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Modern educational systems are
driven by two overriding aims: to incul-
cate the dominant adult culture into the
young generation, and to mold the young
into a competent, efficient work force.
The first aim is advocated, and clearly
articulated, by conservative educators
such as E.D. Hirsch, Chester Finn, and
Diane Ravitch, with their emphasis on
“cultural literacy.” The second aim is
expressed forcefully by corporate leaders,
governors, and other politicians, like
Secretary of Education Lamar Alexander.
When educational issues are addressed
in federal and state governments, in the
mainstream press, and in school district
policy making, these voices, and these
points of view, are distinctly heard and
rarely seriously challenged.

Yet there are thousands of educators and
parents who hold a different vision of
education, a vision that is child-centered,
respectful of personal and cultural diver-
sity, and hence more genuinely democratic
than established educational systems.
This vision is represented by many
innovative approaches and methods:
whole language, cooperative learning,
Montessori schools, experiential educa-
tion, “‘alternative” schools, Waldorf
schools, progressive education, the inte-
grated day, learning styles, global educa-
tion, home schooling, and much more.
Educators and parents who support
these approaches insist that education is
not about “cultural literacy” and eco-
nomic competitiveness so much as it is
about nurturing the full and healthy develop-
ment of every child’s latent polentials. This is a
profound vision, and a legitimate alterna-
tive to the dominant aims of modern
schooling — but the various communities
of child-centered teaching are largely
ignored in educational policy making
today; their voice is almost never heard in the
times and places where it counts the most.

Quite simply, we urgently need to
change this situation. It is time for our
voice to be heard, to be understood, and
to be reckoned with. It is time for every
child’s healthy human development, and
every child’s unique and precious possi-
bilities, to have a voice in education. Dear
readers, WE are that voice — and it is
absolutely imperative for us to step for-
ward to claim it now.

Political and corporate leaders, seeing
children as little more than an exploitable
national resource, have put together an
educational agenda based on national
standardized testing (leading inevitably
toward a national standardized curricu-
lum), a constricted view of educational
achievement and “excellence,” and a
pedagogy of control, cajolery, and coer-
cion. These leaders intend for education
to more efficiently replicate the dominant
culture, with all its current flaws and

EDITORIAL
A Strong Voice

for the Child
in Education

inequities, in a docile and obedient young
generation, and for schooling to be a
national training program for the corpo-
rate economy. This is nothing new —
these have been the goals of American
education since the time of Horace Mann
— but today the voice of inculcation and
control is more powerful than ever
before, represented at the highest level
by the “education President” himself and
amplified by a spreading national fear
over the declining economy and decay-
ing moral core of our culture. Today the
dominant voices are narrowly conserva-
tive, and that is limiting enough, but
when people fear imminent societal col-
lapse they become susceptible to the still
more repressive voices of demagoguery
and fascism, and 1 believe we are danger-
ously near that situation today. It is time
to speak up.

This is what we need to do: We must
stop speaking out only on behalf of our
particular educational communities; we
must not advocate only for whole lan-
guage, or Montessori schools, or learning
style techniques, or any other approach
in isolation. We must speak on behalf of
the child, on behalf of all educational
approaches that nourish healthy human
development. We need to establish a coali-
tion of child-centered, humanistic, pro-
gressive, alternative, and democratic
educational movements that will repre-
sent all of us in policy-making decisions,
in the national press, and in professional
circles. This should involve several key
components:

® A national advocacy center, which
would issue press releases, policy state-
ments, and other documents wherever
and whenever important educational
issues are under consideration.

® A networking and lobbying effort,
which would establish working contacts
among the many diverse child-centered
educational communities, and between
this movement as a whole and key politi-
cal, academic, and media figures. It would
also need to network with other move-
ments that are working for greater demo-
cracy, justice, and compassion in this
society.

® A clearing house for research (to
back up the value and effectiveness of

progressive educational approaches) and
resources (training, consulting, publica-
tions) upon which local groups of
teachers, parents, and policy makers
would draw to augment their under-
standing of innovative and person-
centered approaches. A national network
would facilitate local organizing, lobby-
ing, and training efforts.

® Publications, like Holistic Education
Review, that advocate a broad vision of a
transformed system of education and
keep educators and parents informed
about new developments, conferences,
books, and other materials in diverse
alternative movements.

Several organizations have begun to
work toward this vision of a unified coali-
tion: the Global Alliance for Transforming
Education, the Network of Progressive
Educators, and the National Coalition of
Education Activists. Discussions are
already underway to find out how these
groups might effectively join forces.

I call upon you, readers of this journal,
to join and support these efforts, no mat-
ter what your commitments to specific
schools, communities, and organizations.
All of us are, of course, too busy to get
involved — nevertheless, we need to
become involved. Our resources are all
stretched to the limit — but we simply
must find new and creative ways to
finance an effective national organization
that will work on behalf of us all. This is
no time for rivalry or suspicion; we must
honor the very real differences in our
approaches even as we agree to join
hands for a larger cause. The repressive
voice is dominant because it is unified;
the progressive voice, although shared
by thousands of good and caring people,
is ignored because it is fragmented, and
flailing about at the margins of political
and academic discourse.

It is time to put aside our rivalries and
join together. I urge you to join the Global
Alliance for Transforming Education
(4202 Ashwoody Trail, Atlanta, GA 30319),
the Network of Progressive Educators
(PO. Box 6028, Evanston, IL 60204), or the
National Coalition of Education Activists
(PO. Box 405, Rosendale, NY 12472). If you
already belong to an educational network
or association, then work to have it
become affiliated with this emerging coa-
lition. And finally, consider becoming an
activist yourself, at the core of this
movement, devoting full time to the net-
working, organization, advocacy, and
fund raising that will be required. We are
trying to find ways to create full-time
paid positions, and we will need dynamic
people to fill them. Contact me through
the Review if you want to explore any of
these proposals. Let the voice of the child
be heard in education, and in our culture
at large! — Ron Miller
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A Mouthful of Flowers

Ecological and Spiritual Metaphors from Early Childhood

“QObservations and Reflections on Dadhood and Daughterhood”

I started keeping a journal, entitled “Observations and Reflec-
tions on Dadhood and Daughterhood,” two days before my
daughter Tara’s birth on October 5, 1986. This journal process
has all but eclipsed my other journal attempts. No longer can I
record my dreams or exotic travels. Instead, my hands are kept
full just capturing the fleeting moments of life’s fullness, or pre-
serving, with integrity, the gems of insight that come as Tara
describes her experience and makes sense of the world.

My journals document a

by David Sobel

David Sobel is co-chairperson of the Educa-
tion Department at Antioch New England
Graduate School in Keene, NH. When not
listening to his children, he teaches courses
in developmental psychology, science edu-
cation, curriculum theory, and the ecology
of imagination in childhood. His special
interest is in the child’s relationship to the
natural world and the ways in which this
relationship can unfold in an authentic
manner.

wide range of experiences.
[llustrating my academic bent,
much of what I have docu-
mented is Tara’s language
development. As often as
possible, 1 try to transcribe
her comments and our con-
versations verbatim, and |

sometimes write as I sit and beings.

The inner life of childhood bubbles to the
surface in young children’s language. When
correctly tuned, the attentive ear can harvest a
wealth of instructive metaphors about our
relationship with trees, angels, and other

talk with her. Collecting epi-
phanies of cognitive devel-
opment has been foremost in my collector’s mind. But the jour-
nal has also been a vehicle for exploring the meaning of father-
hood, and for reflecting on my own personal development and
the increased scope of the emotional world that parenthood has
opened up for me. Although I had taught human development
for years prior to having a child, I really wasn’t prepared for the
waves of startling new feelings that washed over me in the first
few years. It was like being torn from my raft and rolled along
the bottom in heavy surf. Sometimes, I didn’t know which way
was up.

An integrated quality of objectivity and reflective subjectivity
has emerged from keeping these journals. It became clear early
on that parenthood and childhood were injecting serious, no-
nonsense lessons directly into my bloodstream. My journal has
helped me to focus clearly, to listen with a philosophical ear.
The result has been my realization, especially in the past year,
that Tara speaks great wisdom about the world, and our rela-
tionship to it. Rachel Carson has spoken eloquently about “a
sense of wonder.” What I have discovered in her and rediscov-
ered in myself, through my discussions with my daughter, is “a
sense of metaphoric insight.” Both in her weaving together of
the world and in my searching for metaphors to accessibly
explain the world, I have found my way to understandings that,
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up to this point in my 40 years, have
been hazy. For this, [ am thankful.

The metaphoric roots of
early language

Art Linkletter, in the late 1950s and
early 1960s, popularized an apprecia-
tion of early language with his book,
Kids Say the Darndest Things! On his
television show, Linkletter invited
parents to send in the unusual things
that their children had said, and he
read them on the air and then
assembled them in the book. It was
like a precursor to the television series
“America’s Best Home Videos.” A
mother of an eight-year-old recently
shared one of these in one of my grad-
uate seminars. Her daughter had been
hard at work in the shed, her art stu-
dio, and appeared after an hour with
an elegant poster to be displayed at
the general store next door. Around
an attractive illustration read the bold
edict, conceived in all seriousness,
“Save the elephants. Don’t use Ivory
Soap!”

It's easy to see how this young girl
could make the mistaken connection
between the killing of elephants for
their ivory tusks and the brand name
of Ivory Soap. We are prone to con-
sider these literalisms merely cute, but
underlying many of the engaging
comments of young children are clues
to the nature of their thinking and the
inherent structure of language. In this
case, the eight-year-old’s inclination
towards literalism and concreteness
in language is demonstrated. In
younger children, from 18 months to
six years, we are often treated to
glimpses of the metaphoric under-
pinnings of language.

Heinz Werner, the German devel-
opmental psychologist, paid close
attention to the qualities of the per-
ceptual world of early childhood?
Contending that the progress of
development is from undifferentiated
perception in childhood to articulated
perception in adulthood, he attempted
to describe the qualities of a percep-
tual world with malleable boundaries
between the subjective and objective
worlds in early childhood.

One illustration of the undifferenti-
ated quality of young childrens’ per-
ception, Werner claimed, is their
tendency to experience the world syn-

aesthetically, in blended sensory
modes. By this he meant that the
senses of seeing, hearing, smelling,
tasting, and touching often merge
together. We are familiar with this in
our experience of smell and taste.
Things that smell bad evoke a bad
taste in our mouth. And when we
can’t smell, it's difficult to taste. But
young children sometimes experience
this blending in seeing and hearing as
well. One specific form of synaesthesia
is chromaesthesia, or color hearing.
Individuals who experience chromaes-
thesia experience certain sounds as
having specific colors.

In his autobiography of place entitled
The Lord’s Woods, Robert Arbib des-
cribed this form of perception at about
the age of seven:

Carl said 1 was crazy. How could
something you couldn’t see have a
calor? Tn the dark, my brown army
blanket smelled blue, not brown at all.
Old Mr. Wheeler down the street
smelled blue, too. Like a penny, or a
nail. Carl thought it was dumb. But to
me, even sounds or letters came fur-
nished with colors. One morning last
year in third grade I told Miss Wilson
that the letter S was blue. She asked me
whether other letters had colors too. 1
told her that A was yellowy brown. (In
cat, though, it was yellow.) I was silver.
O was white, of course. U was gray.
Everybody was laughing. Miss Wilson
thought I was goofy. She didn't say so,
but she stared at me for a long time and
then turned her back to the class. I
think she was crying, and I was sorry.
(Even with my eyes closed, the woods
smelled green, and always would.)®

Although most adults experience
the senses as distinct and separate,
like the separate rooms in a traditional
house, children can experience them
as being fluidly merged, like the kitchen,
dining room, and living room in an
architecturally modern house with
only partial walls delineating the
spaces. Experiences don't fit into neat
sensory-mode packages; for example,
seeing a beautiful meadow might eas-
ily evoke the sounds of music for
children, or it might taste delicious to
them.

The existence of the synaesthetic
experience in childhood suggests a
biological foundation for metaphor.
The same tendency that unifies the
experience of sight and sound also

merges the perceptions of experiences
in the child’s everyday life. I recall a
comment from a child when I was
teaching a group of four-year-olds.
One morning, after a night of dis-
turbed sleep, I took off my glasses to
rub my tired eyes. One of the children
exclaimed, “Your eyes look so soggy!”
That soggy is an adjective normally
associated with wetness and not con-
ventionally applied to eyes never
occurred to this child (my eyes were
not teary or wet). Via the unifying feel-
ing of something like droopiness, this
child bridged the gap between eyes
and the characteristics of wet things.
This tendency toward metaphor comes
out of the child’s intuitive sense of the
unity of all things — a unity between
things in the object world and a unity
between the child and the object
world. Walt Whitman illustrated this
foundational unity in his oft-quoted,
“There was a child went forth every
day, and the first object he look’'d
upon, that object he became.”

This unifying principle holds true in
much of the young child’s language.
Images or emergent concepts that are
in distinctly separate realms will often
get kneaded together in spontaneous
metaphor. The unifying tendency that
allows children to see analogies across
wide chasms of adult perceived dis-
tinction often disappears as children
move toward concrete operational
thinking and become conscious of the
“silliness” of these metaphors. This
unique language phase seems to peak
between ages two and five.

Let me share an assortment of
examples from Tara’s speech in her
second and third years to illustrate
how this metaphoric way of seeing is
deeply ensconced in the child’s per-
ception of the world. The final example
is clearly illustrative of chromaesthesia,
while the others are predominantly
visual analogies.

August 23, 1988 (age 1 year, 10 months).

A beach game played two or three times
this summer has been “playing gator.” Tara
and Toby (an adult friend) try to hide behind
the rocks in the shallow water. I am the
alligator and creep through the water, with
just the top of my head sticking out, search-
ing for them. When I get close, I lunge and
roar and miss them. They scream and laugh
and splash. The last time we played this was
about six weeks ago.
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On a long afternoon walk down to the
Otter Pond just with Tara, we stop by the
edge of the water to look. I point out a frog
stationary in the water, head slightly above
the water and body floating below the sur-
face. Tara whispers to me, “Frog playing
gator,” making the analogy belween the ges-
talt of my body while playing the game and
the frog’s posture.

November 26, 1988 (age 2 years, 1 month).
On a walk today, we stop to watch a
bunch of midges circling in a cluster in the
air. Tara says, “They're juggling,” referring
to the clowns we saw juggling about a week
ago. I realize that the haze of midges does
look similar to the haze of balls suspended in
the air when juggling. We had said very little
about juggling since the circus, and it had
not seemed to have much impact that day.

August 29, 1989 (age 2 years, 10 months).

After dinner, my wife, Wendy, and I are
sitting on the couches looking at the news-
paper. Frustrated by this lack of activity, but
also responding to the concentration on our
faces, Tara says, “You have fo be mean to
look at words.” And then, as if to translate,
she says, "You have to be serious.”

September 11, 1989 (age 2 years, 11 months).

Tara comes downstairs after her nap.
There had been a thunderstorm just as she
was going to sleep. We have this
conversation:

Tara: I heard some pink thunder. Not soft,
but a little loud.

David: What color is loud thunder?
Tara: Avocado! Avocado green!
David: Any other colors?

Tara: Blue thunder is a little loud too.

As teachers we often struggle to get
students to see the world metaphori-
cally. We concoct exercises, using
“right hemispheric” techniques to
cultivate a different way of seeing the
world. But rather than trying to teach
something new, we are really trying to
uncover, or dust off, a facility for think-
ing and seeing that is inherent in early
child development. The process of
making sense of the world is one of
making analogies between disparate
things. The child is born with a
metaphor-making capacity that facili-
tates leaps of imagination — the anal-
ogizing of bugs and jugglers, chain-
saws and cheese, faces and airplanes.
This capacity to make connections

also gives children access to creating
unusual and telling ideas about eco-
logical concepts.

A “Council of All Beings”

Much has been said about chil-
dren’s tendency to perceive the inan-
imate objects of the world as alive.
Dolls and stuffed animals are easily
animated by the young child. Sticks
readily become snakes or horses. This
tendency is often compared to the
Native American’s investment of
living qualities in the wind or the
flowers. Although we acknowledge
and accept this tendency as charming
or endearing, we tend to conceive of it
as a primitive attitude, the characteris-
tic of minds not yet objectified or
acclimated to the structure of the real
world. But with new interest in the
conception of Gaia, the planet as a
self-regulating, metabolic organism, it
may be time to reevaluate our attitude
toward anthropomorphizing or person-
ifying the natural world.

guage development, I feel that these
examples suggest a developmental
tendency toward building a relation-
ship with the natural world.

September 19, 1990 (age 3 years, 11
months).

We are driving back from Peterborough,
and 1 start talking about how foggy it is.
Tara wants to know what fog is, and I say
it's when clouds get sleepy and they come
down to rest on the ground. She thinks
about this and asks with a giggle, “The
clouds think Mother Earth is their pillow?"

In this situation, I certainly paved
the way for her response in the expla-
nation that I chose. This was inten-
tional on my part. From experience, 1
have learned that these kinds of
explanations are accessible to chil-
dren. The explanation starts from
known concepts (clouds, getting
sleepy, lying down for a nap) and
assembles them to create a new
understanding. 1 have personified
clouds by saying that they get sleepy,

]’he animation of the natural world is a
way of creating living bonds with the

ecosystem.

In responding to Tara’s comments
that suggest her sense of the aliveness
of the natural world, I try to support
and encourage this “misconception.”
Some people feel that this misleads
the child into false views of the world.
It’s like the myth of Santa Claus that
falls apart at age six. Upon discovering
that Santa doesn’t really exist, children
are crestfallen and broken-hearted.
Wouldn't it be better not to cultivate
the fantasy in the first place? As
regards Santa, ] haven’t made up my
mind. But as regards the natural
world, the answer is clear to me: The
animation of the natural world is a
way of creating living bonds with the
ecosystem. If children feel that the
wind, earth, and water are their
“friends,” then they will feel a protec-
tive commitment to them as they
mature.

The following examples illustrate
Tara’s natural inclination toward per-
sonifying the world. Similar to the
tendency toward metaphor in lan-

but this comes from my desire to sup-
port children’s empathy for the natu-
ral world. Tara’s question adds a kind
of comfortable grace to the picture.
Her image suggests an intuitive
friendliness between clouds and the
Earth that had been lacking for me.
Whereas I have seen clouds and the
Earth as related elements of the natu-
ral system, I was not used to seeing
them as cuddling up with each other.

Tara and I have developed a much
more elaborate form of this personifi-
cation in regard to the moon. Driving
back from a wedding at the end of
August, 1989, Tara started talking to
the full moon as we drove along. It felt
completely natural for me to provide
the moon’s voice (low, soothing, and
perhaps a little grandmotherly) and
respond to her. The moon asked her
about her day and she responded
chattily, looking at and addressing her
comments to the moon. This relation-
ship developed a functional value
when Tara and I went out for walks at
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night. Inspired by Jane Yolen’s won-
derful Owl Moon,* we developed a tra-
dition of going outside to call in owls
on full moon nights.

November 11, 1989 (age 3 years, 1 month).

I went out owling with Tara tonight.
Warm 40s and blustery. We walk along the
road to the Monadnock-Sunapee trail and
then turn up the path through the woods.
Tara walks a lot of the way up until a thick
patch of darkness scares her. Then I pick her
up. At the waterfall, Tara talks to the moon:

Tara: 1t's kind of scary out here in the
darkness.

Moon: Oh, I'll protect you, and there are
lots of friendly animals around. Deer and
rabbits and skunks....

Tara: I have a skunk hat! [refers to the hat
she is wearing, which is a fanciful interpre-
tation of a skunks’ head.]

Meon: It looks so soft. If I had hands, 1
could reach down and touch it.

Tara: Well, I could glue hands on you.
[She reaches up and makes some gluing
motions with her hands in the air.] There, |
did it.

Moon: Great! I'm reaching down and
feeling your soft hat, and here’s a soft moon
kiss for you.

My emergent objective (in other
words, I wasn't clear about this when
we started moon discussions) is to
have Tara feel as though the moon is
her friend so that she feels accompan-
ied, not alone, in the dark. Starting
from her native tendency to talk to the
moon, to imbue it with consciousness
and personality, I have encouraged a
relationship that is soothing and reas-
suring. I remember distinctly when I
was twelve years old an experience of
being out in the night looking for
something lost. Huddled in the
bushes, scrabbling in the leaves, I
realized I was not afraid of the dark.
Instead of the anxious, empty feeling
in the pit of my stomach I normally felt
at night, I felt embraced and softly
held by the darkness. The darkness,
and the wild unfamiliarity of the
woods by association, felt less alien
and more accessible. It is my fantasy
that I can support the emergence of
this kind of feeling tone in Tara’s rela-
tionship to the dark aspects of the
natural world, in part, through encour-
aging her personification of the moon.

Brooke Herter, in an unpublished
essay on moon dancing, describes a
memory from age six when her mother
would rouse her and her sister in the
middle of the night to dance in the
light of the full moon. Her mother
awakens the girls, issues them out
onto the moonlit, dewy grass and
watches from the door. Herter
describes:

My mother at the door, framed in the
moonlight, bridging the world of
home-safeness with the reign of moon-
magic. We jump and run, backwards
and forwards, rolling over, never touch-
ing, but always entwined by a triangu-
lar thread that embraces each other and
our home. [Later, back in bed, as her
motherleaves..] Sheis gone, down the
hall, leaving a smell of freshness and
evening lingering by my pillow. But the
moonshine stays till my eyes close.
Playing in my room, waking the books
and stuffed animals with its touch. T feel
intrigued, small; I think I have a friend
in the moonshine, but I'm not sure,

In recollecting on the significance of
these experiences, Herter explains:

In recalling my moon-jumping
sojourns of the night ...  am reminded
of the absolute wonder of those even-
ings. As a child, I had no words to de-
scribe the largeness of the moon, the
deepness of the night or the sweetness
of the air. But I had a child’s knowledge
of an everlasting pact, friendship, bond
between myself and the natural world 5

By fostering this “friendship” with
the moon, Herter’s mother created a
bond between herself and the natural
world. Similarly, in Tara’s talking to
the moon, I hope to encourage the
same kind of foundational trust that
will provide the sustenance for an
environmental ethic to emerge.

This final account has less to do
with personification and more to do
with the deep empathy that children
have with living things. As skittish
animals will often flock to children, so
children flock emotionally to animals,
even cold-blooded ones.

December 23, 1989 (age 3 years, 2 months).

We stop at the Peterborough Fish Market,
and Tara looks in the display cases. There is
a platter of whole, uncleaned trout. Their
unlidded eyes stare blankly, their mouths
are agape as if they died in mid-sentence.
Tara blurts out, “Those fish aren’t happy!
Why are they in there? Why are they dead?

They want to be swimming around in the
water.”

In the car, as we drive away, she is very
insistent, “I feel sad about the fish.” And she
starts to sob. Not crying, but wracking, deep
sobs of swollen emotion. Her sobbing is so
heartfelt that 1 feel teary myself. I try to
explain that the fish give themselves to us so
we can eat them, but she insists that they
don’t want to be dead, that they want to be
swimming around in the water. It's hard to
refute her conviction.

Then, some six months later, another
related discussion. I do not recall
intervening discussions on the topic
of fish.

July 13, 1990 (age 3 years, 9 months).

After seeing Alice in Wonderland in
Robin Hood Park, Tara and I are riding
home in the car. Spontaneously, she
initiates a conversation unrelated to any-
thing I can remember in the last six hours,
“Isn’t it sad when fish die? Why do they
have to die?” It is evident that she has been
thinking about this, and I can sense the day
when she will not want to eat fish. I say
sometimes it makes me sad, but 1 also like to
eat fish. When I say that the fish become
part of us, our skin, our hands, when we eat
them, it makes it better somehow. She
laughs and smiles at this silly and happy
idea.

Inherent in this sympathy for fish
are, I think, the seeds of an inherent
respect for all beings. Joanna Macy’s
work on the “Council of All Beings”
aspires to having people feel a deep
affinity with all organisms with which
we share the planet.f! We should
respect not only the glitzy, cuddly
mammals, but also the creepier, less
human life forms like bugs and horse-
shoe crabs and fish. The deep ecology
movement aspires to have humans
recognize the integrity of all species.
My sense is that this is an old under-
standing rather than a new one from
both the phylogenetic and ontoge-
netic perspectives. It was the mindset
of our genetic forebears, the hunter-
gathers, and it is an intuition of young
children, to sense the camaraderie
between people and other organisms.
And trusting that Tara’s inclinations
and feelings are representative of
young children, it would appear that
this empathy extends to nonliving
organisms like the moon and the
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clouds. As the metaphoric tendency of
early childhood bridges the gap
between images and concepts in lan-
guage, it also bridges the gap between
unlike organisms and creates a kind of
interspecies empathy. Cultivation of
this empathy in early childhood is one
of the foundations of living lightly on
the planet.

Photosynthesis and
interdependence

One of the clearest expressions of
this kind of foundational empathy
came at the end of a long discussion
between Tara and me on our way to
the dump and to pick up the milk, a
Saturday morning ritual. I like taking
Tara to the dump to provide a con-
crete image of where things go when
we throw them away. She helps throw
the bottles into the recycling bins. A
few weeks earlier we got to see the
behemoth metal recycling truck drop
off and pick up the immense 30-foot-
long recycling bins.

At the farm we watch Diana hand-
milking the cows, we pick up the
Angora rabbits, we feed apples to the
horses or pigs, and we build forts in
the hayloft or ride the sheep. These

December 9, 1989 (age 3 years, 2 months).

Tara walks out of the house and sees
exhaust coming out of the exhaust pipe of
thetruck. She inquires, “Daddy, is the fruck
making new soil?” I don't know if her refer-
ence is spawned by the notion of something
coming out of a pipe making new soil or
whether she is analogizing exhaust and
poop. (A few days prior to this, when I told
her not to stand in the exhaust because it
would make her sick, Tara had asked, “Does
the exhaust make the air sick?”) In any case,
the discussion leads to my making an anal-
ogy between us eating food and pooping and
the truck eating gas to make it go and then
making exhaust, which is like poop. In
response to this she asks, “Is it like saw-
dust?” analogizing what's left over after you
cut wood with what’s left over after you eat
and poop.

We get in the truck and are driving down
the road. Some minutes have elapsed, and |
think the discussion is over, but she asks,

Tara: Well, what do trees eat?

David: They drink water that they suck
up from the ground.

Tara: With their bottoms? [She says this
incredulously, thinking that this is different
from what she does with her bottom].

David: Yes, and they breathe air and eat
things from the soil.

t took the naive wisdom of Tara’s young

mind to make the final analogy between
those tangible, physiological connections
and the binding unity of love among all

organisms.

encounters often lead to talking about
what animals eat and how we some-
times eat animals. The following dis-
cussion seemed to fit our Saturday
morning ritual because of its underly-
ing emphasis on where things come
from and where they go.

In the two weeks prior to this dis-
cussion, there had been some family
discussion around where the poop
goes when you flush the toilet. My
wife, Wendy, had said that the poop
and the water go down through some
pipes and into the backyard, out
behind the barn, where they get made
into new soil.

Tara: But what do they eat from the soil?

David: Little things in the soil. [ respond,
not knowing how to be more descriptive.]

Tara: But what do they eat? [She demands
insistently. She is getting frustrated with my
oblique answers.]

David: Vitamins. [I say finally, seizing
on the closest analogy that I can find in her
everyday experience to the raw materials that
trees extract from the soil. This tangible
image seems to quell her need for an answer.
1 can image her envisioning lots of little pills
hidden in the soil. The trees reach out with
the fingers of their root bottoms somehow
and....]

Feeling successful with this analogy I
pulled from the empty hat of my mind, [
forge ahead with the Golden Guide to
Photosynthesis.

David: And the neat thing is that we kind
of share the air. The air we breath out of our
mouths, the trees breathe in with their
leaves. And the air the trees breathe out of the
leaves, we breathe in.

Tara: [She considers that for a moment
and then summarizes.] And so, there’s a
little bit of love between us and the trees,

This conversation seems striking at
many levels. In the beginning, the
analogies are flying a mile a minute.
She analogizes exhaust and poop,
herself and the air, then poop and
sawdust. As we drive down the road,
the unseen analogy that operates in
her head is, “Well, if we eat and trucks
eat, then trees must eat,” which then
translates into her next question. I am
also struck by her persistence regard-
ing what trees eat. “Little things” just
didn’t cut the mustard. Having
entered into this discourse about
what things eat and poop, she was
intent on filling out the analogy quest
with a concrete answer.

Finally, her last comment really
wowed me. It was as if the comment had
dropped out of the collective uncons-
cious and into her unsuspecting
three-year-old mind. Yes, of course, I
thought. How could we express this
idea any more clearly? Didn’t Barry
Commoner say that one of the main
ecological principles was that “Every-
thing was connected to everything
else?” But it took the naive wisdom of
her young mind to make the final
analogy between these tangible, phys-
iological connections and the binding
unity of love among all organisms.

What could be a better foundational
principle for ecological living? Per-
haps there’s a little bit of love between
all of the organisms that breathe in
and out the same air.

Energy and matter are neither
created nor destroyed

Although I am a firm believer in
environmental education, certain
forms of it rub me the wrong way. Too
often, people teaching environmental
education fall into the same trap as do
science educators. Teaching the value
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of salt marshes or mineral recycling to
fourth graders is as problematic as
teaching the contrasting particle and
wave theories of light to eighth grad-
ers. These concepts, in most forms, are
prematurely abstract for the age of
children to whom they are aimed. I
have often encouraged environmental
educators to try to adjust their per-
spective. Instead of teaching “habi-
tats” to third graders, which requires
grasping an unseeable assemblage of
environmental variables, teach animal
homes. Focus on nests — what they’re
made of and how to make models of
them. Too often, we skip the necessary
primary experience with the natural
world and aspire to inculcate in chil-
dren the big conceptual ideas that we,
personally, have grasped only in our
adult lives. “Save the elephants. Don’t
use Ivory Soap!” is an example of what
happens when children are con-
fronted with international problems
beyond the scope of their compre-
hension.

The challenge is to figure out how to
prepare the fertile soil of the child’s
mind so that ecological concepts will
take seed and flourish effortlessly. My
argument thus far suggests two
avenues of thought. One is that eco-
logical thinking, or systems thought,
is intuitive. Young children’s thinking
tends toward synthesis and integra-
tion through metaphoric analogizing,
Rather than teaching we are support-
ing. Second, our explanations for
children need to utilize metaphors,
pictures and images, and stories. All of
these need to emphasize the feeling
tone of bondedness and connection
with the natural world.

This next example illustrates Tara’s
solution to the problem of finding the
right image for an abstract concept. It
was significant for me because teach-
ing about the water cycle in third
grade, as is done in some schools, has
always been something I have railed
against as conceptually inaccessible. I
remember working with a group of
fourth, fifth, and sixth graders who
could all recite the water cycle for-
ward and backward. To test the depth
of their understanding I asked, “When
it rains over the ocean, does it rain
fresh or salt water?” Almost all of
them were adamant that it rained salt
water. These ideas are teachable and
accessible, but only with a foundation

of appropriate images and then a raft
of tangible, concrete experiences to
illustrate each element of the process.

April 10, 1990 (age 3 years, 6 months).
Tara, Eli (her younger brother), and I are
walking back from Mrs. Starr’s house
through the woods, a way we have never
come before. We cross over a little stream,
and I say that the big puddles in our back-
yard go under our driveway through a pipe
and come down to this stream. Tara asks
where it goes then. I say it goes down near
Solveig’s house (a friend about a half mile
away) and into a big stream, then down to a
river, and after a long trip into the ocean,

David: Then it becomes clouds and rain
and it falls into our backyard and goes down
and around.

Tara: Around and around?

David: Yes, just like that, around and
around,

Tara: Like a ring?

David: [I am not sure whether she’s
thinking of a wedding ring or “Ring around
the Rosie,” but both make sense.] Yes, we'll
call it the water ring.

She smiles and I can see that the idea
appeals to her.

Before bedtime that evening we look at
Island Boy by Barbara Cooney.” It is too
long and not really appropriate for her, but
we look at the pictures and skim the story.
It's about a boy who grows up on a Maine
island, becomes an adult, and moves away to
live on the mainland. But then, in his
advanced years, he comes back to the island.
In the end, he dies and is buried on the
island. Everyone comes to his funeral.

Tara: What happens after he dies?

David: His body goes back into the earth
to make new soil, and his spirit goes up into
the sky to get ready to come back again. [Not
a pre-made answer, but one created at the
moment.]

Tara: Like the water ring?
David: Yes, just like that.

Tara’s final comment brought tears
to my eyes for many reasons. First, I
was enchanted by the simple elegance
of the metaphoric resonance. Here
was a set of appropriate image expla-
nations, built on each other, that pro-
vided a glimpse of understanding of
the water cycle and reincarnation,
Since the “water ring” was created

directly out of her experience, that
image was now available to her to use
in making sense of other processes.

For me, personally, something deep
shifted inside when she said this.
Wendy and I had been puzzling, prior
to this, about how we wanted to talk
about death with Tara. We agreed that
we wanted to convey a Buddhist
perspective, but hadn't settled on the
wording. Not having read Island Boy
before, I didn’t realize that it ended
with a funeral and so hadn’t decided
ahead of time to distinguish between
what happened to the body and what
happened to the spirit. But in
responding to Tara’s question, this
distinction came to mind. I liked what
I heard myself say, and moreover, it
made sense to me. Her analogy to the
water cycle, suggesting that the spirit
flows around and around like the
water, made the process of reincarna-
tion seem natural rather ‘than non-
Western and alien. It was soothing
and familiar, and it made me feel, all in
an instant, more comfortable with my
own fleetingness.

Finally, I had a sense that this was
an epiphany of what parenthood was
all about — helping children to make
sense of the world in ways that are
real, but graceful, and being shaped, in
return, by the child’s wisdom.

For a long time after this, I don’t
have any accounts in my journal of
references to cyclicity and the water
ring. [ vaguely recall wondering if the
image had evaporated for her. Then,
six months later, in early November,
the image resurfaced.

My wife and I, like many modern
families, have a religious practice that
is a loose amalgam of various Eastern
and Western beliefs. We do not regu-
larly attend church, but aspire to
developing a religious practice so that
our children feel the quiet presence of
a spiritual framework in our lives. We
draw our inspiration from Buddhism
and the Earth-based Celtic and pagan
seasonal celebrations of pre-Christian
northern Europe, In trying to create a
regular pattern to the spiritual year,
we have oriented toward recognition
of the solstices and equinoxes as well
as the cross-quarter days, the mid-
points between each solstice and
equinox. (Ground Hog Day, for
instance, is the modern-day equiva-
lent of the pre-Christian celebration of
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the cross-quarter day of Candlemas,
half-way between the winter solstice
and the spring equinox). In our
extended community, there is usually
a bonfire celebration of the summer
and winter solstices, which we regu-
larly participate in. In our own family
we are working toward finding ways
to signify the equinoxes, solstices, and
cross-quarter days in simple ways.

The autumnal cross-quarter day,
presently preserved as Halloween,
was originally All Soul’s Night, cele-
brated on the first of November. For
this evening, my wife created a set of
rituals for us to try out. At dinner, in
addition to the normal four place set-
tings, she set a place for all of the
departed souls in our families. We had
recently experienced a number of
deaths in the family, and Wendy was
searching for a way to help resolve the
sadness for ourselves. On each plate
was a picture of our deceased family
members: Wendy's father and mother,
who died when she was young;
Wendy's sister; my sister and my
mother; and my father, who had died
just a few weeks before. For grace, we
invited the departed souls to join us.
After dinner, in the darkness, Wendy
and Tara went down to the frog pond
by a neighbor’s house. Wendy put
candles on pine cones, lit them, and
floated them out on the black surface
of the water. There were six candles,
one for each departed soul in the fam-
ily. As Wendy and Tara sat watching
the tiny flames floating in the dark-
ness, Tara turned to Wendy and whis-
pered, “The souls go around and
around, you know.”

A mouthful of flowers

Having accompanied me this far,
perhaps you will, unquestioning, take
this next step into Never, Neverland.
Of my own, I probably would not find
my way into this terrain, but guided
by Tara, [ have been able to follow.

Imaginary playmates are a well-
documented phenomenon in early
childhood. They tend to appear around
age three or four and take their leave
around six or seven. Much has been
made of the function they servein the
developing ego of the child. It seems a
quite understandable step to move
from the animation of the inanimate
teddy bear or bunny to the animation

of an invisible being. Many adults
remember vividly the appearance and
character of their early childhood
imaginary friends.

For Tara, fairies and angels started
to play a significant role toward the
end of her third year. To a certain
extent, we supported this. A simple
straw angel hangs from a beam in her
room to watch over her at night. We
read the Flower Fairy books to her, and
the flower fairies leave treasures for
her in a special rock enclosure down
the road. But around her third birth-
day, Tara started to recount, com-
pletely of her own accord, her expe-
riences with fairies and angels. Our
response was neither to foster and
encourage this relationship nor to
smirk at it, but rather to accept and
inquire about her experiences with
casual interest.

September 11, 1989 (age 2 years, 11 months).
This morning we found a dead frog
dragged into the kitchen by the cats. On the
way to preschool Tara says, "1 was walking
down the road, and | found a dead angel
lying in the road,” in her very serious,
straight ahead, tone of voice.
September 13, 1989 (age 2 years, 11 months).
At dinner, Wendy and I are trying to catch
our five minutes of daily conversation before
Eli, Tara’s younger brother, starts screaming
or the phone rings. Tara interrupts and with
no introducton says, “I was walking in the
road, going to pick blueberries, and I met an
angel, and she wanted to eat blueberries, but
she couldn't because her mouth was full of
flowers.”

For the next six months, Tara’s fair-
ies and angels remained generic; no
specific personalities emerged. Then
about a week before we departed for a
family trip to California, Annie
showed up. Tara started talking about
playing with Annie. Sometimes Annie
was a fairy, sometimes an angel, some-
times a fairy-angel. In this week prior
to departing, Tara spent long periods
up in her room, playing with Annie.
Once I went upstairs when Tara was
playing with Annie. Tara was crying.
When 1 asked what was wrong she
said, “I want to be the mommy, and
Annie won't be the sister.” When 1
suggested that she ask Annie nicely,
she rolled over slightly on the bed,
whispered under her voice, and then
said, “Annie won't do it. She wants to
be the mommy.”

Annie accompanied us on our trip
to California and was a dependable
playmate while we were there. Wendy
and I both thought it was an interest-
ing coincidence that Annie was the
name of Wendy's sister who had died
about eight years ago. Wendy and her
sister had been exceptionally close.
Annie is not the name of any friends or
acquaintances of ours, and Wendy’s
deceased sister had been discussed
only infrequently in Tara’s presence.
Wendy’s sister lived in San Francisco
when she died, the place we were fly-
ing to a week after Annie the fairy-
angel appeared in New Hampshire.

After we returned from California,
Tara’s descriptions of Annie became
more and more explicit.

June 19, 1990 (age 3 years, 8 months).

Putting Tara to bed tonight, we look at a
book, turn out the light, and then, on a
whim, I ask about Annie.

David: Where does Annie sleep?
Tara: Up on the roof.

David: Does she go out through the
window?

Tara: Yeah, well, you know, she folds up
herwings and puts them in a pocket. Like on
the airplane when the wheels go inside a
pocket, Annie pushes a button on her head
and her wings go inside. [While at the air-
port, we had talked about the wheels going
inside the plane, but I distinctly remember
not using the term pocket, but rather trunk
in my explanation.]

David: Does she push the button again to
make the wings come out?

Tara: No, she pushes a different button on
her arm.

July 31, 1990 (age 3 years, 9 months).
Tara wakes up two times in the night,

sitting bolt upright and saying she is scared.

When I ask her what is wrong, she replies,

Tara: Annie wants fo take me to her castle,
and I don’t want to go because I'm too tired.
Annie wants to take me because there’s a
birthday party every night.

David: How does Annie wake you up?

Tara: She has a magic potion fo wake
people up. She said she was going to show
me it, but she didn't. Annie has a magic
wand and a queen hat, and her magic is very
strong.

Now let’s change gears for a second.
Things can get confusing here because




10

HOLISTIC EDUCATION REVIEW

of the time overlap of the previous and
following accounts. About a week
prior to this, about July 24th, Wendy
had expected her menstrual period.
Since she is normally quite regular; to
be overdue by a week was of some
concern to both of us. There was a lot
of anxious discussion between Wendy
and me, none of it in front of the chil-
dren. With great confusion in my
mind and heart, I called the closest
Women’s Clinic and inquired about
abortions. We were not interested in a
third child but felt extremely ambiva-
lent about terminating a pregnancy.
On July 31st, Wendy either had her
period or had a miscarriage. The men-
strual flow was unusually heavy and
painful. Then,

August 3, 1990 (age 3 years, 9 months).
Tara comes downstairs after playing
upstairs and announces she has a new

asked if she had used the name in
Tara’s presence or referred to a female
spirit, she was clear, and assured me
over and over, that she had not done
this.

Lest you start to wonder about our
unusual beliefs, or our subtle encour-
agement to predispose Tara to mimic
her parents’ spirit beliefs, let me be
clear thatI certainly am not a “spiritu-
alist.” T have always remained open to
the notion that spirit forms exist, but I
have never had any personal experience
to confirm their existence. And
though Wendy had “felt” the pres-
ence of a young, female spirit, this was
completely outside of her normal
daily experience or convictions. We
were taken aback by both the timing
of the appearance of Tara’s new fairy-
angel friend and her choice of name.
That the name was exactly the same,
unusual, and completely outside of

Much of early thinking is unavailable to
us because it is not translated into
language. By the time articulate language
arrives, many of the unusual aspects of
early experience have receded.

friend. “A new fairy-angel has come to sta
with me and Annie. Her name is Elena. ﬁ
had never heard her use this name, nor do
we know anyone with that name.] Elena was
dead but now she is alive as a fairy-angel.”

After Tara has gone to bed, Wendy con-
fides in me. “I haven't talked about this with
you because I felt it was odd and I didn't
want to make you nervous. But for the last
few months I have felt a young female spirit
hovering around me, wanting to come into
the world. Whenever she came around 1
expressed the fact that I really cared about
her, but I was sorry we didn’t want another
child. When I wrote about her in my jour-
nal, I referred to her as Elena.”

When I asked Wendy why she had
chosen that name, she explained that
she hadn't really chosen it but rather
that it was just the name that occurred
to her when she felt this strange pres-
ence, She couldn't think of anyone she
knew or had known by that name,
and it wasn’t a name we had consi-
dered for our previous children. It was
just there. When I pressed her and

Tara’s experience made the simulta-
neity too exact to explain it away as
mere coincidence.

Telepathy or insight?

Two possible explanations have
surfaced for me. Telepathy between
mothers and their young children is
frequently reported. Joseph Chilton
Pearce reports that accounts of telepa-
thic experiences in early childhood
increase in frequency about age four
and appear to decrease about age
seven8 It is probably no mere coinci-
dence that this corresponds with the
arrival and departure times of imagi-
nary friends. It seems possible that
Tara telepathically received the name
Elena from Wendy and also picked up
on the family concern about the pos-
sibility of a new child. If it was in
Wendy’s mind, it seems wholly possi-
ble that it could appear in Tara’s mind.
I have had a few personal telepathic
experiences that have made it clear,

beyond a doubt for me, that this form
of communication exists.

The second possible explanation is
much harder for me to accept. Perhaps
fairy-angels, or whatever they are,
really exist. The conventional expla-
nation would be to consider fairy-
angels a subset of imaginary friends.
They are beings that are constructed
completely out of the young child’s
active imagination. They have no
objective existence outside of the
child’s mind. Or, conversely, perhaps
imaginary friends are a subset of fairy-
angels. Perhaps children are regularly
befriended by beings with whom we
adults have lost contact. Through this
I'am reminded of the characterization
of angels in Wim Wender’s film Wings
of Desires. In this movie, angels exist all
around us and make their presence
fleetingly known to adults in times of
stress and dire need. Perhaps chil-
dren’s minds, unadulterated by con-
ventional thought patterns, perceive
these beings easily. Certainly, the
notion of the guardian angel pervades
much of the Christian culture.

Whatever the case, I have again had
my eyes opened. The possibility of the
objective existence of the spiritual
realm is cracked open a bit further for
me because of my openness to the
possible authenticity of Tara’s
reported experiences. [ am anxious to
see who else shows up in our lives.

About three weeks after Tara’s
report of Elena’s arrival, my journal
entries report the following two
discussions:

August 21, 1990 (age 3 years, 10 months).
Atdinner, Taravolunteers spontaneously,

Tara: The trees are really angels. A long
time ago you could talk to the angels in lots
of ways, but now they hide in trees.

Wendy: Did someone tell you that? [We
both suspected that this comment could
have come from Tara’s preschool teacher,
who is Waldorf trained. We later checked,
and it didn’t]

Tara: No, because I know myself how the
angels live and be.

Tara delivers this last with a com-
pletely uncanny air of assuredness
and authority in her voice. When she
talks about this stuff, it feels like, as
Alfred North Whitehead would des-
cribe it, “first-hand knowledge,” or as




FALL 1991

11

John Dewey would describe it, “direct
experience.” Later in the evening, this
discussion ensues:

August 21, 1990 (continued).
Tara walks up to Wendy and pats her on
her tummy.

Tara: Mommy, it looks like you re having
another baby.

David: Would you like Mommy and me
to have another baby?

Tara: Yes!

David: Mommy and I really don twant to
have another baby right now.

Tara: If we had a new baby, maybe we
could name it one of my angel’s names.

Wendy and I are left speechless.

Preserving the magic

Most developmental psychologists
aspire to characterize the unique
attributes of early childhood. Jean
Piaget referred to preoperational
thinking and intuitive thinking as
dominating during this stage.
Although Piaget used intuitive to mean
nonrational, Joseph Chilton Pearce
uses the term intuitive at more of its
face value. He suggests that children
have the gift of intuition, that they can
sometimes perceive the truth in
unmediated, nonrational ways. Both
Pearce and Selma Fraiberg, the Freu-
dian child psychologist, also use the
term magical thinking. Fraiberg des-
cribes it as the child’s belief that mind
has control over matter. It is a charac-
teristic of wish-fulfilling, pleasure
principle thinking that must be over-
come for children to adjust to the real-
ity principled world.® Pearce believes
just the opposite. He contends that
the magical thinking of early child-
hood is a biologically ordained
endowment that children are meant
to explore and utilize. Children’s
inclination to play and fantasy is
preparation for making them feel like
they are engaged shapers of the world
in adulthood.

For me there is certainly something
magical about Tara’s thinking. Some
of the unusual aspects of Tara’s think-
ing have been exposed by her early
language development. Much early
thinking is unavailable to us because
it is not translated into language. By
the time articulate language arrives,

many of the unusual aspects of early
experience have receded. When early
language overlaps with early expe-
rience, unexplored terrain is uncov-
ered for a short time. In this way I feel
like an intertidal ecologist, scampering
out into the intertidal zone during the
seasonly extra-low tides to see the
organisms that are normally covered
up by many feet of cold seawater.

In addition, Tara has the benefit of
growing up in a television-free home
environment. Tara occasionally
watches Saturday morning cartoons
at a neighbor’s house and is a video
hound at friends’ houses and on vaca-
tions. She has been captured by the
thrall of the Little Mermaid, Bambi, Peter
Pan, and The Nutcracker. But for the
most part, she spends her recreational
time looking at books, listening to
story tapes, dancing, drawing, and
creating fantasy worlds. Free of the
mind-numbing, time-consuming, and
deteriorating effects of excessive tele-
vision, her imagination has the oppor-
tunity to flourish.

In this kind of psychically unpol-
Iuted environment, I think it’s more
likely that organic metaphors will take
root and flourish. By organic I mean
both metaphors that emerge from the
natural world and metaphors that are
grown with a minimum of additives
and adulterations. What's appealing
about the “water ring” notion is that it
emerged, with a bit of nurturing, out
of the fertile soil of Tara’s own expe-
rience. The metaphor is physically
grounded in her play experience and
then is extracted and applied to other
realms of experience. Recently she
used the same image to explain her
grasp of how library books go around
and around through many people’s
hands. By supporting and using her
images, we hope to have helped her
create a sturdy metaphor, one that
won't be uprooted by the winds of
technological culture.

I have discussed at least two differ-
ent kinds of magical thinking. The
first, I am convinced, is a natural part
of all early thinking. Bob Samples, in
his book The Metaphoric Mind,© differ-
entiates between the logical-rational
modes of thought and the integrative,
metaphoric. Cognitive thought, as
well portrayed by Piaget, has discrete
stages of development, moving
clearly from intuitive to concrete

operational by about ages six and
seven and then into abstract thinking
about ages eleven or twelve. Deduc-
tive logic is not really available to
children until puberty. But the meta-
phoric modes of thought don't appear
to distribute themselves developmen-
tally. In fact, metaphor is the raison
d’etre, the catalytic enzyme of early
thinking. In most of the accounts I
have described above, it is the easy
metaphor making of Tara’s thinking
that makes it magical.

The second kind of magic seems
more open to question. Authentic tele-
pathy, encounters with spiritual
beings, angels with mouthfuls of
flowers? Whoknows what mysteries dwell
in the minds of children? Where does
real experience end and imagination
begin? I honestly don’t know. What I
do know is that there are great plea-
sures and significant, life-changing
rewards in listening closely to, and
taking seriously, the language and
thought of very young children. My
attitudes toward nature and life after
death have changed substantially in
the past few years because of my dis-
cussions with Tara. As a result, I have
new respect for that old phrase, “out
of the mouths of babes.”
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The Spiritual Realm within a
Holistic Conception of Child
Development and Education

The age of mutually assured environmental and nuclear de-
struction, from which we are perhaps now only beginning to
feebly emerge, has left us with the promise of a bitter image of
mass devastation and universal suffering on a scale historically
incomprehensible to humankind. There can be little doubt that
planet Earth — along with all of her inhabitants — is at the
crossroads of life and nonexistence. As with the individual in
Robert Frost’s “The Road Not Taken,” humankind faces a fateful
decision: We can continue to pursue a path of senseless destruc-
tion and needless suffering (with the inevitable consequence of
a lifeless world), or, alterna-

by David Hutchison
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tively, we can drastically
reconstruct our present ways
of thinking and interpreting
the world via a more befitting
and realistic representation of
reality.

Should we collectively
choose the latter response,
such a representation will
need to counter years of de-
structive and regressive
human endeavor. In part, this
can be achieved by legitimiz-

This paper emerges as a pedagogical response
to the global crises that challenge our world
at present. The author argues for the neces-
sity of fostering throughout childhood a spir-
itual consciousness that is secularly grounded
within the ethical realities of our world. The
child’s development of consciousness is consid-
ered from the holistic perspective and explored
within the context of a spiritual pedagogy.

ing alternative forms of

knowledge and knowledge acquisition that challenge the
hegemony exercised by rationality and mechanistic science
right into the 20th century.!

In education, these forms of knowledge have traditionally
been viewed more or less as feminine virtues closely associated
with the functioning of the right hemisphere of the brain. They
emphasize a more intuitive, aesthetic, and ecological approach
to the understanding of our world — an idea that counters and
reduces the role of the analytical mind, but does not aim to
replace its equally important function. Indeed, we should acknowl-
edge the value of both modes of knowing by recognizing that a
rational approach to subject matter, essentially being an act of
comprehension, is most effectively complemented by intuitive
thinking, as exemplified through the act of apprehension.2

Greig, Pike, and Selby have asserted the underlying argument
for the legitimation of ecological forms of knowledge:
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In the West our understanding of the
world has been largely shaped through
science which, until this century, has
sought to understand the world by dis-
secting it, bit by bit. But this approach
leaves unanswered the question of
how the parts interact to sustain life
and evolve. A shift in perspective is
now occurring in many disciplines
towards a focus on whole systems
instead of constituent parts. A system,
whether it is a human family or a tropi-
cal rainforest, can only be understood
by looking at the relationships between
the individual elements; that is, the
constant flow of energy, matter or
information through the system.?

Although mechanistic science has
given us many tools and worked
toward solving many problems, it has
failed time and time again to provide
an adequate response to the age-old
question of the meaningfulness of life.
This is because mechanistic science
lacks any appreciative response to life
and, indeed, works against such a
response in fear of losing its objectiv-
ity. Furthermore, in striving for what
is true, science reserves no occasion for
establishing what is right. Clearly, this
is an unacceptable soleresponse to the
precarious state of the world at
present.

Three essential characteristics of
mechanistic science discredit it as the
sole approach to the apprehension of
knowledge. First, the reductionist ten-
dencies of science reveal its essential

that interdependent phenomena be
disconnected and isolated from each
other in order to eliminate all con-
founding variables. This approach
does not take account of the essential
relationships which exist between
entities and violates the well-known
axiom that the whole is far greater
than the sum of its parts.

Finally, and closely related to the
above, is the compartmentalization of
what is perceived into separate and
distinct categories, which invariably
leads to the estrangement of the parts
from the whole. By way of example,
this has enormous implications for
ethical development in childhood, for
itlends credence to the “us and them”
argument that the individual is not
responsible for, nor intimately con-
nected to, the plights of other peoples
and the natural world.4

The holistic imperative

Without abandoning the contribu-
tions of science to our understanding
of the world, the epistemology of
holism offers a complementary
approach to the apprehension of
experience that counters the criti-
cisms of mechanistic science noted
above.

By way of introduction to the basic
tenets of holism, consider the
approach that a mechanistic scientist
might take to the study of a particular

uch of what is not so easily explained
by science ... is either devalued or,
worse yet, ignored altogether.

inadequacy as the basis for under-
standing the complexity of the world
in which we live. The ultimate ambi-
tion of mechanistic science is to
attribute all phenomena to as small a
number of causes and constructs as
possible. Hence, much of what is not
so easily explained by science (and
this includes a significant amount of
the material that this paper will
explore) is either devalued or, worse
yet, ignored altogether.

Second, the fragmentation of the
world is invariably the price one pays
when utilizing a scientific methodol-
ogy, which out of necessity demands

piece of music, say Beethoven's Fifth
Symphony. First, one might attempt to
isolate the specific type of music
Beethoven was noted for writing in
terms of the era in which he lived and
the instruments for which he com-
posed, thus labeling his music accord-
ingly (compartmentalization). As well,
one would probably endeavor to
comprehend the essential character of
the music, from a theoretical perspec-
tive, through a rigorous examination/
dissection of the chord progressions,
melody/counter-melodies, and har-
mony (fragmentation). And finally, by
doing so, one could lay claim to

having discovered the one or two
essential elements that make the
symphony so appealing to listeners
(reductionism).

In sharp contrast, the holistic
researcher would transcend the lim-
itations of the above approach by
working toward an apprehension of
the music in its totality, an apprecia-
tive response to the blend of instru-
ments, melody, and counter-melody.
One would explore thelife of Beethoven
and the times in which he lived,
searching for and empathizing with
the emotional and experiential incen-
tives from which the music was
derived. In all of this, one would be
emphasizing connections — between
composer and music, music and listen-
er, listener and epoch — which rejoiced
in the wholeness of the composition
and celebrated its transcendental
qualities.

John P. Miller has pul forward the
basic tenets of the holistic position:

1. There is an interconnectedness of real-
ity and a fundamental unity in the
universe;

2. There is an intimate connection
between the individual’s inner or
higher self and this unity;

3. In order to see this unity we need to
cultivate intuition through contempla-
tion and meditation;

4. Value is derived from seeing and realiz-
ing the interconnectedness of reality;

5. The realization of this unity among
human beings leads to social activity
designed to counter injustice and
human [and the balance of the natural
world’s] suffering.’

It will be a primary aim of this paper
to clearly establish point 2 within the
context of a holistic conception of
child development and in relation to a
spiritual pedagogy of education. In
realizing this objective, however,
points 4 and 5 will also be critically
explored through the incorporation
(already made possible in the above
discussion) of an ethical dimension to
the holistic position.

The emergence of ethos

When one picks up any newspaper
or news journal, it is immediately
apparent that only an ethical response
to the problems of our age — such as
social inequality, environmental deg-
radation, and military insecurity —
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can adequately hope to counter injus-
tice and put an end to suffering. This is
because a linear worldview of life that
forsakes more than half of our species
and fails to appreciate our depen-
dency on the ecosystem for survival is
no longer an acceptable criterion of
progress; at best it promises a bleak
future for humankind, a future in
which an essential unity of purpose
and vision remains lost and forgotten.

Sadly, it is today’s children — some
growing up in extreme poverty, all
growing up alongside “the bomb” and
environmental devastation — who
may perceive this future with the
most worry and insecurity, for they
are potentially the generation to
which power will be handed over too
late. What parent or teacher must not
feel helpless in the face of a child who,
seeking reassurance and security,
asks, “Will there be a nuclear war in
my lifetime?”

And they very well might, albeit
more subtly, for children at an alarm-
ingly young age are aware of the
potential for nuclear war and the end
of the world as we know it. Numerous
studies have been conducted which
confirm this repeatedly, so that time
and time again, children and adoles-
cents rate the potential for nuclear war
as being among the most serious of
world problems.t For example, Greig,
Pike, and Selby cite the following
study conducted in Britain:

In 1983 thirty 9-10 year olds in an
Oxfordshire primary class were invited
to each write a list of questions they
would like to ask about the future.
Individual lists were to be compiled
without any help from the teacher or
friends. Finally, a composite class list
was drawn up. The most frequently
recurring questions on the individual
lists were: Will there be a nuclear war?
(15 students), will nuclear weapons be
abolished? (8 students), will there be an
end to the world? (6 students), and will
schools be the same? (6 students).”

Clearly, our response to this grow-
ing awareness and uncertainty must
be to embrace and cherish life8 in all of
its magnificent forms and to reform
our existing system of education to
meet the demands of a pedagogy that
places life — not subject matter dead-
ened through alienation from life — at
the forefront of our schools.

It would appear that in Eastern and
Native cultures this valuing and pres-
ervation of life has existed for centur-
ies as a primary principle to be upheld.
Certainly, the significance of human-
kind’s intimate connection with the
balance of nature is better understood
in Eastern and Native philosophy/
mythology, as is a respect for life that
stresses a harmony promisingly
reminiscent of the ecological perspec-
tive noted earlier:

In India one day, I saw a teacher and
a child. The teacher was looking very
intently at the child who was doing
something which seemed to me com-
pletely useless and dirty. She was
scratching the ground with her finger
and I went to see more closely. There
was an ant which on one side had only
one leg left and on the other side two
legs broken and it was struggling on in
this condition. This little child was
smoothing the way for this ant. In
India, there is respect for life; this child
of two years and a half was already
filled with this respect for life.?

Our world is in danger of dying, the
direct result of our relativism of
values. Only through a recognition
and endorsement of the ultimate value
of life, of that which gives, breathes
and sustains life, will planet Earth be
saved and humankind be truly eman-
cipated from powerlessness and
doubt. This must be the foundation
upon which an ethical basis for know-
ing is established.

Yet it does not come easy for the
individual who chooses to engage the
ethical dimension, since one is com-
pelled not only to acknowledge but
also to account for and deeply involve
oneself in the tragic realities of the
lives of so many of the world’s peoples.
One must choose (and in the face of
pain and suffering, keep choosing) as
his or her palette the totality of human
experiences no matter how actualiz-
ing or wicked they may be, for these
cannot remain ignored or unaccounted
for within a holistic model of
humankind.

One who ignores or discounts the
importance of ethos, the ethical realm
of consciousness, builds an ideology
of the world 'in which truth and
authenticity do not figure. So too one
short-changes oneself of the possibil-
ity of ever truly embracing the reality
of human existence, in all its splendor

and misery. This knowledge does not
arise from an acceptance of only cer-
tain facts, but rather from an intuitive
and assuring awareness that all of the
facts have been considered and a true
understanding of the world has been
formed.

A model of holistic
consciousness

Essentially, the intuitive, aesthetic,
ecological, holistic, and ethical realms
are examples of marginalized para-
digms of reality — not simply encom-
passing feelings, nor sense percep-
tions exclusively, but knowledge, as
legitimate and consequential as the
theories and precepts of science —
waiting to be engaged and employed
for the purpose of meeting the chal-
lenges of the existing crises.

Our response to these challenges
must be fourfold (see Figure 1).
Initially, we need to feel — physically
feel on a profound emotional level —
our astonishing connection to all of
life, from the minuscule to the macro,
from the wonder of the natural world
to the cultural pursuits that naturally
arise out of human endeavor. As the
lone species that can bring meaning-
fulness and purpose into conscious-
ness, we need to be humbled by this
awesome capacity. Ultimately, we
need to realize that it is only when we
transcend the rational limitations of
such a capacity that we can hope to
embrace a deeper level of understand-
ing, an understanding whose ultimate
intuitions apprehend the spiritual
nature of our existence and our rela-
tionship to the balance of life on this
planet.

Emerging from this affective and
spiritual response is the need to value
life, in and of itself, and to recognize its
ever-deepening need for protection.
Such a conception will represent the
primary criterion upon which the ethi-
cal challenges of human endeavor are
to be judged.

Finally, we need to think, plan, con-
ceptualize, devise, and redevise ways
in which we can tackle these chal-
lenges constructively. This may lead
to any number of concrete actions as
varied and involved as legitimizing
the United Nations as a world
government or packing an environ-
mentally friendly lunch. In every case,
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our actions will trace back to that ori-
ginal and all-important intensity of
feeling for life established way back.

None of the above responses exist
as separate entities unto themselves.
Rather, each is a dimension of holistic
consciousness whose capacity for
expression unfolds developmentally
in tandem with each of the other
dimensions.

For example, the earliest evidence
of a capacity for affective conscious-
ness is found within the almost magi-
cal relationship between mother and
newborn and, at a later age, in the
young child’s intense love and con-
cern for self. At its highest level of
potential, however, the affect
expresses itself in the form of empathy
and love for other beings (including
nonhumans). In this sense, it is com-
parable to Agape, Lawrence Kohlberg’s
seventh stage of moral development.1©
(Here, a potential connection between
the affective and ethical dimensions
clearly emerges.) So too the affect is

the only dimension of the four to
strive clearly toward a physical at-
tachment to other human beings and
the natural world. In this sense, it
incorporates interpersonal modes of
knowing and is inherently social.
Despite the relative complexity of
each of the four dimensions, it is the
spiritual realm of consciousness that is
by far the most profound and incom-
municable. Put simply, an entity such
as the spirit, which transcends the use
of symbols, cannot be fully repre-
sented or communicated by means of
language, which is itself a function of
symbols. Indeed, it would appear that
symbolic communication in any form
— save along deeply intuitive lines —
will fail to grasp fully the inherent
essence of the spiritual realm; for lan-
guage is a socially constructed
medium, and out of necessity is
closely tied with the intellect. As a
result, the spirit, perhaps more than
any other dimension of conscious-
ness, cannot be fully apprehended

Ethical

Valuing
Cognitive Spiritual
Thinking A Transcending

Affective

Feeling

Figure 1. A model of holistic consciousness.

unless it is directly experienced. Yet
this limitation should not be lamented
for too long, for as Carl Jung has
argued, a symbol, such as the word
“spirit,”

loses its magical or, if one prefers it, its
redeeming power, as soon as its dissol-
ubility is recognized. An effective sym-
bol, therefore, must have a nature that
is unimpeachable. It must be the best
possible expression of the existing
world philosophy, a container of mean-
ing which cannot be surpassed; its form
must also be sufficiently remote from
comprehension as to frustrate every
attempt of the critical intellect to give
any satisfactory account of it; and,
finally, its aesthetic appearance must
have such a convincing appeal to feel-
ings that no sort of argument can be
raised against it on that score.!

Therefore, even as the present paper
attempts to isolate the inherent
dynamics of the spiritual realm, much
of the vitality and resilience of the
spirit will be lost, only fully recovera-
ble by the reader through a direct
embracing of the spirit which remains
unmediated by the intellect.

Relations between the dimensions

At their highest levels of potential,
the dimensions of affect and spirit are
inseparably fused, possibly even
indistinguishable. This will be clearly
evident, even throughout the present
paper, although numerous attempts
will be made to isolate the essential
character of the spirit that exists inde-
pendent of the affect.

Certainly the most important con-
trast to be made between these two
dimensions is that, while the underly-
ing tendency of the spirit is to estab-
lish meaning, the essential inclination
of the affect is to establish relations
—not semantic as in the case of the
spirit, but immediate physical relations
between individuals, and between
individuals and nature. This will be an
important distinction, particularly in
regard to our discussion of the spirit’s
inherent bond with the natural world;
for while the affect will move to estab-
lish relations with other organisms in
the form of love, the spirit will endea-
vor to empathize with the underlying
and shared conditions that unify
humankind and the balance of nature
as one.
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Finally, because the affect and spirit
are active agents of process (i.e, they
respectively embody the acts of lov-
ing and devotion), each can be con-
trasted with the ethical dimension,
which is distinguishable by its adher-
ence to ultimate values.

In many ways, the spirit serves as a
buffer of reassurance for the numer-
ous instances of suffering and injus-
tice uncovered through the ethical
dimension. Essentially, it restores an
element of hope to our apprehension
of the world in the form of meaning-
fulness and purpose.

Particularly when we deal with
young children, as with the earlier

lenging to the educator than that
which is directly apprehended by the
learner through the ethical dimension.

Indeed, in this day and age, we
should be prepared to ignore all other
functioning of holistic consciousness
in favor of a complete devotion to the
ethical domain, were it not for the fact
that it is precisely the balance of the
dimensions that makes the thorough
functioning of ethos at all possible. For
it is only by engaging the affect that
we come to acknowledge fully a uni-
versal moral code (built on an appre-
ciation of life and that which sustains
life), and only through the proficien-
cies of the intellect that we are able to

e holistically conscious individual
practices the ethical imperative that
the spirit must, out of necessity, work
within the context of the ethical dimen-
sion and remain secularly grounded
within earthly phenomena.

example of the youngster who won-
ders whether there will be a nuclear
war in her lifetime, we need to pay
heed to the needs of the child in terms
of interpersonal security, trust of sig-
nificant others, and reassurance. It is
at times such as these that the skills of
the holistic educator are most
required. We must delicately balance
the child’s need for reassurance of
meaningfulness and purpose in the
world (essentially a spiritual under-
standing) with the equally apparent
meaninglessness of the value of life (as
demonstrated incessantly, through-
out the world, in the form of suffering
and injustice). We must also acknowl-
edge to ourselves (if not also to the
child) our essential powerlessness, in
the face of nuclear weapons and eco-
logical devastation, over our own des-
tiny and that of the child.

From the holistic perspective, a
primary responsibility that teachers
clearly have to their students is the
obligation of engaging each of the four
dimensions of holistic consciousness
discussed above. Yet no subject mat-
ter remains more important and chal-

put this moral code into effective prac-
tice (e.g,, through the efficient produc-
tion and distribution of food and other
social resources).

So too the spirit plays an important
function in this regard. Through its
apprehension of meaningfulness and
purpose in the world, it effectively
balances the horrors uncovered by
the ethical dimension. By transcend-
ing these phenomena, it constructs a
sense of order and security that clearly
establishes the will to live for so many
of the world’s peoples. Yet as much as
this is true for the holistic theorist who
chooses to engage ethos, so too can it
apply to the individual who suffers.
Victor Frankl wrote of his experience
as a prisoner in a German concentra-
tion camp during World War I and the
inherent capacity of the spirit to meet
the challenges of suffering:

“There is only one thing that I dread:
not to be worthy of my sufferings.”
These words frequently came to my
mind after I became acquainted with
those martyrs whose behavior in camp,
whose suffering and death, bore wit-
ness to the fact that the last inner free-

dom cannot be lost. It can be said that
they were worthy of their sufferings;
the way they bore their suffering was a
genuine inner achievement. It is this
spiritual freedom — which cannot be
taken away — that makes life meaning-
ful and purposeful.12

Although a spiritual response to an
ethically challenging experience is
appropriate within a model of holism,
it does not therefore follow that any
and all possible spiritual experiences
are of service to overcoming the chal-
lenges that face humankind at pres-
ent. Indeed, a spiritual dimension
which remains unregulated by ethos,
ignorant of ethos” overriding impor-
tance, or ungrounded within worldly
phenomena (thus becoming essen-
tially mystical or esoteric), loses its
utilitarian value as a constructive
approach to apprehending the world.
Essentially it relinquishes its potential
contribution to the alleviation of suf-
fering and injustice.

Thus, the holistically conscious
individual practices the ethical
imperative that the spirit must, out of
necessity, work within the context of
the ethical dimension and remain
secularly grounded within earthly
phenomena. It is within this frame-
work that the spiritual pedagogy of
the present paper is embraced.

The child’s development of
holistic consciousness

Put side by side, on the one hand, all
that has been discovered about little
children by modern scientific methods
of research and experiment, and on the
other side — the world’s nursery
rhymes and fairy tales! It is the poetic
genius which comes at the heart of the
matter, and it is a science transformed
by poetic genius which will ultimately
understand childhood. But in this
understanding there will be poetical
modes of thought which would cer-
tainly not at present be regarded as
scientific. It does not, however, follow
that they will not be true.®

Just as the holistic position is valua-
ble in terms of the greater understand-
ing it offers us of the challenges we
presently face and the context in
which they should be perceived, so
too it advances an alternative under-
standing of the development of con-
sciousness in childhood. As with its
handling of science, the holistic per-
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spective does not deny (at least in
total) the utility of traditional notions
concerning child development, but
seeks to transcend them. For while
more traditional models

conceive of the infant as a tabula rasa
(behaviorism), a primitive bundle of
instincts and urges (psychodynamic
psychology), or a rudimentary collec-
tion of simple sensory-motor struc-
tures (cognitive psychology), this more
transpersonal perspective of child
development conceives of the infant as
developing within the context of a
larger whole, which under certain cir-
cumstances the child is capable of
perceiving.4

Indeed, in one sense it would seem
that the young child does exist for a
time in a cosmos in which the whole of
life is rarely broken down into its
component parts; yet, as A.C. Harwood
asserted, this perspective has primar-
ily been acknowledged, and more
importantly valued, by supposedly
unscientific writers exclusively.

Jules Michelet (1798-1874), the great
French historian, compellingly por-
trayed the holistic nature of childhood
when he stated that children

compare and connect very willingly,
but they seldom divide or analyze. Not
only does every kind of division trouble
their minds, but it pains them and
seems to dismember reality. They do
not like dissecting life, and everything
seems to them to have life. All things,
whatever they may be, are for them
organic beings which they are very
careful not to alter in the slightest way.
They draw back the moment it is
necessary to disturb by analysis any-
thing that shows the least appearance
of vital harmony... Not only do they
not divide, but as soon as they find
anything divided or partial, they either
neglect it or mentally rejoin it to the
whole from which it is separated; they
reconstitute this whole with a rapidity
of imagination that could not be
expected from their natural slowness....
Their mutual understanding is due to
one thing — their common sympathy
for nature and life, which causes them
to delight only in a unity that lives.!s

For centuries, philosophers, poets,
and other thinkers have beheld the
entry of the infant into an earthly
world from the perspective of a divine
birth, as if the infant were a child in
exile, having descended from the high
heavens into an alien secular world

and a helpless physical being.l¢ Many
of these theorists have empathized
with the extraordinary spiritual signi-
ficance of the early and later years of
life, so that Michelet, for example, con-
ceived of childhood and the approach
of death as being moments of extraor-
dinary closeness to God, “when the
infinite radiates grace in man.”??

From traditional theories of child
development comes the notion of the
essential helplessness of the infant
and young child. Yet, considered
within a spiritual context, this power-
lessness is precisely what establishes
purpose in the mother’s relationship
with her child and leads to the devel-
opment of that all-important bond of
trust and security between newborn
and mother:

The very young child [birth to age
seven] has direct, immediate faith: It is
not “trust in” or “believe that.” He
trusts all and believes all; because ... he
is immersed in the spiritual reality.
[But] this immediate, interior faith has
to come to terms with the mediate,
outward experience of earthly life.18

This coming to terms with the
mediate, outward experience of the

sents the optimal age for learning, a
direct result of the extensive plasticity
of the brain and the unfolding of the
intellectual faculties. Yet, throughout
most of this period, the child also
remains deeply immersed within the
affective dimension of holistic con-
sciousness, inherently attuned (at a
feeling level) to an apprehension of
beauty and an identification with the
fantasy and concrete experiences of
self and others.20

Coupled with the unfolding of the
intellectual faculties, the striving for
autonomy, and the gradual emer-
gence of an independent self-identity,
the affective milieu of middle child-
hood is rich in opportunities for learn-
ing and expression, and encompasses
the developmental period when the
child is most impressionable and
influenced by surrounding concrete
situations:

From the years seven to eleven ... the
child structures a knowledge of per-
sonal power in the world. This knowl-
edge of the self (one’s mind-brain-body
organism) as matrix grows through the
child’s physical interactions with the
physical body of the earth, much as the

or centuries, philosophers, poets, and
other thinkers have beheld the entry of
the infant into an earthly world from the
perspective of a divine birth, as if the
infant were a child in exile, having
descended from the high heavens into
an alien secular world and a helpless

physical being.

secular world develops during middle
childhood in the form of initial
attempts at independence of thought,
so that, in the mid to late periods of
this stage, the child begins to differen-
tiate self from significant others.? This
process culminates in the emergence
of a truly autonomous self-concept
sometime in the next stage of
adolescence.

Many developmental theorists have
noted that middle childhood repre-

early infant structured a knowledge of
the mother through sensory interac-
tions with her. Dramatic and profound
new modes of interaction unfold for
development during this late-
childhood period. Autonomy —
becoming physically independent of
parental help and learning to physi-
cally survive the principles of the phys-
ical world — is the goal of the period.
Development of this personal power
prepares for a shift of matrix [in adoles-
cence] from earth to self.2!
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With the emergence of an auton-
omous self-concept (sometimes referred
to as an existential awakening), the
abstract powers of the intellect come
into full use. The adolescent is able to
make connections between entities
that are purely theoretical distinc-
tions, far removed from his or her con-
crete and immediate experiences of
life.

As well, it is in this stage of con-
sciousness that an ethical awareness
of the world arises and the adolescent
becomes increasingly discerning of
moral inconsistencies in the behavior
of parents, teachers, and the world as a
whole. Where in the previous stages
of his or her development, the adoles-
cent trusted and depended on signifi-
cant others for care and guardianship,
and unconsciously invited authority
from them, he or she now closely
attends to their deficiencies and rec-
ognizes that they, like him or her, and
like the rest of the world, are inher-
ently fallible by nature. So too the ado-
lescent begins to construct an under-
standing of the world in which the
dream-like perceptions of earlier

stages are left behind in favor of an
engagement to the “truth,” in all of its
splendor and misery:

The first secretive thinking whereby
we look upon the world from our own
private corner and criticize and judge it,
arises with puberty. It brings with it the
first consciousness of goed and evil in
the world. To many children adoles-
cence brings the first realization that all
is not right with their home and par-
ents, with their teachers, with the
world at large. They have eaten off the
tree of knowledge of good and evil
They have become aware of misery and
oppression in the world, of temptation
and sin in themselves.22

Edmunds has succinctly expressed
the essential underlying character of
each of the developmental stages of
consciousness discussed above. In
infancy and early childhood, the
world is built on trust and goodness;
in middle childhood, the world is
apprehended through beauty; and, in
adolescence, the world is built on
truth.

A developmental model of
holistic consciousness

It is reasonable and worthwhile to
consider each of these three stages of
consciousness in relation to the
“Model of Holistic Consciousness”
presented in this paper, for the integ-
rative capacity of these two counter-
parts is immense (see Figure 2).

The stage of infancy and early child-
hood manifests itself within the
dimensions of spirit and affect. The
bond between infant and mother is of
the highest affective order, for the
dependency of the infant on the prim-
ary caregiver will never be greater.
(Remember, it is solely the affective
dimension which is interpersonal by
nature.) Yet the infant is also pro-
foundly connected to the spiritual
realm, for, through its divine birth, the
infant has descended from a world
well beyond the earthly experience of
the older child and adult. All of this
will almost certainly be soon forgotten
as the child’s connection with the
realm of spirit becomes less pro-
nounced, a direct consequence of

Adolescence

<

Middle
Childhood

Infancy
& Early
Childhood

Figure 2. A developmental model of holistic consciousness.
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maturation and socialization into a
secular world.?

Implicit within this process of
socialization is the emergence of the
capacity for language, and particularly
during middle childhood, the ability to
read and write. A fair explanation for
why the spiritual realm often does not
figure significantly after early child-
hood is the high degree to which the
older child’s experiences are largely
socially constructed (a function of
language and intellect) and inter-
preted, by the child, through secular
norms (essentially the rational postu-
lates discussed in the early parts of
this paper). Yet at the same time, a
strong connection with the affective
dimension is clearly maintained
throughout middle childhood, and
this connection fosters a capacity for
an appreciation of life. Clearly, this
appreciative response will be a crucial
source of nourishment with the rise of
ethos during the next stage of
development.

Adolescence is marked by the sharp-
ening of the abstract powers of the
intellect and the emergence of the eth-
ical dimension of consciousness. It is
in this stage that holistic conscious-
ness approaches maturity, for the
development of a capacity for concep-
tual thinking allows for the recogni-
tion of relationships and interdepen-
dencies between entitites far removed
from the concrete experiences of early
childhood. As well, world events that
exist quite apart from personal expe-
riences become increasingly impor-
tant to the adolescent — as does the
need to reconcile the suffering and
injustice endured within these events
with the desire to regain the implicit
security and trust of earlier childhood.

Many young adults abandon their
allegiance to ethos soon after its capa-
city for expression unfolds. They
clearly perceive the reality of suffering
within the world, but simply refuse to
engage it. Two factors relating to the
development of holistic conscious-
ness may offer possible explanations
for this all-too-common phenomenon.
First, a deeply rooted appreciation for
life may not have been successfully
established in middle childhood. (This
is the affective basis for ethos for
which I argue in earlier discussion.)
Second, the risk of engaging ethos
may simply be too great.

The spirit itself establishes the sense
of security and meaningfulness in
relation to the world that the adoles-
cent craves, but in the face of ethos
and absence of spirit, does not attain.
In earlier childhood, the adolescent’s
development of a sense of security
may have been hampered or even
completely blocked by abuse or inop-
portunity. Yet even in fertile ground,
the spirit, being the first dimension to
appear in childhood (i.e., at or before
birth), is also likely to be the first to
disappear as the infant matures.

describe the world of nature with this
as his constant background; not as a
theory, but in the mood with which he
describes plants and animals, the earth,
and the world of the stars.... At first, the
child hungers and thirsts for the divine
in the world of nature. Gradually — as
the child learns his own loneliness, his
own solitariness in life — he needs to
feel destiny, too, as a field where the
divine works.?4

Previous discussion has endea-
vored to establish the legitimacy and
necessity of fostering, throughout

e must continue to foster a spiritual

life throughout middle childhood and
adolescence, if only to maintain the effec-
tive functioning of ethos in adulthood.

Nevertheless, its potential importance
lasts for a much longer period than its
expression in the consciousness of the
child. Particularly when the chal-
lenges of the ethical dimension reach
their peak during adolescence or
adulthood, the spiritual realm is des-
tined to play an important role as the
primary maintainer of meaningful-
ness and purpose. Otherwise, the
challenge of ethos will simply be too
great to bear.

Although it may be an oversimplifi-
cation to argue that the abandonment
of ethos in adolescence or adulthood
results exclusively from the disap-
pearance of the spiritual realm in early
childhood, it seems that the spirit can
nevertheless play a crucial role in the
preservation of security, meaningful-
ness, and purpose during adolescence
and beyond. Thus, the imperative
arises that we must continue to foster
a spiritual life throughout middle
childhood and adolescence, if only to
maintain the effective functioning of
ethos in adulthood.

A spiritual pedagogy in practice

The element of joy and sorrow is
really everywhere ... it is through this
consciousness that the meaning of all
beings in their relationship to the
Ground of existence is to be appre-
ciated. The teacher needs to be able to

childhood, a spiritual consciousness
that remains secularly grounded
within the context of the ethical realm.
The final task of this paper is to begin
to explore the inherent constitution of
such a consciousness as it functions
within the context of a spiritual
pedagogy.

Unquestionably, one of the most
significant characteristics of the spir-
itual realm is its intuitive attachment
to the natural world. The extent to
which this connection is instilled in
the child at an early age is indicative of
the degree to which a healthy appre-
ciation of life and participation in life
will effectively set the stage for a well-
functioning ethos in adolescence.

The need to view humankind as
being at one with nature, intimately
interconnected with its functioning, is
a common theme within the episte-
mology of holism. From the ecological
perspective, humankind is viewed as
being an implicit part of nature, ines-
capably connected with its workings,
functioning, and ultimate destiny.

An apprehension of this intercon-
nectedness occurs through two
modes. First, the spirit, in its quest for
meaning, empathizes with the under-
lying and shared conditions that unify
the balance of the natural world and
humankind as one. From a cognitive
perspective we may choose to name
these shared conditions as finiteness,
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the need for nourishment, and so
forth; nevertheless, the spirit, by its
very nature, remains unmediated by
these symbolic representations, yet
still clearly attains the same, if not
often more profound, intuitive
understandings.

By contrast, the spirit is also deeply
rooted within an ecological context
and seeks to establish the essential
interdependency that exists among
the organisms of the natural world.
This is achieved by celebrating and
empathizing with the unique contri-
butions of individual plant and animal
species to the preservation of life on
this planet and the maintenance of the
ecosystem.

By way ofillustration of this second
mode, consider Nor Hall’s argument
for a spiritual reconnection between
humankind and the natural/physical
world through what she terms

the soul-felt, necessary enactments of
the interrelationship between human
beings and the green-life, rock-life,
animal-life, and plant-life. We are com-
ing to a point in our habitation of earth
where these rituals respecting nature
are necessary. (We need ways to recog-
nize collectively the spiritual dimen-
sion to water cycles and fuel cycles, for
example — ways to recognize our
essential dependence.) Is there a way to
re-enact the fact that man is as much
dependent upon and part of the fossil
fuel he burns as the primitive hunter
was dependent upon and part of the
deer he ate? Ancient fears of physical
survival are coming up again out of a
necessity to balance the very great fears
of psychic survival that characterize
our time.?

Clearly, it is a twofold recognition of
our essential solidarity with the bal-
ance of nature and our dependence on
it for mere survival that the spirit
seeks to apprehend. Therefore, within
the context of a spiritual pedagogy, it
is of paramount importance that the
holistic educator instill (and sustain)
in the child a profound appreciation
and respect for nature and its
workings.

Friedrich Froebel (1782-1852), edu-
cational philosopher and founder of
the kindergarten, similarly envisioned
the learner’s apprehension of the nat-
ural world. He wrote that the child

should early view and recognize the
objects of Nature in their true relations

and original connections; he should
learn by his longer walks to know his
own neighborhood from beginning to
end; he should roam through the
adjoining country; he should climb to
the highest points, that he may survey
the connection of the whole surround-
ing country, and be able to describe it to
himself.... By his own observation and
his own discovering, by his own notice
of this continuous and vivid coherence
of Nature, by the direct view of Nature
itself, not by explanations in words and
ideas for which the boy has no intui-
tion, there shall dawn upon him early,
and, however dimly at the beginning,
yet more and more clearly, the great
thought of the inner, continual, vivid
connection of all things and pheno-
mena in Nature.?6

In many ways, the outdoor envi-
ronment surrounding the school is the
classroom of the holistic educator.
Through careful observation, wander-
ings, and pilgrimages, the child slowly
becomes aware of his or her profound
spiritual connection with the natural
world. Yet such a realization can be
fulfilled only through direct empathic
contact with nature, a contact whose
ultimate conclusions are seemingly
personally constructed, yet collec-
tively intuited.

Complementing the child’s immer-
sion experience into the natural world
is the high degree to which he or she
embraces the ““dream pictures”

truthif it brings revelation of the spirit-
ual world from which he has come. It is
this deep sense for truth which lived in
the folk of long ago and which meets us
today in folklore, in fairy tales, in the
great mythologies and sagas. The pic-
tures these contain give nourishment
to the people as a kind of heaven-born
milk. The young child needs and longs
for that kind of nourishment, not for
what is merely fanciful nor for what is
prosaically true, but for imaginative
pictures which breathe of a higher real-
ity. What is thus nourished through the
picture will later grow into a faculty for
virile, penetrating thought.27

Fairy tales and mythology engage
the affective and spiritual dimensions
of consciousness in early and middle
childhood and, through their connec-
tions with other holistic curricula, give
rise to creative pursuits such as
drama, story-telling, and painting,
There is also an abundance of material
within the myths of yesteryear to
engage the emerging ethos, by way of
archetypal symbols, such as good ver-
sus evil, heroism versus wickedness,
reward versus punishment, imprison-
ment versus liberation, and ignorance
versus realization.2

The child’s yearning for rhythm

The spirit is physically grounded
within the individual as it expresses
itself through the gross and fine work-

ithin the context of a spiritual

pedagogy, it is of paramount impor-
tance that the holistic educator instill
(and sustain) in the child, a profound
appreciation and respect for nature and

its workings.

handed down from ancestral ages of
long ago. Not surprisingly, height-
ened receptivity to and identification
with the myths and legends of such
distant ages emerge naturally in the
consciousness of the young child, who
still being

very close to his prenatal origin, brings
into the world a deeply intuitive
knowledge of what is true. Somewhere
in his being he knows that truth is only

ings of the body. Particularly in regard
to the development of the young
child, the mechanics of the body and
the healthy development of the spirit
are intimately connected. Through
explorations of movement — what we
may essentially term spirituality in pro-
cess — a sense of self is established that
acknowledges and celebrates the sig-
nificant degree of autonomy one has
over one’s physical actions:
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Children at age four or five receive
satisfaction from the act and effort of
painting. Putting paint on the brush,
mixing colors, making the paint move
around — up or down the page, mak-
ing one color run into another are parts
of a process which provide satisfaction
in the effort required, with little or no
need to end up with a finished piece of
work. It is painting, not the painting,
that matters to the child.?

Intimately connected with the spir-
it’s physical manifestation in the body
is the high degree to which the child
subconsciously yearns for rhythm in
his or her metabolism and
surroundings.

Manifest within the steady pulse of
blood through the cardiovascular sys-
tem® and the habitual intake of air

and purpose can emerge from a spir-
itual pedagogy.

The philosophy of holistic educa-
tion, from which such a spiritual
pedagogy emerges, affirms the need
for our educational system to work
toward: the decompartmentalization
of the curriculum; and the legitima-
tion of

® a broadened subject base that
includes issues and themes of global
importance;

e forms of knowledge beyond mere
reason and intellect, including spiritual,
affective, and ethical knowledge;

¢ alternative methodologies that har-
ness these complementary forms of
knowledge and help to make a broa-
dened subject base more accessible to
students.

rough explorations of movement —
what we may essentially term spiritu-

ality

in process — a sense of self is estab-

lished that acknowledges and celebrates
the significant degree of autonomy one
has over one’s physical actions.

through the lungs, the rhythmic sys-
tem clearly reveals itself within the
behavior and functioning of the child.
For example, thumb-sucking and
rocking are essentially rhythmic
movements, since they are cyclical
and consistently maintain a steady
“beat” over time. So too is the running
of a stick over evenly spaced railings,
swinging one’s legs when perched on
a highchair, and the common child-
hood practice of walking between (or
alternatively on) the cracks of the
sidewalk.3!

The cravings of the rhythmic sys-
tem are also associated with the
child’s need for routine, structure, and
interpersonal security. That is, the
young child yearns for a cyclical day-
to-day routine and a safeguarding
classroom structure. So too he or she
puts the utmost faith in the classroom
teacher and subconsciously counts on
receiving leadership from the teacher,
a security-need whose satisfaction
essentially determines the depth and
intensity to which meaningfulness

Clearly, it is only within the context
of these educational reforms that a
pedagogy of the spirit can ever truly
hope to embrace the underlying
dynamics and potentialities of the
spirit toward actualization. The
wonder of the natural environment,
the child’s intuitive connection to the
ancestral ages of long ago, and yearn-
ing for rhythm — all of these dynam-
ics must necessarily remain unme-
diated by the intellect and kept
undiluted by rational explanation.
Otherwise, the spirit’s resilience is
soon lost and its capacity for actualiza-
tion is undermined.

Consider the possibilities that
openly present themselves when we
embrace the ordinary from a new
perspective, and then use this discov-
ery as nourishment for a child’s mat-
uring spiritual consciousness:

[The children] are asked to look —
closely, lying on their stomachs in the
forest, crawling through the bog ..
submerged like frogs in a marsh, roots
in a forest, or fish in a pond... They

examine the buried leaves of a pond
lily, dead insects in a pitcher plant ..
and combative spiders on a crowded
hummock. They squint, crawl, slither,
tunnel and slide — hold their nose,
cover their eyes, plug their ears .. and
lock their arms. And, they laugh and
scream and moan and shout and howl
and shriek and cheer and squeal and
exclaim.... From the sounds of boys in a
marsh ... we have learned that the most
poignant moment is that precious
second of ecstasy that comes quickly,
but lasts forever in memory.??

We have no rational postulates to
assist us in apprehending the wonder
and majesty of the natural world.
Only by engaging the spirit in a
genuine search for something of
which we are but one simple element
in the unity of the whole (and most
certainly not the masters of this
whole) can we gradually grasp a sense
of the spectacle of life and the magnifi-
cence of nature’s implicit structure.
Essentially, harnessing the dimension
of spirit requires of us a conscious
acknowledgement of our incomplete-
ness as human beings and reverence
for a far deeper purpose than our ato-
mistic conception of the world will
allow.

Instilling such reverence should
clearly be among our highest educa-
tional priorities. Yet such an ambition
is bound to remain unrealized until
we can find ways of reformulating
existing disjointed and fragmented
educational programs. To this end we
need to revitalize the integrity of our
existing programs through a baseline
rationale that places all curricula
within the ethical contexts of our
world. Concurrently, we need to pro-
vide children with opportunities to
embrace such an agenda for its own
intrinsic value and, particularly
beginning in adolescence, out of a
concern for the quality of life on this
planet and its very survival.

Yet our capacity to engage ethos is
only viable to the degree that we can
formulate a more favorable concep-
tion of our world. Formulating such a
conception remains the most pressing
task of a spiritual pedagogy. Either we
collectively embrace such a task with
sufficient determination and open-
ness to see well beyond a world of
suffering and injustice, or we succumb
to the ominous forces of destruction
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and oppression. The decision, it

appears, is ours to make.
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so that all phenomena (at least in theory) can
be explained in terms of complex cause-and-
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Holism and Meaning

Foundations for a Coherent Holistic Theory

Since the mid-1970s, an approach generally known as holism
has been emerging in science, medicine, psychology, education,
and social theory. Holistic thinking has been applied by numer-
ous practitioners in the healing arts and education, often with
significant success, and it has been popularized by the writings
of Theodore Roszak, Fritjof Capra, Marilyn Ferguson, Willis
Harman, and others. But so far holism has failed to attract the
serious attention of more established scholars and theorists. It is
perceived to be a quasi-religious popular movement, part of the
“New Age” phenomenon, which is largely disdained by critical
intellectuals. The aim of this paper is to propose that holism is,
in fact, a legitimate, coherent,

by Ron Miller

Ron Miller is editor of Holistic Education
Review and author of What Are Schools
For? Holistic Education in American
Culture. This paper was written in prepara-
tion for a presentation on holistic education
to the Network of Progressive Educators
conference, St. Paul, MN, April 13, 1991. It
was also inspired by conversations and
correspondence with Kathleen Kesson-
Hatley, Ed Clark, Jeffrey Kane, Charles
Jakiela, Steven Gelb, and David Purpel, and
by the author’s efforts to build an educa-
tional movement on behalf of the Global
Alliance for Transforming Education.

and powerful critical theory

The holistic vision, if it is to make an impact
on the present culture, needs to be clarified
and translated into language accessible to
other intellectual and social movements. One
way to achieve this task is to identify various
levels of holistic interpretation, each appro-
priate to particular social and cultural issues.

offering profound insights
into modern culture’s most
crucial issues.

In order to establish holism
as a legitimate intellectual
approach, it is necessary to
define and clarify its philo-
sophical and methodological
foundations. Despite the
growing literature on holistic
thinking, this has not yet
been satisfactorily achieved. By and large, holistic writers have
focused their critique on the “mechanistic” or Newtonian/
Cartesian worldview of the scientific/industrial age, and offered
holism as the one comprehensive remedy, without recognizing
that there are other fundamental sources of our cultural prob-
lems, or acknowledging other critical perspectives on modern-
ity. Bridges need to be built between holism and critical theory,
between holism and progressive social movements, between
holism and “reconceptualist” thinking, “deconstructionism,”
and other so-called post-modern approaches.

Such bridges simply cannot be constructed without a coher-
ent holistic theory. First, we need to address gaps or contradic-
tions in our own thinking. We throw around words such as
“spirituality,” “consciousness,” “paradigm,” and “global” with-
out often pausing to define exactly what we mean. Recent papers
in Holistic Education Review have called this carefree attitude to
our attention, suggesting that there are, in fact, problematic
aspects to such terms.! To take one example, what is the rela-
tionship between personal spiritual growth and social change?
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Does the one necessarily bring about
the other, or do we need to address
both facets of human life? In the
absence of a coherent, critical holistic
theory, such questions are not often
enough raised.

Perhaps a major reason for this is
that holistic approaches reflect, to a
rather significant extent, assumptions
that are intuitive and implicit rather
than clearly articulated. The holistic
healer or educator simply knows that
there is something more to the human
being — some spiritual essence that
transcends physical symptoms and
social conditioning — which needs to
be taken into account. But we do not
often describe this essence in lan-
guage that serious scholars, or a skep-

Holism must not adopt an aloof, mis-
sionary attitude toward other perspec-
tives, as it has often done, but must
begin to engage in genuine dialogue
with them. We must learn to speak in
languages other than our own, and to
appreciate the value of other world-
views. If “wholeness” is, indeed, the
truth of the cosmos, then any genuine
search for truth will arrive at it, even-
tually. And any genuine search must
involve honest dialogue. The discus-
sion that follows is intended to be the
opening of such a dialogue.

The basis of holism

As holistic educator Edward T.
Clark, Jr., has explained, holism rests

’171e fundamental task of holism is to
take insights that are essentially
mystical — derived from intuition,
enlightenment, or the surreal world of
quantum mechanics — and articulate
them in languages that speak to the
conditions of our present culture.

tical public, can accept, and so our
efforts are generally dismissed as
“New Age” romanticism. We need to
be able to demonstrate that what we
know intuitively can be discussed
thoughtfully, carefully, rationally. The
holistic movement needs to balance
its enthusiasm for “right brain”
insight with a deeper respect for “left
brain” explanation. This is dry and
academic in comparison, but it is a
vital aspect of our work.

Yet even when holism has been
given sophisticated expression, as in
the work of thinkers like Carl Jung or
Rudolf Steiner, the scholarly com-
munity still refuses to take notice. My
sense is that holistic thinkers tend to
take too much for granted; once we
have discovered “wholeness,” it
seems so self-evident to us. We
wonder how any sincere person,
exposed to this truth, can fail to see it.
But we forget that other thinkers have
their own understandings of the
world, often painstakingly achieved.

on one very simple principle: Every-
thing in the universe is connected, in
some way, to everything else2 De-
spite the classifications and dichoto-
mies we can make intellectually, despite
the prevalence of conflict and violence,
despite the objective appearance of
separateness, the cosmos is ultimately
a Whole, a unity, a fantastically com-
plex system of relationships. Some-
times these relationships are obvious,
as in an ecosystem. In environmental
education, there is an exercise in
which students represent different
animal and plant species, and pass a
ball of yarn back and forth as they
describe how each species depends
on another for food, shelter, or pollina-
tion. By the end of the exercise, the
circle of participants is intricately
interconnected by a beautiful web,
which is a perfect metaphor for
wholeness. Other connections, such
as the gravitational pull between dis-
tant stars, are far more subtle and
faint.

Holism asserts that everything exists
in relationship, in a context of connec-
tion and meaning — and that any
change or event causes a realignment,
however slight, throughout the entire
pattern. “The whole is greater than
the sum of its parts” means that the
whole is comprised of a pattern of rela-
tionships that are not contained by the
parts but ultimately define them.
Holism, then, stands in stark opposi-
tion to the method of reductionism,
which holds that analysis, dissection,
and strict definition are the tools for
understanding reality. Holism asserts
that phenomena can never be fully
understood in isolation; it asserts that
reductionism can only give us a partial
view of anything it dissects. The part
may be useful for some limited pur-
pose, but the more we manipulate the
world to suit our limited purposes, the
more unforseen consequences our
actions have on the larger context.
This is the primary source of the global
environmental crisis, according to
holistic thinkers. Our culture’s inces-
sant search for technological achieve-
ments has brought about widespread
disruptions in the ecosystem. We have
faster automobiles and jets, but also
oil spills and the greenhouse effect. We
have nuclear energy, but also rising
cancer rates. Every action affects the
larger context in profound as well as
subtle ways.

This principle of cosmic wholeness
is the very core of holistic thinking. It
is holism’s most powerful insight, as [
hope to show. But it is also a grandiose
claim, which makes it highly difficult
for other perspectives to digest! And
precisely here is where holistic
thinkers need to roll up their sleeves
and begin the work of dialogue. We
need to translate this insight of
wholeness into a theory that is well
grounded in various intellectual and
cultural contexts. The fundamental
task of holism is to take insights that
are essentially mystical — derived
from intuition, enlightenment, or the
surreal world of quantum mechanics
— and articulate them in languages
that speak to the conditions of our
present culture. I believe that the key
is for holistic theory to describe multi-
ple levels of wholeness that are each
appropriate to particular intellectual,
existential, or practical issues. Outlin-
ing these possible levels, and discuss-
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ing their relationship to other intellec-
tual approaches, is the focus of the
remainder of this paper.

Levels of wholeness

To begin with the principle of
holism, rather than reductionism,
means that we never lose sight of the
fundamental interconnectedness of
all phenomena. In identifying “levels
of wholeness,” we state up front that
our classifications are arbitrary and
fluid, holding relevance for particular
intellectual or social problems as we
presently perceive them. We would
caution any specialist working at one
particular level to frequently check
their assumptions and conclusions
against the context provided by adja-
cent levels, and by the principle of
cosmic wholeness. No level, however
carefully defined, is complete in itself.

But in our everyday world, in the
projects we have taken on, the maxim
that “everything is connected to
everything else” does not have much
practical relevance. We could not
build a house, or perform medical
treatments, or compose a symphony,
or conduct a school, if we had to stop
first to consider all the possible mean-
ings and consequences of our every
action! Holistic theory, then, must rest
on a second basic principle: flexibility.
Our theory must be sensitive and
nimble enough to determine which
level of wholeness is appropriate to
the task at hand. Cultural historian
Hayden White once suggested thatan
observer of culture should be a “brico-
leur, a handyman or tinkerer,” some-
one who is not attached to a rigidly
fixed methodology or theory, but who
can respond resourcefully to prob-
lems as they arise. Thig is a model that
holism, in order to offer a truly useful
perspective, must embrace.

For my purposes here, let me pro-
pose five levels of holistic interpreta-
tion: the person, the community, the
society, the planet, and the cosmos.
This will keep the following discus-
sion manageable, and especially rele-
vant to educational issues. Certainly
for other purposes, other levels would
be appropriate: A holistic physician
would be interested in the wholeness
of the organism; a holistic therapist
would be interested in the family sys-
tem; and a social scientist might dis-

tinguish between culture (as belief
system) and society (the institutional-
ized power structure), to give a few
examples. But these five will show us
how holistic theory might approp-
riately range among different levels.

The whole person

Holistic educators are always con-
cerned with what they call the whole
child, whole human being, or whole
person. After extensive interviews
with 60 holistic educators from var-
ious alternative movements, I came to
the conclusion that the concept of
whole person contains several essen-
tial elements:*

Intellectual. This is, of course, the
traditional domain of education. It
involves the ability to learn and
remember relevant information; to
think creatively and critically; to com-
pare, analyze, ask questions, and solve
problems.

Emotional or affective. This
includes students’ concerns, the
things that move them, interest them,
pose existential opportunities or con-
flicts. Holistic educators aim for psy-
chological health — often summar-
ized in the concept of self-esteem — in
order to free students to deal with
these concerns effectively. This may
involve an explicit concern with the
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hidden, unconscious forces of person-
ality, and the use of methods such as
visualization and meditation.

Physical. This includes not only
health, nutrition, and physical fitness,
but also the awareness that the body
holds onto emotional tensions and
traumas that are not effectively dealt
with. Also, the body is capable of
expressing tacit knowledge that is not
easily translated into verbal or
mathematical language, through
crafts and the mechanical arts, for
example, or through dance.

Social. Every person develops in a
social context; not only language, but
basic emotional characteristics are
formed in interaction with others, par-
ticularly in the child’s first few years.
In seeking to make human interactions
nurturing and supportive to all
involved, holistic education is neces-
sarily moral in nature.

Aesthetic. Holistic educators take
very seriously the human love of
beauty. The arts — graphic and per-
forming — hold a central and exalted
role in most holistic educational
approaches. Imagination and creativ-
ity — the natural desire to give form to
ideas and feelings — are highly
respected and encouraged.

Spiritual. Holistic educators recog-
nize that there is a part of every person
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that is “immutable and mysterious”s
— an inner core that lies beyond the
physical, social, and other sources of
personality. Whether they use tradi-
tional religious terms (“soul” “the
divine within”) or the language of
depth psychology (“the higher self”),
to describe this core, holistic educa-
tors recognize it as the very essence of
the person.,

Atthelevel of the individual person,
then, holism asserts that each human
being is a complex, interrelated sys-
tem of abilities, potentials, and crea-
tive energies. To pin a reductionistic
label on the student, such as “learning
disability” or “hyperactive” or “at
risk” — or to classify students accord-
ing to grades and scores — and then
to treat the person accordingly, is to
ignore this complexity. A student’s
learning problems may primarily be
intellectual (or “educational,” in the
conventional sense), but they cer-
tainly involve a web of related issues:
the student’s sense of self-worth, his
or her position in the classroom and
school community, the expectations
of his or her family (which may reflect
class, race, or other societal issues), as
wellas cultural forces which may have
defined “learning” too narrowly, in
ways that are alien to this particular
person’s life. Thus, even at the level of
the individual person, holism calls for
aradical overhaul of education as well
as other social institutions based on
reductionist and technocratic assump-
tions. No person is simply a “case,” or
a test score, or a citizen, or a worker.
Children are not a national “resource”
to be utilized by the state or by indus-
try; every human being is too complex,
too whole, to treat with such ruthless,
utilitarian reductionism,

Wholeness in community

Community refers to the group of
people with whom one has frequent,
meaningful interactions on an ongo-
ing basis, In education, the classroom
is clearly a community; the entire
school, including the families of its
students, is potentially a setting for a
rich community life. The village or
neighborhood can also be experienced
as a larger community, with which a
school may have important relation-
ships,

A holistic perspective is concerned
with the quality of human relation-
ships within a community. A com-
munity is more or less whole to the
extent that these relationships are
characterized by open and honest
communication, genuine concern for
the integrity and welfare of each
member, and a mutually accepted
process of decision making. Many
theorists have addressed the philosoph-
ical issues and social-psychological
dynamics that affect the quality of
community life. This paper is not the
place to review that extensive litera-
ture;® the point here is that a holistic

striving for wholeness celebrates
diversity and individuality. Genuine
democracy thrives on variety. Diverse
perspectives, shared and debated in
an atmosphere of trust and goodwill,
enrich one another and ultimately the
entire group. The whole then becomes,
indeed, greater than the sum of its
parts.

Holism and society

Holistic social theory calls attention
to what it sees as modern society’s
dominant values: an imbalanced

olistic educators recognize that there

is a part of every person that is
“immutable and mysterious” — an inner
core that lies beyond the physical, social,
and other sources of personality.

approach to community actively
strives for the fullest realization of
democratic, personalistic values pos-
sible within a given setting. It will
pursue whatever course is necessary
to foster greater communications,
mutual personal concern, and demo-
cratic decision making; this may
involve examination of the group’s
philosophical stance, individual or
group counseling, special community
projects or retreats, and/or appro-
priate political activism needed to free
a community from outside control.

A holistic sense of community life
aims for more intensive, more genuine
interaction between people; if the per-
son is seen holistically, then engage-
ment between persons involves many
levels — intellectual, emotional,
moral, aesthetic, spiritual. Such a
community does not rest content
with passive obedience to rules and
authority, but fosters active commit-
ment to community life. It does not
equate democracy with voting, but
encourages a greater degree of
informed, concerned, enthusiastic
participation in the daily life of the
community. It does not lock members
into roles, but allows fluidity and
growth. And finally, a community

emphasis on unlimited economic
growth, technological control over
nature, and the accumulation of
power. It holds that these values have
supplanted more humane, spiritual,
and ecologically wise values, such as
personal and community wholeness
and environmentally sustainable
economic development. But while
this focus on values is highly useful,
holism still needs a more rigorous and
convincing approach to the inher-
ently political nature of social prob-
lems. For the most part, holistic theory
has attempted to apply insights from
other levels — personal, community,
global, and cosmic — to explain these
issues, and has not adequately
addressed the specifically political
and ideological sources of such prob-
lems as inequality, racial and gender
discrimination, imperialism, milita-
rism, and violence. It also needs to
examine more closely the ways in
which dominant ideologies are per-
petuated, not only through outright
propaganda, but subliminally, in the
structure of language itself” As I have
written elsewhere, a culture educates
far more thoroughly and definitively
than do teachers in classrooms. This is
the level at which holistic theory has,
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so far, been least adequately devel-
oped, especially in comparison with
other critical theories.

To the extent that holism has
focused on these issues, as in the work
of Hazel Henderson, E.F. Schumacher,
Mark Satin, and others, it is most
commonly associated with the
“Green” political movement that has
emerged in various nations in recent
years. Green thinking is not simply
radical environmentalism, as it is often
portrayed in the mainstream press.
Rather, it is a call for a substantive
decentralization of political and eco-
nomic power. A central “pillar” of
Green philosophy is grass-roots
democracy, a principle implying the
active participation of individuals and
communities in social decisions (poli-
tical, economic, technological) that
affect the quality of their lives. Green
(or holistic) political theory is “neither
left nor right”; it opposes the concen-
tration of power in the state as well as
in massive corporate entities, and
seeks instead to empower the person
and the community, presuming that
they will be enlightened by “Green”
values such as peace, justice, and
environmental sustainability — in
short, reverence for all life.

However, the Green movement,
especially in the United States, has
failed so far to become a potent politi-
cal force. It has been damaged by
internal divisions, often fiercely parti-
san. Part of the reason for this, I think,
is the difficulty of applying holistic
values from the cosmic and global (and
personal and community) realms to
issues that require coherent political
insight. If Green thinking is neither
left nor right, then what is it? Greens
say they are, instead, “out in front”;
but just what this means has not yet
been made clear enough.

A whole planet

In the past two decades, an ecologi-
cal paradigm — a concern for systems,
patterns, and relationships rather than
bits of data — has been attracting
adherents in the hard sciences (physics,
chemistry, neurophysiology) as well
as the “soft.” Researcher/theorists like
David Bohm, F. David Peat, Ilya Prig-
ogine, Rupert Sheldrake, Sir John
Eccles, Karl Pribram, and others on the

leading edge of scientific thought are
establishing ecological thinking as a
legitimate, indeed theoretically super-
ior, way of interpreting physical and
biological phenomena. The implica-
tions of this still-emerging paradigm
are enormous.

To begin with, the field of ecology
proper — the integrated study of nat-
ural habitats and ecosystems — has
helped transform the environmental
movement from a polite, sportsman’s
interest in “conservation” to a sus-
tained and radical critique of indus-
trial society itself. Whether expressed
in the leftist “social ecology” of Murray
Bookchin, the “deep ecology” critique
of anthropocentrism by Arne Naess,
the “bioregional” perspective advo-
cated by Kirkpatrick Sale, or the “eco-
feminist”’ critique developed by
Charlene Spretnak and others, the
radical ecology movement has
exposed the fragmentation, aliena-
tion, and violence inherent in modern
culture’s orientation toward the natu-
ral world. All of these movements seek
to reclaim a sense of wholeness — a
healed relationship between human-
ity and the larger context of evolving
life of which humanity is only one
part.

Ecological thinking has been
further galvanized by the “Gaia
hypothesis” developed by biologists
Lynn Margulis and James Lovelock.
They suggest that the Earth is a com-
plex, harmonious, self-regulating sys-
tem of dynamic processes — in a sense,
a living organism8 This view of the
planet as an integrated whole has been
experienced literally by means of our
flights into space. Photos of Earth
taken from spacecraft, and many
astronauts’ (and cosmonauts’} pro-
found experiences of wholeness and
oneness — verging on mysticism —
have suggested that the planet is,
indeed, a precious and unique treasure
with an integrity of its own — a tiny
and fragile oasis of life in the vast black
emptiness of space.® This moving
image, now emblazoned on posters,
publications, and flags, is perhaps the
most powerful and recognizable sym-
bol of the holistic movement.

But global holism does not rest
merely on symbolism. Holistic theor-
ists, like other observers, recognize
that in recent years the nations of the
world have become profoundly inter-

connected by trade, by communica-
tions technology and the news media,
by an increasingly global culture (dic-
tated, so far, largely by Hollywood
and multinational corporations).
Holistic theory emphasizes that
humanity as a whole is becoming a
vastly more closely knit (if still largely
contentious) community:

From our living rooms we see Chinese
students and Polish babushkas, and
our media and lifestyles cross their
borders. History in-the-making happens
before our eyes. We celebrate the good
news and suffer the bad, together, as a
family, in ways that have no precedent.®

In addition, we now face the realiza-
tion — again, in ways that have no histor-
ical precedent — that environmental
problems are global in scope. Issues
such as rainforest destruction, the
greenhouse effect, ozone depletion,
chemical and radiation leakages, and
the elimination of thousands of spe-
cies transcend national and cultural
borders; they are planetary issues, and
their solution requires global coopera-
tion. So too with the massively de-
structive power of modern warfare; in
the past, alliances of nations could
pummel each other with guns and
artillery, without threatening the
existence of all of humanity, but this is
obviously not the case with the wea-
pons of today. What is indicated for
the survival of humanity is a coopera-
tive global alliance of nations.

The cosmos

Here at last we come to the most
grandiose, controversial, yet vitally
essential characteristic of holistic theory
— its profound respect for the spiritual
dimension of human existence. We
need to be very thorough in our de-
scription and interpretation of this
realm, for it is an unending source of
misunderstanding, dichotomizing,
and conflict. By its very nature it is
ineffable; that is, we cannot, with the
tools of rational thought and language,
adequately convey the full reality of it.
Spirituality transcends all our intellec-
tual efforts, all our theorizing, all our
ready-made categories and classifica-
tions. Whatever we attempt to say
about it can represent only a partial
view. But holism asserts that it is des-
perately important at least to attempt
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to gain this partial view — at least to
point a way toward the spiritual
region of existence. For here is the
ultimate and genuine source of our
identity — the primary Whole, the
complete context that gives meaning
to our being.

Anna F. Lemkow, in her definitive
study of holistic thought, associates
holism with “the perennial philos-
ophy,” a phrase coined by Leibniz and

we cannot completely fathom it. But
holism asserts that we cannot simply
ignore metaphysical questions, either,
and still hope to say much that mean-
ingfully addresses our most pressing
existential questions. Philosopher
Huston Smith calls contemporary
thinkers back to the consideration of
metaphysical questions. In his writ-
ings Smith refers to the holistic
worldview/perennial philosophy as

very phenomenon, at every level of

complexity and wholeness (except the
cosmos itself), requires a larger context to
give it meaning — to make it fully real.

popularized in this century by Aldous
Huxley. It refers to “a core wisdom
tradition” that is found in every major
religious and mythological tradition
throughout recorded history. Lemkow
identifies its principle teachings as
these: “the oneness and unity of all
life; the all-pervasiveness of ultimate
Reality or the Absolute; the multidi-
mensionality or hierarchical character
of existence.”!! In terms of holistic
theory, this tradition appears to be
pointing to the fotal pattern of rela-
tionships throughout the universe,
the all-inclusive context within which
everything is related, connected, and
ultimately united. By hierarchical,
Lemkow refers to the relationship
between the “levels of wholeness,” as
I am describing them here.2 An indi-
vidual person is a whole system, but is
contained in community, which is a
more inclusive (more whole) system.
But then community is surrounded
by, and infused with, and given mean-
ing by, the affairs of the larger society;
and any given society is but one
member of the global family of
humanity; and finally, even the
human species as a whole, along with
its host planet, is contained in the all-
embracing wholeness of the cosmos,
the Absolute, the scope of which we
cannot fathom.

Of course, it is a central tenet of
modern (and “post-modern”) think-
ing that metaphysics — that is, specu-
lation on the ultimate nature of reality
— is to be avoided, precisely because

the “primordial tradition,” and points
out that it has always been seriously
concerned with the hierarchy (or
“holarchy”) of existence. According to
this tradition, phenomena are consid-
ered to be more real to the extent they
“possess more of the properties of
being per se,” properties such as
power, duration, unity, and impor-
tance.® In considering my proposed
“levels of wholeness,” we might say
that each “higher” level is character-
ized as demonstrating each such
property to a higher degree. The cos-
mic or “spiritual” level is that which
holds maximum or absolute power,
duration, unity, and importance. As
Smith observes, these are the qualities
ascribed to God.

Whether we retain traditional relig-
ious language and refer to this Abso-
lute source of being as God, or use the
terms of other traditions (e.g,, the Tao),
or adopt the more modern-sounding
language of depth psychology (e.g,
collective unconscious, higher self) or
even physical science (e.g, David
Bohm's “implicate order”), the point is
this: Every phenomenon, at every
level of complexity and wholeness
(except the cosmos itself), requires a
larger context to give it meaning — to
make it fully real. Beyond all phenom-
ena that we can experience directly —
from person to planet — there is an
ultimate source of meaning and reality,
an all-encompassing context. If we
refuse to consider this cosmic whole,
and continue to approach phenomena

as though detached from this context
(this is, of course, the essential
approach of modern, utilitarian con-
sciousness), then we will succeed only
in severing the existential connections
between ourselves and the world,
alienating ourselves from nature, from
community, from wholeness. Accord-
ing to the holistic perspective, the
characteristic problems of modern life —
personal neurosis and heart disease,
family and community breakdown,
drug and alcohol addiction, crime and
violence, and degradation of the
environment — are direct manifesta-
tions of the “de-enchantment of the
world,” which we have brought about
by suppressing our awareness of the
Whole. Modern life produces ingenious
technological gadgets and promises
exciting opportunities for personal
and professional success (for some,
anyway) — but to an astounding
degree, our lives are devoid of meaning,
Modern culture, quite literally, is
starving the human spirit.

I use the word spirituality to refer to
this realm of ultimate meaning. Of
course it is a loaded word, associated
with conventional religious concepts,
and it is guaranteed to annoy many
scholars.* But I do not know of a bet-
ter term to capture the fullness of this
cosmic wholeness. Through the ages,
the religious sensibility has been the
primary keeper of the holistic vision.
Despite the superstitions, dogmas,
and violence associated with many
religious institutions (which is what
secular scholars find so repugnant,
and rightfully so!), the core teachings of
religion — the mystical or so-called
“esoteric” heart of the world’s relig-
ions — point toward the ultimate
wholeness and meaning of the cos-
mos, and our place in it.!15 Spirituality
is not superstition, but an orientation
to our existence that recognizes
wholeness, relationship, context,
meaning — including the ultimate
source of meaning. In terms of the
“levels of wholeness” model, cosmic
wholeness is not to be seen as “super-
natural,” even though it is, to our
limited point of view, ineffable. Whole-
ness is an inherent attribute of nature, and
absolute wholeness is the ground
upon which nature exists — the
ground of being, the Tao.

Since spirituality is vitally con-
cerned with wholeness and relation-
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ship, it engenders our highest moral
values —compassion, humility, altru-
ism, peace, justice, and love. Indeed,
each of the traditions within the per-
ennial philosophy instructs the
novice to cultivate these values dili-
gently. The perennial philosophy —
holism — is not a dogmatic theology,
not an intellectual weapon with which
to beat unbelievers over the head; it is
an inward discipline, a cultivation of
the finest qualities of the human spirit.
The “core wisdom” of the world’s relig-
ions teaches that it is not the intellect
acting autonomously, but the heart,
that can truly perceive the sources of
wholeness. This is bound to be frus-
trating (or ridiculous) to the intellec-
tual — but there it is. Even as we work
to give holism a coherent theoretical
basis, here is where our effort can go
no further; we can point the way
toward wholeness with intellect and
theory, butiit can be fully experienced
only inwardly, in the soul.

Finding the appropriate level

For holism, spirituality informs our
understanding of all other levels of
being. The absolute context is not
“above” the experienced world, but
present within it, as meaning. This is a
rough translation of the perennial phil-
osophy’s teaching that “the Kingdom
of God is within you.” At the personal
level, for example, the holistic educa-
tors linterviewed would not be able to
talk about the spiritual aspect of per-
sonality without the context of ultimate
wholeness. We cannot fully describe
personhood in personal or social
terms alone; the “immutable and mys-
terious” core self is the cosmic context
of the person’s life.

Similarly, at the level of community
or even society, we could not convey
the full meaning of such values as
mutual concern, compassion, justice,
or peace without their universal con-
text. To be sure, many people fight for
such ideals all the time without invok-
ing spirituality. But it is useful to con-
sider the difference between ideology,
which may be described as intellec-
tual concepts inflated by passions into
politics and violence, and spirituality,
which starts with wholeness and
seeks to infuse it into all personal and
social relationships. For example,
although they both profess pacifist

ideals, there is a profound qualitative
difference between a leftist or anar-
chist angrily denouncing imperialism,
and a Gandhian practicing nonviolent
resistance to it. (This difference, by the
way, accounts for much of the anguish
within the Green movement.) Holism
isnot an ideology. Like religion, it may
become one if theorizing replaces gen-
tle cultivation of the soul, but at its
best, holism is thoroughly infused
with its spiritual sensitivity.

However, by the same token, spir-
ituality must not replace critical analy-
sis at specific levels of interpretation.
This is the crucial point in developing
a coherent holistic theory. It is not
appropriate to use spiritual, meta-
physical, esoteric approaches to com-
prehend issues that are existentially
personal, communal, social, or global.
To do so is to perpetrate the misty
idealism that has come to be asso-
ciated with “New Age” approaches
and, unfortunately, with holism itself.
Spirituality emphasizes the “oneness”
of creation, and virtues such as accept-
ance and forgiveness. Clearly these
are important — indeed ultimately
important — values; but just as
clearly, they do not address specific
issues in our daily life and work,
which often involve difficult choices,
conflict, and political struggle. As 1
said above, the attitude that “every-
thing is connected to everything else”
is not directly relevant to such specific
issues. It forms the background (again,
the context) of holistic theory and prac-
tice, but it does not provide specific
applications. For these we need a
more critical understanding of the
challenges confronting us.

The kind of analytical flexibility that
I am advocating — critical theorist as
bricoleur — requires a delicate balance
between spirituality and critical think-
ing. In an earlier paper I described this
as a tension, inherent in genuinely
holistic theory, between a “personal/
consciousness” interpretive style and
a “concrete/historical” style ¢ If apply-
ing more inclusive levels of wholeness
indiscriminately will result in naive
“New Age” idealism, then applying
less inclusive levels inappropriately
must be seen as the essence of reduc-
tionism. Modernism (and “post-
modernism”) tends overwhelmingly
toward reductionism, which is why
many holistic thinkers gravitate

toward spiritual, right-brain styles, as
a corrective. The mechanistic world-
view we associate with Bacon, New-
ton, and Descartes is essentially dualis-
tic, it categorically separates the
natural world from the spiritual and
therefore robs all levels of existence of
their inherent integrity and meaning.
All theorizing based on this founda-
tion, whether in natural science, psy-
chology, sociology, or political theory,
is therefore handicapped by reduc-
tionism from the start, no matter how
integrative it might otherwise be. The
naturalistic thinking of Karl Marx and
John Dewey are prime examples of
this, as are Freudian and neo-
Freudian psychologies. Indeed, most
critical theories are reductionistic
because they interpret human exist-
ence in terms of biological and social
realities, completely neglecting the
global and cosmic.

Relative values versus
universal values

Another way to express this vital
difference between reductionistic and
holistic critical theory is in terms of
relativism versus universalism. Post-
modern theorists, especially, pride
themselves on their relativist perspec-
tive; that is, presuming that “reality” is
constructed socially, through shared
meanings as contained in a dominant
language, they argue that there is no
ultimate unity, no reality-as-such
beyond our social/linguistic perspec-
tive. Or, they assert, even if such a
reality does exist, we cannot possibly
know it, because we are essentially
creatures of culture and language.
These theorists consider relativism to
be a liberating and democratic
approach, because it opposes all forms
of dogmatism, all efforts by elite and
powerful groups to impose their ver-
sion of reality as the one true defini-
tion of it. To them, even holism is an
attempt to define social reality and
hence gain cultural power.

Holistic thinkers can appreciate,
and need to emulate, this endeavor to
liberate suppressed ways of defining
reality (which include women’s con-
sciousness as well as ethnic, racial, and
other minority subcultures). We have
a great deal to learn about how a cul-
ture’s “dominant discourse” shapes
people’s perceptions, beliefs, values,
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and feelings. But holism does not accept
that humans are essentially creatures
of culture and language. What relati-
vism (especially in the form known as
deconstructionism) utterly fails to
acknowledge are the global and spir-
itual levels of wholeness. Coexisting
with socially/linguistically constructed
realities is a universal reality, which
cannot be “deconstructed” without
being eviscerated. Humanity as a
whole does have an identity, an integ-
rity, that transcends cultural boundar-
ies; Earth with its teeming life, in both
an archetypal and literal sense, is our
common home, and this indisputable
fact provides a universal context of
meaning to any and all particular cul-
tural realities.

Beyond this, as [ have described at
length, is the all-encompassing
wholeness that infuses all reality.
There is no intention here to impose
an authoritarian holistic discourse
onto diverse human communities. I
repeat an important point: Holism is
not an ideology but a spiritual quest
for compassion and peace. Certainly
absolute wholeness can be distorted
into an exploitative ideology, as var-
ious religious leaders and institutions
have done. But the perennial philos-
ophy is an inward experience that a
genuine holistic theory would never
presume to impose. As I indicated in
my description of community, holism
treasures diversity, variety, unique-
ness. No single intellectual or social
construct can exhaust the scope of the
global or spiritual contexts. Each view
of reality provides a unique piece of
the vast cosmic puzzle, a particular
path through the enchanted forest.
Each one offers an important perspec-
tive on the whole. Holism, then,
honors unity-within-diversity, or
universal reality as expressed through
relative points of view.

Educational examples

At this point, let me illustrate this
discussion with examples from var-
ious educational movements. Since I
have mentioned John Dewey, I will
start with progressive education. It is
clear that the progressive educators of
the 1910s and 1920s were deeply con-
cerned with the personal wholeness
of their students. Their writings are
filled with references to “the whole

child” and similar phrases, and their
educational practice emphasized affec-
tive, social, and aesthetic develop-
ment alongside intellectual discipline.
Although most of these educators did
not explicitly recognize a “spiritual”
element of personality, some of them
came very close. Margaret Naumburg,
an educator and pioneer in the field of
art therapy, was influenced by Maria
Montessori and Carl Jung, both of
whom held a spiritual view of human
nature. Naumburg asserted,

About 90 per cent of what we really
are is pushed out of sight by the time
we're seven years old! The standards of
education and society force back below
the surface the most living and essen-
tial parts of our natures.”

Naumburg was a leader, in the
1920s, of the “child-centered” wing of
the progressive education movement.
Although this group claimed direct
inheritance from Dewey himself,
Dewey’s own understanding of pro-
gressive education was far more
oriented to the community and the
society within which the child devel-
ops, and he found it necessary to write
an entire book (Experience and Educa-
tion, 1938) to balance out the naive
individualism of the child-centered
progressive educators. Indeed, Dewey
was one of the premier theorists of
democratic communal and social life;
he saw the school as an experimental
community, a laboratory for design-
ing democratic society from the roots
on up. During the 1930s, as the
Depression caused a few thoughtful
people to question the apparently rot-
ting social order, he and his more radi-
cal colleagues launched the “social
reconstructionist” wing of progres-
sive education. These theorists, par-
ticularly George Counts, provided
progressive education with a percep-
tive and critical social theory to com-
plement its concern for personal
development. Progressive education,
then, encompassed three of my pro-
posed “levels of wholeness” — per-
son, community, and society; it did
not, however, address the global or
spiritual levels in any significant way.

Next, consider the libertarian edu-
cational thinking of people like A.S.
Neill, John Holt, and both of the “free
school” and home-schooling move-
ments that they inspired.’® Here we

have a very deep concern for whole-
ness in community (or family) life.
These educators emphasize freedom
and equality, and strongly de-
emphasize hierarchical roles; they
devote extraordinary efforts to mak-
ing group decisions by consensus and
solving personal and group problems
through open dialogue. These are all
commendable achievements, going
against the grain of an authoritarian
and hierarchical culture. Yet, when we
ask how such educators address the
other levels of wholeness, we find that
these are often not dealt with in any
sustained or coherent fashion. Although
libertarian educators, for the most
part, are sympathetic to concepts of
personal wholeness, a decentralized
social order, global/ecological whole-
ness, and some version of spirituality
— indeed, many individuals in these
movements are actively engaged in
work at one or more of these levels —
their educational thinking and prac-
tice do not consistently address such
issues. With an overriding concern for
personal freedom and democratic
community along the lines of laissez-
faire, libertarian educational theory
tends strongly toward relativism.
This is an important challenge to
the “dominant discourse” enforced
through conventional schooling, yet
there is a need here, 1 believe, to
devote more attention to the multiple
contexts within which the concept of
“freedom” has a far richer meaning.
Exactly who is it that is free — a
rational decision maker, a bundle of
unconscious impulses, a culturally
shaped persona, a being who is deeply
creative, or some complex combina-
tion of all of these and far more? What
kinds of sensory, intellectual, and
moral environments best stimulate an
integrated development (assuming
that this is our goal) of these poten-
tials? What social and global realities
impinge on a person’s development,
indeed, on one’s perception of the
world? How might a person expe-
rience and conceive of one’s relation-
ship to the wholeness of life and of the
cosmos? These are the central ques-
tions of education, and they are not
sufficiently answered with an all-
purpose prescription of “freedom” or
“democracy.” Other levels of whole-
ness, besides family or community
life, are appropriate and necessary for
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exploring these deeply existential
problems.

Finally, let us apply the multiple-
level theory to the brain-research
movement in education. By this I
mean work on learning styles, brain
hemisphericity, accelerative learning,
critical thinking, and multiple intelli-
gence theory — approaches derived
from recent exciting and significant
discoveries in neuroscience and cog-
nitive psychology. These approaches
challenge the one-dimensional, Lockean
empiricism that underlies conven-
tional educational practice. They
declare, quite powerfully, that the
human brain/mind actively processes
sensory and conceptual information;
the learner constructs knowledge, as
Piaget would say, through a holistic
synthesis of various mental and affec-
tive functions. Furthermore, as learn-
ing style and multiple intelligence
theorists point out, the specific quality
of this synthesis varies from individ-
ual to individual. Each learner has an
integrity of his or her own.

We are dealing here with wholeness
at the level of cognition, which clearly
is a less inclusive level than any we
have considered so far; it is only a
subset of the whole person. It may
involve several elements of the whole
person — primarily the intellectual
and affective, though also the social,
physical, and aesthetic — but not in all
their fullness, only as they pertain to
issues of cognition and learning.
These approaches deal with how edu-
cational offerings are learned, but
usually not with what is to be learned,
why it was included in the curriculum
and by whom, or for what kind of
society it is preparing the learner, The
literature of these educational move-
ments does not seriously address
issues of democratic community life,
cultural discourse, global/ecological
awareness, or spirituality. Brain-
research approaches are appropriate
to the phenomena — cognition and
learning — with which they are prim-
arily concerned. But we must recog-
nize that it would be reductionistic to
apply their holistic insights directly to
other levels of being; if “freedom” is
not the answer to all existential ques-
tions in education, then surely “whole
brain” is not, either.

This discussion is not intended to
heap criticism on these pioneering

movements in education. Each of
them, in its own sphere, has made an
important contribution to a compre-
hensive holistic educational theory.
Each of these movements has advanced
a liberating vision that challenges the
stale reductionism of most modern
schooling. The point here is that in
order to have a coherent theory of
holism, rather than a scattered
assortment of radical, romantic, and
research-based innovations, we need
to develop a philosophical approach
that encompasses the whole. All of
these movements may rightfully
claim to be part of the larger holistic
education movement, because all rec-
ognize the importance of wholeness
at some level — and this sets them
apart conspicuously from the techno-
cratic, bureaucratic, and essentially
authoritarian culture of public school-
ing. But holism as such, as a coherent
theory and an inspiring ideal, is much
broader in scope and much richer in
content than any of its diverse con-
stituent parts.”?

Conclusion

Where critical theorists might de-
scribe their “thesis” or “project,”
holistic thinkers talk about their
“vision.” What defines holism is that it
starts with a vision of the all-
encompassing Whole, with whole-
ness as such, and only then attempts
to translate this into intellectual, con-
ceptual terms appropriate to particu-
lar social and personal realities. The
reductionist disdains the visionary,
seeing him or her as a romantic, irra-
tional idealist unconcerned with the
gritty problems of everyday life, “Of
what use is it,” a critical reductionist
might ask, “to worry about a child’s
aesthetic sense or spiritual aspect —
whatever that means — when the real
problems of our society are racism and
injustice?”” A more conservative
reductionist (which means most poli-
tical, business, and educational lead-
ers) would wonder how we can be
concerned with such ethereal things
when our economy needs well-
educated workers in order to compete
with the Japanese.

I am arguing in this paper that if
holistic thinkers do not translate their
vision into concrete solutions to press-
ing moral, social, and cultural prob-

lems, then we deserve to be dismissed
as dreamy romantics. But I am also
arguing that without a vision of whole-
ness, all social theories, and all social
institutions, are soulless and techno-
cratic. Without a vision of wholeness,
the human mind is reduced to a stim-
ulus-response machine; the person is
reduced to a statistic in public opinion
polls; the community is reduced to a
well-managed organization; the
society is reduced to a competitive
marketplace, the planet is reduced to
an economic resource; and the human
spirit is starved unto death. Holism
restores to modern culture what it has
lost in its obsessive pursuit of techno-
logical mastery and bureaucratic con-
trol: the realization that there is mean-
ing and purpose in our existence that
transcends all of our violence, greed,
and despair.

The vision of holism is a vision of
healing. It is a vision of atonement
between humanity and nature. It is a
vision of peace. And it is a vision of
love. If critical social theory or sophis-
ticated “post-modern” philosophy
cannot find a place for such things in
their conceptual worlds, then they
can never address the most crucial
and essential questions of human
existence. But if they are at least will-
ing to consider this vision, then it is up
to holistic thinkers to articulate it
thoughtfully, intelligently, and
coherently.
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which I probably will in fact write before
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of Maria Montessori and Rudolf Steiner in
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A New Wineskin for Holistic Vintage

by E.M. "Mac” Swenge]

Neither'is new zpine put into olpl wineskins; if it is, the skins btgrst,_ E.M. “Mac” Swengel, now retired, has
and the wine is spilled and the skins are destroyed; but the new wine is taught at all levels from Montessori pre-
put into fresh wineskins, and so both are preserved. BCROONIMONEH STANHALSICORIpestin, edu =

. tion. Although his specialty is reading, his
(Matthew 9:17) main interest is in reform of the entire
. : . : ‘ educational structure to involve all stu-

As Ron Miller detailed in .W_hat Are thools For?, the ideals and dents responsibly in peer-tutoring

some of the methods of holistic education are over 150 years programs. He lives with his wife in

old, if traced back to the Transcendentalists of the 1830s.! Why San Diego.
have attempts to put holistic theory into practice generally been
so unsuccessful and short-

lived, or so limited when suc-  The “new wineskin” is a totally different
cessful, as are the Montessori

and Waldorf schools? school structure that eliminates lock-step cur-
My answer (hopefully not ricula, freeing teachers and students to learn
too simplistic) is that holistic 3¢ jndjviduals in a caring community. The

wines have been poured into . . . . o g8
old wineskins: teacher- and/or unique ingredient that can give the holistic

Curricutlﬁr?-dominaﬁ?& pro- vintage an especially delightful body and flavor
grams that group children, . S .

usually by age, cutting them 1S Mutual Instruction — students helping one
off from nurturing contact another in one-to-one and small—group

with others of all ages and Cooperative learning.

varied interests. The tradi-
tional school community
unnaturally restricts free and wide contacts among students
and teachers. (This is a far more radical and comprehensive
criticism than it may at first appear.?)

If we accept the concept that holistic education aims primar-
ily at spiritual development, which includes an intellectual and
intuitive sense of the interconnectedness of all things and a
reverential awe toward the mystery of Creation, then we need a
school system that combines maximum individual freedom to
learn with maximum opportunities to learn. This requires re-
moving all artificial barriers to learners’ freedom to explore
matters of interest when they blossom and are ready to fruit.

For children and youths to develop their unique potentials,
they must be free to choose what to learn, how and when and
with whom, and to what level of proficiency. Although this may
sound like Summerhillian nondirectionality, it is not — not if
the school provides a rich smorgasbord of attractive, meaningful
learning opportunities (which Summerhill failed to do).? By
implementing the Montessori concept of the “prepared envi-
ronment” — identifying what children can and need to learn
and then providing optimum opportunities and well-designed
learning materials and methods — a holistic school can assure
optimum development of every person’s innate capacities,
including the spiritual dimension.
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The autonomy element in
spiritual development

Educators generally do not advo-
cate including early childhood in the
total school system. By contrast, holis-
tic educators must understand the
critical importance of these early
years, for the whole person grows
from these roots.

According to conventional early
childhood theory and practice, the
primary developmental task of early
childhood is socialization: learning to
get along with other children and to
obey adult instructions — boot camp
to toughen youngsters for the rigors of
school and community life. Maria
Montessori posited a quite different
task for these early years: to achieve
autonomy, to take responsibility for
directing one’s life.4

Montessori averred that children
who fail to develop autonomy by the
age of six or seven will adopt either an
antagonistic, a rebellious, or a
dependent attitude toward others.
She postulated that the drive for
autonomy is a dominant dynamic in
young children, who strive to be as
omniscient and omnipotent as adults
appear to be. The basic frustration of
young children is the conflict between
their desire for autonomy and their
relative helplessness, leading to their
plaintive plea: “Help me do it by
myselft”

In my view, Montessori translated
her theories into practice better than
any other educator. The “prepared
environment” is kept orderly by the
children, so that they know where
everything is; they get materials, use
them, and put them back without hav-
ing to ask others for help. Montessori-
designed materials are largely self-
instructional and self-correcting,
needing minimal instruction for their
use. Freely choosing to work with
such materials reinforces a child’s
sense of his/her own powers to make
decisions and to figure things out
autonomously.

If children in a Montessori school
fail to achieve autonomy, it will most
likely be the result of teachers who
regard the highly structured Montes-
sori materials and their traditional use
as a ritual that must be religiously
imposed on children. Montessori
teachers are supposed to be almost

invisible, outside of children’s con-
sciousness until needed. Unfortu-
nately, “lion tamer” and “mother hen”
types of teachers are fairly common in
Montessori classrooms, where their
personalities dominate. After five
intensive years in the Montessori
movement in the mid-1960s (during
which I took the training, helped set
up a school in which I taught, and was
principal of three large Montessori
schools), I finally arrived at what I
consider a valid criterion by which to
judge a Montessori school: Watch a
child who spills or breaks something.
Does the child freeze and look guiltily
around for the teacher? or cheerfully
and confidently head for the clean-up
material?

A teacher of the lion-tamer type one
day dragged a student by the arm into
my office. I literally had to pry her
hand loose, finger by steely finger,
from the boy’s wrist. A board member
of another Montessori school, in
responding to my recommendation to
hire a certain teacher, asked only,
“Can she control the kids?” A class-
mate from our training course told me
that in her school (which prided itself
on the “perfect behavior” of the chil-
dren, achieved by strong-willed

the lay boards would summarily fire,
although their children were gradu-
ally achieving the autonomy that is
the Montessori primary goal. As a per-
ceptive custodian sadly remarked to
me when I told him of one such dis-
missal, “They always get rid of the good
ones!”

Youngsters cannot possibly achieve
autonomy if they believe that their
main task is to obey others, or, as con-
ventional practice demands, to coop-
erate with other children, mostly in
groups. Both require the child to focus
attention on outside forces and
respond primarily to them. However,
in Montessori classrooms quietly
managed but not dominated by a
teacher (happily, I have seen many
such), social relationships among
children are ideal. Autonomously
secure in their own rights and abili-
ties, they respect others’ rights and
accomplishments, in an almost
instinctively democratic manner.

What is lacking holistically in Mon-
tessori pedagogy {from my perspec-
tive) is contact with older children and
different adults in their school life. The
Montessori classroom, although
multi-age, is essentially the old
wineskin. The negative effects of a

Youngsters cannot possibly achieve
autonomy if they believe that their
main task is to obey others, or, as con-
ventional practice demands, to cooperate
with other children, mostly in groups.

teachers who subtly coerced children
into going quietly through the exer-
cises), many of the children were
dragged screaming in protest into the
room; then, after taking off their shoes,
submitted meekly to the lion-taming.

In contrast to these pseudo-Montes-
sori examples were classes run by
teachers with a sense of humor, toler-
ant of breaches of strict Montessori
discipline, with genuine affection for
the children as individuals without
any mother-hen need to brood them.
But since their classrooms were nois-
ier and not always a model of neat-
ness, these were the teachers whom

children-only environment, even
when as well-prepared as a Montes-
sori classroom, were evident to
Margaret Mead in her six months’
observation (in the late 1920s) of the
Manus, a primitive New Guinea tribe.
Manus children had free run of the
community — their “prepared envi-
ronment.” They learned early to
swim, walk, propel, and guide their
boats, and to speak pidgin with no
formal training. But they were cut off
from understanding the complex
interfamily relationships of the adult
society; did not learn the meaning of
rituals; and had no encouragement to
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do anything very creative. They
achieved a high degree of autonomy.
Mead wrote about fourteen-year-old
boys:

They are attractive, self-sufficient
children, without feelings of inferiority,
afraid of nothing, abashed by nothing.
[She had five of them run her house-
hold for a time.] With hardly any direc-
tions or advice — for I wished to see
what they made of the strange situa-
tion — they ran the house, divided up
the work, scrupulously parcelled out
tasks and rewards, with a minimum of
quarreling. Primitive children, unused
to regular work, they came regularly
day after day, learned to handle lamps,
take temperatures, handle a stop
watch, wash negatives, expose the
printing frame for sun prints, fill and
light a tilly lamp... Emotionally they
were warped in early childhood to a
form of egocentricity .. but in active
intelligent adjustment to the material
world, they have had years of excellent
training.5

Their “emotional warping” was
from being spoiled by indulgent par-
ents — fathers primarily — and from
being given no responsibility to con-
tribute anything;

The child in Manus is lord of the uni-
verse, undisciplined, unchecked by any
reverence for his elders, free except for
the narrow thread of shame which runs
through his daily life. No other habits of
self-control or of self-sacrifice have
been laid. It is the typical psychology of
the spoiled child. Manus children
demand, never give. The one little girl
in the village, who, because her father
was blind, had loving service
demanded of her was a gentle generous
child.s

When she wrote that (before 1930!),
Margaret Mead drew parallels:

Because Manus society is so like our
own in its aims and values, we may
compare its methods of education with
ours... The Manus teach their children
very young the things which they con-
sider most important — physical skill,
prudery, and respect for property. They
teach them these things firmly, unre-
lentingly, often severely... They
develop from overbearing, undisci-
plined children into quarrelsome,
overbearing adults who make the
lagoon ring with their fits of rage....

In many ways, this picture is like our
society today. Our children are given
years of cultural non-participation in

which they are permitted to live in a
world of their own.”

Have American educators learned
the lesson that Margaret Mead sug-
gested over 60 years ago? More tech-
nological advances have eliminated
household chores that children once
could help with — dishwashing, gar-
bage disposal, housecleaning, yard
work (pushing a non-power mower),
stoking a furnace. Our children and
youth are forced into an essentially
parasitic existence, receiving much —
except in impoverished homes — but
giving little in return. The adult world
they live in is dominated by television
— increasingly materialistic, violent,
and sex-oriented.

Traditional child psychology
asserts that children feel secure
according to how much they are loved
and cared for. Loving involves doing
loving acts for and with the beloved.
However, giving material things easily
may substitute for doing loving things.
Even if children feel genuinely loved, a
vital part of a love relationship is miss-
ing. Children may feel that the love
they receive is an undeserved gift that
they are unable to repay in kind.
Ideally, love is unconditional, but we
feel better if we have done something
to deserve it. That something is doing
something helpful. Loving means
helping. If given few opportunities to
help others, children are denied the

judgmentally on all events only as

learning experiences. Persons of dif-
ferent ages, religious, and philosophi-
cal beliefs return from this experience
convinced that the dual and equal
purposes of life are love and learning.?

Learn to love and love to learn.Is this
a satisfactory working definition of
spiritual development, which holistic
education should be designed to nur-
ture? Can these two objectives be
integrated, so that they develop
simultaneously in a natural, synergis-
tic interrelationship?

A new wineskin for
holistic education

What are the most powerful exter-
nal forces that motivate and sustain
learning? Not workbooks and teacher-
directed lessons for a whole class. Very
simply, competent schoolmates — peer
models (peers meaning schoolmates of
all ages).

Of primary importance is that
children have free access to a wide
range of personalities. My model for
the ideal holistic school eliminates
age-grouping both in age-graded
classes (even when they span several
years, as in Montessori and public
school multi-grade classes) and the K-
6, middle-school, junior high, and
senior high schools on different cam-

f given few opportunities to help others,

children are denied the experiences they
need to become loving. Insecurity stems
more from feeling unloving than from

feeling unloved.

experiences they need to become lov-
ing. Insecurity stems more from feel-
ing unloving than from feeling
unloved.

Herein lies the secret of holistic
education, of spiritual development.

Raymond A. Moody, Jr., has inter-
viewed more than 1,000 persons who
have had near-death experiences.
They commonly report that a “Being
of Light” shows them a panoramic
replay of their lives, commenting non-

puses. Students, from infants through
middle and late teens, learn together
on the same campus. The school is a
real-life micro-society, a reasonable
facsimile of the larger adult society
with which students maintain close
contact and free interchanges.

The school operates year-round as a
community educational center, open
six days a week (Sunday if desired)
from 7 AM. to 6 PM. for students, and
evenings for community activities.
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Economics and women'’s rights are
combining to put most women full-
time into work outside the home, so
that the school necessarily takes the
place of the parents for working
households. This need be no real loss
— actually a golden educational
opportunity. An enriched holistic
program can provide a secure and
stimulating day-long environment for
children of working parents, solving
the critical problems of latchkey chil-
dren. Opportunities for creative activ-
ities before and after the regular
school hours can keep children and
youths from excessive television
watching, and prevent them from get-
ting into delinquent activities that
commonly occur when children
“have nothing to do” (that they want
to do).

What is an optimum size for a
school micro-community? Ideally,
from 600 to 1,000 pupils, 60 to 85
adults. There are at least 20 distinct
disciplines, including arts and crafts,
dance, drama, music, and physical
education (and early childhood) that
require two teachers each, for the ele-
mentary and advanced levels, which
should be continuous and coordi-

by name and occupation by the timeI
was ten years old. Kids who had free
run of the community (as I did not)
knew the townsfolk earlier and better
thanI. Learning to know 1,000 people,
and finding one’s way around a school
of that size is a realistic challenge for
all learners. A sense of security and
belonging is nurtured by knowing
and being known by all members of
one’s larger community, especially
when they are known to be friendly
and caring. (A smaller community
unit, the school “family,” is described
later.)

As a cultural center for the sur-
rounding community, the school
should be within walking distance for
students and adults, eliminating the
cost (and pollution) of bussing. A bus
ride is seldom a positive educational
way to begin and end the school day.

This model school would eliminate
all kinds of enforced grouping by age,
ability, sex. It would have no pre-
scribed curricula to be followed in a
linear order. The school day would
not be divided into periods. There
would be clocks, but no bells. (And no
intercoms!) No ABCDF grades; no
normative grading of any kind. Tests,

Il indications are that children will
learn much more, far faster, and to
higher levels under internally motivated
self-direction ... than they will under any

type of externally directed program.

nated. Thus the 40 teachers (and at
least 20 trained aides). At a teacher/
pupil ratio of 1 to 25, this calls for 1,000
students, including preschoolers.
These numbers provide a sufficiently
wide range of personalities so that
every student can find special friends
not limited to same- or near-age
schoolmates. This school population,
adults and students, is large enough
to provide a sense of adventure in
making new friends, and large enough
not to become an ingrown, homogen-
ized community, but not so large that
anyone will feel lost or alienated.

I grew up in a Midwestern town of
1,100 persons, most of whom I knew

yes, such as Scouts must pass to earn a
merit badge, and professionals to
become certified. Other testing would
be formative — spot checks on prog-
ress, immediate reinforcement of suc-
cess, necessary feedback — but without
grades entered into students’ per-
manent records.

With the traditional school struc-
ture thus demolished, what do we
erect in its place? Without classes to
teach and students to grade, what do
teachers do? How will parents be
assured that their children will learn
what they need to know to get and
hold a good job, or to go on to college?
Won't turning learning over to stu-

A

dents’ “inner needs and desires” lead
them to waste time on frivolous pur-
suits, do only the easy stuff, barely get
by, and develop no serious sense of
purpose? Wasn't this “child-centered
freedom” a major theme of the failed
progressive programs a half-century
ago?

Such fears and questions arise from
observing the behavior of children
and youths whose natural curiosity,
creativity, energy, and autonomy
have been squelched, diverted, and
deformed by an educational system
{school, home, and community) that
does not provide them with adequate
quantity and quality of opportunities
for holistic growth. We have yet to see
how children will develop under
genuine freedom of choice in a richly
motivating environment. All indica-
tions are that they will learn much
more, far faster, and to higher levels
under internally motivated self-
direction (with individual help as
needed) than they will under any type
of externally directed program.?

Perhaps the concept most difficult
to give up (even for holistic educators)
is the deeply ingrained one of teacher-
and-class, with its concomitant ideas
of the teacher “giving” instruction,
“motivating” students, “rewarding”
them for learning — the teacher “in
control” of the students, “directing”
their progress, “assessing” their com-
petence, “assigning” their tasks —
always present and dominating even
when hovering in the background,
ultimately in judgmental control.

Ideally, professional teachers’
duties are none of the above. They
should be mainly to prepare enticing
environments that provide learners
with all they need to learn. And then
almost literally turn students loose,
trusting the “Cracker Jack effect”
“The more you learn, the more you
want” (to learn) to direct and sustain
growth according to each student’s
individual developmental pattern.
Jean Piaget and other cognitive theor-
ists posit that intellectual hunger is as
psychologically and neurologically
real as physical hunger for food. Tradi-
tional schooling dulls intellectual
appetites by force-feeding so much
unpalatable pap.

What learners need most to tackle
and stay with new learning are inter-
ested schoolmates. The most powerful
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external motivation to learn is to see
one’s peers doing something they
enjoy and do well. Although we are all
different, we are sufficiently alike to
feel that, “Whatever you can do, I can
do, too.” Our wanting to be a distinct
personality — to be different — is
counter-balanced by the need to feel
equal or at least similar to our peers, to
enjoy what they like. This benign peer
pressure reinforces and directs chil-
dren’s internal motivation to learn. In
time, these complementary inner and
outer forces lead every student to
learn most of what the school offers —

to master the basic curricula, certainly.

Teachers should not be assigned to
classes. (It is very hard to eliminate
those two basic words and concepts:
class and classroom. How about simply
study rooms and learning labs?) As do
other professionals, teachers would
work largely on a one-to-one basis.
They have their own comfortable pri-
vate offices adjoining a study room
(see fig. 1). Students meet with them
singly, in pairs, or in small groups
when they choose to learn coopera-
tively, as they frequently will, learning
being basically a social activity. They
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discuss what they have done, what
problems they are having, what needs
to be improved, what additional work
is yet to be done, what resources
should be consulted.

In this model school, teachers have
time during the day to stay abreast of
developments in their fields. They do
not take home armloads of papers to
grade and lesson plans to prepare.
Teachers have time to talk to other
teachers about integrating their disci-
plines, overall and in specific cases for
students working on a project. For
example, in science, students would
be urged to study the history of a par-
ticular division of the science they are
researching, to read biographical
material on former researchers and
some history of the scientific atmos-
phere of the times, and to examine
political and economic pressures on
scientists, as well as lay attitudes.
They would study science in its long-
term human development, paying
attention to the process and progress
of scientific thinking and its accept-
ance (and rejection, often) by other
scientists and the public. Teachers
would try with their mature students
to form a holistic picture of the inter-
action of economics, politics, sociol-
ogy, psychology, religion, and tech-
nology that affected a scientific
development; they would then
attempt to determine its counter-
effects on all those elements of society.
Once students begin to understand
this holistic interconnectedness, they
will look for it themselves. Their intui-
tive sense of and need for unity
(which holistic thinkers postulate)
will henceforth influence all of their
study and conceptualizing.

Teachers are responsible for judg-
ing the concepts that are appropriate
to introduce in their subjects at differ-
ent levels and for individual students.
However, this is not to be done accord-
ing to any theory of arigid, linear pro-
gression through stages, which if
blindly followed can hinder an indi-
vidual’s progress. All children do not
progress through stages at the same
time or rate, For a teacher to state,
“Oh, Jeremy is too young for that con-
cept — he’s still in the operational
stage,” could hinder Jeremy’s prog-
ress. If Jeremy wants to take a crack at
it, then let him. Teachers (and parents)
can seldom determine how far from
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the norm a child may be. A learner
who tries and fails in a too-ambitious
project is not damaged. Failure is only
relative, and it can be educative if used
to help a child to assess his or her
abilities more realistically in relation
to the requirements of a task.

Self-initiated effort often surprises
adults who have preconceived notions
of children’s abilities. Montessori
reported that when she presented
new material designed for older chil-
dren, usually it was the younger ones
who most eagerly took to it and mas-
tered it. In one-room schools and
multi-age classes, younger children
typically pay more attention to les-
sons given to older children than to
their own — and often master mate-
rial allegedly beyond their years.

The floor plan of an entire school
shows learning labs and study rooms
for the disciplines in which society
expects its members to become com-
petent (see Fig. 2). Each room is man-
aged by two teachers, each specializ-
ing in how best to present their
material to younger and older stu-
dents. One or two trained aides
supervise room activities. Students of
all ages intermix in these rooms,
including preschool toddlers accom-
panied by mentors who help them to
get the feel of the rooms, and engage
them in some simple activities in the
area equipped for beginners.

Free to pursue their own interests,
children reveal their special abilities
by getting deeply involved in a sub-
ject, not limited by class periods and
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Figure 2. A comprehensive Mutual Instruction school.

lock-step curricula. (This is a distinc-
tive element of Montessori pedagogy
which accounts for some of its suc-
cess: Children can spend as long as
they wish on a self-selected activity,
often to an extent that impatient
adults regard as neurotic persevera-
tion.) Children and youths have their
own internal sense of fulfillment and
completion, which teachers and par-
ents must respect, hard as it is to
“trust the inner child” and to suppress
the adult urge to intervene and hurry
along the growth process — haste that
is sure to make waste.

The dynamics of
Mutual Instruction

The hitherto largely untapped
resource essential for this unique
holistic concept is Mutual Instruction
(MI): learners learn to help one another, to
their mutual benefit.

Mutual Instruction — a holistic sys-
tem par excellence — has a history
beginning about the same time as one
of the first holistic teachers — Johann
Heinrich Pestalozzi.l0

In 1791, Andrew Bell, a Scottish min-
ister, was appointed head of the Mil-
itary Male Orphan Asylum in Madras,
India. He developed a system in which
his 300 boys (originally described as
“in general, stubborn, perverse, and
obstinate”) learned to teach one
another, the more competent teaching
the less able until they in turn became
proficient enough to take on the tutor
role. In the early 1800s, Bell’s “moni-
torial method” was adopted and
further developed by a Quaker
schoolmaster in London, Joseph Lan-
caster. In his highly regimented sys-
tem, a single headmaster taught the
brighter students to drill ten others in
the three Rs, thus enabling a school of
500 to 1,000 students to operate with a
single paid headmaster — an econ-
omy most appealing to the philan-
thropists who supported the church-
sponsored English “public” free
schools, largely for the poor. Lancaster
took his system to France, the United
States, and South America, where it
powerfully influenced the develop-
ment of universal, publicly funded
schooling.!

The fiscal economy of Lancaster’s
system was its main selling point.
However, in 1821, a young and inex-
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perienced Boston schoolmaster, William
Bentley Fowle, discovered the essen-
tial educational value of tutoring, first in
a school for 180 boys and girls too old
for primary and considered too ignor-
ant for higher level schooling. From a
neighboring school, Fowle imported
some girls (potential dropouts), whom
he used as tutors. All students became
involved in tutoring, so successfully
that they all were ready for regular
schooling after two years — and the
school (known then as the Mutual
Instruction School) was closed!

Fowle did not use Lancaster’s rigid,
mechanistic rote-drill methods. Hav-
ing seen the value of comprehensive
mutual instruction, Fowle used it in a
private girl’s school he headed from
1828 to 1841. His plea for its general
adoption:

Teaching is learning, and learning of
the very best kind ... it is the true demo-
cratic one.... Being sometimes governed
(by other children), children are less
likely to become imperious; and some-
times commanding, they will not too
easily become servile... No child, but
the very lowest, was so low she could
not teach something, and that some-
thing I always required her to teach.2

Unfortunately, Horace Mann and
other public school promoters of the
time were more impressed by Prus-
sia’s military-industrial mode of
schooling. Fowle’s simple mutual
instruction, “the true democratic
one,” was passed over.

hour several times a week, The results
are almost always highly beneficial to
both tutor and “tutee,” academically
and in improved attitudes toward
school and enhanced self-concept.!?
Administrators generally fail to see
the value of such pupil-to-pupil inter-
action, so they do not restructure the
daily program to give adequate time
for teachers who send tutors and
those who receive them to plan with
each other and to meet regularly with
tutors for ongoing training and super-
vision. Valuable as the tutoring is to
the few students involved, the hassle
of exchanging students while trying
to run the usual classroom group pro-
gram often proves to be more burden
than benefit to the cooperating
teachers, who reluctantly opt out of
voluntary tutoring programs.
However, the results from a wide
variety of tutoring programs, accumu-
lating from over 30 years and more
than 20,000 programs, demonstrate
beyond all doubt that the tutor-tutee
relationship nurtures communication
skills involving heart as much as head.

The evidence — subjective, personal
testimony of the kind accepted as
valid and credible by juries sitting in
trials involving life and death, as well
as statistically significant results from
formal experiments — supports the
basic mutual instruction thesis: Teach-
ing (tutoring) should be an essential part of
the learning process for all students
throughout their school lives. It should be

e results from a wide variety of tutor-
ing programs ... demonstrate beyond
all doubt that the tutor-tutee relationship
nurtures communication skills involving

heart as much as head.

Tutoring was reintroduced into
American schools during the experi-
mental 1960s and 1970s, but almost
exclusively as supplemental “pro-
grams, tacked on to the traditional
teacher-dominated, lock-step, group
instructional system — as they still
are. In cross-age tutoring, a few upper
graders tutor lower graders, usually in
reading or math, for a quarter- to half-

the central organizing principle of
education. Schools should be restruc-
tured to give all students continuing
experience in both roles, tutor and
tutee.

This does not mean that profes-
sional adult teachers never do any
direct teaching. They do, but mostly
for students who have no other source
available for instruction. However,

anything that other students can
teach should be taught by them, for
the mind-heart benefits that teaching
confers. In a holistic MI school,
teachers teach teaching. They teach
students how to help other students
learn.

In the tutorial relationship, both
tutor and tutee have to rethink what
they know. Tutors have to reshape
their concepts repeatedly to fit the
mind sets of their different tutees. To
understand how others think, tutors
must listen carefully, devise questions
to determine their tutees’ level of
knowledge and comprehension. Repeti-
tion and review are necessary for
long-term memory. Ideally, repetition
should be creative, not rote drill.
Tutoring requires inventive recon-
struction by the tutors, stimulating
insight into their own thinking pro-
cesses — a giant step toward self-
knowledge {“metacognition” in cur-
rent educationese). This self-discovery
facilitates exploring others’ minds,
leading to better communication.

Tutors also learn to listen with their
hearts for the feelings of their tutees
—their level of confidence, timidity,
need for encouragement (or perhaps
overconfidence and brashness), reluc-
tance to admit ignorance, bravado —
common garden-variety psychologi-
cal problems that affect learning.4

Tutoring provides immediate
meaning and relevance to learning.
Although it is a self-rewarding expe-
rience, learning is more meaningful
when immediately useful. Very little of
the school curricula is, or can be, of
immediate practical use for students
of any school age. However, when
they soon use what they have learned
to help others, they see real meaning
and purpose, both for themselves and
for those they help. Since all children
learn to be tutors, they all experience
this social relevance. Aware that they
will use what they learn to help others,
students conscientiously master sub-
ject matter so that they will not mis-
lead or confuse their tutees. Using
one’s expertise in responsible one-to-
one tutoring relationships gives the
whole educational process an especial
appeal that group learning, even in
small cooperative groups, cannot
duplicate. Taking personal responsi-
bility for one person, especially in
cross-age tutoring, is qualitatively dif-
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ferent, both intellectually and socially,
from cooperating with same-age peers
in small group projects. Both kinds of
social interaction are valuable, and
both are included in the MI concept.15
The failure to use all students’ knowl-
edge and social skills can account for
the failure of most reform efforts,
which have been poured into the old
teacher-and-class wineskin, in which
personal responsibility and eagerness
to share cannot ferment into the
heady wine of love of learning,

Children are naturally sensitive to
others’ feelings. The tutoring relation-
ship provides both tutor and tutee
with ample opportunities to refine
their sensitivities and learn to use
them creatively. Tutoring integrates
left- and right-brain activity thatleads
to a quality of head/heart communica-
tion which gives both parties a holistic
sense of unity, within themselves and
with each other. All students deserve
the benefits from this essential holistic
experience. Tutoring is basically a spir-
itual exercise and discipline, leading
both inward to expanding self-
knowledge and outward to deepen-
ing appreciation and understanding
of others, and a sense of community.

A main responsibility of teachers in
an MI program is to pair tutors and
tutees for mutually productive inter-
changes at both the intellectual and
affective levels. Teachers supervise
some tutoring, get reports on progress
and problems from both tutors and
tutees. Sensitive management of
tutorial relationships is of central
importance. However, the extensive
literature on tutoring attests that
matching tutors and tutees is not a
major problem.

Summary of
basic holistic MI concepts

Three basic concepts are the foun-
dation of this model holistic system:!

1. Eliminate all arbitrary groupings;
create a model school community
with all ages from two to eighteen
years on the same campus; all
learners have free access to all facil-
ities, school personnel, and other
students.

2. Teachers prepare stimulating learn-
ing environments and self-study
and “tutorable” materials that pro-

vide varieties of ways for students
to learn, according to their unique
developmental patterns and learn-
ing styles. Teachers work with stu-
dents mostly on a one-to-one basis
and in small self-formed groups.

3. All students learn how to tutor and
be tutored in all subjects, so there is
always competent one-to-one
tutorial help available when
needed. Students take main
responsibility for their own learn-
ing and helping others.

Notes on other features of
a holistic MI school

Students’four-quarter time investment.
Student’s school lives are divided
about equally among four different
types of learning. (These proportions
will vary somewhat, student by stu-
dent, and at different stages of devel-
opment.) A fourth is spent in being
tutored in new learning, including
cooperative learning in small groups.
Another fourth is devoted to tutoring,
mostly in subjects in which tutors
have special interest and expertise.
Tutors will be paired with tutees to
work on projects that challenge tutors
as much as their tutees, providing
tutors with enrichment and creative
review, a type of “overlearning”
essential to developing high-level
expertise.l” A fourth of school time is
spent in group activities — music,
sports, drama, and the like.
The remaining fourth is reserved for

-projects of students’ own choosing,

with no academic responsibility or
credit — free time for pure pleasure
and self-satisfaction. This is intended
to further develop autonomy, to nur-
ture creative interests to fill leisure
time. Creative hobbies should be stu-
dents” home-play, replacing home-
work that will not be assigned in an MI
school. Hopefully, students will
become interested enough in many
subjects to study them at home volun-
tarily. (The cross-age tutoring litera-
ture is replete with reports of the crea-
tive work that tutors, on their own
initiative, do at home to prepare spe-
cial lessons for their tutees.)

Covering the required subjects. Most
observers agree that students under
traditional group instruction waste at
least 50% of their time. In an individu-

alized MI program, students tackle
required subjects when they are fully
ready and able to handle them suc-
cessfully, and are on task 90% of the
time. By not wasting time on unneces-
sary work sheets and drills and often
meaningless recitation periods, stu-
dents can master state-mandated
course work in half the usual time or
less, leaving ample time for enrich-
ment activities. As students decide on
possible careers, they prepare for
whatever further training is needed.

The quiet room. With freedom to
choose their areas of study (beyond
required course work), students are
likely to investigate paranormal
phenomena, yoga, depth psychology,
and mind-expanding disciplines
involving meditation and spiritual
development. Most psychologists
recommend that students have occa-
sional quiet respite from intense activ-
ity. A holistic school should provide a
facility insulated against sound
(although a holistic school should not

LA
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be noisy), with cells for private medi-
tation and individual instruction, and
a larger room for group exercises.

The MI “family.” Each teacher and
an aide (of the opposite sex, ideally)
act as mentors (mentor is dictionary-
defined as a wise and trusted teacher,
friend, and counselor) and adult role
models for a group of about 25 stu-
dents, ages 5 to 16 or 18 years. This
group — a “family” — stays together
throughout their school lives, except
for reassignments as advisable. The
teacher serves as major adviser, help-
ing each student, in concert with par-
ent(s) or guardian(s), to plan and carry
out a balanced personalized program.
The “family” meets daily for 45 min-
utes or so, for group activities that
have common meaning — singing,
hearing reports of members’ special
events, “show and tell,” meeting par-
ents and relatives and hearing about
their lives — in short, providing large-
group experiences to supplement and
complement the diverse relationships
students have in their individualized
programs, which offer no ongoing
special group or long-term teacher.
(This special grouping aims to recap-
ture the atmosphere of humanely run
one-room country schools, whose
graduates fondly remember the “fam-
ily feeling” in their little school com-
munity.) All but the youngest and
oldest members are both big and little
sister/brother to other members. By
providing unbroken continuity in
close friendships, this family-like
grouping should prevent feelings of
alienation and loss, as is common in
traditional schools that yearly re-
assign pupils to a new class and
teacher, cutting off meaningful rela-
tionships a year in the making. In MI,
new students receive a warm and
concerned welcome from their school
“family,” who give priority to getting
newcomers comfortably, securely,
and quickly acclimated.

Parent involvement. Parents are
urged to participate actively in plan-
ning and supporting their children’s
programs. They have access by phone
or in person to teachers whenever
necessary; they are welcome to con-
tribute to school activities. With no
required texts and reading lists, stu-
dents do not have to read Catcher in the

Ryeif they or their parents object. With
no large-group required activities,
children from families of minority cul-
tures and faiths will not feel embar-
rassed or persecuted by being left out
of large-group activities contrary to
their beliefs.

A holistic school should be essen-
tially a classless society, diverse and
heterogeneous, but cohesive because
it engenders respect for individuality
and differences. Tutoring typically
develops mutual affection and
respect, so that students increasingly

Each room has a cozy area for relaxed
reading and study. Group lessons and
activities take place in the two interior
rooms.

Toilets are included in each study
room, to avoid the difficulties and
abuses common in group toileting,
Each room has its own cleaning closet,
stocked with supplies and equipment,
Instructed by maintenance staff, stu-
dents do the standard housekeeping
and landscape work; they also help in
the kitchen. Through these domestic
activities, students learn to care for

holistic school should be essentially a

classless society, diverse and hetero-
geneous, but cohesive because it engenders
respect for individuality and differences.

accept, understand, and appreciate
personal differences as they develop
the sense of their common humanity.

Physical education. The gym and
playgrounds are in use all day. Stu-
dents coach individuals and teams;
matched teams have time to play a full
game, in contrast to the typical high-
pressure, mass recess or physical edu-
cation class in which a crowded mass
of undifferentiated players scramble
more or less lawlessly through a too-
short period, producing more frustra-
tion and tension than restorative
recreation. Physical education should
include in-depth study of nutrition,
sleep, exercise, and human biology to
stimulate a creative commitment to a
healthful lifestyle that integrates activ-
ities needed by body, mind, and spirit.

Flexibility. As school is in session
year-round, students need only
attend the required number of state-
mandated days, but may attend more.
They take vacations as desired, with-
out missing class work; they resume
their own individualized programs on
return. Teachers likewise take their
vacations when and in whatever time
segments they wish.

Room arrangements and upkeep. The
study rooms accommodate 40 to 50
students — a pupil-teacher ratio of 20
to 1 or 25 to 1 (a pupil-adult ratio of 10
to1lor12to1, counting teacher aides).

and take pride in public property, and
to appreciate the value of menial
labor.

Literacy. With preschoolers on
campus, older children can help them
develop verbal skills fundamental to
reading and writing. As children show
interest, tutors lead them without pres-
sure individually and in small groups
through literacy programs. Receiving
as much personal attention as needed,
no child will fail to learn to read and
write, competently and enjoyably.

(The first encouragement I received
when initially exploring MI was from
a university professor fondly recalling
his first teaching in a one-room school:
“We had never heard of a ‘non-reader.
The older kids would take the little
ones into their seats, and simply
would not give up ‘til they taught
them to read.”8)

After children learn to read, they
can do much of their learning through
self-instructional materials. Tutoring
then becomes mostly reviewing a self-
taught lesson — the tutee explaining
how he or she worked through the
material, and the tutor asking ques-
tions that lead beyond the lesson — in
general, providing immediate external
confirmation of success to reinforce
the student’s personal satisfaction
with a job well done. However, com-
petent students often need help even
with good self-instructional materials,
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so having tutors available prevents
learners from becoming frustrated
and wasting time while hung up or
derailed.

Hands-on parenting experience. All
teenage students should regularly
spend time with infants and pre-
schoolers, learning first-hand how to
care for them. This practical intern-
ship is accompanied by formal study
of child development under direction
of specialist teachers in the preschool
— which should be incorporated into
the public school system. (The public
must be convinced that adding these
early years to the public school pro-
gram is a wise investment. By getting
children off to the right start and con-
tinuing their growth unimpeded, the
waste of human resources from illiter-
acy, sexual irresponsibility, drug use
and abuse, crime, unemployability,
and civic irresponsibility could possi-
bly be erased in one school generation
— sixteen years at most. MI achieves
remarkably solid results very quickly.)

However, if this early childhood
foundation is not solidly laid, then
subsequent schooling becomes heav-
ily remedial. Early schooling need not
be mandatory, but it should be so
attractive and effective that all parents
will take advantage of it. Very few
homes and parents can offer all of the
developmental opportunities chil-
dren need for optimum growth. A
school community as herein de-
scribed can provide a healthful, pro-
tective, stimulating environment for
unfortunate children without a
decent home. It can enrich the lives of
children who do have a good home
life. With about 50% of marriages
broken or breaking, at least half the
school population needs the kind of
supplementary, supportive care thata
comprehensive holistic school can
provide, for all ages.

All of the ideals of holistic educators
can be achieved in an MI school
Furthermore, such a school conforms
to the most stringent criteria that
more and more reformers are setting
forth for fundamental restructuring,
notably the empowerment of stu-
dents and parents as well as teachers
in planning and implementing truly
individualized programs. The most
perceptive critics of traditional educa-
tion affirm that the entire system must

be redesigned, instead of the piece-
meal, cosmetic tinkering that has
characterized reform efforts for cen-
turies.’* The most noticeable change
so far is that desks are no longer
screwed to the floor — but (beyond
the primary level) they are still in rows
facing the teacher’s desk and chalk-
board. Schools still run about as they
did a century ago: teacher and
curriculum-dominated, age-grouped,
competitively graded on some kind of
ABCDF curve, with only lip service to
the ideal of individualized instruction
aimed at “helping every learner
achieve his or her potential” (a pious
statement found in every school dis-
trict’s statement of goals). On the basis
of results from thousands of peer
tutoring and counseling projects over
the past 30 years, we can confidently
predict that a comprehensive, unin-
terrupted MI program stretching from
early childhood to the late teen years
will produce students with factual
knowledge and analytical skills,
coupled with a holistic attitude
toward life, needed to solve the prob-
lems of war, injustice, pollution, and
all activities that threaten the welfare
of humankind.

We need not postulate the type of
politico-economic system that MI
alumni might devise. However, we
may assert with confidence that they
will approach humanity’s problems
using head and heart to solve them so
as not only to assure material well-
being for all, but also to advance spir-
itual development — autonomy
directed toward a lifetime of learning
to love and loving to learn.

Notes

1. Ron Miller, What Are Schools For? Holistic Edu-
cation in American Culture (Brandon, VT: Holis-
tic Education Press, 1990), pp. 81-87. Miller’s
well-researched and readable history of
holistic education is worth any educator’s
time and attention,

2. Critics of traditional education abound. See
Lynn Stoddard, “The Three Dimensions of
Human Greatness: A Framework for Rede-
signing Education,” in the Spring 1990 issue
of Holistic Education Review 3, no. 1, and
included in New Directions in Education: Selec-
tions from Holistic Education Review, edited by
Ron Miller (Brandon, VT: Holistic Education
Press, 1991), pp. 219-232. Stoddard’s critique:
“It is impossible to reform education within
the prevailing frame of reference, which is
characterized by a mental fixation on curric-
ulum development instead of human devel-

opment” (New Directions, p. 220). Stoddard’s
redesigned school has much in common
with the “new wineskin” herein proposed.

Seymour B. Sarason, a life-long reformer,
takes a pessimistic look in a little book of
trenchant criticism: The Predictable Failure of
Educational Reform (San Francisco: Jossey-
Bass, 1990). Sarason considers the traditional
school structure “intractable” to piecemeal
reform because of power relationships that
must be dealt with in a holistic way. Sarason
wrote more fully on the subject in his The
Culture of the School and the Problem of Change,
2nd ed. (Boston: Allyn & Bacon, 1982).

The psychological problems in making
radical changes are the focus of Michael Ful-
lan’s The Meaning of Educational Change (New
York: Teachers College, 1982). “All real change
involves loss, anxiety, struggle ... changes in
goals, skills, philosophy, beliefs, behaviors ...
experienced in a diffuse, incoherent manner”
(p. 29). Reformers must pay as much atten-
tion to how to make changes as to what
changes they wish to make.

An especially caustic criticism is Frank
Smith’s Insult to Intelligence: The Bureaucratic
Invasion of Our Classrooms (New York: Arbor
House, 1986).

. AS. Neill, Summerhill: A Radical Approach to
Child Rearing (New York: Hart, 1960). A classic
that helped launch the “free school” move-
ment of the 1960s. However, all opinions
were not as positive as Neill’s, as collected in
Summerhill: For and Against (New York: Hart,
1970). “Outstanding writers in education,
sociology, and psychology evaluate the con-
cepts of AS. Neill.” Negative opinion from
Dr. Ernest Papenek, child psychologist spe-
cializing in juvenile delinquency: “Welearna
lot from [Neill} as to what is bad in education.
We do not learn enough from him as to what
we can do to better the situation” (p. 172).

. See EM. Standing, Maria Montessori: Her Life
and Work (1957; reprint, New York: Mentor,
1967). Standing was a personal friend of
Maria Montessori and himself a Montessori
teacher. His book is an accurate but uncriti-
cal description of the Montessori method
and its development.

For a scholarly and critically objective
view of both Maria Montessori and the
worldwide spread of her method, see Rita
Kramer, Maria Montessori: A Biography (Chi-
cago: University of Chicago, 1976; paperback
ed., Menlo Park, CA: Addison-Wesley, 1988).

. Margaret Mead, Growing Up in New Guinea

(New York: Mentor, 1953). p. 93.

6. Mead, Growing Up, p. 38.
7. Mead, Growing Up, pp. 127, 128,

. Although Raymond A.Moody, Jr., and other
researchers in the field of near-death expe-
rience (NDE) focus on the question of life
after death, the consistent testimony that we
take with us to an afterlife only love and
learning, undergirds holistic philosophy
about life’s essential values and purpose. In
his last book, The Light Beyond (New York:
Bantam, 1988), Moody comments that young
children who have had an NDE are “kinder
and more patient” (p. 66). “They are happier
and more hopeful than those around them”
(p. 77).
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9. The sources of my information on peer tutor-
ing and counseling are diffusely based on
over 30 years of interested investigation.Iam
a charter member of the National Peer
Helpers Association (NPHA), which has
conducted five national conferences. For
information, contact the Association at PO.
Box 335, Mountain View, CA 94042. NPHA
publishes the Peer Facilitator Quarterly.

I have sat through hundreds of hours of
workshops conducted by practicing peer
tutors and counselors, and read countless
reports, subjective and objective. Much of
the literature is in the ERIC data base, to
which I have access and search regularly for
current developments.

The single-best published volume on
tutoring (that I have found) is by two British
practitioners and researchers, Sinclair Good-
lad and Beverly Hirst, Peer Tutoring: A Guide to
Learning by Teaching (London: Kogan Page;
New York: Nichols, 1989). The authors have
thoroughly researched the literature, and
succinctly summarize it. Their 23-page bibli-
ography lists about 500 references, mostly
American.

Another British proponent, Keith Top-
ping, produced an excellent how-to-manual,
The Peer Tutoring Handbook: Promoting Co-
operative Learning (Cambridge, MA: Brookline,
1988). Topping’s specialty is reading. See also
his “Peer Tutoring and Paired Reading:
Combining Two Powerful Techniques,” Read-
ing Teacher 42, no. 7 (March 1989), pp. 488-494.

10. Miller, Schools, pp. 76-80. Pestalozzi (1746-
1827) follows Jean-Jacques Rousseau in
Miller’s procession of holistic pioneers.

11. Most American historians of education
ignore Andrew Bell, Joseph Lancaster, and
William Bentley Fowle. My information
comes piecemeal from a variety of sources,
including Goodlad and Hirst, Peer Tutoring;
Topping, Peer Tutoring Handbook; and Reading
Teacher. A doctoral colleague, Ann C. Prinde-
ville, produced a valuable study, unpub-
lished: “Mutual Instruction Comes to Amer-
ica: A Brief History of the Lancasterian
System of Education” (UCLA, 1967).

12. William B. Fowle, Teachers’ Institute or Familiar
Hints to Young Teachers (Boston: Fowle, 1847),
p- 33.

13. See Peter A. Cohen and James A. Kulik,
“Synthesis of Research on the Effects of
Tutoring,” Educational Leadership (December
1981), pp. 227-229. Their summary: “Students
who participate in tutorial programs — both
as tutors and tutees — show greater cogni-
tive growth and attitudinal gains than do
students who are not involved in such pro-
grams.... Tutors not only develop more posi-
tive attitudes toward the subjects they are
teaching, but they also gain a better under-
standing of these subjects.” The authors’
detailed report, “Educational Outcomes of
Peer Tutoring: A Meta-analysis of Findings”
was published the following year in American
Educational Research Journal (Spring 1982), pp.
237-248.

14. Peer counseling currently dominates the
peer helping movement. Professional school
counselors organize highly effective peer
counseling programs. Psychologist Barbara
Varenhorst, one of the founders and a leader

15.

16.

17.

18.

19.

of the national movement, wrote a hand-
book for peer counseling training, Real
Friends: Becoming the Friend You'd Like to Have
(San Francisco: Harper & Row, 1983). “There
is no time in life when a person is more
vulnerable to the treatment of peers than
during adolescence.... You can help in ways
adults can’t, no matter how much we care”
(p. 17).

One of the strongest arguments in favor of
comprehensive peer tutoring comes from a
researcher outside the peer helping move-
ment: William Damon, “Peer Education: The
Untapped Potential,” Journal of Applied Devel-
opmental Psychology 5 (1984), pp. 331-343.
Damon bases his recommendations to
involve all pupils in both tutor and tutee
roles on the psychological theories of Lev
Vygotsky, Jean Piaget, and Harry Stack Sul-
livan. “The child’s switching from expert to
novice can impart to the child a deeper
understanding of the educational
endeavor.”

Damon’s book, The Moral Child: Nurturing
Children’s Natural Moral Growth (New York:
Free Press, 1988), reviews studies of moral
growth in very young children, beginning
with what seems to be an instinct for
empathy, leading to altruism, sharing, and
cooperation. These studies suggest that
holistic education works with, not against,
human nature.

For another view of Mutual Instruction, see
EM. Swengel, “Cutting Education’s Gordian
Knot,” Phi Delta Kappan 74, no. 9 (May 1991),
pp. 704-710. A much more detailed descrip-
tion is in a paper based on a presentation at
the 1990 conference of the National Peer
Helpers Association, “Restructuring the
School System to involve ALL Students in
Peer Helping,” available on ERIC microfiche
ED 324 744, or from me at 4875 San Joaquin
Drive, San Diego, CA 92109.

Benjamin Bloom made an intensive five-year
study of highly talented individuals in art,
sports, and research: Developing Talent in
Young People (New York: Random House,
1985). He found that repeated drill on the
fundamentals is essential to the develop-
ment of talent.

When [ taught a graduate course in reading,
my students — experienced elementary
teachers — could not identify a single child
with reading problems who had been read to
as a preschooler. These teachers agreed
unanimously that being read to is an essen-
tial prereading experience. Television’s
“Sesame Street” and Saturday cartoons are
no substitute for a child snuggling up to a
live reader.

School restructuring has been a major theme
in professional education journals for several
years, and continues to develop toward
really fundamental, radical redesign of the
school system. Recent issues of Educational
Leadership 48, nos. 7 and 8, the journal of the
Association for Supervision and Curriculum
Development, focused on “Strategic Plan-
ning” (April 1991) and “Restructuring
Schools: What's Really Happening?” (May
1991).

Reformers are taking a broader, all-pupil,
system-wide view, without being bound by

traditional views. They are moving rather
cautiously, on the whole, but trending
toward what a U.S. Department of Education
brochure calls “breaking the mold.” The lan-
guage of a remarkable little pamphlet, America
2000: An Education Strategy, is downright revo-
lutionary in section II: “For Tomorrow’s Stu-
dents: A New Generation of American
Schools.” It states: “R & D Teams can be
expected to set aside all traditional assump-
tions about schooling and all the constraints
that conventional schools work under.”
Although the involvement of the business
community in the R & D work may rouse
questions about the holistic possibilities in
this government-with-business attempt to
restructure the system, the brochure does
state; “Education is not just about making a
living; it is also about making alife.” That lets
holistic educators get a foot in the door. How
much wider we can pry it open depends on
how specific and practical our plans are to
“break the mold,” and offer a new wineskin.
The pamphlet is available free from the U.S.
Dept. of Education, AMERICA 2000, 400
Maryland Ave., S.W. Washington, D.C.
20202. It may be ordered by phone:
1-800-872-5327.

Country
School Campus
For Sale

Former elementary day &
boarding school in
rural setting in Canterbury,
New Hampshire.

14 pristine acres, seven build-
ings designed to serve seventy
students (20 boarding
students), with three staff
residential units. Located next
to historic Shaker Village and
surrounded by 1200 acres of
covenant protected land.

Contact :

Peter Marsh, 244 No. Main St.
Concord, NH 03301
(603) 224-1877
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Synergy, Holistic Education,

and R. Buckminster Fuller

Education for a World in Transformation

The most important fact about Spaceship Earth:
An instruction book didn’t come with it.
- R. Buckminster Fuller!

In these complex times, many people are feeling an increased
commitment to the preservation and evolution of humanity.
Unfortunately, for decades we have ignored the environmental,
economic, and cultural conditions that are now wreaking havoc
on Spaceship Earth. As a species, we have been literally under-
mining our own planetary life-support systems.

Fortunately, it does appear that the world community is
gradually becoming aware of itself as an inseparable whole.
More and more people are beginning to recognize the need for
a true transformation of consciousness, rather than the con-
tinued manipulation of statistics, symptoms, and intellectual
concepts. But if we are to ensure humanity’s future on Earth,
this growing awareness must be translated into effective
worldwide action. Earth’s people, both individually and collec-
tively, must become more harmonious — and quickly.

Yet what nondenomina-

by Alex Gerber

Alex Gerber, Ph.D., is an educator, consult-
tant, writer, and musician living near Seat-
tle, Washington. He is on the adjunct
faculty of Western Washington University
{where he teaches a graduate education
course titled “Education for a World in
Transformation: From Blackboards to
Buckminster Fuller”) and Antioch Univer-
sity, Seattle (where he teaches “Dimensions
of Holism: From Tao to Buckminster Fuller”
in the Whole Systems Design Graduate
Program). “The Educational Philosophy of
R. Buckminster Fuller,” his 1985 disserta-
tion (University of Southern California),
has been reviewed in Trimtab: Bulletin of
the Buckminster Fuller Institute and in the
Essential Whole Earth Catalogue. This article
contains excerpts from Alex’s forthcoming
book, Tao in Education: From Blackboards
to Buckminster Fuller. Alex is available for
workshops and consulting and can be
reached through Gerber Educational
Resources, PO. Box 2997, Kirkland, WA
98083,

tional, unifying ethic can

inspire us to improve life
throughout the planet? Of
course we must enact a plan
to save Earth — but which
plan is best?? Consider this
quotation by R. Buckminster
Fuller (1895-1983; well-known
for the geodesic dome and for
the term Spaceship Earth). “Io
be optimally effective, undertake at
outset the most comprehensive
task in the most comprehensive
and incisively detailed manner.””
If this statement is true,

Through the principle of synergy, educators
can help create an entirely new alloy — a truly
viable planetary society. Educators can evoke
synergy — thus creating effects greater than
the sum of specific actions — by cultivating a
holistic attitude orientation. “What kind of
world do we want?” “How should we be
educating ourselves as we approach the year
2000?”

what makes it so? When is something optimally effective? What
would comprise a comprehensive task? What would comprise a
comprehensive and incisively detailed manner for accomplishing such
a task? To help answer these questions, let us first consider the

phenomenon of synergy.

© 1991, Alex Gerber
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Synergy

Synergy is the principle whereby the
behavior of a whole system is greater
than the sum of its parts, a result that
is not predictable from an examina-
tion of the individual parts. A good
example of this is demonstrated in
metallurgy. Individually the elements
iron, chromium, and nickel have cer-
tain characteristics. But when com-
bined with carbon, manganese, and
other minor constituents, they make
chrome-nickel-steel, an alloy much
stronger and more durable than any
of the original elements. Able to with-
stand enormous temperatures, this
alloy has many practical applications,
including the jet engine — a discovery
that has profoundly changed the
human reality, including our basic
perception of time and space. Fuller
wrote:

Itis a very popular way of thinking to
say that a chain is no stronger than its
weakest link. That seems to be very
logical to us. Therefore, we feel that we
can predict things in terms of certain
minor constituents of wholes. That is
the way much of our thinking goes. If I
were to say that a chain is as strong as
the sum of the strengths of its links, you
would say that is silly. If [ were to say
that a chain is stronger than the sum of
the strengths of all of its links, you
might say that ... is preposterous. Yet
that is exactly what happens with
chrome-nickel-steel.5

There are many other examples that
illustrate the power and potential of
this fundamental principle of nature.
For a visual example of synergy, con-
sider the impact of the combined
colors within a rainbow. A prime
example in the classroom is coopera-
tive learning — where children, work-
ing as a team, directly experience the
value of synergy.

In theory, we could utilize this prin-
ciple to help fulfill all of humanity’s
basic needs, including healthy food,
affordable housing, health care,
renewable energy sources, and effec-
tive transportation and communica-
tions systems (some of the parts).
Fuller’s work demonstrates the type
of innovative thinking required. One
specific example is the geodesic dome
— an ideal form of affordable housing
that has an extremely high strength-
to-weight ratio and uses only 1/50 the

weight of materials needed for con-
ventional cubicle buildings.

By planning and acting from a
broader perspective, which includes
the whole world’s needs as well as our
individual concerns, we waste less,
recycle more, minimize duplication of
efforts, and optimize our use of human
and nonhuman energy sources. Thus,
through the principle of synergy,
humanity can create an entirely new
alloy — a truly viable planetary
society.

At the present time we are clearly
experiencing the power of global syn-
ergy. Much of this, however, is in a
detrimental form, created primarily
through ignorance and misplaced trust.
Most of humanity is still focused on
the parts and short-term gains rather
than the unity and viability of our
whole planet. That focus has created
many complex conditions that are

unfavorable not only to our environ-
ment but also to life itself.¢ Airborne
chemicals are destroying the ozone
layer. Clear-cutting rainforests con-
tributes to the greenhouse effect while
causing unprecedented numbers of
plant and animal extinctions. Aimed
only at maximizing short-term profits,
many agricultural practices accelerate
topsoil and groundwater loss while
creating long-lasting toxic pollution.
The list goes on and on.

Nature functions as a whole, inte-
grated system. Since synergy is, by

i

Buckminster Fuller lecturing with the Dymaxion Map on the lecturn. © 1991, Buckminster Euller Institute,
Courtesy, Buckminster Fuller Institute, Los Angeles.
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definition, “of the whole,” we can
align with nature most effectively by
beginning with the whole and then
progressing to the parts, not the other
way around. This is why itis optimally
effective to undertake at outset the most
comprehensive task and to address tasks
comprehensively as Fuller suggests.

Given the vast inertia of our nega-
tive environmental situation, human-
ity is fortunate to have the principle of
synergy as a powerful ally — one that
is directly applicable in education,
government, business, and in our per-
sonal lives. Many educators may be
somewhat familiar with synergy;
however, they may not know how to
take advantage of it in the classroom
(or the boardroom) on a day-to-day
basis. Just as one needs to understand
(intuitively or otherwise) the general-
ized principle of leverage in order to
move something heavy with a lever
and a fulcrum, so we need to under-
stand more about the generalized
principle of synergy in order to work
together most effectively” We as a
society have been creating and rein-
forcing our ecological and social catas-
trophes. But human values can
change. Improved education can make the
difference.

How can educators take best
advantage of synergy? By first putting
attention on the whole, and then the
parts. This very process will evoke syn-
ergy and create effects greater than
the sum of specific actions. One
example of how teachers can deliber-
ately use the principle of synergy is by
integrating the curriculum so that the
development of multiple skills (e.g,.,
reading, math, history, spelling)
occurs simultaneously. Life demands
that education be interdisciplinary.
When our focus is only the specific
parts, there are often so many of them
that we miss the wholeness.

Holistic education

Holistic refers to the functional rela-
tionship between the whole and its
parts. While this term may have
already become a diluted buzzword
(similar to the term natural), it is still
the most useful description we have
for this relationship. Holistic educa-
tion is unfragmented, living education
that integrates all aspects of life.

Rather than dwelling on statistics or
historical debates, a holistic approach
to education provides the integrated
conceptual base necessary for answering
the key questions “What kind of
world do we want?” and “How
should we be educating ourselves as
we approach the year 2000? It is pre-
cisely this comprehensive view of life
that needs to be encouraged in educa-
tional settings.

Too many training programs are
designed only to increase the
teacher’s database. In many cases, the
philosophical base, which underpins
every aspect of an educator’s work,
has not been clarified for some time, if
ever. This omission is a fundamental
problem in education today.

Our planet itselfand much of human-
ity are crying out as never before for
actions that are optimally effective. But
what comprehensive task can be identi-
fied? Because so many other human
activities are manifestations of our
educational systems, educating our-
selves comprehensively (holistically)
is one such activity that is within our
control.

Since holistic education is unfrag-
mented, it encompasses the investiga-
tion of all subjects and issues in rela-
tionship to the whole of life. Not a
particular philosophy, curriculum, or
methodology, it helps develop an

orientation, whole to parts — are neither
referenced nor defined objectively.

Of course the holistic approach
encompasses rationalism, because
there are indeed sound reasons for its
use, However, in many cases it goes
beyond rationalism by trusting intui-
tion as being closer to the mark than
logical reasoning. For example, by the
time we have scientifically proven the
limits of Earth’s life-support capabili-
ties, we may have already exceeded
them. Forests, lakes, coastal waters,
many soil-based ecosystems, and
unprecedented numbers of species
have already died. Our atmosphere is
already severely imbalanced. On the
other hand, if we could utilize our
resources holistically, they need never
become exhausted. Fuller's World
Game, the geodesic dome, and “doing
more with less” are excellent teachers
of this principle.

Traditional Western education
starts with the parts and rarely, if ever,
progresses to the whole. One result of
this approach is the infinitude of parts,
the multitude of academic disciplines.
In most college catalogues, human
knowledge is dissected into such
minute specializations that any of
them could take a lifetime to master.
This compartmentalization of knowl-
edge is useful in some disciplines, but
when it is the predominant approach

n many cases the holistic approach goes
beyond rationalism by trusting intuition
as being closer to the mark than logical

reasoning.

intuitive attitude orientation. Instead
of just adding more data, this concep-
tual shift creates an atmosphere of
self-empowerment. Proceeding from
whole to parts, rather than the
reverse, it serves as a tool for discern-
ing any issue.

To understand and practice holistic
education requires a viewpoint quite
different from that which has gener-
ally been encouraged in academia. It
values “heart-knowing,” the process
of feeling and perceiving intuitively.?
Thus, it is not accidental that certain
terms used here — whole of life, attitude

(as observed, for example, in the phys-
ical sciences, social sciences, and most
teacher education programs), we
often fail to appreciate that all-
important reality called “the whole.”
On a planetary scale this short-
sighted human behavior has resulted
in continuing fragmentation and
environmental catastrophe.
Educators must come to see their
work in the context of holistic and
global realities. To many educators,
however, this approach would not
seem practical or concrete enough;
they may resist when it comes to
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examining such abstract philosophi-
cal concepts, preferring to look for
external solutions in the form of tradi-
tional, practical approaches to curric-
ula (e.g.,, canned lesson plans, going by
the book). This is to be expected, since
the quest for objectivity has been the
foundation of our entire educational
background.

However, it is becoming clear that
developing a tolerance for and appre-
ciation of the abstract, including the
value of a holistic attitude orientation, is
the most practical step! When educa-
tors reward only the “practical” solu-
tions, they are, in reality, refusing to
recognize the legitimacy and value of
subjective, intuitively perceived
realms. Fuller often addressed this
situation. He taught that much of the
physical technology and phenomena

spirituality, and love is felt rather than
seen, the whole can only be perceived
intuitively beyond the five senses.

I believe that the multidimensional-
ity of reality must be explicitly recog-
nized by the general populace before
our planetary declines can be reversed.
But how can educators and others get
past their overdependency on solu-
tions that are objective and easily
quantifiable? This requires shifting to
a holistic attitude orientation — a softer
focus, an all-encompassing mode of
inquiry that is intuitive, interdiscipli-
nary, and cross-cultural.

Although it certainly encompasses
day-to-day teaching activities, holistic
education cannot be constricted into a
particular curriculum or methodol-
ogy.l® But when educators shift to a
holistic attitude orientation, many excit-

efore we can arrest the damage we are

doing to our planetary home and begin
to thrive as a global society, we must
start focusing our attention on unifying
and healing.... A shift by educators to a
holistic attitude orientation is essential.

that affect our everyday reality exists
only in invisible realms.?

For example, synergy — although
very real — is intangible; like gravity,
we see only its effects. Likewise, pro-
cesses that contaminate our food,
water, and air are often imperceptible
to all but the most sophisticated scien-
tific instruments. So are processes
leading to diseases such as cancer and
AIDS. Often such processes seem
invisible because they occur so grad-
ually. For example, we know that
greenhouse gases and ozone deple-
tion exist even though we cannot see
them and try our best to ignore them.
The chemical reactions that result in
super-high-tech alloys and microchip
advances are also unseen. Unfortu-
nately, some of the side effects of their
manufacturing processes are not so
invisible.

The whole electromagnetic realm is
essentially invisible, but it is all-
pervasive and certainly affects our
lives. Just as the essence of healing,

ing developments ensue. Lesson
plans and teaching methods start
bubbling up from inside, becoming
more intuitive and spontaneous. Edu-
cation becomes more fun and exciting
for everyone concerned. Thisis what a
holistic paradigm shift is all about —
growing numbers of people realizing
that invisible and abstract factors are
powerfully at work within themselves
and in the external world."

But how will shifting to a holistic
attitude orientation help solve the tough
education issues facing society today
— (illiteracy, dropout rates, teacher
and student burnout, crowded class-
rooms, testing fairness, funding,
bussing...?

First, it is essential for parents and
educators to broaden their focus
beyond the many specific issues. Most
often, taking a firm stand on a particu-
lar issue brings forth an equally firm
antithesis. The tendency for point to
produce counterpoint — taking sides
on issues — has occurred consistently

throughout history. We, as a function-
ing society, have become conditioned
into an oppositional, partisanship-
oriented mindset. Just look at any
newspaper.

Yet, if this polarization continues to
self-propagate and we continue foul-
ing our planetary home, then human
society will fail to maintain its viabil-
ity. Before we can arrest the damage
we are doing to Earth and begin to
thrive as a global society, we must
start focusing our attention on unify-
ing and healing, rather than fragmen-
tation. To accomplish this, a shift by
educators to a holistic attitude orientation
is essential.

Since holism intrinsically stands
outside the oppositional mindset, this
shift in attitude will reformulate our
whole approach to solving the prob-
lems of education. The very nature of
holistic education makes it undebat-
able; it is nonpartisan by definition
because it implies a viewpoint that
embraces every viewpoint. It is a sim-
ple but powerful way of examining all
viewpoints, of learning how to see.
Therefore, holistic education can be a
powerful and compassionate pattern
for common consensus and for per-
sonal and global evolution.

Recognizing the spiritual nature of
life is the underlying basis of a holistic
approach;12 but for obvious reasons,
spirituality has been largely ignored
by mainstream educators who are
focused primarily on objectively
derived solutions. Thus, it is most for-
tunate that we now have objective,
verifiable support for holism?? as well
as tools to help teachers increase their
holistic awareness. This is vital for
successfully resisting charges of
desecularization when introducing
holistic concepts into mainstream
education. Placing value on the com-
prehensive (the whole), which is
implicit in holistic education, will also
provide us with nonpartisan values
for education — creating a much-
needed secular touchstone for distin-
guishing the relative merits of all
teaching methods and curricula.

Some educators maintain that pro-
grams to enhance basic literacy
should be the focus in educational
reform, that teaching the three Rs
must be given top priority. But in
today’s media-saturated society, and
given our eclectic styles of family and
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religious life, it is not always easy for
children to learn that the “whole”
exists. Learning the three Rs is neces-
sary, but it is also hopelessly inadequate
for ensuring or even encouraging the
development of a comprehensive free
will. The unity of life on Earth may not
be self-evident — but it can be learned.

A crucial variable in determining
whether learners experience holistic
connections is the teacher’s attitude
orientation, When an authentic emo-
tional connection is forged between
co-learners — students, teachers, par-
ents, administrators — education
becomes exciting again. When educa-
tion is interpersonal and relevant to
real life, discipline problems "and
boredom are minimized. By exploring
the connecting process, not just the
individual fragments, the curriculum
itself literally comes alive and student
interest is spontaneously maintained.
As more of our educators are begin-
ning to discover, helping learners to
link their inner world with the unity of
life is tremendously rewarding.

R. Buckminster Fuller

The author of more than 20 books,
R. Buckminster Fuller dedicated his
life to exploring our world from the
whole to the parts and teaching about
his discoveries. Despite the objective
rationales to which he often referred,
Fuller knew that “comprehensivity”
comes only through intuition, that
one must gain a sense of the whole to
recognize the value of a part. Unlike
learning by rote, true “comprehensiv-
ity” emphasizes the necessity to go
beyond one’s current understandings
— to get outside the infinitude of the
parts.

To Fuller, the exact opposite of a
specialist is not a generalist; he consi-
dered “comprehensivist” to be a
further step — a higher level of realiza-
tion from which one can better per-
ceive and shape reality. One thing
that made Fuller’s approach frustrat-
ing to some of his critics is that he
worked “from the whole” — not
inductively from within any particu-
lar context, but comprehensively from
intuitive insight. His critics said, in
effect: “This appears disconnected; he
doesn't build on what came before. He
is trying to reinvent the wheel and
rediscover Einstein all at once.” How-

ever, Fuller did invent a new wheel:
Synergetic Geometry — Synergetics
— and its multifaceted applications.*
In fact, his discovery of certain practi-
cal applications of Einstein’s work was
acknowledged by Einstein himself.5
Although Fuller’s artifacts and
strategies for humanity’s success —
including the Spaceship Earth
Dymaxion Map, the World Game,
geodesic domes, and many others!6 —
are of tremendous importance, per-
haps his greatest contribution occurs
on other levels. According to EJ.
Applewhite, Fuller’s friend and collab-
orator on Synergetics and Synergetics 2,
“Fuller’s primary vocation is as a poet.
All his disciplines and talents —
architect, engineer, philosopher,
inventor, artist, cartographer, teacher
— are just so many aspects of his chief

which synergetics is pertinent is a cri-
sis of popular enlightenment, popular
faith... Metaphors, paradigms, these
are our deepest needs...."20

Fuller’s work illuminates the para-
digm shift toward a more holistic con-
ception of reality. This shift has
already been felt by the mainstream in
many areas, including “new” phys-
ics;?! the use of visualization, biofeed-
back, acupuncture, and other alterna-
tive healing techniques; alternative
birth centers; and motivational and
nutritional programs in businesses.

In the field of mainstream educa-
tion, the holistic approach is becom-
ing more visible; it does, however,
need greater emphasis. Given our
pressing environmental mandate, the
people of Earth must soon adopt edu-
cation systems that reflect the holistic

be optimally effective, undertake at
outset the most comprehensive task in
the most comprehensive and incisively

detailed manner.

- R. Buckminster Fuller

function as an integrator.”" “His phil-
osophy was never a rationale for the
domes, rather the domes were an
attempt to explain his philosophy.”18

Fuller gave us a unified conception
of reality (with both objectively and
intuitively derived rationales) and a
vital goal — a vision of our potential
success as voyagers on Spaceship
Earth. He gave us an exquisitely
coherent physical and metaphysical
eyepiece for self-discovery, always
centered around perceiving, thinking,
and acting from “whole to parts.” He
gave this concept shape and he gave it
voice — exemplified by his statement,
“To be optimally effective, undertake at
outset the most comprehensive task in the
most comprehensive and incisively detailed
manner.” When the world of education
learns the meaning behind this single
statement, it will vastly improve,
synergistically.

Hugh Kenner, noted scholar and
author, said that Fuller gave us a “sys-
tem of coherencies ... for our space age
navigating.”1® He wrote, “The crisis to

nature of life. Although we have been
in a gestation period, I believe that
holistic education and attitudes will
be more widely understood and
accepted within the very foreseeable
future.??

Talso believe that Fuller will become
more recognized as a pivotal contribu-
tor in the world of contemporary edu-
cation philosophy. He wrote:

Humans are coming swiftly to under-
stand they must now consciously
begin to operate their space vehicle
Earth with total planetary cooperation,
competence, and integrity. Humans are
swiftly sensing that the cushioning tol-
erance for their initial error has become
approximately exhausted.?

I am certain that none of the world’s
problems — which we are all perforce
thinking about today — have any hope
of solution except through total demo-
cratic society’s becoming thoroughly
and comprehensively self-educated.
Only thereby will society be able to
identify and intercommunicate the
vital problems of total world society.
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Only thereafter may humanity effec-
tively sort out and put those problems
into order of importance for solution in
respect to the most fundamental prin-
ciples governing humanity’s survival
and enjoyment of life on Earth.2¢

Your educational forces, if competently
organized and instrumented, should
stimulate the self clean-up. The politi-
cians won’t clean up; the only hope is
through education.?

Metaware

meta-, 1. from the Greek meaning
“beyond,” “behind,” and often denot-
ing change, used in the formulation of
compound words: metaphysics.

ware, n. 1. usually wares. a. articles of
merchandise or manufacture; goods: a
peddler selling wares 26

A computer program is known as
software. Educational software can be
used in creating a curriculum (holistic
or otherwise). Yet, in the classroom, a
curriculum is really more like hard-
ware: the vehicle on which the pro-
gram rides. The true software — the
real programming — is the quality of
the teacher’s conceptual base, mani-
fested through the attitude and aware-
ness with which she or he presents
the material and brings it to life in the
classroom or lecture hall. Since the
terms software and hardware have
already been universally defined, we
can create a new label for this meta-
program (this philosophical base
which, articulated or not, always lies
behind the software): Metaware.

Metaware is the “ware” that is miss-
ing from most educational settings as
we approach the year 2000. Identify-
ing this vital link underscores the
need for educators to step back and
reformulate their philosophical
underpinnings.

In conclusion, as we analyze the
questions posed at the outset, it is
important to remember that holism is,
by definition, nonlinear. Therefore, it
should not be surprising that the
information presented here overlaps
or appears to reiterate the same guide-
lines using different words.

How do we know when something
is optimally effective? This becomes self-
evident when we learn about and
align ourselves with synergy. What
would comprise a comprehensive task
that individuals might undertake?
Educators and others can begin

approaching education in the context
of holistic and global realities (think-
ing and acting from whole to parts).
What would comprise a comprehensive
and incisively detailed manner for
accomplishing this? Let us begin by
actively nurturing a holistic attitude
orientation in educators, students, and
policy makers — a practical measure
that will help rekindle the lost vision
for education.

What is a nondenominational, uni-
fying ethic that could inspire people
worldwide? Valuing the whole. One
powerful starting point would be for
us to learn more about R. Buckminster
Fuller and his multifaceted options for
humanity’s success. His philosophy is
ameta-philosophy, a wonderful view-
station for discerning the answers to
the two key questions previously
introduced: “What kind of world do
we want?” and “How should we be
educating ourselves?”

Finally, which plan is best? One’s
own individual creation. Personal
integrity and self-education are key
attitudes that must be present in
order to create a common consensus
with the power to effect vital change.?

We already live in the global age;
there is no going back to the days of
isolationism. It is essential that holistic
ideas and attitudes be emphasized not
only in our own country, but also
throughout the world. Although
holistic education, by itself, will not
totally remedy our educational, plane-
tary, or personal ills, it is a necessary
and identifiable component of any
long-term solution.

Holistic education is education about
education; it is a golden key — a means
of unlocking humanity’s potential for
self-empowerment. The call to educa-
tors and others is for a rapid transfor-
mation of consciousness on this
planet, approaching ever deeper into
“comprehensivity.”

Notes

1. R. Buckminster Fuller with Jerome Agel and
Quentin Fiore, I Seem to Be a Verb (New York:
Bantam, 1970), front cover.

2. Even the mass media has begun to feature
the need to save Earth. For example, see the 2
January 1989 Time cover story, “Endangered
Earth,” or the late-1990 PBS television series,
“Race to Save the Planet,” hosted by Meryl
Streep.

3. R. Buckminster Fuller, Critical Path (New
York: St. Martin’s, 1981), p. 251.

4, This example is from R. Buckminster Fuller
in collaboration ‘with EJ. Applewhite, Syner-
getics: Explorations in the Geometry of Thinking
(New York: Macmillan, 1975), p. 6. (Also see
note 14.)

5. Ibid.

6, “The Dark Side of Growth,” a chapter in
Fritjof Capra, The Turning Point: Science, Society
and the Rising Culture (New York: Simon &
Schuster, 1982), covers this well.

7. “Generalized principles” are described in
Critical Path (see p. 432) and other works by
Fuller.

8. Fuller recognized the crucial importance of
intuition. This theme recurs throughout his
work, especially in his book Intuition (1972;
2nd ed., San Luis Obispo, CA: Impact Pub-
lishers, 1983).

9. See Fuller, Critical Path, pp. 161 and 440, for
examples.

10. However, there are many excellent holistic
education resources for educators, includ-
ing works by and about R. Buckminster
Fuller (also the Buckminster Fuller Insti-
tute, 1743 S. La Cienega Blvd,, Los Angeles,
CA 90035); World Game Institute, 3508
Market St, Philadelphia, PA 19104, The
Robert Muller School, 6006 Royaloak Dr.,
Arlington, TX 76016. Readers are also
encouraged to investigate both the Mon-
tessori and Waldorf education
philosophies.

11, Many excellent books have chronicled this
shift; Capra’s The Turning Point is one of my
favorites.

1

~

Conversely, a holistic approach can help to
clarify one’s spirituality. The Zen Teaching of
Huang Po: On the Transmission of Mind, trans-
lated by John Blofeld (New York: Grove,
1958), is an excellent book on this subject.

13. Prime examples include the work of R.
Buckminster Fuller, physicists David Bohm
and Fritjof Capra, molecular biologist Rupert
Sheldrake, and Deepak Chopra, M.D.
(author of Quantum Healing: Exploring the
Frontiers of Mind/Body Medicine [New York:
Bantam, 1989]), to mention only a few.

14. Synergetics is Fuller’s name for the geometry
of nature’s coordinate system. See Synergetics:
Explorations in the Geometry of Thinking (cited in
note 4) and Synergetics 2: Further Explorations in
the Geometry of Thinking, also by R. Buckmins-
ter Fuller in collaboration with EJ. Apple-
white (New York: Macmillan, 1979). Nature’s
coordinate system: “The mathematically
expressible system that governs the coordi-
nation of both physical and metaphysical
phenomena. Set of generalizations about the
way systems are structured and able to
cohere over time. Interplay of the principles
describing spatial complexity with the
requirements of minimum energy in the
organization of natural structures.” (From
Amy C. Edmondson, A Fuller Explanation: The
Synergetic Geometry of R. Buckminster Fuller
[Boston: Birkhauser Boston, 1987], p. 283.)

15. See R. Buckminster Fuller and Anwar Dil,
Humans in Universe (New York: Mouton,
1983), p. 43.
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The Humanistic Paradigm in Education

Some psychologists during the “Golden Age” of behaviorism
after World War II, discontented with behaviorism’s view of
human nature and method, drew upon a long tradition linking
psychology with humanities and, in a rebellious manner, insti-
tutionally founded humanistic psychology. They regarded
themselves as a “third force,” thus alluding to the fact that they
were an alternative to the dominant behavioristic and psychoa-
nalytical orientations in psychology. Some key psychologists of
the period, such as Gordon Allport, Rollo May, Henry Murray,
Gardner Murphy, Carl Rogers, and Abraham Maslow, joined the
movement.!

Unknowingly, they also had an impact on other fields, educa-
tion primarily, that had fallen under the monopoly of behavior-
ism. As they recognized this impact, they extended their agenda
to education, creating a humanistic paradigm in that field. In
reference to education, two humanistic psychologists stand out:
Carl Rogers (1902-1987), who

by Roy José DeCarvalho
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is known for his student-
centered approach, and Abra-
ham Maslow (1908-1970), who
is known for his views on
self-actualization and human-
istic education. A close study
of their humanistic paradigm
and the problems in educa-
tion that they addressed is
still as meaningful as it was
two decades ago. It is sug-
gested that the continuous
deterioration of American
education ensues in part from

This essay describes the theoretical break-
throughs of Abraham Maslow and Carl Rog-
ers that in the 1960s fueled the establishment
of the humanistic movement in

American psychology. The essay discusses
how Maslow’s and Rogers’s views on human
nature, more specifically their understanding
of the growth hypothesis of Kurt Goldstein,
apply to education and address the continu-
ing crisis in American education.

its failure to address Rogers’s
and Maslow’s humanistic concerns.

Maslow and Rogers were certain that humans need a value
system, a system of understanding, or frame of orientation that
gives life meaning and reason.2 But unfortunately, they argued,

we live in an age where the ultimate disease is amorality, root-

lessness, emptiness, hopelessness, lack of something to believe
in and be devoted to. They blamed this modern uncertainty in
value orientation on the anachronism between rigid ethical sys-
tems of the past and the ethical relativism of science. No longer

unquestionably accepting the value of systems of our upbringing,

This article originally appeared in The Humanistic Psychologist, Spring, 1991 (Vol. 19, No. 1, pp.
88-104) and is reprinted with permission. Copyright, 1991, Division of Humanistic Psychology of the
American Psychological Association. (The original publication contained additional references, most of
them in specialized academic psychology journals, which have been edited out of this version. Most of
Maslow’s and Rogers’s major writings on education are represented in the notes section.)
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we find ourselves in the dilemma of
having to choose between various
and at times even contradictory
values. We live in an age of valueless-
ness, and this is obviously reflected in
the educational system.?

The conflict and confusion in Amer-
ican education, they argued, results
from the lack of values concerning the
purpose and goal (ie, the ultimate
value) of the acquisition of knowl-
edge. In order to evade issues of
values in the curriculum, educators
turned to what they mistakenly
believe is a value-free mechanistic and
technological education. Both Rogers
and Maslow thus bitterly complained
about the over technological and
behavioristic emphasis in American
education as if education were merely
technological training for the acquisi-
tion of skills that are value-free or
amoral. Instead of educating the
whole child and facilitating personal
growth, educators rather train chil-
dren in skills that make them efficient
and adjusted to a technological
society that, although unrecognized,
is in itself also a value. Rogers’s and
Maslow’s answer to this problem, and
their humanistic paradigm of educa-
tion, ensues from their views on
human nature. They thought that the
ultimate goal of education was to facil-
itate students’ self-actualization and
fulfillment of their full potential, or, in
Rogers’s words, “to be that self which
one truly is.”

The development of Maslow’s
views on education

Maslow’s college education was in
the best behavioristic tradition in
Madison, Wisconsin. His M.A. thesis,
an experimental study of the effect of
varying simple external conditions on
learning, was also his first education-
related research. Soon after gradua-
tion, however, he departed from the
behavioristic approach to study dom-
inance among college women and
developed the needs hierarchy theory
of human motivation that made him
famous. These studies, most of them
gathered in Motivation and Personality
(1954), advanced a humanistic view of
human nature that became an impor-
tant pillar of the humanistic move-
ment in American psychology. In that
work, his distinction between expres-

sive and coping behavior, and his
views on self-actualization became
the bases of his later discussion of
intrinsic and expressive learning.
While coping behavior is a mere
response to operant conditioning

At the age of 62, disappointed with
the educational system at the Univer-
sity of Wisconsin-Madison, Rogers
joined the Western Behavioral Scien-
ces Institute in LaJolla, California, and
during the next three years (1965-

aslow argued that teaching creativity
through art should become the para-
digm for all other fields of education.

dealing with matters of basic survival,
expressive behavior is a spontaneous
expression of a person'’s basic charac-
ter leading to the actualization of
inner potential.

In the 1960s, Maslow wrote on crea-
tivity and the significance of teaching
students to utilize their creativity. He
argued that teaching creativity
through art should become the para-
digm for all other fields of education.
Most of these works were compiled in
Farther Reaches of Human Nature (1971)
published posthumously. Farther
Reaches also contained a section on the
values, goals, and implications of
humanistic education. Drawing on
the early distinction between expres-
sive and coping behavior, Maslow
wrote about intrinsic learning as the
humanistic paradigm of education.
Arguing that educators should form
an alliance with the organismic forces
conducive to the fulfillment of the
students’ potential and growth
toward self-actualization, he criticized
extrinsic learning and coping behav-
ior, blaming these core concepts of the
behavioristic paradigm for the failures
of education.

The development of Rogers’s
views on education

By 1952, Rogers was pessimistic
about his teaching and education in
general. Losing interest in education,
he believed that it was impossible to
really teach anything to anyone.
Seven years later, in 1959, he was more
optimistic; he published an article
entitled “Significant Learning: In Psy-
chotherapy and in Education,” apply-
ing the process of learning in psycho-
therapy to education. During the next
eight years, he expanded and refined
the ideas advanced in this article.5

1968), he tried out his education pro-
gram in practice. He proposed a plan
adaptable to any educational system
interested in innovative change. Sev-
eral educational systems answered
Rogers’s call and when grants from
different sources were available,
Rogers chose the Immaculate Heart
College that comprised several high
schools and many elementary schools
in the Los Angeles area. Three years
later, Rogers proudly claimed having
initiated self-directed change in a
large educational system; the college
had been successfully working under
Rogers’s plan independent of per-
sonal contact with Rogers or his group
for two years.6

Believing that he had accomplished
a revolution in education, Rogers col-
lected reports of educators who tried
to practice his ideas. In 1969, he com-
piled some of these reports in Freedom
to Learn — A View of What Education
Might Become, a book that became the
bible of humanistic education. Selling
40,000 copies in the first year of publi-
cation, Freedom to Learn showed how
educators could be personal, innova-
tive, and facilitative of learning even
within an antiquated system. After
Freedom to Learn, Rogers continued to
write for teachers’ periodicals on per-
sonal growth, ideas and feelings about
teaching, questions he would ask
himself if he were a teacher, and the
future of education. He told them that
they were not teachers, but human
facilitators.”

Views on human nature

Maslow and Rogers thought that it
was impossible for an educator,
teacher, or psychologist to be objec-
tive and not to have a view of human
nature. A well-articulated view of
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human nature was, in their under-
standing, the most important value in
education. Any educational system
deserving the name entails a view of
human nature, they argued. Every
educator has, whether consciously
stated or not, an understanding of
people. The issue, they thought, is not
whether to have a philosophy of edu-
cation, but whether to have one that is
conscious or unconscious. The uncon-
scious understandings or theories of
human nature are particularly dan-
gerous since they guide the collection
of data and research more profoundly
than laboriously acquired empirical
knowledge. Rogers and Maslow
argued, in other words, that there are
prior personal subjective views of
human nature and choices of the pur-
pose or value of education. It is impor-
tant that these values be stated and
clarified since they cannot be tested,
evaluated, or denied by scientific
means. In their case, they, indeed,
dedicated much effort to the delinea-
tion of a view of human nature.®

The cornerstone of Maslow’s and
Rogers’s views on human nature and
consequently their naturalistic sys-
tem of ethics and humanistic para-
digm in education was the growth
hypothesis. Maslow explained that an
“instinctoid” inner core of human
nature contains potentialities press-
ing for actualization. Similarly, Rogers
stated that the human organism has a
directional and actualizing tendency
towards the fulfillment of inner poten-
tial. Both were inspired by Kurt Gold-
stein, the Jewish-German psychiatrist
World War II émigré who first coined
the term self-actualization to denote the
reorganizational capability of the
organism after injury. Goldstein
argued that an injured organism reor-
ganizes itself into a new unit that
incorporates the damages. Maslow
and Rogers acknowledged to have
adopted the concept of self-actualiza-
tion from Goldstein, although they
used it more broadly. In his version of
Goldstein’s growth hypothesis, Maslow
argued that persons have basic needs,
emotions, and capacities that are neu-
tral, pre-moral, positive, and good. If
they guide our lives, we grow health-
ier and happier; but if we deny or sup-
press them, sickness is virtually a cer-
tainty. In this view, there are higher
and lower needs arranged in levels of

potency, where the fulfillment of less
potent needs relies upon the gratifica-
tion of the more potent ones. The
higher aspects of human nature, in
other words, rest upon the fulfillment
of the lower nature.®

Physiological needs related to basic
survival, such as food, shelter, safety,
and security, belong to the lower
aspects of human nature and domi-
nate the organism at the elementary
level. When satisfied, however, the
next-higher need emerges and organ-
izes personality differently. Belong-
ing, affection, love, respect, and self-
esteem belong to the next level,
self-actualization to another, and spir-
itual and transcendental needs consti-
tute a last category. A healthy person
is, according to Maslow, one who

But, Rogers argued, as infants grow
their efficient valuing process is lost
and slowly transformed into rigid arti-
ficial and organismically inefficient
value systems. Their naive conception
that what feels good is good is dis-
torted by the assimilation of the eval-
uation of adults, who make them feel
sorry, fearful, and guilty about their
values in exchange for love. In this
process, they lose the wisdom of
organismic awareness and incorpo-
rate the values set by the immediate
human environment. The values car-
ried along with the love, esteem, and
approval from adults forces them to
distrust the experiencing of their own
organism’s guiding value system.
They relinquish their trust of organ-
ismic wisdom.

T’he belief that the individual has the
capacity for self-understanding and
reorganization in satisfying ways ... was
the foundation of Rogers’s client-centered

therapy.

develops and actualizes his or her full
potentialities and capacities by grati-
fying the ascending hierarchy of
needs; Maslow called them self-
actualizers because they sought to ful-
fill inner potential. When a persistent
active basic need, however, is not sat-
isfied the person is not free to grow
and fulfill the higher needs, and is,
thus, said to be ill. All needs, including
the higher needs, are as “instinctoid”
or physiological as, for example, the
need for vitamins. Deprivation of
safety, love, truth, joy, and justice
generates a pathological state similar
to the deprivation of vitamin C.10

Rogers’s version of the growth
hypothesis shares much in common
with Maslow’s self-actualization.
Rogers thought that infants have a
clear set of values. Infants choose
experiences that maintain, induce
growth, and actualize their organis-
mic potential and reject what is con-
trary to their well-being. Since the
values that guide their actualization
lie strictly within their organism, they
are thus naturalistic and objective.!

The belief that the individual has
the capacity for self-understanding
and reorganization in satisfying ways,
if one is only provided the necessary
and sufficient conditions for personal-
ity change, was the foundation of
Rogers’s client-centered therapy.?
Given an appropriate growth-inducing
environment in which one is uncondi-
tionally accepted, one learns the
causes of behavior and new ways of
perceiving and reacting to these
causes. Once the denied attitudes and
behavior become conscious and
accepted, the self assimilates them
and reorganizes itself, consequently
altering the entire personality struc-
ture and behavior. If given freedom to
become what one truly is, one natur-
ally actualizes one’s true identity,
which, Rogers argued, could only pos-
itively enhance one’s nature and
existence. Each one of us has a capa-
city for self-understanding and to
initiate change in the direction of psy-
chological growth and maturity, pro-
viding only that we are genuinely free
and treated with worth and signifi-
cance. In this sense, he argued, the
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therapist merely makes an alliance
with the person’s organismic forces
for growth and self-actualization.

Critique of behaviorism

Rogers and Maslow carried on a
persistent and at times bitter debate
with behaviorists on the nature and
scope of the social sciences. When
they turned to education, they also
criticized behaviorism. Behaviorists,
such as BF. Skinner, thought that
advances in the study and control of
behavior would make education a
new “branch of technological science.”
In “The Science of Learning and the
Art of Teaching,” Skinner stated that
certain techniques of reinforcement
shape the behavior of an organism at
the will of the experimenter. The pre-
cision of control is proportional to the
precision of the manipulation of com-
plex techniques of reinforcement con-
sisting of carefully designed multiple
schedules of reinforcement followed
by changing contingencies. Education
for democracy and for life were trivial
pursuits that soon would be replaced
by the principles of scientific techno-
logical education.!4 Moreover, the
advances in scientific technological
education, he argued, made human
teachers outdated. He thus described
in some detail the designing and mar-
keting of teaching machines. In other
words, Skinner was arguing for the
dehumanization of education. Indeed,
his social utopia, Walden Two (1948),
pictured a civilization whose members
had been brought up by a complex
control of machinery and a cast of
expert social technicians.

Rogers and Maslow were not only
critical of Skinner’s behavioristic edu-
cational philosophy, but also blamed
such a philosophy for the failures of
American education. They thought
that behaviorism lacked systematic
and valid concepts of human behavior
and learning, aiming to cultivate
enforced desired behavior, as if people
were pigeons or laboratory rats. The
consequence was that education
became a mere impinging of a chosen
technological, mechanistic, and value-
less curriculum so the individual
might not follow his or her own mis-
taken way.

In contrast, Rogers and Maslow
held the growth-hypothesis under-

standing of human nature and believed
that true learning is possible only
when it is intrinsic, experiential, signif-
icant, or meaningful. When one learns
something, one is describing a process
of discovery that is real and an integral
part of the character structure. A good
illustration is a child who, in his free
will, goes to the library in order to
satisfy his curiosity about earthworms
or sex. The essence of this type of
learning is its personal intrinsic mean-
ing. When one has aneed to learn and
is free to choose what to learn, the
knowledge acquired becomes mean-
ingful and a source of satisfaction. Self-
initiated knowledge has the quality of
personal involvement. Thus, the pur-
pose of education, argued Rogers and
Maslow, was not external condition-
ing and enforcement of learning habits,
as Skinner had argued, but rather to
stimulate curiosity, the inner need to
discover and explore, facilitate per-
sonal involvement and, of course, also
to supply the necessary resources.
The most important value and goal
of education according to Maslow’s
and Rogers’s humanistic paradigm is
to facilitate the students’ discovery
and actualization of their nature,
vocation, what they are good for, and
what they enjoy doing. The learning
resulting from this need has subjec-
tive meaning and results in expressive
and creative behavior that is person-
ally satisfying,. In this sense, the goal of
education is to make an alliance with
the student’s natural wonder and to
facilitate the process of learning, This

means for discovery of identity, train-
ing in authenticity, and self-fulfillment.
A good example is the discovery of
one’s professional vocation. When
found, the ensuing acquired learning
has personal meaning that becomes
an integral part of personality and
independent of reinforcing stimulus.
Maslow and Rogers concluded that it
is important that the educational sys-
tem induces students to explore their
organismic potential and, by forming
an alliance with it, properly train them
in their self-chosen professional or
scholarly field. An educational system
based on these principles, they
argued, will turn out much more crea-
tive people.

Maslow’s intrinsic learning

Maslow thought that American
education failed because it focused on
extrinsic and coping behavior rather
than on expressive behavior and
intrinsic learning.’> His later distinc-
tion between extrinsic and intrinsic
learning followed his understanding
of expressive and coping behavior
first argued within terms of the need-
hierarchy theory of motivation. Maslow
blamed behaviorists for studying
exclusively coping behavior, which,
he argued, was the least significant
part of personality. Coping behavior is
functional, instrumental, adaptive,
and the product of an interaction of
the character-structure with the
world. Coping behavior is learned or
acquired in order to deal with specific
environmental situations, and dies

When one has a need to learn and is
free to choose what to learn, the
knowledge acquired becomes meaningful
and a source of satisfaction.

type of learning changes a person
from within, enabling psychological
health and growth towards the actual-
ization of their human potential.
Intrinsic learning and self-discovery,
they argued, are related concepts in
the sense that the latter enables stu-
dents to look inward and from inner
knowledge derive their own subjec-
tive values. Education becomes a vital

out if not rewarded or continuously
bombarded with stimulus. Since the
extrinsic knowledge ensuing from
coping behavior is forcefully implanted
by operant conditioning or indoctrin-
ation, it is never an integral part of
personality and thus not perceived as
meaningful. The conditioning must be
reinforced continuously or the learn-
ing disappears. This type of learning
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focuses on techniques that are inter-
changeable and results in automatic
habits such as driving or swimming. It
is a useful learning, but meaningless
for the growth and actualization of the
inner character structure. Problem
solving, for example, ensues from a
memorized response rather than from
understanding the problem and react-
ing creatively. In fact, understanding
is inimical to behavioral operant con-
ditioning. When people understand
that they are victims of conditioning,
they rebel and dispose of the enforced
learning. Earning a degree, rewards
for scholarly achievement, and other
similar practices are by-products of
extrinsic education.

Extrinsic learning and coping
behavior, he argued, have become the
bases and failures of contemporary
American education. Students not
only drop out of school because they
find little personal meaning in the
process of learning, but also rebel
against the system in order to assert
their identity. The solution, he sug-
gested, is to shift the educational sys-
tem to the paradigm of intrinsic learn-
ing and expressive behavior. Express-
ive, behavior, such as artistic creation,
play, wonder, and love, is a reflection
of personality. Since it is nonfunctional
and persists without reward, it is an
epiphenomenon of inner character-
structure. Expressive behavior result-
ing from intrinsic learning has mean-
ingful personal value and remains an
integral part of the self even when
external stimuli cease.

Comparing the two types in their
ability to predict behavior, Maslow
discussed external scientific control of
the behavioristic type versus the
internal self-knowledge posited by
humanistic psychology. He argued
that people resent and rebel against
external scientific control, but they
accept the increase of self-knowledge
that allows them to control their own
behavior. Self-knowledge of the hum-
anistic type has thus much more per-
sonal meaning and predictive power.16

A related and significant goal of
education, according to Maslow, is to
teach students skills that are vitalin all
fields of learning and professional
activities, such as creativity. Any edu-
cational system deserving the name
should cultivate creativity in stu-
dents. Creativity is an inspired,

expressive behavior; it comes in
flashes and furor; it is a product of
fascination and inventiveness, of
inner exploration, and self-discovery.
Creativity requires the ability to listen
and follow inner impulses or voices
telling what is right and wrong. Only a
system based on intrinsic learning will
develop students’ ability to reach
their creativity when confronted with
problems. Creativity can neither be
taught by operant conditioning nor
will it ensue as a product of method.
Method is a technique whereby non-
creative people create. Arts and music
education, as against critical thinking
and method, for example, offer intui-
tive glimpses into inner values and
should be the paradigm for all fields of
education whereby students learn to
express themselves creatively.”” Once
intrinsically acquainted with their
creativity, students learn how toreach
for and release it in their self-chosen
vocational fields. Like creativity, there
are other skills necessary in all fields of
learning. Experts in any field should
be comfortable and enjoy change;
they should be able to improvise and
face with confidence, strength, and
courage situations that emerge with-
out forewarning,.

We should not, however, devaluate
specific professional skills and knowl-
edge of the various disciplines, argued
Maslow. It is not enough just to be
creative and intrinsically willing to
become a civil engineer. Concrete
knowledge of engineering, mathemat-
ics, and physics is also a prerequisite.

into lasting expressive behavior that is
independent of reinforcing external
stimuli.

Rogers’s student-centered
learning

Rogers's views on education were
an outgrowth of his client-centered
therapy, more precisely, the concept
of “significant learning.” Significant
learning in client-centered therapy
penetrates the whole character-
structure of the individual, deeply
changing the individual’s mode of
being. When this type of learning
occurs in psychotherapy, one’s self-
image improves; one accepts one’s
own feelings and way of being, adopts
realistic goals and mature behavior,
and develops a better awareness of
inner and outer worlds. Rogers postu-
lated that the therapist must provide
five necessary and sufficient condi-
tions, so that significant learning
occurs.

The first condition is the congruence
of the therapist’s relationship with the
client. By congruence, Rogers meant
awareness and expression of what the
therapist is experiencing in the rela-
tionship. In other words, the therapist
is perceived as an integrated and
authentic person, not a facade or role.
The second condition is the thera-
pist’s free expression and acceptance of his
or her own immediate feelings. The third
condition is the therapist’s expression
of a warm care for the client as a person in
his or her own right, thus providing a

nce intrinsically acquainted with their
creativity, students learn how to reach
for and release it in their self-chosen

vocational fields.

Theideal, thus, is to integrate intrinsic
learning and the traditional extrinsic
learning such as training for profes-
sional skills or education for compe-
tence in any field. The main difference
is whether this knowledge is sought
out of personal need and meaning or
as a response to rewarding and pun-
ishing stimuli. Knowledge gathered
out of personal meaning translates

secure climate of unconditional positive
regard. By unconditional positive regard,
Rogers meant the therapist’s accept-
ance of the client’s expression of nega-
tive or “bad” and positive or “good”
feelings without evaluating these feel-
ings. In this sense, the client is given
permission to express and find mean-
ing in his or her own feelings. The
fourth condition states that the thera-
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pist must experience an accurate empa-
thic understanding of the client’s private
world — his or her anger, fear, and
confusion — as if these were the ther-
apist’s own feelings. This condition in
turn enables the therapist to reflect
back to the client his or her under-
standing of what is already known,
thus awakening the client to the
meanings he or she is scarcely aware
of. The fifth and final condition is the
ability of the therapist to communicate
fo the client his or her own congruence,
acceptance, and empathy.

When these five conditions are met,
significant learning induces a con-
structive process of personality
change and growth. The reason, wrote
Rogers, is that when the organism is
integrated and allowed free and
authentic expression, it releases a
“self-actualizing tendency” to grow
and fulfill all its potential.

When Rogers applied his reasoning
to education, he argued that if signifi-
cant learning is to occur in the class-
room, the teacher, like the therapist,
must create a facilitating climate that
meets the same five conditions. Rogers
also pointed out that in education, as
in therapy, it is essential for the stu-
dent to be curious, explorative, in
touch with the problem, and conscious
that its solution has personal signifi-
cance. If the student lives through the
problem and the five necessary and
sufficient conditions are met, an aston-
ishing amount of significant learning
takes place.

The first implication of Rogers’s
psychotherapy to education is the
realness of the teacher.’ The teacher is
not supposed to be a mere “faceless
embodiment of a curricular require-
ment,” or a “sterile pipe” of knowl-
edge transmission, but rather a con-
gruent person, authentic in the
classroom, who accepts and manifests
his or her feelings. Second, the teacher
must warmly accept, understand, and
empathize with the student in his or
her own terms; and, among other
things, the teacher must uncondition-
ally accept the student’s feelings of
fear and discouragement which are
always present when learning some-
thing new. Third, the instructional
resources must be readily available,
but never forced upon the student.
The teacher should let the students
know that his or her personal knowl-

edge is available to them in whatever
form they want, whether in a lecture
format or as a resource-finder. The
student will not perceive the learning
experience as the teacher’s expecta-
tions, commands, impositions, or
requirements. The task of the teacher
is merely to facilitate the student’s
satisfaction of his or her own intellec-
tual curiosity.

Conclusion

Although most educators in the late
1950s and 1960s read Skinner’s Walden
Two and other education-related writ-
ings, Skinner’s impact on education
was insignificant. The radical behav-
ioristic educational program was, in
general terms, regarded as a utopia,
indeed, a fearful utopia for some. The
teaching machines and the cast of
social technicians failed to relate to the
human aspects of education. It was
absurd to treat children as behaving
organisms whose education was to
follow the lines of control and predic-
tion of behavior of rats, pigeons, and
apes. But in an age that overestimated
the social applications of science, the
scientistic appeal of behaviorism and
concrete results in extreme cases such
as occupational therapy and behav-
ioral disabilities were powerful argu-
ments against teachers’ talk about the
human aspects of education. Torn
between the scientific credibility of
behaviorism and the human aspects
of the classroom when the 1960s coun-
tercultural revolution was under way,
educators were ready for an alterna-
tive philosophy.

Not surprisingly, by the 1970s
Rogers’s and Maslow’s humanistic
paradigm of education was well estab-
lished. Most educators today have a
notion of Rogerian student-centered
education and Maslow’s intrinsic
learning and expressive behavior.
Both Rogers and Maslow reawakened
educators to the need for humanizing
education and, in doing so, they
helped to dismantle the monopoly
enjoyed by behaviorism in the Ameri-
can social sciences of the mid-20th
century.

The growth hypothesis of Kurt
Goldstein was a source of inspiration
for Carl Rogers and Abraham Maslow,
whose studies on self-actualization
served as a breeding ground for the

establishment of the humanistic
movement in American psychology.
Their versions of the growth hypothe-
sis also dictated their understanding
of human nature, naturalistic ethics,
and the humanistic paradigm in
education.

Their views on education stemmed
from a basic trust of the worthiness of
human nature. They argued that
when people are authentic, expe-
rience their inner worlds, and function
free from internal and external barri-
ers, they value and choose (from an
organismic point of view) what is
good for them. “To be that self which
one truly is,” a phrase Rogers bor-
rowed from Kierkegaard and syn-
onymous with the seeking of authen-
ticity, was the highest value in
Rogers’s and Maslow’s naturalistic
system of ethics. In Maslow’s words,
authenticity was “truthfulness to
one’s own nature.”

Although two decades old, Mas-
low’s and Rogers’ humanistic mes-
sage is still valid for the 1990s. The
success of any educational system
depends on its ability to involve stu-
dents in the process of learning and
perceiving meaning in the acquisition
of knowledge. Without the student’s
wonder, curiosity, and personal need
to learn, good teachers and well-
funded schools will fail. Students are
not merely rat-like response organ-
isms that learn technological knowl-
edge and skills in response to reward-
ing stimuli. According to Maslow and
Rogers, they learn only when they
seek to actualize their inner human
potential. The teacher should thus
make an alliance with the students’
natural curiosity and organismic forces
pressing for growth, and facilitate the
process of self-discovery, so that they
may find which vocation and skills
they are intrinsically good for. Once
this alliance has been made, it is also
the educator’s responsibility to make
extrinsic knowledge available and
teach specific skills. Teachers them-
selves should serve as role models of
people who are authentic, curious,
explorative, and perplexed by the
wonders of their disciplines.

According to Maslow and Rogers,
the reason for the crisis in American
education is in the behavioristic
extrinsic learning and coping behav-
ior paradigm. The solution, they
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argued, is a shift to a paradigm that is
student-centered, trusts and empow-
ers the child with choice, value, and
dignity. Perhaps education in the
United States has continued to deteri-
orate since Maslow and Rogers first
proposed the humanistic paradigm in
education three decades ago because
it has failed to introduce a more human-
istic dimension to teaching and
learning.
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Progressive Activists Form
National Education Group

® Parents and students fighting tracking in Alabama.

® Maryland teachers using their union to address the
quality of education as well as their self-inferest.

® Ohio activists electing education advocates to school
boards and the state legislature.

® Teachers in Wisconsin using a quarterly journal to
organize around local problems and debate broader
issues.

These are just a few of the education activists brought
together by an ad-hoc group now known as the National
Coalition of Education Activists (NCEA) and committed to
building a multi-cultural organization involving all members
of the education community.

Eager for ways to increase their effectiveness, and hungry
to coordinate with their counterparts in other communities,
hundreds of education activists have been meeting and
corresponding since 1988. Their contact convinced them of
the need for a national organization to help coordinate action
on common issues and bring their progressive, multicultural
perspective to the national education debate.

Last summer this ad-hoc group inaugurated NCEA. A
ten-member steering committee, including parents, public
school teachers, a professor of education, community and
union activists, and a school administrator, was selected.
Evenly divided between men and women, the committee
includes four whites and six persons of color.

A statement of principles (see sidebar) was adopted and
seed money has been secured. As its first project, NCEA will
coordinate a nationwide series of forums on tracking and
other forms of ability grouping. For information on organiz-
ing a forum in your area, contact NCEA at the address below.

NCEA’s steering committee says that the group is
equipped to build a progressive, national education group
because it has successfully:

1. created situations in which diverse constituencies are able
to find common ground and develop strategies for change
while accepting and, when necessary, confronting the
contradictions inherent in their roles as parents, school
staff, elected officials, student advocates, and so on;

2. maintained geographic, racial, and organizational diver-
sity through three national conferences and the process of

developing principles and selecting a steering committee;
and

3. forged consensus sufficient to establish a statement of
principles covering key issues facing our schools.
NCEA'’s long-term goals

As a national organization concerned with improving
learning and teaching conditions, NCEA plans to:

1. Build a multiracial, multiconstituency coalition of local and
regional groups intent on reforming local schools and
national educational policy.

2. Provide resources and technical assistance, including research, a
speakers’ bureau, an information clearing house, feedback
on local proposals, and organizing efforts for local groups
and NCEA members.

3. Develop a national voice and consensus for progressive, multi-
cultural approaches and positions on education issues
such as:

A. School restructuring, including shared decision mak-
ing and empowering parents, teachers, and com-
munities. NCEA members argue that when
schools are bureaucratic and fail to meet the needs
of their communities, apathy and antagonism set
in. A dose of democracy, they say, will help cure
these ailments.

B. Educational inequalities rooted in race, class, gender,
national origin, and disabilities. For instance,
NCEA is interested in helping to create school
environments that encourage multicultural
approaches, increasing the number of teachers of
color, and improving bilingual education.

C. Participatory approaches to teaching and curriculs,
including creating supportive environments for
their use, providing teachers with the skills they
need to use them effectively, and working to have
them more broadly accepted among staff, parents,
school boards, and communities.

4. Encourage and facilitate dialogue within and among school
communities. NCEA members say they know that con-
tradictions between various constituencies will not cease
to exist, but they are determined to find ways to work
through and around them; no single constituency can
build the kinds of schools our children need, they say.

5. Help coordinate locally based campaigns on educational issues
of national concern.

6. Broaden and deepen the movement for better schools by reaching
out to parents and staff who are not active. By addressing
specific issues, NCEA hopes to mobilize part of the large
pool of teachers and parents who feel excluded from
educational decision making and frustrated by their
inability to affect what happens in their schools.

For more information, write
NCEA
P.O. Box 405
Rosendale, NY 12472
or phone 914-658-8115.
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Statement of Principles

Our schools are in crisis. Our children are being miseducated.
Our youth are losing their spirit to live constructively in society.
We must act now to build a progressive agenda and movement
that will provide equal, quality, and humane education for all of
our children.

A new agenda for education should be set by those with the
most at stake: teachers, students, and other workers inside the
schools, and the parents and communities those schools should
serve. Today, across the nation there are many dedicated, crea-
tive people organizing in schools, in teachers’ unions, and in
local neighborhoods to make our schools democratic, child-
centered, and capable of providing quality education for all of
our children. These efforts recognize the multicultural nature of
our society and work toward schools that are nonracist, nonsex-
ist, and not biased against poor and working people. The goal of
the National Coalition of Education Activists (NCEA) is to give
national form and voice to these efforts in order to enter the
public debate on education and to counter the program of elitist
reform with an activist, progressive program of alternatives.

Progressive educational change should serve broadly defined
individual and social goals. The results of reform should be
judged by our success in preparing students who can partici-
pate actively in a democratic society, not only circle the correct
answer on a test; students who can think critically about the
world around them and fully develop their potential, not just
secure entry-level jobs in the labor market. All students should
not only know how to read, but also love to read. They should
not only be good writers, but also want to use their knowledge
of writing to improve their lives and their world. Students
should have high self-esteem and identify positively with their
own heritage, while at the same time knowing about and
respecting others who are different. Throughout their school-
ing, students should learn how racism and other forms of preju-
dice have stained our nation’s history and the world they will
inherit in the next century.

Ten years of intense national attention on education has
made one thing clear: schools will change in the 1990s. What
remains uncertain is how they will change. A top-down “reform
movement,” driven exclusively by business interests, politi-
cians, and foundation analysts, is pushing schooling in some
dangerous directions. If unchallenged, such “reforms” will leave
our schools less democratic, more repressive, and less able to
serve the diverse and pressing needs of our increasingly multi-
racial, multicultural, and multilingual public school population.

To ensure that educational reform is truly about quality edu-
cation for all, teachers and parents need to be in the forefront of
building a genuine bottom-up movement. Yet, for years, these
two groups have been unable to forge sufficient trust and unity.
Teachers and parents often tend to blame each other for prob-
lems over which they have little control. Elitist attitudes by
some teachers and narrow self-interest approaches by many
teacher unions have further contributed to this division. We
must highlight and duplicate the positive efforts by teachers
and local teacher unions and parents and community organiza-
tions who seek to overcome barriers to unity. There must be
respect and equality between teachers and parents, and there
must be institutionalized means, such as local school councils, in

which teachers and parents are empowered to affect the future
of their schools. Our success will in many ways be determined
by our ability to overcome the barriers to teacher-parent unity
and to proceed in a new, united movement that puts the inter-
ests of our children first.

To this end we pledge ourselves and call on others to build a
national movement that will be characterized by these
principles:

1. School reform must be guided by a broad vision of social
change, consciously linked to the struggle for democracy,
equality, and social justice. The many problems that we face
at schools are reflections of deeper social problems, especially
racism, poverty, and powerlessness. Moreover, each distinct
problem of teaching and learning is linked to a myriad of
other educational issues and cannot be addressed in isola-
tion. There are no panaceas, no singular strategies, no
“teacher-proof” formulas that will magically solve the educa-
tion crisis.

2. We stand for a new kind of schooling. We reject the factory
model that has characterized U.S. education, in which
teachers are viewed as assembly-line workers and students
as products. We condemn the prison-like atmosphere that
exists in too many of our schools. Instead we envision class-
rooms and schools as places where children want to be and
which are connected to their lives and neighborhoods.
Teachers must restructure their classrooms so that students
become active participants in their education, critically exa-
mining their lives and the world around them.

3. Conditions of teaching and learning must dramatically
improve. Class sizes need to be much smaller, bureaucracy
must be reduced, and preparation and planning time must be
increased. Teachers need more time to personalize instruc-
tion, to assist their students, to plan with their colleagues, and
to evaluate what works.

4. We must address the negative impact of racism — both on
U.S. education and within the educational reform movement.
Schools must give high priority to confronting the long his-
tory of racism that has shaped our educational system. Like-
wise we must address the dangers of class and gender dis-
crimination. While legal access to institutions and programs
must be maintained, the quality of education must be
improved for all students. At the same time, we must purpo-
sively integrate the reform movement with the voices and
participation of people of color.

5. Grassroots efforts are the key to successful school change. In
order to tackle the deep and multiple problems of our
schools, the communities in which the schools are located
must be mobilized and empowered. The failure to make this
connection has meant that the highly publicized reforms of
the 1980s have not met the needs of teachers, parents, and
students. The school reform movement must be driven by

organizing campaigns, not commission reports, by teacher-parent-
community-union alliances, not administrative directives,
and by the mobilization of schools and communities, not

conferences of governors and politicians.
Please join our efforts!
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Notes on an Education Platform for the 1990s

The National Coalition of Education Activists (NCEA)

offers the following ideas as the beginning of a national
platform to transform our educational system. We wel-
come comments and suggestions.

1.

Funding. Dramatically increase federal funding for
education and other social needs, paid for by sharply
cutting defense expenditures. Provide full equity in
funding for all schools and school districts.

. Tracking and grouping. Promote heterogeneous classes

and groupings within the classroom that foster intel-
lectual and cooperative learning, values, and skills.
End racist, class-biased, and sexist tracking systems
and grouping practices, which frequently start in
elementary schools and do not prepare children with
the necessary skills for life and work.

. Reconstruction. Rebuild our failing schools and build

new schools to meet our communities’ needs — mak-
ing our schools centers for community activities,
increasing local jobs, allowing more classrooms and
smaller classes, and providing for libraries, art, music,
and sports.

. Class size. Reduce the student/classroom teacher ratio

to 1to 15 in kindergarten through third gradeand 1 to
20 in fourth grade and up.

. Teachers of color. Fund federal and state programs to

recruit, educate, and hire African-American, Latino,
Native-American, and Asian-American teachers.
Remove arbitrary barriers (such as multiple-choice
tests) to inclusion.

. Education profession. Reform how teachers and admin-

istrators are educated, trained, selected, inducted,
and evaluated. We need fair and equitable means of
monitoring staff performance that give support to
these education reforms.

. Multicultural education. Federal, state, and local agen-

cies should promote curricula that are multicultural, anti-

10.

11.

12,

racist, and antisexist, including funding for
community-based curriculum development efforts,
staff development in multicultural education and
intergroup dynamics, and for universal student
access to enrichment activities. Teachers must be will-
ing and held accountable to implement multicultural
education and be able to teach children culturally
different from themselves.

. Bilingual education. Every child should have the

opportunity to learn a second language, including the
maintenance and development of his or her native

language.

. Shared decision making. Federal, state, and local policies

should encourage meaningful school-level decision
making and reform initiatives led jointly by teachers
and parents — leading to reduction in local school
bureaucracies and an increase in power to local
school councils.

Testing. Ban norm-referenced multiple-choice and
short-answer standardized tests in kindergarten
through third grade and phase out their use in upper
grades. Replace such tests with performance-based
assessment, particularly with classroom-based doc-
umentation and portfolios.

Curriculum. Curriculum reform should create
methods and environments that enable educators to
improve academic skills, as well as to teach children
to act as critical and morally responsible citizens.
Teachers’ unions. Teachers’ unions should become
more child-centered and fight for the rights of chil-
dren to get a quality education as well as teachers’
rights as workers. Local, state, and national teacher
unions and organizations should make all possible
efforts to learn from and unite with parents and
communities in their efforts to improve schools.
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Book Reviews

Educating Psyche:
Emotion, Imagination
and the Unconscious in
Learning

by Bernie Neville

Published by Collins Dove
(60-64 Railway Rd., Blackburn,
Victoria 3130, Australia)

1989; 302 pages; paperback

Reviewed by Ron Miller

This remarkable book opens vast
new horizons for education by taking
us on an illuminating journey into the
deeper regions of the human mind.
Bernie Neville is a lecturer in educa-
tion at La Trobe University in Mel-
bourne, Australia, who has integrated
the most penetrating and original
psychological thinking of the 20th
century into his work. In Educating
Psyche, Neville gives his readers a use-
ful introduction to the ideas of Sig-
mund Freud, Carl Jung, Roberto Assa-
gioli, Milton Erickson, J.L. Moreno,
Georgi Lozanov, and Emile Coué,
among many others. He explores the
educational applications of archetypal
psychology, psychodrama, Neuro-
Linguistic Programming, Jack Gibb’s
TORI model, meditation, autogenic
training (ranging from affirmations to
biofeedback), and theories on the
creative process. The scope of this
book is breathtaking.

Neville’s eclecticism, however,
revolves around a powerful, unifying
perspective — his emphasis on uni-
versal human archetypes as symbol-
ized by the gods and goddesses of
Greek mythology. Neville argues that
a full and integrated human life —
which for him is the ultimate goal of
our development — is one that
appropriately incorporates all of these
psychic energies: the rational objectiv-
ity of Apollo, the technological prag-
matism symbolized by Prometheus,
the ecstasy and creativity of Diony-
sus, the emotional bonds between
human beings as represented by Eros,
the nurturing concern of Demeter, the

preservation of culture and tradition
(the “Senex” archetype symbolized
by Kronus, Saturn, Zeus) as well as
the spontaneity and rebelliousness of
youth (the “Puer” archetype) — and
several others. For Neville, as for Jung,
Psyche is an archetype of wholeness;
she is the soul itself, seeking truth and
meaning through an integration of
knowledge, intuition, and love. In
several insightful passages, Neville
argues that the process of education
must strive for a harmonious and
creative balance of these forces. He
recognizes that conventional educa-
tion, which serves the interests of the
state and industry, is heavily domi-
nated by Apollo, Prometheus, and the
authoritarian Senex, and a major pur-
pose of the book is to call attention to
the neglected functions of play, spon-
taneity, intuition, imagination, nurtur-
ing, love, ecstasy, and transcendence.
Educators who consider themselves
to be humanistic, progressive, or
alternative will be thrilled by Neville’s
poetic and passionate advocacy of
these values in education. But he
never loses his sense of balance and
integration, and warns in no uncertain
terms that an education which serves
only Eros, Dionysus, and the Puer —
he specifically mentions the alterna-
tive “free school” and open classroom
movement of the 1960s and 1970s, as
well as Rogerian humanistic educa-
tion — is a “partial vision”:

To be locked into one archetypal
perspectiveis to belocked into its nega-
tive as well as its positive aspects. A
consistently “traditional” education
has the potential to narrow, distort and
suppress the children’s personalities.
So does a consistently “free” education
(p- 132).... We do not seem to be very
interested in developing double-vision,
yet single vision leads us into nonsense
or pathology and may be positively
dangerous. Senex’ intolerance and
blindness is presently destroying the
earth; Eros’ intolerance and blindness
will not save it (p. 268)... If we con-
sciously identify with one perspective
only we allow ourselves to be uncon-
sciously controlled by the other,
instead of drawing delight from the
harmony and energy from the tension.
(p. 291)

This raises tremendously important
questions about holistic education. In
our rebellion against the oppressive-
ness of conventional schooling, do we

acknowledge the dangers of embracing
the opposite extreme? How might
educators in the libertarian tradition
of Francisco Ferrer, John Holt, and A.S.
Neill respond to the suggestion that
their vision is only partial? Could it be
that approaches like Montessori and
Waldorf, which are often criticized by
progressive/alternative educators for
being structured too strictly, have
achieved the sort of balance that
Neville believes is most healthy?
(Unfortunately, Neville makes no ref-
erence at all to Montessori or Steiner.)
I suppose our answers to such ques-
tions hinge on whether or not we
accept the legitimacy of these arche-
typal forces. I myself found Neville’s
presentation very enlightening, and
certainly worth grappling with.

Another major theme in Educating
Psycheis arecognition that wholeness/
integration/balance is an ultimate
developmental goal, requiring a great
deal of discipline, effort, and (in the
context of a classroom or any com-
munity) cooperation. It is not a condi-
tion that we can produce or achieve at
will. It is not enough to espouse holis-
tic ideals; creating a genuinely holistic
learning environment, as we all know,
takes a lot of work, and is rarely com-
pletely successful. Neville draws upon
Gibb’s TORI (Trust, Openness, Reali-
zation, Interdependence) model],
which posits ten stages in the devel-
opment of a fully realized human
community, starting with a punitive
environment (as in a prison or many
schools), and culminating in a “cos-
mic” sense of community. Progress
through these stages is not easy;
indeed, it may be our fundamental
human task to work our way through
them.

Even the structure of Neville’s book
reinforces this developmental per-
spective. The first few chapters de-
scribe various psychological and edu-
cational techniques, such as Silva
Mind Control, NLP, visualization, and
Lozanov’s accelerative learning
method, as though they are neat little
tricks for increasing student concen-
tration, which “can be exploited for
more effective teaching of the curricu-
lum” (p. 94). In this part of the book,
Neville seems to accept education’s
modern role as servant of the corpo-
rate state and the dominant culture.
Although he calls attention to the
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“Promethean” nature of modern
schooling, he seems resigned to it.
Although he discusses the vast crea-
tivity and wisdom that reside in the
unconscious of every person, he
seems to endorse the use of tech-
niques for tapping into the uncons-
cious to achieve the educator’s (and
society’s) narrow and utilitarian goals.
I was growing quite disturbed while
reading this early part of the book,
because it seemed to support an
authoritarian approach to education
in manipulating the sublime poten-
tials of the unconscious.

But starting with chapter 5, which
presents an excellent summary of
Jung's work, Neville’s writing takes on
an entirely different character. Now
he begins to argue that modern edu-
cation is fundamentally impoverished
because of its one-sided concern for
productivity and efficiency. He moves
on to Moreno, whose work in psycho-
drama emphasized spontaneity, and
to Assagioli, whose theory of psycho-
synthesis emphasized heightened
awareness through meditation, in an
expanding criticism of education-as-
technique. He describes the Eros
archetype — education as genuine
human encounter — and draws from
existential thinkers like Martin Buber
and Carl Rogers.

The ideal teacher is the one whose
whole personality is available to her
class, who is not limited by a narrow
self-image, whose behavior with each
child at each moment is entirely

appropriate to the child and the
moment, who acknowledges her pupils’
right not to be carbon copies of herself,
who gives her pupils every opportun-
ity to do the things they do best while
leading them gently to expand their
image of who they are.... (p. 153)

So what Educating Psyche does, with
extreme subtlety, is to begin ‘where
most of today’s educators actually are
— caught in a Promethean/Apollonian
system, at the “punitive” or “auto-
cratic” stages of the TORI model, with
little appreciation for the latent powers
of the human soul — and to arouse
their curiosity enough to consider a
radically different worldview. If Erick-
son’s hypnotic therapy and Coué’s
auto-suggestion and Lozanov’s super-
learning show us what is possible when
we tap into the unconscious mind,
then we must go on to reconsider
what education, and human devel-
opment itself, are really about. We can
no longer be satisfied with the one-
dimensional focus of conventional
schooling, and we must begin the long
and difficult process of balancing its
ruling archetypes with those it has
neglected.

I would like to address one more
point, which Neville considers only
fleetingly: whether or not the uncons-
cious represents a truly spiritual
dimension to human existence. At the
close of his chapter on Jung, Neville
writes:

It may not seem to have much prac-
tical application for the ... teacher to

envision her pupils as the critical point
in the universe where evolution is in
process, where matter is evolving into
consciousness, where universal mind is
emerging, but it certainly gives her
activity some significance. (p. 154)

This is a pithy statement of what
holistic educators mean by “spiritual-
ity,” and Neville quite understates the
matter by saying that it gives the edu-
cational endeavor “some significance”;
in holistic thinking, this emergence of
universal consciousness is the very
essence of human existence — this is
the highest meaning of the “whole” in
holistic. So to us it is the ultimate signi-
ficance of education, next to which all
of the economic and nationalistic
goals of modern schooling pale in
comparison. But Neville does not
develop this view; apparently, he is
content to see “spiritual” and “mysti-
cal” dimensions of experience simply
as other archetypal realities, coexist-
ing in the unconscious with all of the
rest. (This was confirmed in a letter
Neville sent to me, in which he wrote
that archetypal psychology is inclined
to “relativize” all perspectives, includ-
ing holism.) We may never know the
full truth in these transcendental mat-
ters, but these surely are fascinating
questions to consider. As Educating
Psyche establishes so clearly, human
existence is vastly more complex and
laden with meaning than contempor-
ary ways of schooling even begin to
realize.

Spare the Child: The
Religious Roots of
Punishment and the
Psychological Impact of
Physical Abuse

by Philip Greven

Published by Alfred A. Knopf
(New York, NY)

1991; 263 pages; $22.95 hardcover

Reviewed by Ron Miller

Philip Greven is a social historian
who has done extensive research on
both family life and Protestantism in
American culture; Spare the Child is the
product of his own troubled reflec-

tions on the familial and religious
roots of the widespread violence in
our society. This book, in exploring
the merciless infliction of pain on
children and infants in the name of
“Christianity,” and the serious psy-
chological damage resulting from
such sadistic discipline, is both pro-
foundly disturbing and profoundly
important. Greven's principal argu-
ment is that we are only beginning to
realize that many of our most serious
psychological problems and social
pathologies have significant roots in
the physical punishment of children:

Virtually no aspect of our lives as a
people is untouched by the violence
that we do unthinkingly to children....
Recognition of the enduring conse-

quences of corporal punishments will
be the psychological and intellectual
equivalent of the Rosetta stone. Sud-
denly feelings, thoughts and behaviors
that were indecipherable before the
realities of childhood punishments and
pain were seen and acknowledged will
begin to make sense. (pp. 9, 121)

This is a large claim to make, but I
believe Greven is on to something
that is vitally important. Patterns of
violence, coercion, authoritarianism
and control — closely linked to an
antihuman Calvinist theology —
permeate American culture, despite
our self-righteous mythology of
democracy, freedom, and human
rights. It is becoming quite clear,
thanks to the work of Alice Miller and
others, that one primary source of
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these cultural patterns is the brutality,
pain, and fear that millions of children
suffer at the hands of their violent par-
ents. In my own historical research, I
have found that these persistent cul-
tural themes go a long way toward
explaining our restrictive and repres-
sive educational practices. Those of us
who desire to transform education
and society toward a more humane
and loving model must, therefore,
count corporal punishment, and its
widespread acceptance as a normal
way of raising children, as one of the
most substantial barriers to realizing
this vision.

In Spare the Child, Greven describes
the fundamentalist ideology of child
rearing with excerpts from modern
“Christian” parent manuals and his-
torical documents going back 300
years. In order to save children’s souls
from hell, these writings advocate the
deliberate infliction of pain and culti-
vation of fear, and the “breaking” of
the child’s will in order to obtain com-
plete, unquestioning obedience to the
parent — especially the father, who is
seen as God’s disciplinary agent.
Reading these passages made me ter-
ribly sad; it is heartbreaking to realize
how many millions of children, over
many generations, have suffered the
pain, terror and humiliation that these
self-proclaimed Christians so callously
advocate as an essential ingredient of
spiritual development. After a while, I
could not even feel anger at these
ignorant authoritarians; I realized that
they — themselves products of child-
hood pain and terror — may be fun-
damentally sick.

This conclusion is strongly sug-
gested by the next major section in
Greven’s book, in which he marches
through an amazing litany of psychic
and social pathologies that are
claimed to result directly from vio-
lence against children: Among the
most obvious are hatred and rage,
which on a social scale become a
“national obsession with defense and
warfare” (p. 8). In addition, the “viola-
tion of the child’s body and soul by
painful punishments” (p. 127) natu-
rally leads to apathy, depression, self-
hatred, and ultimately suicide; lack of
empathy for others; rigidity and a
compulsive need to control others;
authoritarian beliefs and behavior;
dissociation (hysteria, multiple per-

sonalities); paranoia; sadomasochism;
aggressiveness, delinquency and
criminal behavior; domestic violence
(spouse, child, and sibling abuse); and
rigid, intolerant, authoritarian, and
even violently apocalyptic theologies
and political beliefs. There is even a
section suggesting a strong connec-
tion between Puritan theology, with
its emphasis on punishment, and the
development of behaviorism as a sin-
gularly reductionistic, compassionless
approach to psychotherapy and learn-
ing theory.

Of course, we must be careful not to
explain complex social and ideological
phenomena in terms of one cause
alone; childhood violence may be a
critical, but not necessarily determin-
ing, factor — one among many others.
For the most part, Greven does avoid
a reductionistic interpretation, but
one question is more problematic
than this book lets on: Do children
from fundamentalist families actually
(not just presumably) experience
these terrible psychological conse-
quences in higher proportions than
the population at large? Much of the
research Greven draws on specifically
refers to erratic patterns of child-
rearing — for example, parents who
neglect the child most of the time,
then beat him or her in a drunken fit.
Fundamentalist child-hitters, as this
book makes clear, are not erratic but
highly methodical, and punishment is
always supposed to take place in a
context of prayer, forgiveness, and
“love” rather than in fits of anger.
How much difference might this
make? Greven quotes from numerous
diaries and documents to show that
some fundamentalists do suffer from
these psychological aberrations, and
suggests that their apocalyptic theol-
ogy has deep roots in childhood
trauma, but this falls short of conclu-
sive evidence.

Still, this is a minor point, because
Sparethe Child is a moral and philosoph-
ical critique of corporal punishment,
not an exhaustive psychological
study. Even if beatings-with-prayer
are not quite as harmful as random
angry beatings, they are clearly part of
a “poisonous” cultural pattern of vio-
lence, coercion, and control. Indeed,
Greven points out that religious
ideology gives legitimacy even to sec-
ular forms of oppression against chil-

dren, such as corporal punishment
(without due process) in schools.
Greven is unflinching in his condem-
nation of violence against children; he
argues that there is no clear dividing
line between commonly accepted
physical punishment — which almost
all parents use at one time or another
— and child abuse; violence is vio-
lence, and pain is pain. His book is
aimed at the “moderate” parent,
probably in the majority in our cul-
ture, who generally wishes to avoid
punishment but feels that it is “the
last resort” when parental authority
must be upheld. In a short but stirring
closing chapter, Greven says that
what we now know about the lasting
effects of childhood violence should
move us to dissolve such ambivalence
once and for all:

We can begin to choose to nurture
and preserve life, our own and others’,
rather than to abuse life and destroy it.
Our collective addiction to pain and
suffering can be overcome through
conscious decisions and actions, how-
ever difficult such transformation
seems to be. (pp. 216-217)

Thus, the foundation of Greven’s
critique — the deepest core of his
position — is reverence for life. He shares
with holistic educators, and with the
sincere followers of many spiritual
traditions, the conviction that “love is
natural; hate is created” only by our
own violence and pain (p. 123). He
argues that the few Biblical sanctions
for corporal punishment, which fun-
damentalist child-hitters quote obses-
sively, are far outweighed by the
Bible’s emphasis on love, compassion,
and nurturing. He cites moderate
Christian writers on this score, and
observes that nowhere in the Gospels does
Jesus Christ advise parents to discipline
children with physical violence. In direct
opposition to the fundamentalist's
infatuation with pain, fear, and con-
trol, the first Epistle of John states in
very clear terms: “There is no fear in
love, but perfect love casts out fear.
For fear has to do with punishment,
and he who fears is not perfected in
love” (quoted on p. 217).

Greven comments:

Everything that we are beginning to
know about punishment confirms this
ancient observation. Fear stifles love
and constricts our ability to feel and to
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live.... Despite all the efforts by advo-
cates of the rod and the belt to convince
us that physical punishment is the
“Christian” method of discipline, we
must reject this confusion of fear with
love and begin to act upon our knowl-
edge that the physical violence against
children urged by so many Christians
is not truly “Christian” at all. (p. 218)

Greven closes the book with a mov-
ing reference to the photos of Earth
from space and to the Gaia hypothe-
sis; “We are learning,” he says, “that all
life is interconnected and that all the
parts form a whole web of existence”
(p. 221). Given this holistic perspec-
tive, we must “begin to see and
understand that the end of the world
begins with the striking of a single
child...” (p. 222)

The Long Haul:
An Autobiography

by Myles Horton, with Judith
Kohl and Herbert Kohl
Published by Doubleday

1990; 231 pages; $10.95 paperback

Reviewed by Ron Miller

Ihave a holistic view of the educative
process. The universe is one: nature
and mind and spirit and the heavens
and time and the future all are part of
the big ball of life. Instead of thinking
that you put pieces together that will
add up to a whole, I think you have to
start with the premise that they’re
already together and you try to keep
from destroying life by segmenting it,
overorganizing it, and dehumanizing it.
You try to keep things together. (p. 130)

Myles Horton (1905-1990) was a
holistic educator who made a differ-
ence — a fremendous difference — in
the lives of hundreds of men and
women, and in the quality of Ameri-
can society at large. In 1932 Horton
founded the Highlander Folk School
in the Appalachian Mountains of
eastern Tennessee, and over the next
half-century, this adult education cen-
ter was an important inspiration and
resource for numerous grassroots
movements for justice and economic
reform, including the civil rights
movement. For Horton, education
meant active engagement with con-

crete social problems, a process that
would empower ordinary men and
women to achieve dignity, fairness,
and justice by working together in a
participatory democratic setting. Rosa
Parks, for example, attended a High-
lander workshop on desegregation in
1955, not long before her historic
action on a Montgomery, Alabama,
bus, and later had this to say about her
experience:

At Highlander, I found out for the
first time in my adult life that this could
be a unified society, that there was such
a thing as people of different races and
backgrounds meeting together in
workshops, and living together in
peace and harmony. (pp. 149-150)

Martin Luther King, Jr, Andrew
Young, and other civil rights leaders
drew inspiration and support from
Horton and Highlander as well.

In The Long Haul, we see that High-
lander embodied the unwavering
vision and moral courage of its
founder. Horton grew up in rural
Appalachia, attended high school and
a local college, and then went on to
study at Union Theological Seminary
in New York, the University of Chi-
cago, and in the folk schools of Den-
mark. He sought out, and learned
from, some of the leading thinkers and
social activists of the time, including
John Dewey, Jane Addams, theologian
Reinhold Niebuhr, and sociologist
Robert Park. He was moved, from an
early age, by a deep sense of idealism:

I wanted and still want to see a world
in which people can be equal, where
people give their property to be held in
common if they can’t make personal
use of it. I'd like to see a world where
you could really love your enemies,
where you could really care for people,
a humane world.... To make life worth
living you have to believe in those
things that will bring about justice in
society, and be willing to die for them.
(p. 27)

Throughout his life Horton chal-
lenged unjust social conventions and
laws, such as racial segregation, and
stood up to intimidation from local
authorities, union-busting thugs,
Congressional investigators, right-
wing agitators, and the FBI. The Long
Haulis amodestly told but compelling
tale of moral strength and personal
conviction.

The book also provides an illumi-
nating perspective on social change in
American culture. Horton was not a
“Communist,” as opponents fre-
quently charged, but he was outraged
by the ways in which capitalism dis-
tributes power and privilege to a few
and disempowers so many. His writ-
ing conveys numerous examples of
blatant social and economic injustice,
particularly in the South, and describes
his efforts to help working people
organize themselves into unions and
cooperatives, as they educate them-
selves about the conditions of their
lives.

Horton also reflects on methods
and strategies for promoting democ-
racy and justice; for example, he
argues that people need, above all, to
confront social problems collectively,
cooperatively — he dismisses the self-
absorbed pursuit of ‘“‘personal
growth” and believes that personal
problems and insecurities are most
effectively resolved when one is
deeply engaged in a cooperative,
meaningful effort to address social
issues. Many holistic educators would
disagree with this emphasis, of course,
arguing that change must begin
within the person. But it is difficult to
face the social and economic condi-
tions Horton describes, and to recog-
nize that his approach effectively empow-
ered people, and still claim that his
emphasis was wrong. Horton’s lesson
is that personal growth must take
place in the context of a democratic
community life. And his conception of
democracy is radical; “it is not limited
to political decision making, to vot-
ing,” he says.

Itis a philosophical concept meaning
that people are really free and empo-
wered to make collectively the deci-
sions that affect their lives....I think you
have, to have democracy right down
into the home and into children’s lives.
It’s got to be everywhere.... (pp. 169,
172)

Myles Horton was a master educa-
tor, and his observations on the art of
teaching should speak to us all:

That’s how you learn anything — by
doing it. I believed [in 1932] and still
believe that you learn from your expe-
rience of doing something and from
your analysis of that experience. (p. 57)

Throughout the book, Horton
emphasizes this point. Education at




