominant society" 

might find that the students do not speak in one voiee but in many. 

The model suggested by the authors does not allow students the 

1 option ta refuse "civic courage." In a world where people disappear 

for much less than public critiques of the state, it is 

trivialising to assume that aIl it takes are "knowledge and 

courage" to render "despair uneonvincing and hope praetical." l 

find it difficult to imagine why they consider their use of social 

control as weI) as their repression of individuûl differences and 

proclivities ta be empowering. On the contrary, it would seem to 

me that th~y are applying a patina of ideological purposefulness 

onto wt.a t may be, anc' in our society is almost destined ta be, a 

group of individuals each of whom 15 grounded in and repl'essed by 

pan:icular experiences and contingencies which must be validated 

and addressE:!d as part of the process of empowerment. 

It is no coincidence that the "discourse" of cri tical 
( 
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pedagogy is essentially articulated b:l men. The emphasis on 

"public spheres" and the ignoring of the "private affective 

spheres" are consistent with the acculturation of males in our 

society. Focusing on the inter'-per:::-0na1 renders them uncomfortable 

and complicates their assertions of the empowering possibilities 

of t::.i:eir ideology. There appears to be no room in their pedagogical 

theory for the positive effect of a direct relationship with the 

student or for a refined and empathie knowledge of a particular 

student's Iife-experience separated from the fairly crudp.ly and 

statistically defined norms attributed to gender, ethnicity, class 

and ~ace. AlI relationships with the students seem to be 

theoretically mediated by a complex and inaccessibly articulated 

educational theory which could lend itself to overt political 

posi:uring by the teacher, to be taken up with gusto by those 

students who have been trained that "doing weIl" in school consists 

of pleasing the teacher.,Q 

l wonder how the younger generation of cri tical theorists 

wouid address the resourcelessness of so many of our students at 

the New School. Certainly their theories are most usa fuI in 

situating the way in which education traditionally reproduces the 

inequities within the society. It helps contextualize our students' 

preparation, many of the values they hold, and their highly 

variable sense of social participation and power. The theoretical 

base of currennt critical pedagogy even helps contextualize the 

mui titudinous sociogenic problems our students live and internalize 
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into low self-esteem. However, there is nothing in their writing 

which is helpful in communicating change and the possibilities of 

personal growth to the individual and often very resistant student 

who clings tenaciously to the belief that winning Lotto Quebec is 

not only possible but will resolve aIl of his/her problems in 

perpetuity. 

The cri tical theorists address the issue of student resistance 

by developing a theory of resistance which exposes " ... the ideology 

undelying the hegemonic curriculum, •.. its hierarchically organized 

bodies of knowledge, and particularly .•• the way 

.•• [it] .•. marginalizes or disqualifies working class knowledge as 

weIl as knowledge about women and m; norities. ,,163 Student resistance 

ë"" may arise from various causes su ch as the monitoring of passion and 
' ... 

desire, the creation of "dead time," and the reduction of 

interpersonal relationships to the demands market ideology. 164 Even 

the very bodies of the students become the site of authoritarian 

definition and control. One way in which learners express their 

resistance is through choosing ignorance: refusing "to acknowledge 

that .•. [their] ... subj ecti vi ties have heen constructed out of 

information and social practices that surround" them. 165 The 

theory of resistance rej ects currently popular explanations of 

oppositional behaviour by arguing that it has little te do with 

~eviance and learned helplessness and really arises from "moral 

and political indignation.~ It shifts the theoretical discussion 

to a "concept of resistance" wbich sees resistance as an active 
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dialectical response to domination, which in itself is multi-

dimensional. This response of resistance may become transformed by 

substituting analysis and consequent action for random 

behaviours. 166 Aronowitz and Giroux are careful to say that not aIl 

"oppositional" behaviours constitute actual politically based 

resistance and it is incumbent on the teacher to analyse the source 

for the behaviour through a ", .. mode of inquiry that is self-

critical and sensitive to its own interests---radical 

consciousness-raising and collective critical action." 167 

They emphasize that: 

.•. the ultimate value of the notion of resistance must be 
measured not only by the degree to which i t promotes 
critical thinking and reflective action but, more 
importantly, by the degree to which it contains the 
possibility of galvanizing collective political struggle 
among parents, teachers, and students around the issues of 
power and social determlnation ... When a theory of 
resistance is incorporated into radical pedagogy, elements 
of opposi tional behavior in schools become the focal point 
for analyzing different, and often antagonistic, social 
relations and experiences arnong students from dominant and 
subordinate cultures .. A radical pedagogy, then, must 
recognize that student resistance in aIl of j ts forros 
represents manifestations of struggle and solidarity that, 
in their incompleteness, both challenge and confirm 
capitalist hegemony. What is most important is the 
willingness of radical educators to search for the 
emancipatory interests that underlie such resistance and 
to make them vi~ible to students and others so that theJ 
can become the object of debate and political analysis.' 

One way in which such resistance may be transforroed into a 

transcendant ideology of empowerment is through the "language of 

possibility.iI This language or pedagogy of possibility rests on a 

vision of collective human freedom: 

wi thout a vision for the future, a pedagogy of 
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empowerment is reduced to a method for participation which 
takes democracy as an end and not as a means! There is no 
moral vision other than the insistence on people having an 
equal claim to a place in the public arena . 

... An education that empowers for possibility must 
raise social questions of how we can work fOL the 
reconstruction of social imagination in the service of 
human freedorn ... the project of possibility requires an 
education rooted in a view of human freedom as the 
understanding of necessity and the transformation of 
society. 169 

The education towards possibility requires that teachers 

educate students to, 

... take risks, to struggle with ongoing relations of power i 
to critically appropriate forms of kncwledge that exist 
outside of their imrnediat~ experiencf"~, and to envisage 
versions of a world which i5 'not yetI-in order to be able 
to alter the grounds upon which life is lived. 1ro 

This rneans that the students' voices InlLst be legitimated dnd the 

"cultural logic" of their subjectivj cy recognized. 171 Simon sees 

the contradiction in a pedagogy gea"ced towards the empowerment of 

students which must "teach" them 1':0 use their voice while at the 

same time raising serious quest.ions regarding the existing social 

forms. He identifies the cUlemma this way: "How can we both 

legitimate the expression of a student voice and challenge at the 

sarne time those aspects of that voice which negate our 

educational/political visiOl:?" simon arrives at a sol ution to this 

dilemma by clairning that eadl persan does not have one voice but 

a rnultiplicity of voices, and that the educator must encourage the 

kind of crjtical discussion which forces clarification and 

consequent radicalizatL-m. 172 
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Aronowitz and Giroux identify various weaknesses in resistance 

theory which are certainly corroborated by our experience at The 

New School. They claim that sorne students see through the postures 

of the dominant school ideology but decide not to express 

themsel ves through rebell ious behaviour; indeed, sometimes students 

may be totally indifferent ta the hypocrisy of schools. They also 

claim that resistance theory does not take sufficient account of 

gender and race. However, the critique which is the most 

corroborated by our experience is that insufficient attention is 

paid by resistance theorists to " .•• the issue of how domination 

reaches into the structure of personality itself." They claim that: 

Radical educators have shown a lamentable tendency to 
ignore the question of needs and desires in favor of issues 
that center around ideology and consciousness. A critical 
psychology i5 needed that points to the way in which 'un­
freedom' reproduces itself in the psyche of human 
beings.n.without a theory of radical needs and critical 
psychol ogy, educators have no way of understand i.ng the grip 
and force of alienating social structures as they manifest 
thernselves in the lived but often non-discursive aspects 
of everyday life. 173 

Ir. my opinion sorne of the worj{ done on motivation and 

aspiration by Maslow and Rogers can be weIl applied to developing 

a critical psychology and radical praxis in dealing not only with 

the rebelljous, but also with the indifferent. The techniques of 

values clarification developed by Kirschenbaum et al can also be 

used to bring emotions to the surface and introduce them to the 

discourse of critical pedagogy. Finally, it has been my experience 
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that sorne of the techniques of logotherapy described by viktor 

Frankl174 can also be adapted to this end. While we at The New 

School see the need for a more formalized psychology which takes 

into account the socio/economic/political context of the student 

and the group, we have not to date formulated an all-embraci ve 

theoretical base. 

Henry Giroux sees the application of the education of 

possibility to be central to citizenship education which he 

considers to be one of the necessary aspects of critical pedagogy. 

The basic factors in citizenship education for Giroux are the 

following: the active nature of the student's participùtion in the 

learning process must be stressed i students must be taugh t to think 

critically, and the development of a critical mode of reasoning 

must be used to enable students ta appropriate their own histories; 

students must not only clarity certain values, but they must 

articulate why they are indispensable to the reproduction of human 

life, and through the above process, students must learn about the 

structural and idealogical forces which influence and restrict 

their lives. 175 

At The New School we experience frequent resistance on the 

part of students to completing work they themsel ves have cantracted 

ta do, ta considering insights suggested to them in the Bands, ar 

ta ways in which the ideo~ogy of the school has became expressed 

through custom and practice. In reading the cr1tical theorists, it 

is very clear to me that we l;,ave come ta a similar modus operandi 
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to that which they de scribe with the exception that we also look 

into the possible psychological and personal reason for 

individual' s behaviour. We first try to find the roots of the 

resistance and ta understand the ways in which they are 

idiosyncratic and the sense in which they are systernic. In either 

case, we atternpt to address the students' motives by helping the 

student(s) arrive at a critical analysis of the ground for their 

resistance. Sometirnes the resistance points ta the need for basic 

changes within the school which are discussed at cornmunity meetings 

and often put into operation in ways arrived at by consensus or a 

vote. The student voice, with all that it irnplies regarding 

ethnicity, gender, race and class, is pr irnary in these 

deliberations. The deliberations are always based on a notion of 

possibility, and all solutions are seen as "in processIf to be 

monitored with an eye to change. The contradiction referred to by 

R.I.Simon is one staf~ and students face continually. Our way of 

resolving it is ultimately to leave the behavioural choices to the 

people rnost affected by thern, even if we are in basic ideological 

disagreement. The problem with the education for ernpowerment, from 

the point of view of an occasional dissident, is that as issues are 

worked out, frequently it is not possible to satisfy everyone. It 

is often very difficult for people to relinquish their "objective" 

visions of a situation or a person's choices and behaviour in view 

of what they might regard as an individual's wrong-headed desire 

"not to know" and insistence on continuing on a course of action 
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which is generally regarded as disempowering. The ultimate sign of 

trust which a community can give at this particular juncture is t.he 

trust Rogers mentions for each person' s ability to accept "what 

they do not wish to know" only when they are ready ta. As weIl, one 

must learn to accept that there are people who hold a totally 

different view of the universe from that of the critical humanistic 

educator and do not wish ever to relin~lish it. While one can and 

should embark on a critical discussion and analysis with them, 

ultimately one must not only accept but confirm i:he person's right 

to a choice which may even be contrary to the views of the rest of 

the community. This often can bring into focus the perennial 

dilemma of democratic life: where do individual rights end and 

collective rights begin? While there may be no answer out there in 

the cosmos for this question, by regularily posing and discussing 

it, people's consciousness becomes raised and the issue becomes an 

important point of referral in our educational cornmunity. 

Ultimately, the teacher must be the important link in 

providing an empancipatory education to learners. The critical 

theorists emphasize that critical teachers must be "transformative 

intellectuals" who are not only interested in individual student 

success, but are 

.•. concerned in their teaching with linking empowerment-­
-the ability to think and act critically- to a concept of 
social transformation. Teaching for social transformation 
means educating students to take risks and ta alter the 
grounds upon which life is lived •.• [They must perce ive the 
classrooms] ... as active sites of public intervention, where 
students and teachers lp.arn to redefine the nature of 
critical learning and practice outside the imperatives of 
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the corporate marketplace. 176 

Teachers must also he willing to be "bearers of dangerous memory 1" 

keeping alive the memory of human suffering by recounting the 

history of the marginal, the vanquished, and the oppressed and by 

actively opposing the hegemonic practice of "not naming" those 

things which challenge the status quo and suggest the elimination 

of the sources of human suff!ering by the realization of alternative 

possibilities for society.,n 

For Freire the f~nction of a transformative intellectual is 

to "unveil" the reality hidden by the dominant ideology and to 

"dream about the reinvention of society. ,,178 Freire does not dwell 

on appropriate methodology to the same extent that some of his 

followers do. He claims that because " ... a liberating teacher will 

illuminate reality even if he or she lectures," what is important 

is that critical thinking must be animated, that the speech have 

a "certain dynamism" to "provoke critical attention" and "unveil 

reali ty. ,,179 Freire also believes that ideology precedes practice 

even while it informs it dialectically: 

Teachers whose dream is the transformation of society have 
to get control of a permanent process of forming 
themselves, and not wait for professional training from 
the establishment. The more an educator becomes aware of 
these things, the more he or she learns from practice, and 
then he or she discovers that it is possible to bring into 
the classroom, into the context of the seminar, moments of 
social practice. 180 

Freire believes that it is only through a practice of such idealism 

that teachers can keep motivated themselves: 

Being engaged in a permanent process of illuminating 
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reality with students, fighting against the opacity and 
obscuring of reality, has something to do with avoiding a 
fall into cynicism. This is a risk .hich we have as 
educators, to the extent we work, work, work!, and often 
see no resul ts. Hany tim r -:;, we can lose hope. In su ch 
moments, there is no solution and we may become mentally 
bureaucratized, lose creativity, fall into excuses j become 
mechanistic. This i5 the bureaucratization of the mind, a 
kind of fatalism. 181 

AlI the critical theorists agree on principle that radical 

pedagogy must he informed by a "passionate faith in the necessity 

to create a better world" and needs a vision of possibility, a kind 

of "concrete utopianism" which is a result of "creative risk­

taking, of engaging life so as to enrich it.,,182 

with increased human longevity and people's work lives ever 

lengthening, our society is being presented by the unprecedented 

human experience of teachers spending more than four decades in an 

occupation which demands great resources of energy. The question 

raised by the optimism of both Freire and Giroux is: where does one 

get the stimulation necessary to maintain the passionate focus 

demanded by critical pedagogy? 

It has certainly been our experience at The New School that 

the people who have managed to withstand the exhaustion and stress 

of continuaI self-criticism, the continuaI need to prepare in 

response to the students' articulated needs 1 and the on-going 

exposure to the pain of the students' lives are those who have 

approached the school with a transformative vision, and with a 

belief that schools may provide one Jocus where people can make a 

difference where they live and breathe8 
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I. "Emancipation studies" and the Pedaqogy ot critical Humanism. 

At aIl tirnes since the inception of The New School, Wom~n's 

Studies has been a presence in the school. This has been due only 

in part to my continued presence as Director and teacher during a 

period when 1 have been consistently researching, publishing and 

giving talks within the field of Wornen' s Studies as weIl as 

actively participating in various aspects of the women's movement. 

Each year there has been at least one other facul ty rnember or 

external resource pers on who has worked from a ferninist 

perspective. It can also be argued that the objectives of Women's 

Studies are consistent with those of critical Humanism. 

While the first Women' s Studies course to be taught in a 

Canadian university was taught in 1970, courses in Women's studies 

were taught at Vanier and Dawson Colleges by 1971. At the sarne time 

Wornen's Studies was being developed throughout the United states, 

and its earliest articulation of objectives usually covered 

purposes such as: involving women in the women's movement through 

education; serving as a focal point for developing a body of 

knowledge about women; acting as dn institutional base for the 

struggle against sDxisrn, and providing a center of resources which 

could be tapped by the wornen' s movement for the community. 183 These 

objectives are clearly in line with many of the more fully 

articulated purposes of critical pedagogy spelled out above. 

Other aspects of Women' s Studies were also to prove important: 
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Women' s Studies must compensate for the absence of women from 

curriculum by building a body of research on women; it must ensure 

the understanding of patriarchy in its historical perspe~tive and 

of the eftects of socialization and sex role stereotyping on women 

through a cross-cultural perspective; it must promote an 

understanding of women in history, of f.emale sexuality, of the 

function of education as a codifier of sex-segregation, of the 

function of the family vis-a-vis women in aIl cultures, of the 

relation of women to paid and unpaid work, and finally of the 

relationship between social movements and women. 184 Added to the 

above list is the expectation that there be an analysis of 

scholarship by and about women i~ bath the traditional disciplines 

and in interdisciplinary forros. The structures and conditions of 

women' s op,t)ression must be studied as weIl as contrasting models 

for self determination. Above aIl, it is considered essential to 

examine the relationships between the personal subordination of 

women and the broader social. political and ecanomic structures. 

On a more affective basis, Women's Studies must also push women 

towards academic excellence. 185 Women ' s Studies addresses the 

personal and systemic dimensions of women's experience in bath its 

formaI and informaI content by starting with the self as subject. 186 

Women's Studies legitimate life-experience as an appropriate 

subject of analysis, it concerns itself with process as weIl as 

product§ is multicultural and explores interlocking systems of 

oppression based on sex, race and class.1~ 
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While the above characteristics may not be true of every 

Women' s studies course currently offered, thf?y do cover ë". wide 

cross-section of basic concurrence among Women's Studies teachers. 

Inherent in the creation of this new field of study is the struggle 

to create an epistemological shift in hurnan knowledge by rephrasing 

and critiquing aIl the standard ways of developing questions, 

answers and paradigms. This developing epistemology rej ects thE. 

dichotomous notion of cognitive/ élffective learning in favour of 

a the ory of continuum from the cognitive to the affective and 

unconscious levels of learning. This epistemology also recognizes 

that there are many ways of learnjng involving intuition, spiritual 

understanding, creativity, and socio/political contextualization. 

Women' s studies cannot avoid touching on the IIpersonal" dimensions 

of the lives of both the teacher and the student: "The premise that 

men dominate women, in however partial or subtle or brutal a way, 

lends a certain urgency to feminist investigations." 188 This urgency 

is experj.enced on the level of one 1 s personal life: "What does this 

mean for me?" "How will it affect my rela'Cionship with my lover, 

my brother, my father, my friends?" It is also .epxerienced in one's 

public political sphere: "How can l escape this domination?" "will 

it affect my future Sl.lccess or my ability to attain my own !J'oals?" 

Because Women' s Studies has not anly developed from the 

women's movement but grown inextricably w~th it, the emphasis on 

praxis and its role in social and intellectual transformation has 

Nemiroff/Critical Humanism-II 



111 

charged it with a mission far beyond the traditional intellectual 

preoccupations. 

Women' s studies, then, has de""eloped on the bedrock of an 

emancipatory philosophy affecting, at the very lea~t, 51% of the 

world's populatjon. From its very beginning it has emphasized the 

need for an epistemological analysis of the "knowledge" purveyed 

in schools. For this reason, Women's Studies also must pressure 

insti tut.i.ons on the basis of compensatory education: a nalysing 

current curricula and assuring that i t is, at the very least, 

gender fair. Because of the charged nature of its subject matter, 

in practice Women' s studies has always had to address the affective 

and to confirm the personal experiences and insights of women. 

Since it is a new field of study, teacher and Iearner are thrvst 

into a fairly egalitarian situation, especially when frequentIy the 

learner has had many If female ll experiences to which the teacher may 

not have been personally eÂposed. 

These elements in the the ory and praxis of Homen' s Studies 

make it an excellent field for the p~dagogy of critical Humanism. 

At The New School, the issue of gender has been addressed from a 

feminist point of view in Bands, Learning Groups in most subjects, 

and in the community itself. 

The developing praxis of Women's Studies has contributed to 

changLlg the J2.L.ax j ..ê. in more traditional disciplines and also to 

the creation of other fields of interest. For sorne years, men at 

. The New School have demanded men' s groups ta discuss how they feel, 
} 
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analyse and deal with the masculinist idcology which has shaped 

their lives. Over the years complementary ideology and pedagogy 

have developed ~n Women's Studies and Men's Groups. There has also 

been a continuaI interest in sexuality expressed by students of 

both sexes. Learning Groups in Human Sexuality and Bands have also 

combined many pedagogical techniques 0f Humanistic Education, 

Feminist Education, and critical Pedagc.,gy to provide a multi-

dim-;nsional approach to the issues which the students raise as 

'cheir primary concerns. 

Over the years there have been numerous learning groupe on 

Black Studies, racism, prejudice, political power, and peace within 

The New School. These groups as weIl have dealt with the visceral 

feelings students have about these issues as weIl as with an 

analysis of the socio-political contexts of these subjects within 

the lives of the students. As Women's Studies, Men's Groups and 

Human Sexuality Groups are focused on an emancipatory model tùr the 

individual and society, so are groups on the issues mentioned 

above. Because these subjects are 50 viscerally based in the lives 

of our students, and because there is 80 much to analyze and learn, 

they lend themselves very weIl to a pedagogy of Critical Humanism 

which dialectically addresses the multi-dimensional leveis of the 

learners' intersection with the subject matter. There is no doubt 

that because these are aIl fairly new fields of study whlch had the 

freedom anC coom to develop appropriate pedagogies of empowe~ment, 

they have provided for the school on-going models of possibility. 
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CHAPTER THREE 

"CLIENTELE, Il IDEOLOGY AND PRAXIS AT THE NEW SCHOOL 

A. "Clientéle" 

It is because money cannot buy the human gestures which 
confer respect, nor rights guarantee them as entitlements, 
that any decent society requires a public discourse about 
the needs of the human person. It is because fraternity, 
love, belonging, dignity and respect cannot be specified 
as rights that we ought to specify them as needs and seek, 
with the blunt institutional procedures at our disposaI, 
to make their satisfaction a routine human practice. 1 

Often students arrive at The New School with a strong 

sense of entitlement. They understand themselves to be entitled to 

something they calI "my education" as in "1 need my education t .... 

get ahead." It is often instructive to inquire what they mean by 

"ahead." The ambition is usually quite modest; just being ahead of 

the minimum wage law. Having a future that promises the necessary 

resources for access to "state of the art" consumer goods. During 

their CEGEP years, most students are willing to work hard at part-

time jobs in order to have those talismanic objects which they 

think will confer meaninq to their lives and status to themselves. 

Increasingly over the years, we have obsE'rved that many of our 

students are more immediately committed to these low-paying dead­

end "malI jobs" than they are to acguiring the. skills they may need 
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to realize long-term success in their economic prospects, much less 

in their opportunity for interesting \vùrk, personal growth and 

social status. Learning college-level skills is sùmetimes 

difficult, requiring the ability to concentrate for lengthy periods 

of time and to be able to plan ones time realistically. These 

capacities are rarely fully developed in adolescents in our society 

whose time has been planned for them and whose concentration span 

has been conditioneo over years to the 8-12 minutes between TV 

commercials. Educati.on is recognized simply as a means of getting 

"somewhere" beyond the vtlork available to young part-time workers, 

the most vulnerable group in the labour force. 

School, then, may frequently be percei ved as a conduit to more 

satisfying commoditü~s. While education is seen as entitlement, so 

is consumerism, a notion continually supported by the media to 

which young people are addicted. It is my i.mpression that the 

desire to have increased access to "things", coupled with a 

reluctance to defer gratification in order to ensure future success 

and achievement, are partially caused by the emotional vacuums and 

states of alienation in which many young people seem to live. 

It is important to review the Maslowian hierarchy of needs 

based on the satisfaction: of physiological needs [food, 

water,sleep, physical comfort]; of safety needs [stability, order, 

freedom from violence, disease, disorder] i of needs for 

"belongingness and love" [friendship, giving and receiving 

affection]; and of self-esteem needs [recognition, respect from 
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others, self-respect) ..• all of which needs must be satlsfied in 

order to stri.ve for self-actualization. 2 Maslow developed this 

theory primarily in the post World War II period when there was 

great public nostalgia in North America for d fantasized version 

of the family life which had been interrupted by the war. People 

had short and sentimental memories, often overlooking the havoc in 

family unit y and life created by the depression of the 1930s. 

customarily many of the physical and belonging-love needs were 

expected to be provided for children by the nuclear and extended 

family, by neighbourhood, and by cultural and/or religious 

community. Because ot the prevailing ideology of the time, Maslow 

had evcry reason to imagine the possibility of a clear, orderly 

and sequential development of human potential. 

Later on, in Religious Values and Peak Experiences, Maslow 

would express an understanding that the society had fallen into a 

"chaos of relativism" which could be called "valuelessness.,,3 

The two decades sj nce Maslow' s deat.h have brought even greater 

social change. Currently, one out of every three children in North 

America is the child of a divorce. It is predicted that by the year 

2000, one out of every two childrcn in North Ame:t:.i c:a will be in 

this position. 4 This means that by the year 2000, 50% of the 

population will have undergone the trauma of family bifurcation; 

this should clearly have a strong effect on people's expectations 

of human institutions and rel~tionships. A recent fifteen year 

study of the effect of divorce on families c..onducted by Ruth 
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Wallerstein in California indicates that adolescence is a period 

of particularly grave risk for children in divorced families---the 

single most important cause they themselves identify of enduring 

pain and anomie in their lives. 'l'hey have been found to be left 

with an enduring feeling of both physical and emotional 

adandonment, and to continue feeling the effects of family 

breakdown ten to fifteen years after a separation or divorce, 

especially if they have witnessed family violence. In the longer 

run, these children appear to experience real anxiety about their 

ability to create families themselves; this of course would affect 

their attitude to possible positive results produced by the 

de ferment of irnmediate gratification. In the united states, 

children from divorced families account for an inordinately high 

proportion of children in mental-heal th treatment 1 in special 

education, referred by teacheLs to school psycholugists, and an 

estimated 60% of child pati~nts in clinical treatment and 80%-100% 

of adolescents in in-patient mental hospital settings. 5 Parents 

frequently do not get tneir lives on track after divorce and suffer 

a diminished capacity to provide parental guidance and those chi1d­

rearing functions necessary to ensure the psychological health of 

their families. In many cases it is the child who is expected to 

provide psychological support for a distressed parent. As weIl, 

children who remain with their mothers often experience a serious 

drop in the family' s standard of living accompanied by regular 

observation of a lasting discrepancy be~ween their parents' 
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standards of living. 6 By no means do most children of divorce 

usually benefit from resources exceeding the minimum child support 

awarded by courts. In Nortl~ AJ"erica, a large percentage of child 

support monies awarded to mothers and children by courts is not 

paid by fathers. Frequently children become pawns in power games 

between parents years after they've stopped talking to each other, 

or even formed relationships with new mates. 

The subjects of Wallerstein' s fifteen year study were aIl 

economically stable, white, middle class, educated Californians. 

Before divorce, the families did not have the problems of poverty 

and general resourcelessness which exacerbate the emotional 

problems of aIl children of divorce. In 1973, most students were 

able to produce at least one parent [if not both parents] for a 

visitors' night or graduation. However,increasing numbers of our 

students are not only from single-parent families, but they often 

have only the most tenuous ties with one or both of their parents. 

Sorne of them have no contact with their biological parents and calI 

themselves "system kids," having been raised [frequently at their 

own request] through the warehousing of children by social welfare 

in foster or group homes. Even in cases of intact middle class 

families, frequently young people are expected te provide for their 

personal needs except for room and board at home. This means they 

must pay school fees and expenses, travel expenses, lunches, 

clothing and aIl recreational expenses for themselves. In short, 

they are not eligible for financial aid and must find jobs. Many 
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families have lived unrooted lives far from the support of 

relatives, and in many cases family stability has been permanentlv 

disrupted not only by divorce, separation or death, but by drug or 

alcohol abuse or mental illness among parents. Often young people 

are especially undermined by uncomfortable and ill-defined 

situations in blended families, disastrous seriaI marriages of one 

or both parents, and they are sometimes subject to various family-

related and more public forms of sexual abuse. statistics tell us 

that one in four Canadian women will be raped at some point in her 

life, and that one in five Canadian women has been a victim of 

childhood sexual abuse. Many boys also are victims of family 

violence, or at the very least, of wounding relationships with 

their fathers. 7 

Many students also work to support themsel ves away from 

families or the remains of families who have the means to support 

them at home. Frequently their physical or psychological survival 

is dependent on their being removed from pathological family 

si tuations. It is very difficul t to persuade people in such 

situations to consider the long-range possibility of the 

acquisition of knowledge improving their lives. This is especially 

difficult with students who have histories of poor academic 

performance, because frequently as children the y simply could not 

concentrate on school work. Every aspect of their lives was 

mediated by problems at home. 

We think of belonging as permanence, yet aIl our 
homes are transient. Who still lives in the house of their 
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childhood? Who still lives in the neighbourhood where they 
grew up? Home is the place we have to leave in order to 
grow up, to become ourse Ives . We think of belonging as 
rootedness in a small familiar place, yet home for most of 
us is the convulsive arteries of a great city. Our 
belonging is no longer to something fixed, known and 
familiar, but to an electric and heartless creature 
eternally in motion •.• Perhaps above aIl we think of 
belonging as the end of yearning itself, as a state of rest 
and recanciliation with ourselves beyond the need itself. 
Yet modernity and insatiability are inseparable. 8 

Like aIl young people, our students hope that somehow "it will 

aIl work out in their lives." They frequently take a passive 

spect3tor role in their own lives and seem to feel powerless to 

effect change. Many of thern love futuristic fantasy and science 

fiction, and yet the future of modernity seems to hold within it 

the promise of further alienation. It is almost impossible in this 

situation ta set down strong roots af belongingness. Indeed, 

frequently we are alarmed by young people who have the ability to 

connect with anyone within seconds of arrivaI [they are experts at 

being moved around], but panic at the thought of closeness, of 

continuity, of striving. 

For many young people, the pervasive presence of drugs 

provides an illusion of belonging, of solidarity, of meaning, and 

of freedom. Drugs promise an ersatz but instantly achievp.able sense 

of self-actualization and affiliation. Relationships with dealers 

and other users are fraught with meanings and loyalties. While most 

of our students are not com:;umers of "heavy drugs," some of them 

are sufficiently regular users of marajuana and hashish for this 

habit ta interfere with their ability to do cOllege-level cognitive 
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work. It is also clear that there is no young person in our urban 

landscape who is not fully acquainted with the language of drugs 

and more capable of obtaining them than his/her teachers. By direct 

contact or by peer contacts to whom they may remain very loyal, 

increasing numbers of young people are implicated in the general 

violence and criminalization of our society. 

Students of college age are undergoing enormous physiological, 

emotional and social changes in their lives. Their bodies are still 

undergoing internaI changes which may result in radical change of 

appearance. Very often, leaving high school means parting from sorne 

good friends, or at least from a context in which they occupy a 

unique place. Sometimes coming to college is the first time they 

have been consistently absent from their neighbourhood on a day­

to-day basis. AlI these factors can destabilize their sense of 

well-being and self-esteem. Thrown into the crucible of a large 

urban college, they often have difficulties maintaining a strong 

sense of identity. If they do not have a stable base of security 

in their lives, their need for self-esteem makes them vulnerable 

to the illusion of sel f-esteem provided by drugs, alcohol and casual 

sexe They are also vulnerable ta an adolescent culture which 

markets "image" and "life style" rather than any substantive sense 

of accomplishment or identity. "Image" is attainable through the 

possession of magical objects manufactured with th~ intention of 

creating only a temporary sense of well-being. Their precarious 

self-esteem is in constant danger of sudden invalidation by 
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cleverly orchestrated changes of style which will force the young 

consumer ta struggle ta recapture that ephemeral sense of well­

being through buying his/her way into the next market-researched 

image. Because of their lack of long-term goals, many young people 

from 15-24 years of age possess a large cumulative and disposable 

cash incarne attractive ta manufacturers who undertake programmes 

of lucrative image-vending designed ta maintain a constant distance 

between the young people' slow self-esteem and idealised new 

versions of themsel ves which will keep them buying, keep them 

working at exploitative dead-end jobs, and keep them deferring 

serious education. They become increasingly deskilled for the kind 

of concentration required for academic work. 

Frequently education is meaningful to our students only as a 

means of getting into a better income bracket in arder to buy more. 

They have been appropriated by the notion of "self-esteem through 

possessions." The "farther reaches of human nature" posited by 

Maslow become transposed into the substitution of consumerism for 

human solidarity. Maslow's notion of self-actualization is 

reachable through a slow and organic process based on individual 

safety and belongingness. without extensive discussion of the 

emotions hidden within our students, self-actualization May very 

quickly become transposed into a glitzy mirage of illusory safety 

and well-being, not unlike the instant nirvana promised by drug 

experiences or orgasme 

Being human is an accomplishment like playing an 
instrument. It takes practice. The keys must be mastered. 
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The old scores must be committed to memory. It is a skill 
we can forget. A little noise can make us forget the notes. 
The best of us is historical: the best of us is fragile. 
Being human is a second nature which history taught us, and 
which terror and deprivation can batter us into 
forgetting. 9 

While many of our students are not children of divorce, 

violated sexually or physically abused: or continually involved in 

alcohol,drugs or casual sex, most of them nonetheless have 

difficulty in understanding the value of education-in-itself. AlI 

schools have the mission [whether they recognize it or nott] of 

piercing the prevalent notion of education-as-entitlement-to-

esteem-through-possessions and somehow celebrating the values of 

knowledge and understanding the uni verse. 

While i t is possible and desirable at this l uncture to 

undertake with the students a project of critical pedagogy 

regardlng the source of their values and whose interests are met 

by them, it is our experience that it takes much more than 

intellectual argumentation to convince people to give up comforting 

fantasies which have been created to compensate for the absence in 

thE:dr lives of the reaJ. human entitlements: comfort, safety, 

community, respect, love, self-esteem and the ability to form 

independent j udgements based on an unmediated understanding of 

their own personal interests and needs. Such change may only 

devolve from re-experiencing in full wakefulness the lacks they are 

trying to fill. critical Humanism brings to bear on their lives a 

critical pedagogy as described above, but also a pedagogy of the 
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emotions which connects them to the innermost roots of value and 

behaviour within themselves. 

B. The Agenda of the state 

At The New School we have developed a pedagogy which is 

designed to address the students' deepest feelings and the 

experiences and realities within which they are rooted. This 

holisitic pedagogy has as its objective to address the students' 

emotional lives through individual and group work in the Bands and 

in the Learning Groups where aIl learning should devol ve Il from self 

to sUbject," from the students' innermost neads to the pursuit of 

learning about a subject which will illuminate their understanding. 

We are, however, working within a context where these 

objectives are not valued at aIl. The same formulae for staffing 

and budgeting are applied to us as are applied to aIl other 

departments and disciplines, many of which have totally different 

needs and an absence of a coherent and articulated educational 

philosophy. The irony is, of course, that many of our concerns are 

those expressed in the mid-sixties by Québec government's Parent 

Report for educational reforme Recently the conseil des collèges 

published a report on the failure and/or drop-out rate in the 

colleges, reporting that only 59% of aIl students entering CEGEP 
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complete their diplomas. 10 The report attempts to explain the 

reasons for the low success rate of our very expensive educational 

system in various wa~'s, the first of which is through 

characterizing the student and his/her values: 

... l'élève d'aujourdhui doit se situer dans une société 
qui a aussi connu un éclatement des valeurs autrefois 
considèrées comme fondamentales. Les valeurs spirituelles, 
dans le sense large du terme, ne sont plus entourées de la 
même auréole de prestige qu'autrefois et cela se reflète 
dans des attitudes face aux études. si le jeune qui 
fréquente le réseau collégial aujourd 'hui est citoyen d'une 
société fortement axée sure la consommation et sur 
l'utilitarisme, il adhère aussi à des voleurs qui lui sont 
personelles ... 

Par ailleurs, les besoins et les attentes de 'l'élève 
d'aujourd'hui sont conditionnés par une situation 
économique en constant évolution. Le diplôme auquel il 
aspire ne sera plus, comme autrefois, un passeport lui 
offrant de larg~s garanties d'Obtenir, dés la fin des ses 
études, un emploi à plein temps st.able, interessant et bien 
remunéré. 

Dans ce contexte, il ne faut pas se surprendre que pour 
l'élève, au seuil de la vie adulte, les études ne 
constituent pas toujours la seule ni même la principale 
préoccupation. Sa vie se compose d'une alternance 
d'études,de loisir, de travail remunéré et d'autres 
occupations qui contribuent, chacune à leur manière, à 
combler ses diffèrents besoins d'individu, mais aussi de 
consommateur. 11 

Beneath the generalizations of this "profile," one can very 

clearly see the complicity of the state and the business 

"community. Il Consumerism has become a nationally defined "need." 

There is no effort to analyse what "needs" are defined by the 

students, and whose interests are served by them. For this reason, 

it is unlikely that the Quebec educational establishment will be 

the site of a systemic effort to provide for the students an 

argument for the values inherent in simply knowing more about the 

Nemiroff/critical Humanism-III 



<' 

139 

world, its past,how it functions, and learning to pose critical 

radical questions regarding the status quo. It is precisely because 

the values are dictated by the combined manipulations of government 

and industry in a "free-market" economy that consumerism is 

elllphasized concoTIlitantly with IITraining for jobs" at the college 

level. The ut~ost cynicism, i5 to be found in the caveat that no 

one is guaranteed a full-time, stable and interesting job upon 

graduation, anyway. 

The report also identifies seven most important reasons why 

students fail and/or drop out of school: their past school 

experience; the shock of passage from secondary school to CEGEP; 

the fragmented orga!1Îzation of stl'dies at the CEGEP level; the 

• motivation and academic aspi~ations of the students; th~ economic 

situation of the students and their employment; the teachers and 

the milieu of the colleges. 12 While these reasons for .,:t:udent drop-

out and failure are aIl recognizable, it is nonetheless suprising 

that the report makes no mention of the general social 

disorganization in which Many young people live. Drugs are not 

mentioned at a]l. The report does, however, mention the fact that 

increasing numbers of students work between 20-35 hours per week, 

which greatly affects their ability to perform weIl within the 

college system. They do not investigate why the young are working 

sa much and how many of them are working for basic necessities of 

survival, and how many for the dis~osable incarne they need to feel 

self-esteem. It is my own suspicion that a substantial number of 
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students, who are working more hours than they need to survive or 

even have sorne disposable incorne, are simply placing their bets on 

several horses. As Canadidns they feel entitled to a good standard 

of living and lives as charmed as those beamed to them on sit-cnms. 

In the long l'un, they want the insurance policy of "their 

education" [which even the governrnent clairns bears no promise of 

financial reward). Since they are unable to de fer gratification 

sufficiently to try to "make it" in any inherently substantive way, 

they must labour to acquire ephemeral instant reinforcers of a 

desirable "image" and "lifestyle." 

These contradictory goals are consistently reinforced by the 

validation of a rugged individualism which has swept over our 

society. If people want to enough, this romantic vision suggests, 

they can indeed "mal<:e it" to a place called "the top:" 

THE LITTLE BLUE ENGINE 

The littie blue engine looked up at the hill. 
His light was weak, his whist1e was shri1l. 
He was tired and small and the hill was tall, 
And his face blushed red as he softly said, 
.. l think l can, l thi n}c l can, l think l can." 

So he started up with a chug and a strain, 
And he puffed and pulled with might and main, 
And slowly he climbed, a foot at a time, 
And his engine coughed as he whispered soft, 
"I think l can, l think l can, l think l can." 

with a sgueak and 3 creak and a toot and a sigh, 
With an extra hope and an extra try" 
He would not stop - now he n~ared the top­
And strong and proud he cried out loud, 
"1 think l can, l think l can, l think l can." 

He was almost there, when - CRASH! SMASH! BASH! 
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and ma shed into engine hash 
below ..• which goes to show 
is tough and the hi11 is rough, 
can just ain't enough!13 

The chiJdren's poem by Shel Silverstein, a parody of the much 

read children's book, The Little Engine Who Cou1d, is an excellent 

illustration of the perils of superficial doctrines of "mind over 

matter" in a world where "matter" threatens us continually wi th 

annihilation way beyond our power to contain it by feats of 

personal and individual will. At The New School,we do not encourage 

the students ta imaginary power or self-esteem based on chiroera; 

rather by a pedagogy developed [and still developing] over fifteen 

years and Cl"'ln+:inually refined to meet the changing needs of 

students, we work with the students to develop within them 

individually and collectively those ~ools they will need to 

liberate themselves from low self-esteem and social values which 

work against their individual and collective interests. 

c. The community as Educator 

Students come to The New School as individuals and often are 

initially surprised to see that they are expected to be responsible 

and accountable for and to themselves and others in the community. 

l think The New School has made me more openminded ... that 
those are values and they're within me and those have been 
recognized and they surfaced here. l remember the first 
time l was here the first thing l thought of was, "My GOd, 
l'm in business for myself!" That's what the feeling was. 
Like coming from the working world, l always felt that l 
was in business for someone else and it was true. l felt 
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50 good thinking that l was coming to school. It was, "Yeah, 
l'm in business for myself." ••• It's like here you have to 
make more effort ••• to spend yourself, just to spend your 
own talents and your own energy. It's a great feeling. 14 

The school also communicat3s to students an expectation that self-

disclosure in a safe and accepting env ironment i5 an important 

means of arriving at self-knowledge, personal growth and authentic 

relationships with other people. Students soon learn that there is 

a dialectical relationship between personal growth, the growth of 

others and the creation of community. 

At The New School l learned that each 
pers on , each individual was very important and worthy of 
special attention and care because that 1 s basically the 
kind of care 'Yle got at 'rhe New School. 15 

It's really giving you the occasion probably for the first 
time in your life ta consider your identity in the real 
world, in the world away from your fami ly and the New 
School requires that you consider who you are hanestly. You 
canlt do less because people in your Band get to know you 
so weIl that ... you'd have to be honest. You didn't have a 
choice but to admit to certain things and so it 1 s 
difficult, it's really difficult to explain, but l think 
that it hdS a lot to do with providing a saie environment 
in which ta look at aspects of yourself. Then you forro 
relationships as a way of testing out those aspects and l 
guess what l'ru saying is that perhaps the relationships are 
as lasting as they are because of that foundation of 
honesty, of candidr.ess, of being exposed. 16 

Finally, students are exposed to the fa ct that they can maka a 

difference wherever they are, and that humans have a responsibility 

to the living and those still to live, that our stewardship of the 

present is important. It is our contention that by helping the 

students to build the skills necessary for living authentic lives 
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determined by their own values and beliefs in peaceful community 

with others, we will help them to create, find and maintainmeaning 

in their lives and make cornmensurate contributions to the 

transformation and betternment of society. 

It's expected and anticipated that you will lo~. beyond 
yourself and look to other people, take responsibility for 
the growth of others as weIl as your own growth, as it's 
expected others will do that for you. You can 't leave 
without taking it with you and l th in]'.: it's certainly 
something that affects every part of your lite in a very 
fundamental vlay as you go on, be it work, be it daily 
relationships or encounters, be it school. l think it 
really is a tool and a training that stays with you. 1? 

l really think Il m taking a strong a\iareness of people and 
the earth [from the school]. l t ve developed a compassion 
for the people and the earth as a \>lhole and l Ive learned 
a lot about ... [those subjects] here, and l always plan to 
have those strong feelings and will always try to do what 
l can for peace and solidarity ... 18 

It must be said that the age of New School students lends 

itself to openness, to change, and to a desire to explore. 

Finishing high school is always a time of reflection and choice 

for young people. Hill they continue in school? What do they wish 

to become? Do they want to work? To what extent can they risk 

making choices which would alienate or disappoint their parents? 

Should they mO'Te away from home ... travel •.• live with a mate? 

Indeed, it would be amazing if no change were to happen between 

the ages of 17-22, the average age range of our students. It is 

important at this juncture in the development of young people to 

intervene wi th ideas and experiences which will broaden their worl1 

beyond the narrow confines of the consumerism which has already 

Nemiroff/critical Humanism-III 



144 

dominated their lives since their first television advertisement. 

The students who come to The New School often come from a 

situation of disenchantment with the regular hlgh schools or CEGEP 

programmes. Almost 35% of our applicants are from other eolleges 

or other programmes at Dawson College. They will say they "do not 

want to be treated as a nlunber, li or that they feel "lost" and 

disconfirmed in the regular academy. One transfer student said 

about his experience at The New School: 

l got a certain amount of confidence because l was 
validated as a persan vlhereas l hadn' t been in other 
structures. New School helped me to find the balance, to 
realize that no, l'm not the one with all the answers, but 
at the same time there's certainly value in what l have to 
say and l can trust my perceptions about things. 19 

Clearly, in order to provide a realistic arena for such 

explorations and feedback, schools must give considerable air-space 

to students. Where active learning is valued, students must speak, 

argue, listen, discuss whatever interests them. They must also be 

encouraged to reflect on the reactions they elicit: to respond, and 

sometirnes ta effect changes beneficial to them. While the Bands are 

the essential locus for sueIl concerns, in practice we do not 

differentiate be'C.ween "academic" subjects and personal growth. The 

self may be academically addressed, and the academic subjects 

pursued by the students must proceed from their articulated 

affective needs. It must also be emphasized that the students' 

membership in a recognizable small community is accorded great 

importance in our pedagogy as a locus of learning, personal growth 
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and political cansciausness raising. 

It is generally viewed as a privilege ta be in a position ta 

facilitate growth at such a key moment in the life of a young 

person. Certainly Many of our graduates have identified their time 

at The New Schaal as the beginning of a new era in their lives: 

It marked a watershed in my life. It gave me an awful lot 
of confidence, it let me learn a lot about myself. •• l think 
of the New School as being one of the highlights of my life 
up to now, and l believe the skills l learned there and the 
types of things l spent my time doing still figure very 
much in my life now ten years later. 20 

l consider my adulthood to have started when l was at The 
New School, and sorne of the relationships that are most 
significant to me now began when my adulthaod began at The 
New School. 21 

One of the things l would like to say is th.at often l think 
of my past in terms of different phases and different 
periads and the current period, What l wauld consider the 
modern tirnes of my life or the conternparary times of my 
life seem to lengthen and lengthen because l always think 
of it as starting at The New School. The modern era for 
me started at The New School. 22 

D. Ideoloqy and Praxis 

Modern welfare May not be generous by any standard other 
than a comparison with the nineteenth-century warkhouse, 
but it does attempt ta satisfy a wide range of basic needs 
for food, shelter, clathing, warmth and Medical care. The 
question is whether that is aIl a human being needs. When 
we talk about needs, we Mean something more than just the 
basic necessities of human survival. We also use the word 
to describe what a person needs in order ta live to their 
full patential. What we need in order to survive, and what 
we need in arder to flourish are two different things. B 
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In considering ideology at The New School, it is important to 

bear in mind that the school exists within the context of a 

particular college, with a particular history, upon which it is 

dependent for every facet of i ts existence. The school cannot 

decide not ta confer credits, or to cease existing, or to limit or 

excede a certain number of students and faculty resources. In fact, 

we must do battle for resources against other very costly 

programmes, many of which have the support of external 

credentializing associations such as those of nurses, radiology 

and radiography technicians and interior designers. The college 

itself is dependent on the state's assessment of its needs which 

must be supported by both the Ministry of Higher Education and 

Technology and the Treasury Board of Quèbec. 

As mentioned above, The New School has been subjected to many 

difficulties in realizing our objectives because of cut-backs and 

losses of resources. Many gifted teachers who were instrumental in 

formulating the school 's philosophy were affected by cut-backs, and 

were replaced on the basis of seniority, sometimes by people who 

had little sympathy with our philosophy and who, in a time of 

tremendous professional insecurity, could be reluctant to take on 

new methodologies. On the other hand: because of the critiques of 

faculty members who have poured through the school we have also 

undergone revisions and elaborations which have been very useful. 

It would therefore be incorrect to infer that the ideology of The 
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New School has solely been cobbled out of the writers, idea; and 

practices described in the preceding chapter. Rather, its ideology 

has developed dialectically through the presence of numerous 

students and situations which precipitated both discussion among 

and action by teachers whose contributions came from diverse belief 

systems: Islam, High Church Anglicanism, Roman Catholicism, Reform 

and Orthodox JUdaism, atheism, agnosticism, personally conceived 

mysticism and Rosicrucian,;.sm. There have been socialisi.s, 

Trotskyites, laissez-faire capitalists, communists, anarchists, 

militant unionists and anti-unionists, apolitical people and 

individualists with a clear contempt for politics or the public 

sphere. There have been pacificsts and believers in nuclear 
~ 
1 

~ deterrence; there have been both male supremacists and feminists; 

-1 

there have been neo-Freudians and Behaviourists, believers in 

social determinism and believers in absolute free will; and there 

has been a wide spread of class and ethnie origin among the 

faculty. On the whole, however, there has usually been a level of 

professionalism among the faculty that has rendered them amenable 

to trying to work in concert,contributing to the development of 

basic structures rooted in the origins of the school. 

It is important to relate the belief system of the school 

both to the ideological positions described previously and to 

illustrate by actual examples how ideology may manifest itself 

through application to situations which arise within the school. 

Ideology in practice at The New School falls somewhere between the 
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individua1ism of Mas10w and Rogers and the col1ectivism of the 

critica1 theorists. Our first relationship with the students is a 

personal one when each is interviewed for acceptance into the 

schoo1. We are not particula:r.:ily interested in their academic 

records except that they conform to the criteria set by the co11ege 

in adherence to general CEGEP policy. We look for candidates who 

demonstrate an understanding of our objectives and an appetite for 

our methodology by a desire to grow, a wi11ingness to try new 

experiences, to risk caring for others, and to contribute to a 

eommuni ty. We do not aeeept people who appear to be seriously 

menta11y ill, totally unmotivated, or addicted to drugs or alcohol. 

We have found that wc have limited eapacities to help people in 

such situations and that they tend to drain attention from those 

learners who can enhance their lives by attending The New School. 

This is an important point, because frequently such people are 

attracted to us in the mistaken belief that we are ê. Summerhillian 

school (althaugh they might never have actually heard of that 

prototype) where they will receive credentials without being forced 

to extend themselves beyond their current situations. We are also 

reluetant to accept people whose ideological positions are rigidly 

hostile to ours: too much time may be spent in fruitless argument 

which could be better spent working with students who are 

interested in exploring their own possibilities of growth. 

We had accepted a young man who appeared bright and 
interested in his interview. Latcr, he attended a pre-term 
meeting af both "old" and "in-eoming" New Schoo1 students 
where the subject of values was raised. There was a 1ively 

Nemiroff/critical Humanism-XII 



149 

discussion on which values were most central to the New 
School. It was concluded that respect of one another and 
respect of confidentiality were central to the functioning 
of the school. During a brief break this young man 
approached one of the co-directors and asked him if there 
were any values considered unacceptable at The New School. 
The response was that racism was such a valueo This emerged 
as a problem for this young man who said he was a white 
supremacist who simply "knew" that he was better than 
people of colour and Jews. The co-director consulted other 
staff this issue; eventually it was decided that he would 
calI the young man and explain to him that since the 
student body was multi-ethnic and multi-racial, he could 
only be welcome if he were willing to approach the 
experience with an open mind. If not,he would find the 
school an uncomfortable place where he would create 
discomfort if he persisted in his racist beliefs. He was 
unreceptive to reconsidering his beliefs and decided to 
withdraw his application. Arrangements were made for him 
to attend another programme. 

Aside from our fundamental belief in human equality, the reason 

for our great concern here was that because an environment of 

safety is needed for peronsal growth and empowerment, it is 

essential that aIl members of our conununity feel safe and 

fundamentally accepted. While it might have been helpful to this 

young man to explore what purpose racism served in his life, this 

was a situation where we had to come to decide between the needs 

of an individual and those of the group. While we are willing to 

facilitate our students' arriving at articulating highly variable 

value systems, we cannat a] low them to harm one another or 

themselves, no matter haw sincere their beliefs may be. While we 

encourage personal growth and personal empowerment, we insist that 

these aspirations not thri ve at the expense of other people' s well-

being regardless of the benefits subjectively described by 
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learners. It is not our experience that each individual's notion 

of self-actualization leads towards the "psychological 

health ••. spiritual peace and social harmony" described by Maslow. 24 

Because we believe self-actualization to be the result of a 

dialectical relationship betwe,:n the inner person [complete with 

an individual psychological and social history] and the rigourous 

exigencies of the particular social, economic and political 

context, we attempt to create an environment in which the students 

feel sufficiently safe to articulate their own beliefs, needs and 

feelings and receive thoughtful feedback from each other and the 

facilitators. We always insist that the individual is the ultimate 

authority on his/her own life: even to the point of making choices 

which we might perceive as self-denying or disempowering. The only 

exception to this rule of thumb is in the case where students are 

endangering themselves before the law, are endangering the weIl 

being of the school, or are in life-threatening situations. In such 

cases, we intervene and often seek help fo~' the students outside 

of the school. 

Like Rogers, we believe that people can only accept changes 

in their lives when they themselves are ready for them. We 

encourage students to peel away aIl the impositions of "other 

voices," of other people 1 s expectations of and imperatives for them 

and to reach within themselves and articulate their real feelings 

and desires. While we tend to subscribe to the Blakean-Sumerhillian 

notion of people as basically good and tending toward health, we 

Nemiroff/critical Humanism-III 

1 

J~ 



151 

also recognize that by the time people reach the ages of 17-22, 

they may have been very damaged by their experiences and only 

marginally receptive to risking the kind of "trustingness" and 

reaching to other people for the perceptions and feedback necessary 

to informed self-confrontation which is an important stage in 

personal growth and empowerment.Self-actualization, personal growth 

and empowerment demand a very difficult and lengthy process and 

discipline which continue throughout ones life. Sometimes people 

must re-experience and re-view feelings or happenings with a more 

objective and critical eye. Sometimes teachers at The New School 

must be not only bearers of painfui social memories, but catalysts 

for the consideration of painful personal memories which impede 

~ personal growth. often we must address important questions with the 

( 

students, such as: whose interest did a particular situation serve? 

How did they feel about a situation when it happened and how do 

they feel now? Was it what they wanted for themselves? What choices 

did they have then? Would they have other choices now? What 

concrete changes can they make and, more importantly, do they wish 

to make? Often the objective glance of other people can help bring 

a situation into focus. 

Linda was explaining in Women 1 s Studies class why she 
could not keep up with her ~omework. Sorne years before her 
parents had divorced. Her father, a man of some means, was 
providing only minimum support to her mother, Linda and her 
sister with the result that aIl three women had to work 
hard to make ends meet. Her mother had a low paying job as 
a clerk and Linda and her sister worked as cashiers on 
Thursday and Friday nights and aIl day Saturday. Although 
the group sympathized with her plight, it was pointed out 
that she had other free nights and Sundays to do her 
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hcmework. It w~s not so simple: the girls had to cook for 
their father on Sunday through Wednesday nights. He had 
told them that he couldn 't eat anything they hadn 't 
prepared for him for dinner. Al though he had not threatened 
his daughters, they 'vere under the impression that if they 
did not "feed" him, he would stop giving them any financial 
support at all. What about the nights they couldn' t to cook 
for thern, sorne one asked. What did he eat then? Linda 
didn 1 t know i she supposed he didn! t eat. "He must ne very 
ernaciated,n l cbserved, "going without dinner four days a 
week." "Not at all," Linda replied. "He's very over-weight. 
He must weigh about 300 pounds. U Then shc paused and looked 
strickeni she understood. Her father was getting fed 
somewhere! Linda is a very intelligent young woman. Clearly 
the problern was not that she couldn 1 t figure out her 
father's eating habits, but that the angcr,fear and guilt 
associated with her feelings about him ~linded her ta his 
manipulation. After several further discussions on the 
subject in the group and bet,,,reen Linda and her sister, the 
two young women decided to contront their father and tell 
him that they could not afford both -to support themsel ves 
and ta feed him. Their world cl id not collapse; in fa ct , 
their father undertook to fecd himself and eventually 
decided to give his daught.ers better financial support for 
their education. 

There are many ways of approaching this situation: through a 

feminist analysis of divorce and how it penalizes women and 

children; through analyzing the systernic factors which make the 

mother unskiiied and poor while Linda's father is able to command 

a large saiary: through examining the factors of gender 

socialization which rnake it difficult for Linda and her sister to 

re:=;ist aSbuming the female role of "nurturer." There are also 

numerous psychologicai dimensions to the situation: what is going 

on with the obese father that he feels he has ta "cor.unand" LÜlda's 

attention in such a role reversaI? What needs of hers are served 

by this scenario? Can Linda extricate hersel f from her parents' 

continuing conflicts where she has been consistently used as a 
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pawn? Is it permis sable to "say no" to a parent? What would be the 

most desirable relationship she could have with her father? How 

would this affect her mother? In short, given an analysie of aIl 

the factors listed above, what can Linda do to improve her 

situation at school and her feelings wi~hin her life situation? 

Over the term, aIl these and mO:Le issues were addressed in relation 

to Lindals situation with very positive and empowering results. 

However, not all situations which are ra i.sed have 5uch 

positive endings. The process of addressing issues is a familiar 

one: in dealing with presenting problerns (falling behlnd with ones 

homework, in thls case), students are asked to analyse the reasons 

for their recalcitrance. We do not proceed on the notion that 

·d people are If lazy :" we explore the situation together f trying ta 

f 
;'1 

understand the motivation for self-destructive behaviours. We then 

explore possible reasons and remediations for the situation. The 

process frequently . 1 
J_nvo~ves great sadnE:ss, crying, and often 

jubilation as weI ~. My m'ln memory of Linda 1 s look of amazement and 

delight vlhen she "discovered" that her father was eating behind her 

back has remained an inspiration ta me in the intervening years j , 

eften giving me t~:e energy te continue te pursue lines of thought 

in difficul t situations. other students took !}art in the discussion 

and were able ta apply parts of it ta their li~es. The analysls of 

a barrier to self-control, self-improvement, empowerment and 

possible self-actualizaticn in the life of one member of the class 

rnay becorne a catalyst for numerous revelations in others' lives. 
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It has the potential of becoming recycled many times over within 

the lives of aIl the participants. 

Often discussion of people' s lives can lead to greater insight 

and sometimes to action. However, there are times when the issues 

raised by students fall far beyond the remedial abilities of the 

school or a particular group. This is especially true in cases of 

peo!)le whose lives have been beleaguered with poverty, familial 

abandonment, powerlessness and actual physical and/or sexual abuse. 

People wlth such issues predom~nant in their lives are too focused 

on the lower levels of the Maslovian hierarchy of needs to exert 

immediate energy towards self-actualization. Although immediate 

remediation is rarely possible for people with very far-reaching 

problems, the discussion of them within the school is often very 

empowering for various reasons: often other people have had similar 

experiences and can share ways in which they nave addressed them. 

The fact that others have had similar experiences is often 

e'npowering in that it removes from an individual a sense of 

personal culpability or s~lame. The revelation that certain 

situations are related to systemic oppression (poverty, family 

violence, and even abandonment) is often very liberating for 

people. This revelation might not resolve a particular presenting 

problem, but it might help direct an individual to a group, a 

helping agency or even towards an explanation which renders the 

problem more manageable. 

Peter has been looking out the window aIl afterneon, 
ignoring the discussion swirling around hirn in the reorn. 
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Eventually the facilitator says to him: "peter, you don't 
seem to be with us today. Is sorne thing wrong?" 
Peter is silent for a moment and then says ~ "There is 
exactly five dollars bet\oleen me and the street." It emerges 
that he has no more moneYt he is being evicted from his 
apartment and that he i, 'lUite paralysed. He does not know 
what to do. No, he has ~.~ famjly to turn to for help. His 
father is long gone, and his mother herself is sick and 
lives on a small pension. He does not like ta "burden" the 
group with Lis problems, he says. On further discussion, 
however, it turns out that he has ahTays been a "poor kid" 
living on the edge of a middle class neighbourhaod and 
going to a middle class school. He was the only kid without 
a bicycle in his whole class. He spent days making up 
stories about why he did not have a bicycle. What emerges 
is Peter' s tGrr ible shame at a poverty which is not his 
fault. There is discussion of poverty, of \vhy peclple are 
ashamed of i t and whether they should be. Th8 gruup 
examines the anger some members express at parents who 
could or would not provide for them and the guilt provoked 
by this anger. Some attention i5 paid ta the options 
particular parents may have in our society. other students 
ask Peter if he would like a j ob and what he can do. 
Several people know of jobs and offer to accompany Peter 
to interviews. It is stressed that it is not for 
individuals to feel ashamed of their poverty 1 but that 
poverty exists to the shame of society. It i5 also 
underlined ·that if people do not know of your needs they 
cannot help you. Looking out the window is an ineffectu21 
way of asking for help. In such a situation of complex 
systemic oppression, it is important ta develop with the 
group a canceptual vocabulary which addresses no·t only the 
socio-economic factors in PeterVs situation, but aiso the 
feeling such sjtuatjons invoke. It is only then that one 
can address what action Peter might l ike ta take on a 
persona l ~ndjor collective basis. It is particularily 
important that the group develop its mm tools of analysis 
and that the facilitator resist the interpolation of 
already established descript~.ves 'Vlhich may not be 
recognizable ta the students. 

At the end of that term, Peter decided ta get a full time job 

and attend college at night. While it meant leaving the New School 

(which is a full time day programme) 1 it also meant that he was 

finally ready to take charge of his own life. While we would prefer 
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to see a society where Peter 1 s kind of si tuation were not so 

common t we also thought his decision to become more financially 

secure was a sign of growth.lt was also a clear indicator of the 

hypocrisy of the state' s supplying a "free education" which was not 

really fully viable for the most disadvantaged people of our 

society. 

While it is important for people to become aware of the 

introjections of others' values into their lives, there are Many 

times when these values are culture-based; repudiating them would 

mean that the individual leave a primary cultural group. While this 

might in sorne cases be a viable choice, it :s a delicate situation 

wi th very serious ramifications. At the New School, we discuss 

ethnicity and cul"ture and facilitate the consideration of how 

individuals feel about. cultural "imperatives ll within their lives 

and the cast of denying them. Often our students experience a 

double dissonance: they are children of immigrants living within 

a private culture different from the public one; th~y a1so give 

voice to values which they themselves cannot always bring into line 

wi th the real i ty . It is important to acknmoiledge tha t cultural 

values from the "old country" have worked somewhere sometime and 

should not be diminished because they comprise an honest he~itage. 

The co st of dropping values and customs must be considered. This 

kind of disckssion is important for the self-acceptance necessary 

to personal growth and empowerrnent. It is also instructive to 

people from different cultures who can begin to appreciate the 
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reasons behind behaviours which may look strange from a distance. 

Most people in our society voice the desire to be happy. While 

we hope for the alleviation of pain among our students as weIl as 

the development of their capacity for happiness, unlike Neill and 

Leonard, we do not consider happiness or ecstasy ta be the sole aim 

of life. It is our observation that young people want to find 

meaning and purpose ta their lives. By the combination of 

Humanistic and Critical approaches, vie work towards helping our 

stlldents become skilled at accessing their own feelings which are 

often disconfirmed by those whom they love and depend upon the 

most. We must help them to articulate their needs, identify their 

strengths and resources, and define objectives for 

themselves, making use of their own strengths and the resources 

within their environment to realize these objectives. 25 

No matter in what way they express the necessity of 

establishing a Jife's meaning, aIl the writers discussed in this 

study acknowledge that the search of, creation of and commitment 

to meaning are a long-term and on-going process throughout ones 

life. 

Dewey considered the development of individual power n ••• to 

select and order means to carry chosen ends into operation" an 

essential factor in the fullest exercise of self-control, the 

ultimate aim of education. 26 This view i5 of great importance to 

the existe~tial thinkers who see the creation of meaning as th~ 

only way in which a subject can fill the existent..ial void with any 
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meaning at aIl. "without perception of the unique mr>aning of his 

singular existence, a pers on would be numbed in difficult 

situations ... Work usually represents the area in which the 

individual' s uniqueness stands in relation to society and thus 

acquires meaning and value. ,,27 

Maslow and Rogers tend to give similar value to the notion 

of a "life's work" where the "discovery of identity" is 

concomittant with the "discovery of vocation. ,,28 Maslow also 

identifies an almost mystical sense of wonder and awe which can 

inform life wi th meaning. To Rogers, meaning devol ves from the 

person's discovering and expressing his/her own authenticity. 

The early writers in the field of values clarification appear 

to believe that meaning can be achieved through learning 

"strategies" which will help people to arrive at decisions which 

are "personally satisfying and socially constructive. ,,29 It is our 

experience that values clarification techniques can be helpful in 

giving focus to student choices and student interaction. Values 

clarification, it seems to me, can often illuminate pa st choices 

and point the way for immediate action, but it cannot always 

delilTer a long term project of meaning. It is, in my view, 

exceptionally vaIuabIe in facilitating group organization on both 

formaI and informaI levels, taking into account individual feelings 

of group members as weIl as the tasks set before a group. 

In the early days of the school, there was a community 
council to which each Band had to elect a member. In this 
particular Band, the facilitator's report that the Bands 
had been asked to choose representati ves was met by a 

Nemiroff/critical Humanism-III 



> . 

LLU 

159 

silence until Eric spoke up. "l'Il represent the Band," he 
said. The facilitator asked if this was agreeable to 
everyone. "WeIl l don' t think ..• " began Lurlene after a 
pause and theT' was silent. uDo you have an objection, Il the 
facilitator asked Lurlene. "WOùld you Iike to run, 
yoursel f? Il she added. "It isn 't tha t ; " Lurlene was 
hesitant. "It's just that l don't think someone like Eric 
could represent someone like me. ft "Why not?U asked Eric, 
somewhat defens i vely. "WeIl, you' re al"l.lTays talking about 
your car and your holidays in Europe or the Caribbean or 
Florida. My mother immigrated here from Grenada because we 
were sa poor there. vJe can' t afford to go back there for 
holidays. She 1 s got no husband and five kids and sIle works 
as a nurse 1 s aid in a hospi tale AlI us kids have had to 
work for our e] othes and spending 1i1oney sinee we were 
twelve. l just donlt think you know what it's like, that's 
aIl." "Yeah," contributed Aldo, "your old man's the kind 
of guy my old man shovels his driveway in the winter. Il uYou 
know what l think," rejoined Eric, "1 think youire aIl 
prejudiced against me. It's not my fault my fatber's rich. 
l still think l can understand your lives. You' re just 
jealous of me." It \vas clear that Eric was sincerely 
insulted and confused. It was not obvious that he had ever 
before objectively considered his situation of privilege. 
There was enormous tension in the roorn, and the task of 
choosing a representative had to he completed that day. 
Moreover, most members of the group vIere very silent 
because they did not "want to take sides." The facilitator 
suggested that there vIere many cri teria on \vhich one may 
choose representatives in a democracy. The one in this Band 
seerned to be that of equality. People did not believe they 
could be represented by those more privileged than they 
were. But how many people really believed in absolute 
equality? She took a piece of chalk and drew a line down 
the center of the floor. This line was to represent the 
notion of absolute equality of aIl people. Members of the 
Band were to place thernselves where they felt in terms of 
equality and explain their position to others. The 
facilitator took the first turn by placing herself close 
to the line but a bit to the right of it, explaining that 
she would not feel cornfortable being poli tically 
represented by retarded adul ts. Other people explained 
their positions; no one was fully on the "absolute 
equality" line. After aIl the mernbers had explained their 
positions, they were asked ta sit down and reflect, and 
then to take a position after having considered aIl the 
discussion which had transpired. Most people showed sorne 
modification of their positions. They had listened and 
reflected. lt was clear that no one had the corner on 
political purity. This exercise taught the group many 
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things: that class differences not only exist but are 
important to everyone i that if a group allows a power 
vacuum to develop, someone will usually undertake to fill 
that vacuum, and the "somebody" might not be the best 
choice for the group: people should speak up when they 
disagree: that it is important to reflect and insist on 
criteria for representation. The feelings behind people's 
positions on equality were aired and ultimately the group 
came up not only with criteria, but with a different 
representative and a model of accountability for thls 
representative. Naturally the situation between Eric and 
Lurlene had to be somehow resolved. This does not mean that 
they had ta become friends, but that they could recognize 
that their differences did not necessarily bar them from 
appreciating each others' positive qualities. There was a 
discussion of how people often globalize their dislike of 
one quality in a person to a total rejection of the person, 
rather than sorne aspect of the person. Finally the group 
did an exercise called the "positive spotlight" where each 
member had a moment in the Il spotl ight Il where other rnernbers 
of the group could give only positive feedback of the 
qualities they appreciated in this individual. This was 
effective because not only did it rebuild Eric 1 sand 
Lurlene's self-esteem, but it reinforced the self-esteem 
of aIl individuals in the qroup and built the group itself 
through a shared and rnulti-dirnensional activity. 

This particular exercise was extremely useful because it grew out 

of a group issue. It brought forth not only values but questions 

which could be used to clarify people' s individual values and 

arrive at a group position. It was useful in helping the group 

achieve a sense of cohesion, meaning, and a way of mediating 

various perceptions and needs. 

The critical theorists do not entertain notions of ecstasy 

and personal happiness. They are concerned with social and 

political transformation. Perhaps in their view it is through civic 

courage that individuals rnay find meaning in their participation 

in a collective dialogical learning situation which leads to social 
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change which then de facto has conferred meaning on their 

participation. They do not, however, allow for any idiosyncratic 

reasons for people to find meaning where it responds to their 

innermost needs which might be rooted in very personal and/or 

unconscious needs more than in collectivist utopian impulses. 

The concept of "voice" articulated by the critical theorists 

is especially useful for the self-actualization and empowerment of 

young people. While there are many ways related to class, 

gender, race and ethnici ty in which they have been silenced, young 

peelple have also been silenced because they are young and not taken 

seriously in our society. The participatory nature of the school 

ensures that students find their voices. Feed-back helps them to 

strengthen their ability to communicate clearly and the common 

expectation of their feed-back to others develops in our students 

excellent listening and communicating skills. Because of the many 

hours spent in primary affiliative groups, Bands, where the the 

lives of the mernbers of each Band comprise curriculum, by the time 

students have graduated from our programme, they have spent at least 

300 hours in Bands listening, reflecting, responding, being 

responded to, and being encouraged to find and use their own 

unmediated voices. 

One year rnany students wanted to learn public speaking. 
They were aIl males and aIl the children of immigrants. 
When the teacher asked them why they wanted fervently to 
learn publ ic speaking, their answers were: "My dad is a 
barber and no one l istens to him in this society." "My 
father's a taxi driver and no one cares what he thinks." 
"I want people to listen to me, l want sorne respect in this 
society. " 
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While it was essential to discuss the social-political-economic 

factors in their fathers' disempowerment, it was also important to 

address the young men's will to power. Where did this will come 

from and how did it feel? What does it feel like to feel powerless 

and what would make them feel powerful? In what situations do they 

feel powerless? Are there situations where they feel powerful? 

What was power? Or was power the ability to rule others? Did they 

have any idea of why only males had expressed an interest in this 

group? Was power simply to be found in voice? What is meant by 

respect? It became clear in the discussion that while these young 

men did acknowledge that their fathers had immigrated and 

contributed their labours to the survival of their sons, these sons 

wanted more than survival: they wanted to flourish. Self­

actualization meant havinç voices which commanded respect; there 

was no guarantee, however, that these vaices would be raised with 

either civic courage or with utopian intente It is our intention 

as educators that by covering as many facets of voice or liberation 

as possiblE, members of the group become conscious of the scope of 

issues in their lives and that this consciousness not only informs 

their choices but their behaviour. Most of aIl, by discovering and 

raising their voices at The New School, they will exper ience 

response and learn that their voices can and should make a 

difference where they live and breathe. 
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New School students are at the age when society is pressing 

the young to declare themselves: what are they going to be? These 

questions often fill them with panic and frequently they simply 

voice clichèd anrnitions which will mollify anxious adults in their 

lives. By our emphasis on meaning and the meaningfulness of their 

own feelings, beliefs, choices and actions, we attempt to 

facilitate the students' consideration of their own uniqueness of 

contribution, their function as members of society, and their own 

beliefs, values, joys and interests as they slowly begin to 

formulate the terrns on which they will decide their present and 

futnre being. 

In these times of rapid social change, educational programmes 

~ designed to meet the needs of young adults should be flexible in 

their philosophies and praxis. While educators must develop the 

diagnostic skills to understand their students' articulated and 

silenced needs, they must also be able to offer their students a 

firm philosophical basis for empowering themselves. It is important 

not only to articulate the underlying philosophy of our educational 

offerings, but also to articulate our rationales for maintaining 

certain philosophical positions. Strong conviction, philosophical 

and epistemological reflection, and weIl honed diagnostic skills 

must combine in our praxis ... in how we address our students' needs 

and develop with them appropriate curriculum and pedagogy. It i8 

essential to complete such educational "contracts" with an honest 

evaluation of their efficacy and with maximum feedback for their 
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improvement. Educators must reflect on the process in order to 

reassess i ts worth bath to the student and themsel ves. This process 

of evaluation is especially useful when there is sufficient level 

of trust among groups of educators to discuss their experiences in 

an atmosphere mutual support which can so enhance a work 

environment. The praxis of critical Humanism is dialectical: 

having undertaken ta apply this pedagogy with one group of students 

and colleagues,the educator can then combine their feedback with 

personal reflection to be recycled into future educational 

projects. 
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