A HANDBOOK FOR
LIVING AND TEACHING WITH FREEDOM

by

EMMANUEL MOSES BERNSTEIN, JR.

A DISSERTATION

Presented to the Department of Counseling Psychology
and the Craduate School of the University of Oregon
4 in partial fulfillment :
of the reguirements for the degree of
Doctor of Philosophy

June 1971




Copyrighted by Emmanuel Moses Bernstein, Jr.

June, 2, 1971

s




T

MMWMMMI i

5025 04060 8917

A HaND-|
“BOOK FOR'

]

LB TR A

31168121853616

ibrary Loan

451533

1

Library Staff, at checkout plcase Ch
DUE DATE: {

Title: A handbock for living and tea

AN O M
ALB

TR ™™

I}

Contact vs: 503-988

nwilteolib.orgfi

DO NOT REMOVE THIS TLABEL!
result in a minimum 335

Muitnomah County Library Inter

P e



T o

wirtils

e

s

APPROVED: . / WM%

Dr. Barton E. Clements




VITA

NAME OF AUTHOR: Emmanuel M. Bernstein, Jr.
PLACE OF BIRTH: Baltimore, Maryland

DATE OF BIRTH: April 23, 1930

UNDERGRADUATE AND GRADUATE SCHOOLS ATTENDED:

University of Pennsylvania

The New School for Social Research
Plattsburgh State Teachers College
Colorado State College of Education
Columbia University Teachers College
Boston University

University of Hawaii

University of Oregon

DEGREES AWARDED:

Bachelor of Science, 1952, University of Pennsylvania

Master of Arts, 1960, Columbia University Teachers
College

AREAS OF SPECIAL INTEREST:

Family and Gestalt Therapy
Non-Coercive Schools

PROFESSIONAL EXPERIENCE:

Recreation Worker, Bellevue Hosgspital Childrents
Psychiatric Ward, New York, New York, 1952-1953

Nursery Schoel Teacher, Manhattanville Nursery,
New York, New York, 1952--1953

Interviewer, Psychological Corporation, New York,
New York, 1952-1953

Fifth Grade Teacher, Warwick Public Schools,
Warwick, New York, 1955-1956

S T

e

e

ke

ke et g

2

TSI TS TS AT g S o e T

e

imTET——
i,




iv

Instructor, Paul Smith's College, Paul Smith,
New York, 1957-1959

Junior-Senior High School Guidance Counselor,
Atco Public Schools, Atco, New Jersey,
1960-1961

Caseworker, Children's Service, Boston,
‘Massachusetts, 1961-19263

Ungraded Elementary School Teacher (Grades 1-6),
Kingsley School, Boston, Massachusetts,
1963~ 1965

'Elementary Counseloxr, Johnston Public Schools,
Johnston, Rhode Island 1965-1967

Senior Péychologist, United Community Counseling
Service, Eugene, Oregon, 1967-1968

Eighth Grade Teacher and Learning Facilitator,
. Couch School and Metropolitan Liearning Center
Portland, Oregon, 1969-1970

Learning Facilitator, Metropolitan Learning Center,
Portland, Oregon, 1969-1970

AWARDS AND HONORS:

American Humane Association Meretorious Service, 1947

Loyalty Medal, Saranac Lake High School, 1948

Sportsmanshlp Cup, Paul 8Bmiths Log Rolllng Contest,
1959

PUBLICATIONS:

"Blades of Grass (And Composition)," The College
English Association Critic, November, 1960

fSummerhill After Fifty Years," The New Era,
- February, 1967

"Providing Tutoring and Remedial Work Without Tutors
-and Without Remedial Teachers," Elementary School
Guidance and Counseling, October 1967




R B s PR R 08 S s

"Summerhill, A Follow-Up Study of its Students,®
The Journal of Humanistic Psychology, Fall,
1968 : . o

"What Does a Summerhill 0ld School Tie Look Like?, ”
Psychology Today, October, 1968.




vi
ACKNOWLEDGEMENTS

- Thank you, my wife, Pearl for your inspiration and
tolerance and encouragement and for your endless hours
of typing, re-write after re-write. And thanks to ny
daughters, Bobbie and Vauna, who were so patient and
understanding with this thing that took up most of my
spare time for nearly two years. And thanks Arthur,
my infant son, and Twiggy, our dog, for all those
refreshing breagks.

Thanks to A.S. Neill, John Holt, Carl Rogers,
Erik Erikson, Kahlil Gibran, Rudolf Dreikurs, George
Dennison, John Young and all of those other sages in
the literature who have inspired me. :

Dorothy McMahan, Emil Abramovick, Betty Mayther,
Abe Bialostosky, Penny Morrow, Ehrick Wheeler, Sally
Svitavsky, and Howard Case have all had a great influence
on this book. The exciting ideas we have exchanged have
had a deep influence upon mine.

My Doctoral Dissertation Committee cannot be
thanked enough for their encouragement, friendship
and suggestions: Barton Clements for his creative
ideas and faith in me; Esther Mathews for her warmth
and inspiration; Leona Tyler for her deep interest,
exciting thoughts, and critical comments; James Hotchkise
for his encouragement and clear ideas, and Henry Disney
for his comforting humor and statistical insights.

- My dear editors who were filled with excellent
suggestions deserve much of the credit for this boock.
My hats off to Evelyn Gunter, Katy Femal, Jessie
Lancaster, and Mildred Burcham.

Many thanks goes to Amasa Gilman, Principal of
Metropolitan Learning Center and Couch School for his
courage in being responsible for me! Thanks, too, to
the Portland Public Schools for being flexible enough
to accommodate innovative practices.

LSRR T, M et g e nen

IS 3



vii

There have also been so many inspiring people in
the past who are part of this book such as John Hayes
and Eileen Matteo in Rhode Island, Lowell Kingsley
and Barbara Marcus in Boston, Mary Hoey and Lou and
EBEileen George in Saranac Lake New York, Abe Maslow
(now deceased), Paul Griffin and Don Swan in Michigan,
21l of whom have helped me to keep faith in myself.

All of the cartoons are interpretations of the
neaning of my words by David Celsi, who many times says
‘things better than my words! David is an eleven-year-
0ld Metropolitan Learning, Center student who has spent
much of his two and one-half years there drawing cartoons.

And finally, I owe so much to my students over the
years who have let me experience with them what education
is all about. :




viii

PREFACE

Defining Freedom

Freedom .is a word that almost defies analysis
because it is more an absence of something, rather

than anything in itselfl
Poets sometimes come ¢lose:

In sudden flight the birds go by .
ascending into the boundless gky~---

« s Wing-borne——————-
these things are ever free
to rise from the earth
~and sail with the winds.....

Wlng—borne ———————
we-too~can rise to the heights
. where clouds recede
in the clear blue sky————-
we can reach far up and touch the stars--
and feel the passionate joy of being.....

——————— the wings of the mind
are strong and free.......

...The insatiable cur1051ty
the vitality
the eagerness
of youthe-—ee-—

Only man can keep it-—--
——————— and only if he will..voeeseuoses

—- Gwen Frostic (1967)



T believe I have pinned down three basics that
we can use for an operational definition of the kinds
of free atmospheres that are "freeing". They all

require:

1. A structure that allows the person to make the

most of his significant daily choices, and encourages

him to do so0j%

2. The availability of choices (materials, accessi-

bility of opportunities and the choice to do as well as
not to deo), and
3. Xnowledge or awareness of as many choices as

possible,

Freedom is the opportunity to make décisions, to
make mistakes, to be responsible for one's actions.
But I am not free if I am unaware of the alternatives
available. To utilize the power of freedom I need
caring people who can help me to see new horizons; to
help me be aware of opportunities. I need someone who

will occasionally say, "Wait a minute! If you do that,

are you sure it will get you what you want?

Freedom is the possibility of everything. The
haunting questions that make freedom so frightening or

at least uncomfortable for most are:




\

Freedom from what?
Freedom to -what?
Freedom for what?
Especially "freedom to what?" for freedom never answers

that question. It throws it right back to me.

Freedom itself is nothing and everything. It
accompanies almost all educational growth cf a positive

- nature.

- « » at the opposite pole from compulsion

there stands not freedom but communion. . .
Compulsion in education means disunion,

it means humiliation and rebelliocusness.
Communion in education is just communion,

it means being opened up and drawn in.
Freedom in education

is the possibility of communion. . .
Without it nothing succeeds,

but neither does nythlng succeed because of it:
It is the run before the jump. . .

~— Martin Buber (1965)

This is a book for teachers who are involved or
want to be involved with educating in non-coercive ways.
In composing the book I have tried to keep in mind
teachers_who will be trying less coercive approaches in
conventional classrooms as well as teachers who will be
teaching‘in free schools, where little or no coercion

exists,




A book cannot téll you how to live and teach with
freedom.‘ It can help you to see new possibilities, to
see some things to look for, énd to introduce you to jg
some resources and teéhniques that may not occur to you .3
in the beginning. In living and teaching with freedom, :
interpersonal relationships make up the major part of g
the.educétional process.- An exﬁloration of your values

using Chapter I may be helpful in predicting how you will fg

o5

react to students wh@ are living with freedom. Chapter II

should be helpful inzrevealing to you the ways others have

o ‘uc’%:s,'_-,\'-m.-ii' g

reacted to and coped with freedom in conventional as well

e s e st nio

T

as free school séttings. In the last chapter I offer you i
specific techniques and resources that are worth a try

if they appeal to you.

None of us is ever bompletely free. Every situation
has its structure. Taking these as basic premises, our

explorations will lead us into views of some structures

within which freedom operates. When we understand the
many structures of freedom, the possibilities for using E

its potentials become limitless. >

4
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CHAPTER I

VALUES AND FREEDOM

Of the thirteen definitions of "value" given in

Webster's New World Dictionary (1960), the one that
pertains to this chapter is: "that which is desirable
or worfhy of esteem for its own sake:; thing or.quality 1 é
having intrinsic wofﬁh." Valﬁes are what we consider

to be worthwhile. The free school person often values

.chanée or self-direction for its own sake. The _ %
conventional school person often values the traditional |
system for its own sake. I know, that both will not
admit this religious faith in their-beliefs. They will i
present all sortsréf rationalizations why it is better |
for the child to use their particular value system in

education.

'Free,sghools often value the indiviaﬁal more than
the group. Conventionai séhools tend to value thg group
more than the'individual. While free schools value and
accept a person's personal value system and his ability
'to'change his values, conventional échools'work toward
assimilating a person into théir traditional value system

such as trying to instill their virtues of gdal—orientatiom,



honesty, and cooperation with authorities. Of course,

this is far too simple. 1In fact, I have found some
schools and classrooms advertised as free or innovative
which held more conventional values than some conventional

public schools and classrooms.

Free schools are often cailed "innovative,"
Innovative means anything £hat is different., A liberal
views most things that are different as good. A
conservative wviews most things that are different as
dangerous. The beliéveré'in free schools tend to like
V'educational pracfices that afe different whereas the-
believers in conventional séhools usually view edﬁcational
practices that are different as dangerous. Free school
people like-changes,‘indeed are oriehted toward change.

Conventional school people are suspicious of changes.

Neverthéléss,‘free and conventional school pecple
share a number of basic ideals. They hope to help students
grow toward being adulté who aré happy, who will make
wise choices, and who will be able to function with others
at their optiﬁum level. Free and conventiocnal schools
diﬁfer much more signifiéantly withrkespect to the means

that best satisfy their goals.



Fvery school or classroom has its own values.

Some conventional scﬁools or classrooms have innovative
values and some free schools and allegedly free class-
rooms have traditional values. Sometimes the difference
between innovative and conventional values is subtle —-
it comes from beliefs in life itself, from what one

considers to be the ideal adult.

In order to reveal some of the basic differences
between conventional and free school philosophy, I

have selected quotations'to contrast five areas:

1. Life: Its Purpose and Meaning -- The Ideal
Adult | | | |

2. Beliefs About Discipline

3. Beliefs About the Role of the Teacher

4, Other Beliefs

5. Children Reflect Their Parents’ Values

Where no reference is given for a quotation, it is

my own thought. When a name is given without reference,

it was taken from The Home Book of Quotations (1967) or

Hoyt's New Encylopedia of Quotations (1940).
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LIFE: TITS PURPOSE AND MEANING

--~ THE IDEAL ADULT

Free School Beiiefs About Life

To Be Fully Alive We Must Be in Touch with Ourselves

Erich Fromm (1941) asks the question, "Why is freedom

to some a cherished goal.and to othexrs a threat?! He

felt that the answer lay in what man dreads most: iso-

lation. To escape isolation Fromm points out three

dangerous tactics that people commonly use;
Authoritarianism -- You get rié of yourself by

~ identifying with someone you consider more powerful.,
You make yourself insignificant.

Destructiveness -- You destroy things outside of
yourself and stop others from enjoying life,
which makes you feel less threatened and more
powerful. :

Conformity -- You cease to be vourself: become
like others in your culture. You begin to want
what you're "supposed" to want, and forget that
the idea was from another person.

To Be Fully Alive We Must Make Choices and Take
Chances : .

Rollo May (1969) has a similar belief:



The striking thing about love and will in our
day is that, whereas in the past they were always
held up as the answer to life's predlcaments they
.have now become the problem. It is always true
that love and will become more difficult in a
transitional age and ours is an era of radical
transition. The old myths and symbols by which we
oriented ourselves are gone and anxiety is rampant
. « « We do not will because we are afraid that
1f we choose one thing or person we'll lose the
other, and we are too insecure to take the chance.
The individual is forced to turn inward; he becomes
obsessed with the new form of the problem of
identity, namely even if I know who I am, I have
no significance, I am unable to influence others.
The next step is apathy. And the step following
that is violence. For ne human can long endure
the perpetuallynumblng'experlence of his own
powerlessness.

A Sense of Wonder is of Major Significaance in Life

Rachel Carson (1956) expressed this idea better than

anyone else I know:

A child's world is fresh and new and beautiful,
full of wonder and excitement. It is our misfortune
that for most of us that clear-eyed vision, that
true instinct for what is beautiful and awe-

inspiring, is dimmed and even lost before adulthood.

If I had influence with the good fairy who is
supposed to preside over the christening of all
children, I should ask that her gift to each

child in the world be a sense of wonder so
indestructible that it would last throughout life,
as an unfailing antidote against the boredom and
disenchantment of later years, the sterile
precccupation with things that are artificial, the
alienation from the sources of our strength.

- If a child is to keep alive his inborn sense of
wonder without any such gift from the fairies,

he needs the companionship of at least one adult
who can share it, rediscovering with him the joy,
excitement and mystery cf the world we live in.



To Live Fully and Productively We Must Feel Good

About Ourselves

» « » The most deadly of all possible sins is
the mutilation of the child's spirit; for such
mutilation undercuts the life pr1nc1ple of
trust, without which every human act, may it
feel ever so good and seem ever so right is
prone to perversion by destructive forms of

conscientiousness.
: -~ Erik Erikson (1967)

To Be Fulfilled We Must Feel Comfortable About
Qurselves

There is nothing left to prove, and the sheer relief
from that, the coming back to and into what is real,
what is here is the experience - however rare -
that is for me a liberation. I take it too that
it liberates my friends and that what moves within
me moves also in them: a slow sureness, a sSense
of rightness or connection, a belef Wthh must be,
at bottom, at the heart of every good moment, that
'meemﬂhlsom:MM&

~— Peter Marin (1970)

A Person Must Find His Own Values in Life

Values should be by definition creative, not
-static, always emerging and growing, not accepted
as full-blown. - The important thing is to-help
the other person in his own act of valuing. As
Nietzsche put it, "Man is the valuing animal. . .
without valuation the nut of existence is hollow.
Hear it, ye creative onesi"
~- Dr, Rollo May (1962)
in an address to The American
Personnel and Guidance Association




People Need Most of All to Learn to Adapt to Change

Man's greatest problem, at this point in our swiftly
changing technological progress, concerns our ability-
to assimilate change. Educators seem to show greater
. resistance to change than any other institution or
group. A revolution in our schools is long overdue.
It is ironic that alert industry now does more than
do schools to free up communication between persons
+ + » the teacher will be replaced by a facilitator
of learning, serving as a guide to resources and
in-depth discussions. . ."

~~ Carl Rogers

Pirst We Need to be Self Centered, Then Altruism
Follows Naturally

To ask a child to be unselfish is wrong. Every child
is an egotist and the world belongs to him. The

chief result of mother's encouraging him to share

it with his little brother is to make him hate the
little brother. Altruism comes later - comes naturally
-~ if the child is not taught to be unselfish. It
probably never comes at all if thechild is forced to

be unselfish. - A.S. Neill (1953)

Conveﬁtional Beliefs About Life

‘Liberty and Trust Must be Earned —— That's the Way
Life Is

We must do the thing we must before the thing we may:
We rare unfit for any trust till we can and do obey. "

He who knows how to obey knows how to command. . .

True obedience is true liberty.

Obedience sums up our entire duty., . .

' ~— From a Public School's
Bulletin Board



Desirable Character Traits Are Taught, Rather Than

Learned on One's Own

Character traits to be developed: obedience to
duly constituted authority. . . gratitude. . .
teamwork. . . honesty. . . loyalty. . . .
' --From a curriculum guide in
a large city's public school
system

Inteéllectual Tools Give Us Preparation for Effective

-Living

The aim of education is to give young people the
intellectual tools which the race over the centuries
has found 1ndlspen51bln in the pursuit of truth.

~- Max Rafferty (1270)

Bodies of Knowledge are the Most Useful Tools in Life

Basic education helps men to learn all other matters
that are of interest: these subjects have "generative
power," for example learning to read means deciphering
all sorts of things. They are primary tools which
enable us to make any kind of machine we wish.

—-- Clifton.Fadiman (1959)

Wisdom Comes From Academic Learning

Histories make men wise; poets witty. . .°
-~ Francis Bacon

Freedom and Permissiveness Means Loosgenessgs and
Sloppy, Immoral Liwving

- I would as soon enroll a Chl]d of mine in a brothel
as in Summerhill. . .
\ ' -- Max Rafferty (1970)



Altruism Comes from Other Persons Rather than

Naturallz

The child will learn (how to behave altruistically)
only if he is surrounded by the right human examples
which are so attractive to him that he will want to
copy them, to shape his personality and values in
the image of those he admires and identifies with.
But he will identify out of anxiety, out of fear of
losing good will, or the presence, or the respect
of the loved person. There is no socialization
without fear.

-- Bruno Bettelheim (1970)

There are Certain Values in Life that are Permanently
Valid

~ Life has some basic truths that we have forgotten.
- The ten commandments, for example. Schools need
to pass on the values of our heritage ~- they need
to know that what is rlght is right because it's
right -~ what is wrong is wrong because it has
always been wrong. Some things stand the test of
time. '
~- Dr. Albert Hobbs
in a personal interview
with me at the University
of Pennsylvania, 1952

BELIEFS ABOUT DISCIPLINE

Free School Beliefs About Discipline

The free schools believe that the student needs to
learn self-discipline and,that obedience has little or
‘nothing to do with discipline. No one expresses this

belief more precisely than Maria Montessori (1912):
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Freedom and discipline go hand in hand. True
obedience is that which is freely chosen, not
enforced. Discipline must come through liberty. . .
Liberty is activity. How shall one obtain liberty
in a class of free children?. . . discipline itself
must necessarily be active. We do not consider an
individual disciplined when he has been rendered as
artificially silent as a mute and is immovable as

a paralytic. He is an individual ANNIHILATED, not
DISCIPLINED, . . :

A child must learn to obey himself before carrying
out the command of another. We cdll an individual
disciplined when he is master of himself, and can,
therefore, regulate his own conduct. . . Since the
child now learns to move rather than to sit still,

he prepares himself not for the school, but for

life. . . the discipline to which the child habitua-
tes himself here is, in its character, not limited
to the school environment but extends to society. . .

The first dawning of real discipline comes from
work . . . it must be work that the human being
instinctively desires to do. . . No man learns
self-discipline through 'hearing another man
speak." Discipline is always reached through
indirect means. The end is obtained, not by
attacking the mistake and fighting it, but by
developing activity in spontaneocus work. . . then
he will not need to have someone always at hand to
tell him vainly (confusing two opposing conceptions),
"Be quiet! Be good!". . . his goodness is now all
made up of action. o

The prize and punishment are incentives toward
unnatural effort. . . approved of by science and
offered to support the decadent school. The
jockey offers a piece of sugar to his horse. . .
The coachman beats his horse. . . yet, neither

of these run so superbly as the free horse of the

)

plains,
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Remember that obedience is sacrifice!. . . When a
a child achieves something he set out to do, when

.he repeats patiently his exercises, he is training
his positive will-power. Isolation from external

stimuli, which comes from complete absorption in

a task.

To "break scmeone's will" is irrational because a
child cannot give up what he does not possess.

He never has the time or opportunity to test for
himself, and languishes in injustice because he is
always being bitterly reproached for not having what
adults are destroying.

Conventional School Beliefs About Digcipline

Conventional schools tend to believe that obedience
is the main substance of discipline. Through learning to
obey others, one learns to obey himself. Although self-
discipline is considered important, the-conventional
view ﬁolds that it is best developed through forcing
people to control themselves. Here are some tyﬁical

conventional guotes.

Remember, you have been spared the unintentional
cruelty of that kind of progressive education which
‘misleads the young into believing that they will
always be free to do what they want to do at the-
moment and in the way they want to do it. The
reality of life is quite different, most people
spend most of their days doing what they do not
want to do in order to earn the right, at times,

to do what they may desire.

: : : -~ John Mason Brown (1960)

in a Groton Graduation Address
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%, . . discipline can be viewed as a) the state of
order existing in a classroom; b) the particular
techniques used to establish and maintain order, and
c) the punishments which are dealt to offenders of

the rules. . . ."
-~ Staten W. Webster {1968)

"Digcipline involves the restraint of the impulse
of the moment, the regulation of desire, the post-
ponement of satisfaction, the sacrificing of
immediate comforts and pleasures, the choice of the

harder way when the easier way is open.
~-- Lawrence K. Frank (1943)
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SOCIO-~-ECONOMIC VALUES

Very poor and very rich parents, as a rule, distrust
freedom for children in éducation. The reasons have to

do with their value systems.

The parents who withdrew_their children from the
Metropolitan Learning Center, expressed (as did some
of their children) the feeling that "nothing was being
learned."” When we explored what they meant, they said
their child was not doing enough reading, wriéing,_and
arithmetic; that they were playing too much: and that

they would not be prepared for high school or college.

One welfare mother taking courses in order to become
a teacher believed in freedom and gave an unusually

astute explanation.

People in poverty, like my Dad -~ it has been so

sad. He always worked for the same company and

even though his work was well done, one person after
.another came into the company and took the promotions
he should have had. Yet, he blamed it all on him-
self. He was taught to hate schooling . . . but

he saw his dropping out of school in the eighth
grade as his fault. Of course he didn’'t trust the
establishment, but he didn't approve of a different
kind of school, the non-coercive kind, because the
people running free schools, to him, were also part
of the establishment! They were middle class people,
with middle class thoughts, and therefore they
couldn't be trusted.”
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The conventional school is all he could know or
understand! He couldn't see that he might have

at least found something academically appealing
enough to try later on -- if he hadn't heen

taught that school was painful, that he couldn’t
stomach and couldn't succeed at anything academic.
So now he was resigned that he's a failure. And
to stop others from becoming failures? -- You just
make them stay in school.

Paul Goodman (1970} has put it bluntly:

Progressive education has been criticized as a

* middle class gimmick. The black community,
especially, resents being used for "experiments."
Poor children, it is claimed, need to learn the
conventional wisdom so they can compete for power
in the established system. Black parents demand
“equality education" and expect their children to
wear ties.

I don't agree with the theory of Head Start that
disadvantaged children require special training

to prepare them for learning. I £find nothing

wrong with the development of their intellectual
faculties: they have learned to speak and can

‘make practical syllogisms very nicely if they need
to. . . What these kids need is freedom from
pressure to perform. And, of course, they need
better food, more quiet, and a less impoverished
environment to grow up in -~ at their own pace. . . .

A Strange ‘Parallel Between the Very Rich and the\Very Poor

\

Only recently, I have noticed a parallel phenomenon
at free schools: upper and lower socio-economic parents
were both impatient and anxious. They wanted their
children to be d01ng more reading, writing, and arithmetic

and to be better prepared for high school and college.
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Upon closer examination I found that most of these

families had fathers who had not finished as much
formal schooling as they would have liked. Therg were
a number of "noveau riche" families. It is as if they
wanted their childfen to have what they have felt was
gomething very missing in their lives. It soon became
clear that'most lower and upper income parents who were
impatient withAfreedom had a number of things in common,
some Sf which were:

1. Anxiety that their child could not make his own
learning decisions.

2. Uneasiness that more writing and arithmetic
material was not being "produced."

3. A belief that éhildrenrneed to be forced to do
the academic, or else they will never do it at all.

‘4. A belief that fheir children will somehow become
"spoiled" and_have difficulty fitting into any kind of
structure later on. |

5. A fear that they will gef too far "behind" and

" not be able to "catch up."

6. A belief that the child is unable to wisely
choose his own friends, and that they may be having a
bad influence on him. In addition, many of these parents

felt threatened and.angry (oftentimes uhdisguised prejudice)

“about other persons who appeared different from themselves.



For example those with long hair and very casual or

unusual dress were labeled "hippies" which some parents
associated such things as wuncleanliness, promiscuousness,
irresponsibility, and drug abuse. |

7. A viewing of the child as parental property.

. 8. A number of rigid ideals, usually associated
with thé Viétbrian Era. Along with this comes a major
parental éxpectation of "Don't rock the boat or upset
me. ITI'll give you.mate;ial needs but you say apd think

what I want you to, or I'll get angry. . . I was controlled

and it didn't hurt me. That's the way I learned to cope

with the world. I know what's best for you and you an't
begin to know until you're eighteen. Peoplé making_you
listen means they care about you."

9. A belief that education is diplomas, and that
dipldmas are keyé to money, prestige, and power.—- the -

three most impbrtaﬁt things in life.

After spending her iast two high school years at
the Metroﬁoiitan Learnihg Center, Colleen Billings
wrote the following comments abbut socio—economié
differences in free schools:

Freedom is‘someﬁhing we learn how to live. How

much freedom we have depends greatly on how we

are raised from childhood and in what kind of
social environment we are living in at that time.
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For ihstance, many poor people imagine that freedom
is to become rich and to not have to work too hard
~after attaining a large bank account.

Children think freedom is leaving their parents

at age eighteen to live on their own. Many times

a child's independence or dependence stems from the
economic structure that they live in.

- Society corners the rich man into becoming an image
of a well bred deserving man who uses hlS money .
Wlsely.

Today though he no longer is the man in the ¢grey
business suit, the rich man still feels that he and
his family must support the system that brought him
~his wealth. This usually means that the children
are educated in a standard, structured school. o

Middle class people are more willing and able to
be "liberal" in their children's schooling because
they have most of their material needs taken care
of. They have money, but not enough to feel the
pressure of being rich. Being relatively free of
social pressure to present the image of the rich,
they can examine new ways of living.

Poor people are in need of clothing, better housing
and food. They will usually stick to the established
way of becoming rich people which proves that the
system works. .

I T T O L e L S S R

The middle class people seem to be the only ones
able to permit thelir children freedom in education.

Acceptable Behav1or for Low Socio- economlc and Free School RNt
Children - ‘ 5ﬂ

A most interesting thing to me, and the strangest,

is a certain parallel between lower socio-economic values
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and behavior and free school values and behavior. Both
tend to believe in:
| 1. Living very intensely in the here-and-now.

2. The paramount importance of social relationships.

3. Life should be lived as pleasantly as possible.

4. Show your emotions. If you're angry, don't be
afraid to show it. If you're héépy, let it show. It's
great to laugh hard, tO‘iive hard.

5. Formalities are usually not important.

6. Touch or physical contact is a godd way to felate.

7. Non-verbal ways of communiéating are just as |
effective as verbal ways: gestures, grimaces, winks,
one-word sentences -- they're all great ways to get your
ideas acfoss to people!

9, Kids can learn to take care of themselves even

before they enter school.

Traditional Parents Thinking

~The values of traditional adults, like those who
believe in conventional philosophy go something iike this:
1. What was good enough for my bad and Mom and me
' is good enough fof Yyou.
2. Kids don't like school and need tb be forced
to learn. | : ‘ -
3. Your intelligence is measured by the number of

facts you can remember and then tell or write.
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4., Having lots of money is about the most important
thing in life, and is an excellent major goal.

5. Man 1s basically pretty bad and needs to be

forced to do and to not do, or he'll be too destructive q¢§

to himself and to others.

6. People are not to be trusted (except for us)
and sometimes I wonder about you.

7. What you own is at least as important as what
?Du are.

8. Adults almost always know what is best for
children - until the child is out of the house and
earning his own living. Then he suddenly is able to be

: fairly grown up, but not really, until he reaches 2&;

'age!

Broad generalizations about socio-economic groups

are éffen ill-directed because they do not take into
acﬁount individual differences. For example, there are
cértéin "nouveau riche" families who have liberal points
of view. Thefe are also families who are poor by choice,
sometimes because of their liberal point of view. Still,
nearlf,every free school or program with which I have
come in contact has been Supported mainly by liberal,
middle élass parents, whose values paralleled those of

- the alternative school.
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SOME COMPATIBLE BELIEFS

. Despite the broad and specific differences

between conventional and free school beliefs, there
is a surprising common thread of'agreement among
people who care about children and their education.
I suppose it is because there are so many people in both
systems who jﬁst plain care about kids. Here is a
modest list of bélieﬁs_with which most conventional
and free educators would aéréé:

1. Motivation is a major key to learning.

2. It is helpful to have an inspiring teacher.

3. Education's purpose is to prepare the studeht
for 1ife —— to help him mature. |

4. We.ﬁant to help each student to make the most
of himself —- to grow toward maximum fulfillment.

5. We hope that the student will find a 1ésting
love of 1eafning, énd to be ablé to easily find out

anything he wishes to know.

Most free school peqple would basically agree with
ﬁhe goals of the Supefintendenf of Portland Public
Schools, Robert W. Blanchard, as-stated in the teacher’'s
handbook: . -
| 1. We are trying to help boys and girls become

intelligent American citizens.
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2. We are concerned with cultivating mental
abilities and helping students develop attitudes that

permit them to function effectively in and for society.

Both free and conventional educators generally

agree with Ashley Montagu's statement (1970):

What is most important is not what one teaches but
how. It is not the words so much as the music
that conveys the message:; and in this connection,
the most important quality the good teacher has

to offer his pupils is the glft of his own
personality . . .

A.S. Neill, himself, would probably agree, in the
main,‘with his most viciéus critic, Max Rafferty who has
publicly condemned Summerhill as a dirty joke, an evil
place not worthy of being called a school, if Neill were

to read this piece:

« o » 850 will the teacher evoke from the myriad
experiences and abilities of his pupils the chords
which, laced and interwoven with something of

hlmself will ring grandly in the harmony of life. . .

We must train our teachers as a sculptor is trained,
not just as a physicist. They must think like poets
not like statisticians., For they are dealing not
with things like the chemists, nor bodies like the
physicians, nor yet with minds alone like the
psychologists. To them isg reserved the splendid
privilege of fashioning and nurturing those
coruscating and iridescent entities called persona-
lities, transient as glancing sunbeams but more
‘lastlng than the granlte of our hills, It is at
once the most precious and most dangerous duty
entrusted by manking to men.

'—— Max Rafferty (19;0)




FINAL THOUGHTS

Within most free and conventional schools, at
every staff méetingrwhere dialogue takes place, there
are struggles over vaiues: Time and time again, I
have heard conventional téachefs in conventional schools
arguing for less coﬁtrol and‘ﬁore self—direction _—
just as I have heard free teachers in free schools
crying for more control and more direction from thé

.adults,

Conflicts from within can be more devastating to
you thah £he struggles with others. At times, my own
.conflicts have been paralyzing. For example, when I
'found myself in noisy, messy surroundings, the state
of conflict within myself interfered with my helping
‘students -- I would be thinking, "Should I request
students £0 clean-up, clean-up myself, or léave the
place a mess?. . . Should I let them know that blasting
record player is driving me up the wall, try for a
compromise, make sure the record player is lost?"

What é wéste of my time! However, in identifying the
conflict; it began to be resolved. I knew, for example,

that I should let students know how I felt,

33
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With me, the conflict of "basic skills vs. other
importaht things” was always present. Should T
encourage Fred to do more writing, or is it' more
important for him to work out some of his social problems
at this time? How long would it take you to feel -
uncomfortable about Gail, a fifth grader who is doing
no reading, writiné, or arithmetic? An hour, a day, a
month, two years or tgn? For me, it used to be five
minutes. A few years ago, it was a month. Now I am
not concerned for months. Herb Snitzer beginé to worry

after two or three years. Neill never worriesl!

The preceding compilation of contrasting values
Can hglp you to identify just where yourVCOnflicts may
arise in the classroom. Don't fail to go over these
lists of conventicnal vs. free beliefg and qheéﬁ those
with which you agree. This can be an interesting and

rewarding exercise.

'Aftet I have thought through and resolved conflicts,
I find myself functioning more effectively with both

students and :‘celleagues. I hope you will, tcol
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-RECOMMENDED READINGS ABOUT VALUES AND FREEDOM

Glasser, William. Schools Without Failure, New York:

Harper and Row, 1969.
The author explores phllosophlcal implications

of many different kinds of teacher, parent, student,
and even administration behavior, "It is filled
with practical examples and concrete suggestions
about how to work democracy into one's school
31tuat10n.

Hart, Harold, ed. Summerhill: For and Against, New York:
Hart Publishing Company, 1970.
From this collection of fifteen writers in
education, psychology, and sociology, one c¢an glean
the relationship of values to beliefs about education.

Holt, John The Underachieving School, New York:
Random House, 1969,
The philosophy of free vs. conventional schooling.
is covered well,

Koerner James. The Case for Basic Education, Boston:
thtle Little, Brown & Company, 1959,
With contributions from those who believe that
the transmission of bodies of knowledge is the
main purpose of education, the case for conventional
education is well-stated.

-Leonard, George. Education and Ecstasy, New York: .
Delacorte Press, 1968,
The author's values are showing as he describes
his ideal of what future schools should be like.

Posfhan; Neil and Charles Weingartner. Teaching As A
Subversive Activity, New York: Delacorte Press,
19e68..

Values show up in bold rellef in this humorous
satlre.

Rogers Carl, "and Barry Stevens. Person to Person,
Lafayette California: Real people Press, 1967.
_ This is a fascinating collection of deep,
personal explorations into self, into ones feelings
and values. It includes a chapter called "Learning
to be Free" which is directly relevant to innovative
“education.




CHAPTER IT
TEACHERS LIVING WITH FREEDOM

"Then said a teacher Speak to us of Teaching.

- And he said:
No man can reveal to you aught but that which

already lies half asleep in the dawning of your

knowledge._. .
If he is indeed wise he does not bid you enter

the house of his wisdom, but rather leads you

to the threshold of your ‘own mind. . .,
For the vision of one man lends not its wings

to another man.

-- The Prophet (1223)

‘TEACHING WITH FREEDOM IN.A CONVENTTIONAL, CLASSROOM

The difference between a conventional and a ffee
classroom is often a subtle one. The class approaches
a free classroom as the teacher becomes more a donsultant,
lesg a dictatofﬁ as the students are allowed more choices
and as their fear of grades, fear of punishment, and
fear of self—difection diminishes. A major issué in
teaching with freedom in a éonventional setting is finding
the line between limits and freedom. I have found that
it is very difficult to éive a "little bit of freedom."
Somé students need to.coﬁtinually test how far they can
go. They need to sort out any double messages or confusing

signals that the teaéher gives., Consistently clear limits
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are helpful for settling the atmosphere. However, these
more or less inflexible limits will, in themselves, be a

large step toward making a teacher-directed atmosphere.

N\

Now there is nothing wrong with a teacher-directed
atmosphere. I£ makes things much easier for you and the
stﬁdents in a conventional setting. The cfucial thing is
to decide ahead of time just how teacher-directed your
classroom will be. Will you usually allow students the
choiée_of not doing reading, writing or arithmetic, or
whatever you consider to be a worthwhile activity? Will
you allow playing games, conversation, listening to records,
‘chasing about the.room? In the conventional setting, it
is impoxrtant for you to decide ahead of time énd then to
make it clear to the students just what cheices you will
not tolerate. Otherwise there will be too much wavering:

too much uncertainty for your students and yourself.

If you begin ﬁitﬁ more permissiveness than you and
your stuﬂentS‘are able to handle, your experience may
parallel Ralph Wirfs', who réturned.to teaching-in the
public schools in 1970, after working five years elsewhere,
Although determined to teach with freedom, he reported the
- following toward the middle of the school year:

And so‘Idspent a month throwing a bunch of twelve-
year-olds signals they couldn't read, until they
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literally threw their little bodies on the floor

and begged me to bring my jackboots and tread upon
them as they were used to being trod. I played it
non-autHoritarian (a la The Open Classroom), figuring
to create dialogue. I only managed to get anguished
pleas for the restoration of authority: expulsion of
trouble-makers, serious playing of the teacher- '
overseer role, and the issuance of crisp, concise
orders, Moral: freedom is very difficult to find

or establish, in an authoritarian setting.

S0 be careful about beginning too permissively when
you are teaching in a conventional school. It is easier to
begin with much teacher direction and head toward self-

direction than to allow total self-direction and then try

to establish controls.

An

How I Taught Seven to Twelve-Year-0lds With FPreedom

When I taught elementary school children with freedom
in a conventional setting, I quickly learned that some
controls were necessary. The students alWays had choices.
I‘agreed with-mosﬁ of their decisions, but they knew that
they needed to clear alternatives to my assignménts with me.
They were not responsible for themselves and théy knew it.
They kﬁew that they could not go out into the city alone,
that théy could not harm another person or endanger their
own lives without my stopping them. They knew that I
would not allow them to play, or even to draw horses very
much,; that I was concerned about academics and would insist
that they engage in reading, writing, or arithmetic every

day. Let me tell &ou a little about that experience.
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I was teaching these dozen seven to twelve-year-olds
in a pfivate school for children with learning problems.
Our classroom was in a fifth-floor garret 1in Boston,
and we spent most of the day in that small room, high
above the éity. My teaching was quite conventionalruntil

the night I read Summerhill (1960)}. I couldn't put it

down, and sat reading it into the night and morning.
That morning I said to Miss Nickles, my jolly assistant,
"How about a Summerhill day?"
"Sure, why not?" she said while muttering "Oh! brother!"

less audibly.

After lunch. I briefly explained the Summerhill
philosophy to my class. Then I asked,’

"How would you like a Summerhill afternoon?" A
few minutes latexr, when the cheers subsided, Mike laughed,

"Are you kidding?“ throwing a paper glider into the
air. I refrained from ordering him to pick it up and
forced a pleasant smile. The Summerhill afternoon had
begun.

"What should we do?" asked Betty.

"Anything you want," I said hesitantly. "We're here
to help you if §ou want us."l My assistant and I sat down

and waited.




.- Several looked lost, a few began drawing with pen
and créyon, another set up watercolors, Mary was reading,
Carlie énd_Billy were involved in their arithmetic work-
books, and Frank was writing a story. However, by the
end of a half-hour two crises had occurred. Eight-year-
old Jeffrey, his brown-eyes large with excitement, had
apparently regressed to an early stage of babyhood and
was jﬁmping ub and down flailing his arms wildly. -

ﬁJeffrey," I strongly advised, "Stop that!"
"I thought you said we could do anything."
I gfoped for words. "I'did, uh, that is -- within

reasocn."

In the meantime, Irene, a usﬁally shy little girl,
put her arms around Mike, who enjoyed the reputation of
being the best fighter .in our class. He stared in
_;surprise and horror as she gently stroked his hair and
kissed him affectionately on the cheek. Then, from
beneath his desk, he weakly called,

"Help, Mr..Bernstein, help!" while Irene giggled
'from above, I suggested to Irene that she might try a
ﬁore COnstrucﬁivé activity. This was the beginning of

our 'modified Summerhill approach."

40
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"This was the beginning of our
'modified Summerhill approach'.®
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The modified approach became a matter of having it
clearly understood that although I would give only
occassional commands, these were to be obeyed; that
there'would almost'always be a choice of activities,

" but occasionally there would be no choice. For exaﬁplé,
with nim}year—oldrFrank vho had been drawing boats all

day long for several days, I said, "You're getting good
at those aren't you?" (He nods and continues to draw.)

"But you knoﬁ, I worry about your math. Do you
know how highrour school building might be?"

A thousand feet? Well, a hundred feet?" guesses
Frank.

“How long is this room?"

npifty feet? A hundred feet?®

Y

Others in the classroom begin wondering and rulers
begin to appear from their_desks. The_room is measured,
and at recess, Fraﬁk and a friend climb down the fire
escape to measure the height of our buildihg. It's twenty-
fie yardsJWhich needs to.be changed into.feet.

"How many feet in twenty-five yards? asks Frank.

"Well, to_answer.that, let me show you what multi-
plication is all about."

vawww," Frank grimaces, "Can't 1 draw?"

UAfter y&u find out what you wanted to. How many

feet do you think there are in a yard?"
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Another time, instead of using this approach, I
would purposely begin working on a map of the room,
making a prlmitive surveying instrument from a ruler with
é pin‘oﬁ each énd, and sighting various objects in the
room. Frank's curiosity would get the better of him and
soon he would be motivated to try a little surveying,
himself. Then he would f£ind himself involved in map

.méking.

Ten~§ear~ola Jimmy is looking at the mold growing
in fhe test tube ihto which he had dropped a piece of
bread and some milk the day before. I tell him,

"Your experiments are really.getting interesting.
How abdut writing this one up, with dates, your procédure,
and day~to-day resulté?"

"Do I have.to?"ﬁJimmy whines.

“If's an order," I say with a smile which is
haifheartealy returned. Jimmy had to strugglé with his 
writihé, but the next week he beging to see how useful
. the recofding can be. He finds it meaningful to £find which

day the moldrbegan growing, how it changed from day to'day.

Lowell Kingsley, the head of our school, once told me
that visitors tended to linger the longest in our room

and wanted to return. There were so many things going on
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at once in that little room, it often was an unbelievable
scene. How in the world could two children be giving

each other é'spelling test while sitting next to three
students testing eéch other with sight-vocabulary cards,
who are elbow-to-elbow with an eight-year-old girl typing.
and énother student taking notes as he looks through a '
micfoscoﬁe, while still_anqther child writes a story and
two more sfudents discuss the weather as fhey walk through
the window from the fife—escape (where they have been
caring for their weather station on the roof)? How could.
they'work whén'the noise ievei was so high? Except for
:two students, evefyone quickl& leafned to tune out
distfactions, to become involved and self-directive within
é week or two. We.coﬁld even have the radio playing

softly withou£ anyone complaining.

I was a 1iﬁtle‘anxious about how the children would
adjust to the more conventional, structured classes that
‘most would enter after they left oﬁr little freeTﬁheeling
garrett, Most spent two years with Miés Nickles and me,
and most entgred another specific classroom where I talked
td the teécherlafter tﬂey had been with her for most of
the following year. Their new teacher said that, without
exception, they were the moét relaxgd and receptive |

children she had experienced in a‘ldng time.
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How I Taught Eighth Graders With Freedom

One yeﬁr I taught eighth graders with freedom in
a classroom where parents and students expected the
classroom to be conventional. My hope was to be able
to give freedom to those who wanted freedom and
responsibility for themselves_and to give those who
wanted structure and control what they wanted. It
didn't work. I quickly crossed the middle line, and the
classroom turned into a basically free one, with over-
tones of authoritarianisﬁ, I stopped students from
physically hurting one another, kept the noise‘level
down to where it was comfortable for me, and frequently
" let studénts know I wanted them to engage in more
academic work, regquesting that they engage in this or

that academic¢ activity.

They basically became free to pot do as well as to
do. Students kﬁew'that they could go wherever they
wished if they cleared it with me. In contrast to my
work with the seven to twelve-year-olds, where I made it
clear I would control the two most irresponsible and
disruptive studemts, I made it clear to the four most
irresponsible and dis;uptive students in the eighth

grade -that I had faith in their judgment abouf what was




46

best for themselves. I told them, early in the year,
that I wéuld let them do anything they wanted as long as
they were not interfering with anyone else's rights
(including mine, to have a reasonably sane classroom).

I only réquested that they let me know what they were
doing each day, whenever they spent most of their time
outside of fhe classroom. . For most of these four students
I found it was a good learning experience. One learned
fo be self confident and responsible for the first time
in his life. Another learned to like himself better and
then he lost most of his obnéxious, arrogant gqualities
and began.to have satisfying rélationships with others.

- He learned that he did not need to be disruptive or

mean to elicit attention. The two others did not grow
as much, nor did they adjust to the ninﬁh gradg in their
_cOnveﬁtional schools the following year. Still, I don't
think that a conventional eighth grade would have helped
them to grow or adjust anymore than their expérience
With freedom helped. In the past, the conventiodnal

~approach had never worked, either.

Ohe‘month‘after schocl was dismissed, I wrote about

that year. Here are some excerpts:
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I decided a long time ago that my future students
would no longer be required to sit at desks and learn
prescribed facts in order to prepare for tests.

"I would help them to f£ind out the wonderful things
that life is all about. I would encourage each to
become an expert in something to build self-confidence
and a healthy self-concept. I would encourage them

to write, and help them to become better in the basics
when they were ready. The youngsters would be happy
to be free at last, and I would be happy to see them
in their happiness. I would offer these eighth graders
- the gift of freedom.

-

But three of this year's class already had a year

of freedom and were looking forward to a year of
structure, where they would be fed new ideas and
cared for (by teacher pressure to finish assignments,
for example). They were ready to sink into the com-
- fortable situation of having a teacher take over
their wills, and to let all responsibilities rest

on the system. Several other girls and boys reacted
similarly to my gift of freedom. They hated it!

I listened hard to them, and told them how I
understood their plight. I heard them pleading
for me to care, crying that they were unable to
control themselves, unable to learn without having
fatherly force applied. We set up a conventional
program just for them, using textbooks. But I
wasn't teaching them the right things, they said.

I became angry, and they knew it. I didn't want

to play their game of "Try to make me learn --
let's ‘see how far you'll let me go -- give me an
assignment, but you tell me which books, what
pages, how much I have to do -- you do the thinking,
you do the organizing -- you get me going and keep
me going and see if you can win agalnst my
resistance -- let's see if my will is stronger than
your will, my power is greater than yours -- you

be my father ‘and mother and let's see 1f I can
manipulate you like T manipulate them." At first
it was interesting watching these games and calling
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their attention to them. But then it became
boring to both them and me. Within a few months,
they saw that I would basically remain the same,
not forcing anything academic but only offering
suggestions.

Those six who functioned least well with the freedom
resigned themselves to a wasted year and basically
remained negative to the opportunity of being them-
selves. They cried to me and to other adults about
their educational poverty but at the same time
considered suggestions from my regular assistants,
Dorothy, Penny, or myself as insignificant because
we refused to force them to work.

Two girls fell back upon copying lengthy or short
encyclopedia articles or excerpts from books so
they could think they were accomplishing something.
About half spent most of their time outside the
classroom, roaming about town, visiting students
at the Metropolitan Learning Center. A few slept
late, left early.

I never was quite able to stop playing into their
0old games -~ to escape being set-up as policeman

or father-mother figure. My weak spots were kept
in mind by those used to having attention from
adult and approval from peers by getting the adult
to react angrily. Henry, Nancy, and Fred knew they
could get a reaction from me by turning the radio
or record plaver up too loud or by racing around
the room, and continued to do so periodically.

They knew they could reach me by messing up the
‘room,. hurting someone, or by refusing to communicate
with me. ' :

Still, by the end of the year there were fewer games.
Most were able to realistically evaluate themselves,
having established some criteria for what they
considered success for themselves.

The learning of facts from texts was at a minimum
for most. Yet I feel good that their main learnings
were in the emotional area: they learned to not
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negate their own feelings, but to listen to them

and handle them. They learned that they could
control their own environment, to handle adults and
peers. And they began to learn from Penny, Dorethy,
and me how they really affected another adult,
another person. We would tell them about our
feelings of anger, frustration, or hurt -- our peace,
hope and pleasure when they affected us in these ways.
They would smile or nod knowingly when I admitted

to them that it was not just their behavior but my
experience and associations: what had happened to
me before an incident with them which made me react
in an overly angry way. I have a feeling it helped
them to understand their parents and friends and
even themselves a little more: the emotional side
of life. :

Next year they will feel comfortable, these students
who continued to demand conventional structure.
They will play most of their old games and win.
But they will have something else with them, almost
all of them: something that will help them through
every difficult situation, I feel -- a certain self-
confidence. They will be prepared to work with
adults on a person-to-person basis and hopefully
any adult will not consider them belligerent or
“wise-guy" or threatening in any way. The students
will not let themselves be stepped on, yet will
somehow do their own things with more self-control.
They will have a pretty good idea of what's being
done to them and at the same time know how to get
what they want through constructive activity and
behavior. = Their faces will not show raw hate orx
hostile rebelliousness -- their body postures will
show a certain dignity and allow another person
to have some dignity. Yes! That's it! I think
they have learned to become more responsive in a
positive coping sense —-- and this will effect their
teachers. The adults will see one of these students
as more of an equal, less as a child that needs to
be told what to do and made to do it.

The following year, my observations and follow-up of

these students has conviced me that_the-above predictions

were true, with one or two exceptions.
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To give you a glimpse of a day in my classroom, here

are some observations of my assistant, Dorothy McMahan:

One Afternoon -- The class is more crowded and neisy
than is usual for this late in the afternoon. As
usual though, the class is fragmented both physically

~ (due to the arrangement of the desks) and socially
(because the students apparently prefer it that way).
The boys (Bill, Frank, and Don) are back in their
corner, with theradlo going, talking and working
.with each other.

Janis and Nancy are busy discussing with the teacher
an up-coming field trip, while the record player
near them is playing moderately loud. After this
discussion, the teacher moves to the front of the
room to check on the boys. Bill and Frank are

busy but Don is not, so he questions him. "What

are you doing Don? Can I help you with anything?
How about a pre-spelling test? Or you can work on
your credit sheet?" Don agrees to this and sets

to work. : :

Arin, Marlene and Amelia are together at their tables.
Amelia is reading and pretending to ignore the other
girls. Marlene is reading too, but Ann is visiting
with a friend from outside the classroom.

The teacher engages Ann and her friend in a
friendly conversation while Marlene and Amelia
continue to read to themseélves. As my observation
ends Ann and the teacher are engaged 'in an.intent
conversation.

Another afternoon -- In the corner was Nancy,
Barbara, and Janis sitting with their desks clustered
together listening intently while their teacher read
a book called Dandelion Wine. :

In another corner Manuel was taking a math test by
himself. He is a Cuban and has difficulty under-
standing.some of the English terms. It was a struggle
for him and he was absorbed with his problems.




51

Don sat alone in the back corner, listening to the
radio.

Marlene, Amelia and Roberta entered the room and
even though they were invited to join in listening
to the reading, they declined. They stayed only

a minute or so and went to the library to listen
to records.

The teacher was enjoying reading the book which is
a favorite of his. For some time his enthusiasm
carried and at 1:10 P.M. they turned out the lights
(to make it more spooky).

Two little girls from Metropolitan Learning Center
came into the classroom and went to a corner and
began to play quietly.

At this time Frank came in and began to work on a
bulletin board project. His handling of the card-
board helped to raise the level of noise in the room
and caused Don to turn up the radio.

The teacher then checked on Manuel and moved about
the room talking to the other boys there.

Later in the Week -~ The scene is a relaxed semi-
quiet classroom. It has more the appearance of a
meeting room with tables scattered about the room

in little "centers." The radio is playing moderately
- loud. in the background. The children are in little
groups about the classroom.

In one corner of the room, behind partitions, are
Bill and Frank involved in their own special project,
as is their habit. They are self-motivated and
pursue theilr interests eagerly and to great lengths.

They use the resources of the public library, especially

the periodical room, so freguently they .are recog-
nized by the staff whenever they go in. They have
so far pursued at great length a study of the
Vietnam War, Ted Kennedy's accident, the Civil War
and are now hard at work on a progecf to study ants.



52

They started as they usually do at the library
reading and now have an ant farm so they can

study them at first hand. Their project on the
‘Vietnam War, which they initiated entirely on
their own, consisted of reading all or parts of
several books, collecting hundreds of newspaper
clippings and making reports on several articles
they found in old newspapers, using the microfilm
machine, taking several polls among classmates

and people on the streets downtown, and inviting
(with the teacher's permission) a representative
of each of the armed forces to come and discuss
.the war with the rest of the students in the class.
When they had compiled the information they made a
large scrapbook, complete with pictures and maps,
and formed their own opinions as to the validity
of the war. . : »

Manuel and Jose are planning to leave and they are
consulting with the teacher about an individual field
trip they are planning. The teacher is asking ques-
tions and offering suggestions, while Don stands '
by listening.

When the teacher returns he looks over a credit sheet
with Pred. Fred admits he doesn't have any credits
to add to the sheet and the teacher warns him that
time is slipping by and he promises to get busy and
build up his grades.

How the Eighth Graders Grew

In comparing beglnnlng and end of year questlonnalres
w1th the elghth graders I discovered:
1. Everyone improved in théir ability to recognize
their own needs in learning, ten felt to a
gfeat extent.

2. Most develeoped new interests in knowing people,

social studies, and art.
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Most felt their greatestlimprovement was finding
mnore positive‘relationships with others.

Most felt a gain in self-confidence.

Half the class improved their ability to-plan.
Most found new ways of learning, e.g., in the
use of bocks, the library, interviewing, use

_of telephones; etc;

Most felt that they improved in verbal skills
more than writing skills.

Most (all but four) felt that the year meant

growth in positive social relationships and

personal responsibility.

My students and I were forced to éontinuously think
fhrough our philosophies of life and to finally feel
ho:e secure abou£ what we stood for, where we are, and

1where.we are headed. All in all, I feel‘that most
,béhefited as much as they'would have in a conventional
clasérpom; The ones who benefited the least did not

want freedom in the first placé.

The following year I did not teach the eighth grade.
One major reason was the results of a gquestionnaire I
administered to the seventh graders, most of whom would

have been with me. A $0lid third of the students and
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half of their parents simply did not want freedom. I

do not believe that coercion in education works, even

when it is in the form of forcing students to be free:
insisting that they be responsible for themselves! I'm
convinced that students.who believe, along with their
parents, that freedom in education is not effective, cannot
benefit from very permissive schooling. These students
will use most of their energy fighting freedom, just as
some students in strict schools Spénd most of their energy

fighting that structure..

How My Successor Taught Eighth Graders With Freedom

_ Gerard Roscoe taught the eighth grade the year after -
I left. 8Since the time Gerard taught at the Portland Free
School, he ciaims to no longer.know what the words "free
school" means. He has discovered that there are many ways

to give students choices without allowing them to be totally

free. As Gerard put it, "I'm functioning less on a
philosbphical base, for example freedom vs. non-freedom.

Rather, I'm functioning with a how to survive and be

comfortable in my classroom base. I'm no longer afraid

to impose my will -- no longer afraid to not allow kids a

choice of not doing anything."
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Gerard was able to begin more or less as an

authoritarian, gradually giving his students more and

more choices. His end-of-year goals for these students

were similar to mine:

1.

Each student should learn to feel that he can
do something well, including the acquisition

of some excellence in some area of reading,

-writing, and arithmetic.

2. Each student should be making most or all of

his choices as far as what he studies and how:

he studies it.

After Gerard read my journal of experiences with

my eighth grade, he told me that he wasn't as tortured

by conflicts as I was. For example, he made it clear

from the beginning that he did not believe in majority

rule, since minority viewpoint is just as important.

His class rules were:

l'n

* Don't bug me (by purposefully disruptive behavior,

especially).

Don't hassle Othefs.

You can leave the room anytime after telling me
-where you will be, but-do not leave the school
groun&s;‘ : - -

Do the assignments on the board by the end of

each week.
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Gerard made it clear that doing the assignments or an
alternative which was to be cleared with him was a
requirement and that they would be sent home the following‘
Monday if assignments were incomplete. On the second
MondayJof the school year, five students were sent home.

!
There was little problem thereafter with assignments

being completed.

Actually, Gerard has let any student c¢hoose to do
almost énything in place of an assignment except "nothing.“
"Nothing," to Gerard, méans such things as listening to
theAsame record over and over or a half-page repoxt

copied from a book.

To me, Gerard's room is a delightful example of
mérvelously relaxed conventional education. The

blackboard always includes creative'assignments:

1. Write what you see in four pictures in Look,

‘Write and See.

2. Each person in your group come uprwith ten ques-
tions about health they'd like answered; Figure
out thé best ways to gét_your questions answered.
By Friday write a report on the progress you
have made in getting answers to your questions.

3. Do and correct at least five pages of math this

morning. (Gerard was using Patterns and Discovery,




Addison-Wesley's programmed workbooks.) After
a pre-test, if the student does well, he skips
to another set of worksheets. Thus everyone

could go at his own pace.

Once when I observed Gerard's classroom, he moved
quietly about the room while students came up to him
to ask questions. He knelt beside two girls, pointing
out how he felt they could.get the most out a particular
assignment. A cluster of five girls talked at one table;
several baifs of 5oys and girls were reading while
chatting inbetween. A few students réad or wrote |

industriously alone.

Whenever I visited his room, there was always a
steady soft, slow mumble of conversation, with seven to
ten students out of twenty three talking at any one time.
At one point, Gerard announced, "It's time for the Dumb
Test for today," another one of his innovati&e teaéhing
techniqﬁés. All students took out paper and pericil and
answered the following “dumb" queétions:

1. ©Name four people not here today.

2. Name the two newest members of our class.

3. Write what my response was.to Ann When she

slugged Bill today.

After the test, Gerard gave the answers including his
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response to Ann: "You're so lucky he didn't slug you

back.' He showed a let of self~controll"

At another point, Gerard showed a movie and then
led six students in a social studies discussion. |
Now there were éight students involved. A group of four
girls distracted the group, almost in a competitive way
and at the same time three boys began chasing each other
around the room. Gerard settled them and continued.
Four other students were writing or reading. . The group
‘of four girls that were being disruptive walked into the

hall, sat down, and talked.

Here is another glimpse of Gerard's room by a

student teacher:

About 12:30 P.M. I walked into Gerard's room =--
nobody noticed. Gerard and three other students
were gathered around a film projector trying to

pry open the case with a ruler, a screw-driver,

and brute force. A couple of kids had their heads
down on tables, several others were returning frem
_ lunch, one kid was writing down words from:an
English-Korean dictionary, a boy and his girlfriend
were talking by the window, intermittently kissing
and laughing. The rest of the kids were in the
back of the room trying to clean up the remains of
an art project which had resulted in a gooey mess of
toothpicks and glue on the floor and table top.

Soon the projector was set up and we spent a half
an hour watching a few fairly gecod movies on black
history. The project for the afternoon was to

discuss Black History, feelings of being left out,
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power struggles, etc. Gerard sat in a circle with
about ten students, most of whom had read from a
‘class book on Black History (and were now discussing
study questions from the book) -- the kids with
Gerard were the ones '"geared" toward academics, and
the group was pretty "together" and orderly. The
rest of the class couldn't be classified as a "group" --
some left the room for a cigarette or to go to the
gym, the rest got up from their chairs and gathered
,in threes and talked (except the fellow who had
continued during the films to copy words from the
dictionary and was still -doing so.)

You Can Do It in Your Own Way

Gerard's students had a calm, yet invélved atmﬁsphere
‘on most of my visits. Most of the students were active,
and involved. It had a calming effect on several of the
most disturbed students whb previously could not settle
‘down to anything for more than a few minutes. His studénts
did nﬁt need to go through the upsettiﬁg experience of
working out their own expectations and liﬁits aé my
class did. At the end of the year, the students would
have reviewed and committed to memory more reading, and
arithmetip. To me, Gérard was teaching a successful open
c1assr00m;in a beautiful way -- his own way. The educa-
tional experience for students was their relationships
‘with him, most of all. Since he is an open, exciting,
warm person‘it gave students who could relate with him
(and perhaps even those who could not, but who observed

others doing so) an experience in warmth, openness, and
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excitement about learning.

In.ﬁy classroom, the students experienced something
different. I worked at having many adults and students
other thaﬁ mYseif involved with them. My classroom was

b ,
more helpful for some kinds of students, his classroom
for others. The educational experience I offered was
foward more personal than academic goals. It was an
attempt to run a free classroom in a basically conventional
setting. I don't think I would eﬁef again try.to run a free
Classroom-in a conventional school unless somethiﬁg like
nine out of ten students and parents were agreeable to the
philosophy. It took too much of students' time and energy
‘resisting being free and too much of my time and energy
'inéistihg that they be free! You can be innovative in a
conventional séhool, but you cannot force people to be

 free without violating the premise of free choice.

You havé only had glimpses of Gerard's and my waYs
of living and teaching with freedom. Your way mﬁst
neceésarily be différenﬁ: something that is‘comfortable
for you. You may begin as Kohl (1969} suggests, with an
hour of freedom a week, or you can begin by giving choices
throughout the day. The important thing is to try it in

ways that you know will be comfortable for you.
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TEACHING WITH FREEDOM IN A FREE SCHOOL

One'df Mv First Experiences

“When I'taﬁght with freedpm in a free school, where
studentsicould choose to attend my classes, where they
coﬁld play as long as they wished and were responsible
for planning their own dailf lives, there were conflicts
at times, but £he transition was not too difficult for

me. In fact, T found it a joyful experience.

I was working with a gréup 6f eight seven to fifteén-
year-old boys and girls in a "class" we called "Exploring
Your Community." Now I was prepéred to share my

'enthusiasm; for there is nothing I enjoy more than
éxploring. We had deéided to go to the top of a parking
,iot to look at the view of Portland, Oregon, andras we
drové u? the ﬁinding ramps to the top, everyone was excited
abéutrhow many stories more it would be, the psychadelic
effect if ﬁne looked at the ceiling as it went by, and
what we wauld find at the top. Three students decided to
stay in the car when we parked up there, two began spitting,
watchihg it f£loat slowly to the ground. Still tﬁinking

as I had been programmed to think in conventional
classrooms I found myself muttering, "What can we see,

what can we learn up here that's educaticnal?" A fifteen-
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year-old reacted with, "Forget about that." This was
his first year of freedom in a school. I understood.

He had interests othek than mine.

; Many of Portland's major buildings were in view,
construction workers were giving birth to a new
building. Were they wondering aboﬁt the buildings?
Were théy seeing the fduﬁdations for the cement, the
way a foundation was constructed? Is that more
important than talking in the car? Did it.matter? .I
began talking about the constructidn, half bf the group

joined me.

A few still remained in the car. I suddenly
realized that ﬁne of them was getting good social practice
in a situation that provided for her in a way no other
environment and no other fime might piovide; But those
kids who were spitting. They weren't harming anything,

. but were they learning anythiﬁg? .I felt like asking
‘them.tb time the saliva on its way down, and théh to
fime‘another 6bject to see if it took the same amount

of time, as a science experiment; I stopped myself,

"t might turn them off," I thought. Actually it would
have been a good idea, if they were interested, If they

weren't ihterested, they would tell me so -- nothing lost.
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I felt like asking them to time
the saliva on its way down.
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One cén become too inhibited about sharing one's ideas
in a situation where one is trying to use freedom.
Anyway, I then became aware that the boys had begun to
notice the perspective of people's feet appearing ahead
and behind them: that they were discussing the number
of stories drop, and how high the building might be.
Now.I coﬁld enter tﬁeir worlds and they would remember.
We obsérvéd‘and estimated together. Now they were , :
listening to me wonder about the things that went on in
each building. I could feel their appetite for life
incréasing. What a beauﬁiful feeling to share! But
1what about those who remained.in the car? Was this a
good educational experience? Later,‘at,leaét one of
them listened when we talked about what we had enjoyed
and 1earned; Perhaps the next time they would be
inspired to observe the things fhat_g_deémed important.
Maybe their conversation with each éther helped them
more than any series of three facts that I could share.

But things did not quite fit into place until we'

g

started back to our school:which believes that children
can-hake their own choices, can_learn best after they
have become self—motivated; The teacher's job in such

a school is to help them become inspired, to expose them

to experiences.
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6n our way back we passed an outdoor glass elevator.
"Wowl" said somebody,r"Wonder if it works."

"Like to see?" I asked. A chorus of mild eﬁthusiasm
answered. We drove around the block. |

uCould we take a ride?. . . Look, somebody is looking
at us, the manager, I think. We better go." For some
reason, we.who have been brbught up in coercive atmospheres
learn to reac£ to all authority figures as threats rather
‘than helpers. 'In contrast, the children of Summerhill,
the oldest of the world's free'schools that is still
operating, learn to Egg_authority figures. When children
who had spent time at Summerhill returned to regular schools
almost all of them could not understand two things: Why
-the children in their conventional school Weré afraid
of the teacher and why they stopped working when the teacher

left the room.

Mostrof us had not yét learned to feel comfortable
with authority figufes. So it was with conside;able
trepidatién {for teacher as well as studeht) that we
~approached and asked the manager of the apartment if we
miéht'take a ride. We were pleasantly surprised that
he agreed to let us. As we soared to the top of the building,
I wondered whether they should have their attention called

to the mechanisms which worked the elevator. So I did,
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but since no one including the teacher had anything to
share concerning the gears and pulleys and all, that
was that. On the way down, the elevator stopped at the
third floor where we met an irate man. We had held the
-door opén while we looked at the view from the top
"balcony and he could not. get the elevator for several
minutes bgcaﬁse of us.  They heard their teacher answer
the angry man, saying: "You must have felt terrible.

I hope we haven't inconvenienced you too much, we just
‘weren’'t thinking." They heard the man apologize to us

saying, "Well, I;éhouldn't have lost my head."

Weeks later, I overheard members qf the group stili
talking about the experience, and they were remembering
someﬁhing_ﬁhat transcended facts, a certain sophisticated
understanding feeling-knowledge: sometﬁing deep, and
petSonal that struck me as having permanence, something
that was preparing them for life in a wéy thaﬁ nothing
elsé'éould: Something like how an irate adult could be
héndled, how exploratidn and impressive views might be
énjoyed. And the téachei was simply being himself and
allowing them to live in the world, tec be what he
-considered Was the best of himself, and to enter the

student's world, while inviting them to enter his world.
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A day can be not only the high light of the student's

week, but the high light of a teacher's week as well.

The Problems of Teaching With Freedom in a Free School

Thé problem of the teacher in most conventional class-
rooms is that of control. 1In the innovative classroom,
in the less coercive cléssrbom the teacher has different
problems. Now little or no energy has to be spent upon
weclassroom control." The teacher must find new ways to
use his energy! Perhaps for this very reason many teachers
who f£ind themselves éuddenly confronted with teaching
in a non-coercive structure feel lost and are flooded

with paralyzing feeiings'from.conflicts within themselves.

In free school situations {(such as éummerhill'School
~in England or Metropolitan Learning Center in Oregon)
ﬁhere a child is allowed to do what he wishes, whether

it bé formall? academic or not and where he is never
required to stay iﬁ his seat or to commit himself to
anything; the teachers quickly found issues and conflicts

" such -as ‘these confronting them:

1. Should I require a commitment for at least a
few sessions of my class? At least to stay

l_through the hour?
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2. Should T require some academics?
-3. Should I reépond to a pupil's asking "What can
I do? I'm bored" with specific suggestions,
or let him learn self-direction by struggling
.with himself?
4. What is my.£gig as a teacher? The students don't
.seem to need me, '
5. Should I try to teach groupé; or be satisfied
to work with individuals?
6. How do I set up a-lgarning environment?
7. How will we know when a person is ready to graduate?
8. Do I need torknow what these children are doing
all the time? If so how do I find out?

9. How do I make the best opportunities for choice

accessible to the students?

More specifically, here is a gem of a report by Eliza-
beth Drews (1968), a teacher who taught in a free atmosphere

for the first time:

I'd stalk a group of youngsters like I might stalk
conveys of guail. I'd follow along on the trail as
though I were out nature hunting on my own and stay
within distance so I could see them out of the
corner of my eye. After several days I could get
close enough so I could actually hear them talking.
This was very exciting. I can imagine that anthro-
pologists who go to some strange culture might have
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the same feeling that I had -- perhaps someone
studving animals. I thought of that girl who
studied the chimpanzees in Africa.

Gradually I was allowed to come into one of these
groups -- to walk right aleong with them and not
have theim scatter and run or leave me. Later

they allowed me to say something ~- now and then.
To say something without their turning and walking
away. And one day I was even allowed to change the

subject. And they listened -- and they asked me

- questions -- and I was part of the group -- and I
felt exhilarated that finally I had become part of
the group. :

This is not afypical of & teacher's first reactions
tO'living with freedom. The above teacher worked in a
federally funded free school for twenty-four adolescenﬁ
boys and girls. However, there are many more typicai
reéctiohs to children in non-coercive situations. Everyone
will not respond with total fascination and enthusiasm as
"did thelabove "teacher-counselor" (that’s what they called
the teachers theré. At Metropolitan Learning Center, the
setting from Wﬁiéh most of our césé histofies will be

drawn, teachers are called "learning coordinators".)

When we come.to prdblems of the teacher who finds
himSelf swimming in a free school situation, this is a
basic one: he is no longer a teacher in the usual sense
of the word."His task is.nqt to impart facts that he
khoWs; but rather to do something else. Theoretically
one can find roles very easilyJ such as "to facilitate

the learning process, to prepare a learning environment,
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to act as a consultant instead of a director, etc.” .But
in reality, the teacher must find his own role, his own
-best method of‘functioning effectively in a'completely

" new situation (unless one is used to non-structure and
unprogramming)}. One is apt to try using many of the old
‘stfuctures, to ?rogram ihstead of to unprogram. Using
old, comfortable ways tehds to be a dangerous tactic
because oﬁe £inds hiﬁsélf in a new element. It is almost

like flying an airplane for the first time.

Airplanes operate in a relativély free élement.
Sé‘perhaps it is nbt so strange that there is a pérallel
in‘learning the ways of the air and freedom. Both child
and adﬁlt who have never tried much freédbm will find
themsélves in a new element, much like a pefson learning
to fly a small airplane with little or no previous
‘exberience.. The laws are different -- reality has
changed. That which Wdrks in the old element becomes
‘disastrous in the new dimension. On the groﬁnd, if
one Qants Eo gain better control of his situatioﬁ, he -
is mpre effective if he slows down. 1In the air, to
-gain more control he must go faster, for the plane becomes
more responsive with faster air currents. If one goes
too slowly a plane wiil stall, falling through the air

;ike a rock.
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The laws have changed. Reality is
different. That which works in the
old element becomes disastrous in
the new dimension.
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Nevertheless, there are many ways of flying airplanes,
and certain planes fly best using certain techniques and

certain teachers.

At Summerhill; there were teachers who had no sequen-
tial plan in mind at all and others who followed rather
."definite programs. There were teachers who did not feel
itrwas importaﬁt for a student tc come fo his class
regularly, and others who ran around plucking children:
out of trees to attend. Both kinds of teaéhe;s weré
equally effective, in their own ways, with certain kinds
L,of students -- but not with others. That is one main
reason why it is so important that children have the
opporfunity to relate to many different péfsoné in a
free setting. You may operate effecfively iﬁ'many ways

within the context of freedom.

For the rest of this chapter, we will focus upon
..the reactions and advice of the educators who have

taught at an innovative public school in Portlaﬁd, Oregon
ﬁhich is one of the freest of all public schools in tﬁe
world. The experiences and reactions of these people
‘are similar to others in publiec and private schools who

have learned to live and teach With freedom,
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THE METROPOLITAN LEARNING CENTER

This is probably the first ungraded public school
that has ever tried a truly non-coercive plan of operation
for five through eighteen-year-old students. Here teéchers
are called "learning coordinators" and homerooms are called
"base stations."” The community is considered to be at
- least of equai importance to the school itself as an
educationai setting. The two hundred ten, five to eighteen-
year-old students may arrange to spend as much time as they
" wish using the total community of Portland, Oregon, with all
i-its people, museums, businesses -- anything that they can
- work out to learn whatevef they wish to know. The
:”philosophy of the program has emphasized such things as
providing the opportunity for all ages to interact with
each other, to broaden personal interests, to allow each
student to be responsible for his own choices c¢oncerning

what .he wishes to learn and when he wishes to learn it,

In any free school, structures begin to form
rather quickly. At the Metropolitan Learning Center,
here are some structures that evolved:

1. No smoking was pefmitted (although a part of

the public school system, this was one of the

few rules that directly affected the operation
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of the Center).

2. The seven learning coordinators tended to remain
in their assigned base stations where they began
their day.

3. Each student was assigned to a base station,
where they were to report for attendance and
a meeting, which was to last up to a half-hour.
Théy'were to report back to the base station in
the afterhoén‘uﬁleSS.theyrhad signed-out to be
in the community for the entire day,. |

4, Students‘wefe t§ sign out, telling a volunteer
"dispétéher" ih the hall where he was going
outside of the buildiﬁg. Toward the end of
the year most feachers required that the student
cﬁéck with them for permission to leave.

5. Toward fhe end of the year, teachers réquired
a three by five card from each student in their
base station, telling what they did during the
day. _ ' |

6. Fighting or interfering with the rights of others
Vwas not allowed. Teachers agreed to stop any
physical fighting.

7. A large variety of classes were offered.

8. Liason was established by staff so that any student

could audit any class at Portland State University.
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9. A couple of teéchers set structures and
expectations for a few individuals in their
base étationé,Which included "grouhding" or
cohfining,the student to his base station for
certain éeriods of time during thé day. These
were aimost ali c¢hildren between seven and
twelve years of age.l

THE FIVE ORIGINAL LEARNING COORDINATORS
AT THE METROPOLITAN LEARNING CENTER

During its first year of operation I spent over
two days each week not only participating in the Center

but observing and interviewing.

Although these five coordinators met intensively
for three weeks during the summer, the problems that
rfhey thouglk through and their predictions of what
~ _might happen'rarely came about. For example, fighting
:.and-buliies was a major feér. Sohe envisioned a "Lord
'qf the Flies" situation. They thought they might take

éuch a student and instead of using a punitive measuré,
place him for the day in the home of a neighborhood
‘retired lady or two who might visit and watch television

with him or offer him tea and cfumpets (or milk and
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‘cookies). Actually, ﬁhefe was only one serious
problem with a bully, and physical fighting was
rare. No one had to be sent for tea, most

teachers simply asked the students to separate

themselves from each other for awhilel

The Initial Reactions

'Wha£ hapéens to the teacher who finds him-
self in a 3ys£em that allows gréat freedom? He
has been trained to handle; to control his students.
Now litile energy has to be‘spent upon classroom
control. The discipline problems have all but
vanished. The teacher must find new ways to use
'his energy! There are néw problems but the major
one seems to be an ovefwhelming feeling of being
'lOSt‘énd useless. It éan be‘a'paralyzing thing
tﬂat comes from conflicts within oneself. Teachers
‘'were surprised at the way they personally reaétad
when the school became a reality and fhey were having

to deal with not only students, but
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with the feelings within themselves precipitated by
living with freedom. Sally put it this way:
For awhile I found myself in a pool of nothing-
ness. . . . There was an initial feeling of
frustration, and guestioning whether I could
work in a cooperative way with teachers who

were so different. . . . A sense of
inadequacy accompanies losing your usual roles. . . .

i
Betty ‘said:

Even though I worked well with kids before, and I

knew just about what I was going to do -- how to

relate with the children in this situation brought
conflicts and feelings of inadequacy. . . ."

Ehrick was plagued with the awful deflating knowledge
‘that he was "no iénger the cénter". He lost the feeling
of "being needed" that the 6ld classfoom gave to him.
There were no longer eager students at one's feet waiting
ﬁdr teacher to dispenée approval. It was so very
difficult to. feel that you were getting things done.

In fhe conventional claésroom you could teach a lesson
and see what they'héd learned. Where your réle is less
glear,ryou’re.no lbnger sure. And there were guilt

feelings: should I take a bunch of kids salmon fishing

because that's what I would love to do today?

Abe had been teaching non-coercively for yeafs, so
:_he.thought he knew what to expect. But Abe, too, had

", A sudden feeling of not beiﬁg needed -- of

inadequacy. . "
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Emil, like Sally and Ehrick, was struck by the
new necessity to cooperate and somehow act as a t;am.
No longer was.the classroom your castle, More
consistent conmpromises between your philosophy and
the philosophies of the other teachers had to be

maintained, for your students were also the students

of other teachers.

The aides (students from Portland State University;
Reed College, parents and other adults and student
volunteers) had similar reactions unless they were
well prgpared to not feel personally_offended when
students did not come to £heir classes regularly. It
soon became apparent that you should alwaxs expect some
to not return, so preparing volunteers and aides to not
take this personally must be a major task for a school

such as this.

Oné aide who had taught at other free scﬁools said,
'“; have found that you will need to spend as much time
understanding other teachers as you do understanding fhe
kids, since such close liason is needed in free

situations.”

Before you hear more of the learning coordinator's
,feelings concerning the non-coercive approach, the

conflicts and the satisfactions and frustrations they
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have experienced, let me introduce them to you. They
- have tended to lean toward giving their students
choices, and they all have been highly respected in

their former schools.

Sally

Sally graduated from the University of Wisconsin
with é‘B;S. in Elementary Education and an M.A. in
Guidaﬁce and Counseling, was a team teacher at the
University of Wisconsin laboratory school, did the first
kiﬂescopéé for the Purdue television project. She has
been an elementary and jﬁnior high guidance counselor
and taught kindergarten for nine years. She used to
test her kindergartners dévelopmentally in her c¢lassroom.
'?oﬁard the_end of the first year at Metropolitan
;Léarning Centér she was surprised to find that the
five-year-olds in the Metropolitan Learning Centex
‘program reachéd the -same developmental level as her
formér'pﬁpils had attained without any formal approach
tb education! .Sally felt that she had been raised with
élﬁost tbtal.freedom, but was rearing her own nine-year-
0ld boy with somewhat less freedom. She felt that all
decisions being left to her may have made her a bit too
inéecurerat.timeso However, her boy attends Metropolitan

‘Learning Center and she basically believes in non-coercive-

ness.




Take & look at Sally toward the end of the year:

Surrounded by a flock of five to eight-year-olds, Sally
' is on her way swimming, flashing eyes, a broad smile -
green net sto¢kings walking‘in white canvas shoes With
rope soles. You might see her in a small chair talking
with a few.fivéfyear—qlds or listening and intensely
‘parficipéting-with a group of'féen;agers, while in
another corner of the rpomAa half-dozen seven to twelve-
year-olds build their own version of the Seaview |
submarine from cardbqard boges, while some small
children play games in the middle of the floor near an
.aide Qho 1ls teacﬁing children.how fo tumﬁle on some
wrestling mats with an audience of four or five perched
on Wiﬁdow sills, tablés; and her desk. Or you may see
her 1eaving.with the school's small bus packed with
children on her Way-skaﬁing or to exploré the community
or perhaps a beach. Vivacious is the best word that

describes Sally and her enthusiasm is catching.

Betty

Betty, wh§ was educated in art and elementary education

at Carlton Collége, Whitwofth and Portland State Univer-
sity, ran adult énd children's art programs for eight
vears at a Portland Commﬁhity Center, was program director
for a five to'fourteen—yeéerlds day‘Camp and taught

kindergarten in the Portiand Public Schools for over'three
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years. She was one of the first teachers to give sex
information to kindergartners. Her teen-age daughter,
Robiﬁ, said: "Her room was always a fun one to go into --

so many things going on -- it was an artistic room."

In her new environment she was radiant. As the
daughter of a minister, Betty felt that she was
definitely raised on the coeréive side. She began raising
her ownlchildren in what she considered to be an over-
protective way. However, since they have become teen-
égers, she and her husband havé.been_highly non-coercive.
Hér teen-age son and daughtér attend Metropolitan
-Learning Center. In the classroom her philosbphy of

éducation closely parallels her behavior.

Betty is saintly. Her réom is an aﬁazing beehive
bf humanity, the arts and craft area. Guitar 6r_zither
music fills the air, while in the far right hand corner
- two potters.wheels spin, an old foot machine with a ten-
year-old, another an electric one with a totally involved
seven-year-old. As you stand at the door along the right hand
wall there are low tables ﬁhere some children work on
stitchery, another is drawing cartoons. In the middle
there are higher tab;es where some teen-agers are
working with silk screen painting. Toward the left,
two smaller children are painting at their easels

with postef paints, and between these and the silk-screen




‘workers there are several other art projects with
children's expressions reflecting moments that one.
catches if he watches a child build sand castles. In

the far left corner, almost hidden from view stands

Betty by her desk.

Hér characteristically super calm countenance is
highlighted tbday with a_émart checked dress set-off by
a bright orange burlap shawl,'dressy black high heels.
She smoothly ieans to the left to help two small boys
while at the same time two others ask questions, which
are answered with a smile and suggestions. As she
moves sloﬁly about the room, bending here, touching
rﬁhere, handing, now writing, now pasting aﬁd cutting,

one has the feeling that she is tending her flowers.

fqﬁ might also see her same calm, émiling warmth
producing remarkable acting in all ages at her dramatic
group. Here is the kind of thing you might sée
happening in one of her drama group sessions, as seen

by a teen-age observer:

. Betty is now arranging the room for the fight
skit. One of the groups has been chosen to put
on their play and the rest of the children are
gathered around in a ring watching them. The first
scene opens with one boy sitting in a chair and
one boy enters saying, "wour daughter's been
kidnapped." The seated boy says "I guess IL'll call
the knights. Knights, knights!", he says. "Days?",
and the other boy replies, "The knights are out
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getting a dragon, SO why don't you make me a knight?"
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The seated boy says, "0.K., I'll call you Sir Days,
The Knight.", and dubs him with the sword. Sir
Days dons his helmet and says "Gee whiz." That's

. the end of the first scene. The second scene the
dragon enters, which.is one boy riding piggybkack
on another. The knight challenges him with his
sword, while the dragon is snorting and breathing
fire. Some of the children in the audience
point out to Sir Days, the knight, that his shield
is upside down. After this is straightened out,
he says to the dragon, "Where did you put that
princess?". And the dragon replies, "I'm not going
to tell you." And the knight says, "Tf you don't
tell me you're going to go to bed without your
supper." Then the knight slays the dragon, who
weeps a bit. And that's the end of the second
scene. The third scene: the father and the boy
are sitting there, and the father says, "How am
I to repay you for finding my daughter?" The

 knight replies, "Give me some bubble gum”.

Watch her ciéar, penetréting blue eyes now as she
talks with a steady stream éf children at her desk.
"Where can I find a‘sponge?" asks one child while another
moané, "Betty, I can't £ind my cap". Betty answers, calmly,
one at a time. "Oh, no, you‘ll have to lbok; have you
looked along the counter. I have an idea, how abéut the
rag instead of a sponge?" "Where do you get iﬁk?“, ffom é
teen-ager, and "Can I go?", plus "I can'tlfind a- brush".
All gquestions are answered just as calmly, completely,’
and éweetly. I askéd Betty how she was able to handle
so.many competihg voices at once. "Just take your time,

and ignore one for awhile," she advised.
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Ehrick

. Bhrick received his B.A. and M.A.T. degrees from
Reed College. He attended the National Sciéﬁée Founda-
tion's New Math andeiology program and has taﬁght
grades four - seven in Portland Public Schools for

thirteen years and‘high school English and Shakespeare

for three years.

Ehrick's father was not around much, but he
remembers his mother as being on the free |
pide. He has raised his own cﬁildren with somewhat
less freedom, but since one of his teen-age sons has
attended Metropolitan Learning Center, he has allowed
more ghoices and has been pleased with the resulting

independence and better father-son relationship.

You can spot Ehrick rather easily with his horn-
rimmed glasses, neatly trimmed greying black beard,
quf about the same leﬁgth as his conventionél haircut,
desért’ bdots, usuglly a sport coat in cool weather,
and sometimes an open shirt or sometimes a conventional
_ﬁie and vest. His face is usually serious, although
his sense of humor is most characteristic, he does a
good deal of joking. Like most staff membersg, his
sense of values has been challenged by the Metropolitan

Learning Center experience. You are likely toc see him




with a book in hand. what he can do with a book can-

be evidenced in any of his literature classes where a
group of teen-égers are sparked by his direction into
deep and penetrating discussions of characters. Sitting
below his désk, cross-legged, he asks, "What about this

éharacter, X, in Lord of the Flies, what was he like?"

Some respond, and. Ehrick reads a couple of pertinent
~sections that stimulates more discussion. One girl
gits above him, cutting out a paper doll, another sits
in a lawn chair, two on top of desks, thréé are seated
conventionally. dne seems fo be asleep, hidden in a
cove behind'ﬁookcases, but he is responding and begins
reading a copy of the book, finally verbally responding
to a statemen£ another student has made. Another ié |
sitting in the closet reading a comic book, but he is
listening, you discover, for he eventually gomeé out
with more comments than any of the rest. Here is a

teacher who has the gift of making books come alive.

Emil

A B.S8. in geology from Oberlin and an M.A. in
' 8ocial Problems and Secondary Education from Western
Reserve has been Emil's educational background. He

worked for seven years as all auto-parts factory worker,

‘served two years in the U.8. Navy and has been an elementary
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teacher in grades four - eight for nineteen years, two

years .in Ohio and seventeen in the Portland, Oregdn,

public Schools.

Of the total staff, Emil rated himself as having
been reéred the ﬁost coercively. Although he leans toward
giving less choices to his students than most of the |
staff, he is rearlng his elementary—aged son and daughter
much more leniently than his parents did him.
Nevertheless, he rated himself as being the most coercive

of all staff members with his own children.

Yet if you were to walk into Emil's room, it would
seem similar to most othef free classrooms.' The sound
of voices mlngled w1th the soft chatter of guinea pigs,
a relaxed atmosphere, In the central section of hlS
room, partitioned by a large rectangle of tables, one
boy is looking through a microscope, gquietly engrossed
whilé ‘another lies flat on his back on the same table.
wpake a look! Oooo!, neati™ and the other boy is now
looking. Emil with a shorter haircut than usual breezes
into the room. His sllghtly grey;ng hair almost looks
as thﬁugh it's'a brush cﬂﬁ, but the longer wave in the
‘frdﬁt makes you realize that it is not. He has on his
usual neatly.pressed brdﬁn slacks and open shirt, a |

white one today. He passes to see how the freshly
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hatched partridges are doing on a shelf near the door.
Now he heads past the terrariums and a boy watering one
of the plants growing along all of the windew sills,

past a boy and girl watching tadpoles swimming in an
aquarium. He reaches a teen-ager waiting for help in
math. He sits near a table whe;e.three children are
playing a math game with a volunteer. Nearby a ten-year-
old boy is examining a piece of electrical equipment.

He sits with the teen-ager and they smile as they begin

the next phase of math.
Abe

At Lewié and Clark College, Abe's B.S. was in
history. His Masterts Degree in Education was from the
University of Oregoh. He has'taught from freshman to
seniors in his seﬁenteen,years of teaching in tﬂe Portland
Public Séhools. ‘Throughoﬁt his career, Abe has served R
as chairman of Englisb and Social Studies Depértments
and chairman of many student-faculty discussion groups.
He has also been active with curriculum committées. His
highly successful Independent Learning Project was not
‘re-funded two years ago, but he continued to teach
non-coercively. When grades were required, his students

have graded themsélves°
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There is an aura of'ﬁeace about Abe, you can feel
it when you first meet him. As he stands or sits
chafacteristically talking with a small group of students,
always with an open shirt and sometimes a comfortable,
shaggy beige button-down swgater,.there is a feeling of
relaxed, thoughtful communion for both staff and students,
He reaches students quletly but determinedly. The older
students oftentimes come to him for counseling. In a
high séhool'where he ran his free classroom for a year,
Abe ieﬁembered more of this: tﬁe students came to him
and seemed t§ heed him so mﬁch more. There he oftentimes
‘was their only céfing friend; the only one who understood.

Here is what one aide observed:

At 12:45 P.M., I'm in Abe's class. There are
very few people in the class. Abe and a young
boy, whose nicknamne is Kangaroco, are sitting by
the agquarium. They're haVlng a conversation.
The boy's very interested in the way the water
moves about in the aquarium with electricity
and stuff like that. They talk about air currents:
and Abe and the kid talk while others observe.
Another older boy reads a story to two younger
ones who were apparently interested in the story.
Abe challenges Kangaroo about the effectiveness

of his system.

Back in Room Six, I listened to Abe trying to
interest a young boy in nature studies. He said,
"Ken, have you ever done any hature studies?"

Ken said, "Well, not much, but some," He sort of
knew what it was about. And Abe said, "Well, we'lve
‘got something coming up pretty soon you might be
interested in." He mentioned something about the
Couch School doing a project out-of-doors next
week and began to show Ken some books on trees.




Ken seemed pretty interested and was looking at
the books on his own after Abe was distracted with
somebody else. When I left the room Ken was still
engrossed in the books about trees.

THE QUESTIONS THAT HAVE CONFRONTED THEM

The following quéstions are typical ones that have
haunted those who have-béen involved with innovative, free
programé. The answeré-by the five learning Coordinators
were transcfibed from téped fortY—five to ninety minute
interviews taken after the program had been in operétion
for two months. .The_observations and suggesﬁions to others
éame in the next to last month of Metropolitan Learning
Center's first‘year of operation. You will f£ind that a
coﬁple ofrthe—teachers often express coﬁventional values
and viewpoints.- Yet they were éble to function with free-
dom. They offer suggestlons that should be partlcularly

valuable to those of you who have 51m11ar phllOSOphles.

1. Should their be any rules, any limits? Coercion to do

or to not do? Should vou require a commitment for at

least a few sessions of yvour class? Should vou require

some academics?

Emil's Philosophy:

In the school, the stéff,'especially the teaching
staff should set limits, but students should have




as much possibility of stretching limits and at
times breaking the barriers. . . -

- Hopefully, we resist coercion. In the case of
aggressive attack, coercion is necessary, I would
not preclude coercion of some type. Actually I
have found in the past years anytime I have laid a
hand on a person, oOr firmly grasp, or shaken someone
who is out of position, without exception in twenty
years there has been a warmer relationship, more
father-son, father-daughter contact. . . .

I think it would be good if the teachers were to
assume some semi-autocratic p051t10ns in order to
get some act1v1t1es g01ng. o o o

It is the adult's job to set the structure and
rules: to have authority. It is youth's task to
rebel, and re-structure -- wrest the authority
from the adult. :

Emil's Suggestion:

The transition from restraints to freedom is a
difficult one. BSomething is needed to help
facilitate the change, to help students learn

to be respon81b1e for themselves. Instead of
expectlng children to function in a vacuum,

have a structure set up when they arrive: "don't
be afraid of setting up a learning environment.
The students can reconstruct it the way they want.

Abe's Philosophg:

Every institution or discipline has a structure.
The limits should be apparent without hav1ng to 1mpose
a structure on ite &+ &

Abe's Suggestion:

Studente, at first, in this sort of situation have
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difficulty setting up the mechanisms for self-govern-~
ment., It would be helpful to give them some

.system to begin with so that they can police them-
selves, for example. With one hundred - fifty students
it has been too easy for no one to take the responsibi-

lity. : .

Sally's Philosophy:

I think that I believe in almost total freedom
except where it would harm other people. I

believe in the value of groups and I believe in
society. I believe people need each other and I
think that any time you bring groups together you
are going to have to evolve some basic rules to
protect each other or to live with each other. . . .

I don't think people_learn by being forced to do
anything. Basically, each of us knows what we need.

T think that ideally I have been hoping to be. involved
in a school where we really start out with no rules

and regulations and not evolve any until we have made

the mistakes and the group sees the reason for them. . . .

Betty's Philosophy:

I think kids feel the need for some rules and I would
like them to participate in making them, whatever
_they feel is necessary as well as what we .feel is
necessary in order to protect them. 1 was hoping

for some kind of a large meeting with which people
could be free to leave if they weren't just interested
in establishing this kind of oxder and that would be
fine. . . . '

Bhrick's Philosophy:

Rulés should arise out of the need, which could be
called to the attention of the group by the staff or
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the students and I hope it would be possible, in an
ideal situation to have the rules formulated in a
cooperative manner. If kids understand the necessity
of a rule or have even suffered because of the lack
of a rule, they cooperate in making the rules, then
you will get their help in enforcing it. . . .

Like try these oysters and see if you don't like
them and you agree to do it, not because you like
oysters but you made the commitment to someone
else.. And then you try the raw oysters and find
that they are perfectly delicious. It probably
‘does work the other way around at least with young
children. The little kid doesn’t rebel about class.
His Mother brings him to class and he is there,

more or less committed to be there.

The inner-commitment has to come first and you
_can't force people to do things. You can physically
force children to stay in the room and go through

the motions, but you cannot force them to learn
something unless they want to learn it. They won't
really incorporate it into their lives.

When a person grows up, well-educated in our society,
and by that I mean the larger world society ~- I
suppose he should have some familiarity with some
great literature, like Shakespeare. I think it is
our job as educators to motivate those who are
capable to study things like this. I think you

have to do more than offer it. I think that students
-have a responsibility, and most good students will
take it on faith -- i1if you are honest with students
and you give them something they'll get enjoyment
from and you tell them that this is going to be a
valuable experience even though they might not

see the value of it immediately, a good student

who hasn't been shot in the back too many times will
say "O.K., I'll give it a try". . . .

" Now I've got this group that came for Shakespeare;
they wanted to have the class. I said 0.K. we'll
meet at such and such a time. And then something
came up, Manny brought in some slides and they all




took off and didn't come to class. This kind of
thing had happened three or four times before.
I gathered them together that afternoon and said
I'm perfectly willing to do this but you're going
to have to come to class, you're not going to
run off. I have a group of ten and they've been
- coming regularly and we're almost through. One
.girl one day wanted to do something else in the
middle of the class and I reminded her of her
commitment. She cheerfully stayed and participated.
Ehrick's conflict is typical of most teachers when
they find themselves in a non-coercive atmosphere:
the belief that commitment and lasting learning must
come from within but at the same time believing that

‘initial pressure may sometimes spark an appetite.

_ Bqth Emil and Eﬁrick have resolved the above
conflict by uéing temporary demands. For example,
Ehrick‘will tell thoée who attend a c¢lass that for
the class to continue, he will'expect a cértain_amount
of reading, attendance, etc. Both Ehrick and Emil £ind

this an effective approach for themselves with students.

The othef three learning ceraiﬁatoré have not
found it necessary to use any pfeséure, but this seems.
to be a matter of personality. I don't think we have
to bé afraid of using soﬁé,"engineefed commitment"

nor should we be afraid of not using this technigue.
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Ehrick's Suggestion:

'A major issue in any free program is whether overall
"policy" rules are necessary, for example, certain
requirements for each student. Most of the staff have
found this unnecessary, taking each situation as it
comes, but Ehrick strongly suggests:

You must start with a really clearly defined philo-

sophy which should include procedural plans, such

as what every teacher should allow or not allow and
what they should do about it. For example, stop

running in the halls? Allow students to spend all
morning in a coffee shop?
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2. What is vour role as a teacher? How do you resolve

that feeling of being dispensable? How should you

handle yourself with other teachers and with the students

themselves?

Abe's Suggestion:

‘When that feeling that you have to "prove" something
.comes, use it as positive pressure upon yourself,
don't be anxious.

‘Recalling the death of his free classroom at the

other school, even though an evaluation committee and

'all other results showed it to be a tremendously

effective program, he cautions those of you who will

_ be in a situation where you are a threat to other

'teachers,(and perhaps the principal or administrator)

in the building, that somehow you must work closely with
them, perhaps even meet their needs or establish some

sort of cooperative relationship.

Your program's continuance, has little to.do with
the program, itself, but rather with how it
-affects other parts of the system. The
‘administration or others may be threatened,

no matter how well it's working“—— even by

their standards. $So work with your program
without the feeling that it is going to be

axed. With less anxiety you will be able to

help the students more effectively.



It is very difficult, even in such a free situation
as this to stay out of a role that is interpreted
by students as authoritarian, for example, checking
. where the gtudent is going and seeing his daily
record of activities, About all one can do is be
sengitive to this aspect, and show that it is your
concern about their getting what they want, rather
than what you want from the program.

One tends to quickly become too stabilized in a
particular role with his own faculty, and it becomes
difficult to get out of it. For example, you may
become the "non-aggressive listener" or the "aggressive
non-listener". You can't say, "This is how I'm going
to be," but be aware early of the role you are ‘
falling into so that you can change at least a little.

"Emil's Suggestion:

In a free program it is most important to let other
teachers know when you are frustrated with others
or with yourself. ' ' :

Betty's Suggestion:'

Being yourself, while being especially accommodating,
caring seemed to work. This attracted children who
needed reassurance. I found that I could give them
reassurance, and they were also able to use
reinforcement. It helped them to grow, and with

a feeling of success there was less fearfulness

and more independence and they no longer needed as
much attention with their new sense of independence.
I had helped them to grow, and my vision was more

clear. '

Learn to express negatives or what you believe in
at staff meetings. There is a tendency to not want
-4to0 rock the boat with a shaky program, but you

must risk giving your true feelings because each
staff member is so important to each other in a
situation like this. A first step is making
yourself aware of your own strengths and limita~
tions in a really honest way. '
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Ehrick's Suggestions

Give help to the student and prepare to get out of
the way, even to let them lose interest.

Sally's Suggestion:

Can you teach anybody anything? I think not, you
can just listen. By listening, a person will think
more of what he has said and perhaps carry it on
further. 7You don't have to be inactive to listen,
there can be listening in the park, when you're
swimming, while you'‘re folk dancing. So listen

to the children, hear them, and tell them what

you hear: show them that their struggles are

the important thing.

The Aides Suggestions:

1. Since your modeling behavior is a main method
of teaching in a situation such as this, keep
in mind this question: "Is my life_style a
.good examplé fﬁr the kids? How do I want to
influence them?"
2. Jealousy between kids, bélancing out .their
| demands for your attention can be a problem.
You have to be careful not to get invoived
. with tob many constantly deﬁanding.kids. If
you find yéurself overwhelmed in such a-situation,
you might enlist the aid of older studenté or

a volunteer tq become attached to the child who

demands  so much attention.




3. You have to be careful when ybu're getting
.very attached to and spending a great deal of
time with one student, for it may be that he

is meeting your needs, and you could be spending
your time in more effective ways.
4. Wear slacks and relaxed clothes if you want to

.draw kids from the start.

3. Can students be responsible for their choices? Will

they do what is best for theméelves and others?

Abe's Philosophy:

Man himself is fundamentally good and seeks to
express himself in many ways and it is important
that we understand that when we talk about people,
‘'we talk about individuals. Each one seeking his
own perspective to be what he is and what he wants
to be . . . o

‘In whatever setting kids learn the basic skills,
they can be introduced to a lot of activities or
subject matter. It helps to recognize first

that it exists. It is further than walting for the
need to arise. I think it is important to make them
aware that certain things are here. If you put

them in an empty room they’re not going beyond this
unless you help them out. . . .
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Betty's Philosophy:

I believe that basically if man is given freedom,
he will meet the needs that are uppermost and
gradually grow to be more and more the person he
should be. . . &

I don't think we need people telling other
people what we need. Basically each of us knows
what we need. . . .

Ehrick!s Philosophy:

I think one thing that is relevant to -education
is man's impulses for good and evil if such
‘things exist. The older I get, the more I can
see in the idea that has persisted for so long
that man has a basic impulse towards evil. I
"think man being the only animal capable of a
civilization may at some time have to direct or
control his impulse towards evil, channel it,
overcome it in order for society to function.

I think you see this when you see wars and so
forth, when you see these anachronistic things
that occur, despite the fact that we are supposed
to be c1v1llzed. e . .

‘Ehrick's Suggestions:

Pro?iae for the needs of kids of different ages.

The teen-agers, for example, are more capable of

self-direction than the eight to eleven—year-olds

who could use more structure.

Making as large a number of choices available seems
to be the major answer. Having the same class regularly

and at a certain time helps as does the establishment

of a learning environment.
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One Aide has PFound:

If you think a student needs to be involved or
committed, it doesn't hurt to sometimes say,
"Come on, I've planned my day so that I could
have time with you. We'll have a short session
with this math, no longer than fifteen minutes.™

The more materials and classes you have available the
better. Bring in your own favorite books, mention
‘them, and you'll almeost always get some involved.

Very few students will write if they don’t have to,

so you might be prepared to lure them into this, from
time to time. One technique is to offer to type
letters, stories, etc., for them. Some you will find
do a great deal on their own, privately, such as
writing poetry: asking to see it is a good first step,
‘and can be helpful in motivating them to continue.

5. How about responsibility to others? Do vou wait for

it to come or insist upon it: try to "build it in"?

What-donou do about keeping rooms in order: clean

"and straighten as part of your role; insist that each

clean ‘up his own mess; let the group decide or what?

The solutions vary, but you can fit the experiences
to your own most effective and comfortable way of

relating.with others.

Emil's Philosophyf

I can't divorce the individual from society. The
one thing I would not want to see in education is
a-school set up in which there is individualism
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without responsibility ox individualism without
participation in society. This, to me, would
be negative o . o

Respongibility is a result of opportunities to
4interact with others. The more interaction you
provide, the more responsibility you must
AacCCrue. « « -«

Emil's Suggestion:

Since less than half of the students of Metropolitan
Learning Center seemed to take any responsibility
for helping others, each student should be
responsible for some service to perform for the
program or for others.

' 8ally's Philosophys:

T am just not sure that you can teach responsibility.
I believe it is something that has to evolve as a
person develops a value system, as a person begins
to like himself more, as he begins to get a more
positive picture of himself and wants to make
friends and become more a part of the community.

I think it grows in proportion to how much you

‘like yourself and how much you know yourself . . . .

kY

Sally's Suggestion:

Don't try to take all the responsibility, for example,
4o clean up messes, and worry about things breaking:
make a deal with the janitor.

Betty's Philosophy£: 

I think people are ready to clean up and be well
ordered at some particular time in their life
when it is not so distasteful to them as it is
at other times. So I would like a group effort.
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I would like to pile it up until the whole group
feels that it is somehow necessary to figure out
how we are going to deo this together. No one

‘else wants to do it this way. What happens now,

I am cleaning and two other people are .cleaning up
who seem to enjoy cleaning and arranging the room
for other people and there's not an equitable
arrangement and since the kids in the room do not
make the mess, it's hardly fair to them to suddenly
say to them, “You're in the room, now clean it

up" But I think they should realize all these
p01nts and we will discuss them and come up with
something that they feel is equitable to them . . . .
(Ber class did, and they came up with a system of
assigning each class member certain jobs.)

Betty's Suggestion:

Free schools tend to be messy. If children do not
clean up, you tend to police. There is a certain
amount of continual policing that needs to go on.
Prohibiting further use of materials or restrictions,
such as not using the room do not work, but only
bring great rebellion and resentment. Learning to
live with messiness is about the only solution,

along with being aware of your tolerance level.

Bhrick's Phi1050phy:

You are given freedom only to the extent that you
are responsible. A one-and-a-~half-year-old child
is not given the freedom to roam the streets for
fear that he might get run over by a truck and os
he gets older and shows responsibility, then he is
allowed more freedom to play on the sidewalk. The
same with the kids at Metropelitan Learning Center.
As they develop in their ability to be responsible
then they will receive more and more freedom to do
as they please or plan their own educational program
after their own desires. But if they go out and
misuse their time or do something destructive or
lie about what they're doing, then their freedom
should be restricted. Freedom goes with responsi-
bility w1thout any doubt. . o
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Today, Todd was running in the hall after about the
tenth time I told him not to so I said: "I'm going
to ground you for awhile," so he gsat down in the room
and happily did his arithmetic. He probably almost
wanted someone to restrict his freedom. . . -

Tf an older student says that he does want to do
something and I agree to Come to class at periodic
times or agree to read this book by such and such a
date, then I think he should definitely be encouraged
‘to keep his commitment. We are doing them a disser-
vice if we let them make commitments and get away
"scot free without living up to their commitment.

This is not only a commitment to other people, but

a commitment to themselves to a program, they owe it
to themselves to keep the commitment. . . .

1

This whole issue forces you to resolve whether you
believe that commitment comes from demands, or whether
it somehow evolves from first allowing people to be
'irresponsible and suffer more natural‘consequences of
.peer pressure and inconvenience. There is a somewhat

- midd;é ground where you make you own feelihgs and
expectations known to the individual or the group, with-

out necessarily making demands upon them.

e

6. ‘Is there a place for sequential development: of

curriculum, such as in reading or math?

“At first thought, this seems to be a ridiculous
question -- otherwise wouldn't the hundreds of thousands
of hours spent by curriculum committee members each year

be a waste? Doesn't a person need to know how to add
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pefore he can divide? To learn the alphabet before he

learns to read?

The answer is "Yes and No." It is helpful to know
/ , :

one's a;phabét before learning a word, but the two can
be iearned simultaneously with the learning of a word
he wishes to know just as addifion.concepts can come along
withﬂdivisioo concepts if he is highly motivated. More
'diffioﬁlt, yes -- but students can back-track if one
concepﬁ becomes too frustratihg for them. Still, éequential
suggestlons by the facilitator of learning can be helpful
. particularly in assuring the. student a successful exper-
~ ience. Also, programmed materials are useful since some
children are highly motivated by such materials as theA
Sullivén Readefs, téaching machines, and learning games

such as multiplication bingo.

"Emil and Ehrick had been deeply involved in developing
sequéntial curriculum. Both, for example, pioneered in the
development of Portland s Science Process Tests: In addi-

tion; Emil and Ehrick are skilled math teachers.

Emil's Belief:

I don't believe in scope and sequence. I don't believe
that any one subject is any more important than any
other or any one topic is more important. That is

more of an individual matter. . ., "
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Ehrick's Belief:

I think that we should offer certain basic things

. for example, reading and writing at certain times.
I furthermore feel that students of certain ages
should be expected to put in some time working in
some areas. That doesn’t mean, that by the time
they are out of the fourth grade, they should know
the multiplication tables or anything like that,
because I think when they are ready to or when they
can see the need for the multiplication tables, they
will learn them very quickly. I think the same
thing is true with readihg. Many times we try to
teach kids to learn too early. We expect them to
learn to read in first grade right away and they
are failures, But if you wait until the person is
ready to read, he will make up for 1ost time very
quickly. . . .

‘Some children mature faster than others. Little

girls are sometimes ready to read when they're

four and a half and some boys not until they're

eight. And yet the boys, if not stunted by failure

in the public schools, may turn out to be perfectly

useful citizens, and good readers. It was almost g
fourth grade when I learned to read, when it took , N
hold. . . . '

Betty's Thinking:

Y was always too anxious for my children and felt that
they should have all these academic experiences and
that they be able to write a good vocational letter
~when they went out into the business world. I am
beginning to realize that if they want to do this,
they will find some way to accomplish it at the time.

So generally speaking the necessity of tight sequences
seens irrelevent in a free situation although in some

cases it can be useful in guiding an individual.
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7. Do yvou allow students to make mistakes?

Should a sfudent be prbtected from.failure? Will
he ohly be motivated if he feels success? 1Is it importantl
to find. where the student is so that he may begin at an
easy level? Or is failure our own invention? Aare
mistakes uéﬁally adcompanied by feelings of failqre?
Jphn“Holt once said, "I skill can't work out a certain
méthématical puzzlé after fiffeen years. Now I know where

I can find the answer but I won't look it up because then

I Wduld‘have‘failed."

‘Betty probably expressed the feelings of the staff

best when she said:

He should be allowed to make mistakes and solve his
own problems and if he is given a kind of a free
environment to do this in as a child hopefully as an
"adult, he will be better able to handle them without
an intervener or a decision maker helping him. . . .

8. Should vou respond to a pupil’s asking "What can I

do? I'm bored," with specific suggestions, or let him

learn self-direction by struggling with himself?
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The dilemma here is in the loaded question --
it suggests that self-direction may come from
.'refusing to give direction. But it's not as simple

as that.

At the Metropolitan Leerning Center, most of the
staff and I have found that young children, parti-
cularly around kindergarten age or so are rarely at
a ldes'for activity. Except for a few who were
'_unusuaily dependent at home, eelf-direcﬁion came

quickly.and naturally.

It was more common for elder individuals, particu-
iarly teen—agers who have been used to direetion from
others to become overly anxious when they felt.the
need for direction-and it wasn't coming from within
themSelves_nor from an authority figure; Calling a
person's attention to some available cholces scmetimes
helped, particularly when he was helped to think through

some of his experiences and what they meant to him.
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Your own excitement about something may also be "catching*”
for him. You will find some who ask for something to do
but really want something else -- you may have to let

this kind of student stew awhile.

Abe's way of handling the dilemma seems to be an
- effective one: ‘With a teen-ager who hasn't been active
and complalns I can't find anything to do,®" he has
-refused to give an answer but talked with hlm both -
offering possibilitiés and-dréwing some from the student.
" Where a teen-ager wants to learn about something but
_doesn't know how to go about it, he rarelyhesitates to
' make sqggestions.‘ (Emil, of qourse;_ggzgg hesitateslto_

make suggestionsl)

In a ﬁendleton, Oregon, free program for underachieving
junidr high studehts the faculty of five agreed to refuse
advice, saylng nyou were told what to do before and it
didn‘t work. Now you must find your own 1nterests
Some became so anxious and angry they returned_to the
regular classrooms, others exprésséd their frustration
| by becoming temporarily destructive to school property.

Most becéme trﬁiy-involved_with some subject and teacher,

many for the first time in their lives.
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9, Should I try to teach groups or be satisfied to

work with individuals?

There afg always dimensions in group work that
canhot be touched in one-~to-one relationships. In
any free school situation where there are no more
captivé audiences, you mustAbe prepared to rarely have
more than eight or ten in any group. Occasionaliy
a‘leérﬁing coordinator or aide has held the interest of

1argér groups, but groups of three or four have been most

common .

Abe cautions that we should not use the word
tteach" in a free setting such as Metropolitan Learning
Center. The word should be communicate: no formal

teaching can last long in a situation such as ours!

Emil says "Both -- but individual teaching is
not the answer, nor is structured teaching. A group helps

to perpetuate long term continuance of any project.*

THEIR SATISFACTIONS FROM LIVING WITH FREEDOM

Wg'have spent a good deal of time with some of the
dilemmas that accompany living with freedom. I asked
the learning coordinators anda few of the aides to try

to pin*pdint some of the satisfactions they have experienced




as they lived and taught with freedom at Metropolitan

Learning Center.

Emil

There have been manylsatiéfactions in living with
ffeedoﬁ for Emil. Some have appeared in his other
-teachiﬁg situations, such as "seeing individuals
blossom, a tight person relax, a new interest flower."
thers have been unique in the new situation, particu-
‘larly being able to have closer communication with a
tremendously broad range éf students, and the growing

experience of better knowing oneself and one's values.

Sally

For Sally, her schbol year of living with freedom

" has been the most educational of her life.

Now I could see what the children were like, how
they think and plan and act naturally -- see them
relax and get excited about things. . . .

‘It was a joyous experience being able to be
myself with the kids, to let them see what
I enjoyed doing, to share my excitement. It
has been related with life for the first timel!
I was exposed tc so many new interests and
- could participate with the kids: calligraphy,
stitchery, singing! You're a part of this whole
educational processl. . . «




Along with this, there was an absence of artificial

tensions:

I haven't felt harassed -- I could take time to
listen and enjoy people. And all of the people
were so alive in this situation!. « . .

There are so many more adults to share your 7
_concerns with -- aides, volunteers, and students
allowed to be more adult. . . .

Like Betty, Sally felt the comfort of not being

alone -- not having to mean all things to all people --

'knowing others were there to help.

Bettz

Like most of the other staff, Betty found one of

 the mosf satisfying and fulfilling (as well as the most
. frustrating and painful) parts of the experience to be
the growth in ability to work as a functioning membexr

cf a team,

‘The satisfying feeling of being able to resolve
problemns together -- to feel needed in decision-

making -~ the exciting sense of immediacy in
handling any crisis and not feeling alone with
the problem -- making policies and not having

them already made for you. There no longexr was
that helpless feeling of being trapped by an
irreversible rule. There was a great feeling
of personal strength when all five teachers

and principal agreed - a beautiful feeling of
relief with the sharing of responsibility.
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In the other schools it was like everybne operating
in your own little world, not wanting to know about

anyone else's problems. . . .

I suppose the greatest satisfaction has been the
richer kinds of relationships with children --
time to recognize individuals. No longer do you
have to think of group discipline eighty per cent
of the time.

;Ehrick

All in all, Ehrick has enjoyed living with freedom:
the insights into what education is all about, the growth
of children that has become dramatically noticable, and

' the relaxed relationships.

Abe

1. A lack of the nauseating feeling of making
kids f£it.

2. Not knowing what will happen next: the
surprise and variety of experiences and encounters
that await you each day.

3, Discovering amazing capabilities_of the
_younger children: the five to twelve-year-olds.

4, Seeing their lack of bitterness and ability to
be completely idnvolved without working for the
system or even in it.

%, The opening up of your own vistas regarding
new exciting possibilities in education.

6. Hearing real feelings from kids and seeing
society in a new light as you listen.
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7. Seeing a child want to change.

8. Observing a child grow into wanting school in

the evening, desiring to be with classmates more,

arranging to visit each others homes for a week -=
seeing students who do not want to leave in the

afterﬁoon.
' .An-Aide:

1. The fascination with watching changes not only
in the students but in myself, for example in ny
ability to become more loving, more able to
communicate in deep, honest, mutually satisfying

ways.
2, It gave me a tremendous sense of belonging.
3, The challenge to my inventiveness was stimulating.

4. There was a treﬁendous comfort in being able
to be myself.




GENERAL ADVICE FROM THE LEARNING COORDINATORS

THREE YEARS LATER

After the'learning coordinators had experienced
abéut three years of living with freedom at the
Metropolitan Learning Cehtef, I expected to find
. some dramatic changes‘ih philosophy, if not behavior.
An old creative writing professor of mine, Dr. Henry
‘James,.at the University of Pennsylvania once said
" to me, "People never change as they grow older. They
.just become more sS0." I believe he was right, At
.least after the age of twenty or thirtg it is rare
for people to change very much. As I observed and
'talked with the learnlng coordlnators they seemed
: ba31cally the same.  However, when I asked what advice
they would now give to anyone Who was about to teach with
freedom for thg first time, you will see that their

advice has changed somewhat:

Betty

Betty's room is still élmoét always filled with
mude, Intriguing decof still changés almost weekLy
except for a large array of pipes (she moved to a
~ basement room) which have been painted by numerous

students in such remarkable ways that most visitors
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are startled by their rare beauty. Betty's base
statlon through several benefits, purchased a large

'moose head, Whlch prominently serves as the coat rack,

as the students planned it would.

Children are still buzzing about Betty every
minute.' Lately she has been developing new repertoires
in teaching.r For exampie} she has been teaching creative
writing, poétry, and directing a band made up 6f home- |
made instruments. She has become more emphatic in
expressing her growing convictions, particula?ly at

meetings.

Betty's advice still includes using the community
and gétherinq around yourself as many enthusiastic,
creative.people as possible. Incidentally, she has
finally resolved the old_problem of taking care of the
npess" from art activities in her room. For her it has
worked-best to individually remind persons tb clean up
after themselves, and to clean up at the end of each
_day with the help of students and aides. The méin neﬁ
advice Betty believes could be helpful is this:

First flnd out what kids want to do. Then, in

‘each situation, be ready with an idea of your
own in case they come up with nothing. Also, have



materials ready to loan in implementing your ideas.
Simply having pencils and paper available to loan
can be amazingly helpful.

Don't be afraid to let kids be dependent for
awhile. 'Give as much support as possible to as
many kids as possible.

Expect to find many alienated kids who find it
difficult to feel a part of any group.

Expect the most destructiveness in the first
year of freedom for students. At the Metro-
politan Learning Center, our kids were much more
destructive their first year, much less their
second year. Now it is rare for a student to

be destructive. ‘

Ehrick

Ehfick's room now not only has mahy books on
its shelves, but also has its own revolving bookstand.
There are screened-off éreas with tables and chairs
so fhat more than one group can meet privately at

one time.

He h;s developed his interest in photography, and
with the help of inte;ested aides has set up a darkroom
in thé iibrary closet. He has been teaching literature,
ﬁath, magic, and Uncle Ehrick's Story Time which has
had a consistent following for over a year. His new

advice is more clear-cut than his old suggestions:
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Hang loose.

‘Don't worry about subject matter. Examine care-
fully the notion that there 1is a certain body of
kxnowledge that everyone should know. Examine
yourself and whether or not you're really trying
to teach trivia.

Concentrate on the learner's learning -- not on

trying ‘to teach. If you're going to influence a
kid, first you have to have a good relationship.
Don't worry about what needs to be learned, even
if there are some things.

Expect to worry about being needed, but aim toward
making yourself unnecessary.

1f you're concerned about appearances such as a
 messy room, noise, or a Playboy magazine on the
table it will inhibit you too much. An admini-
strator could help his staff tremendously by
making it clear that.appearances are not important
to him.

Expect self-centeredness in the youngest and in
* early adolescence (around seventh, eighth, and
" ninth grades). In both age groups, personal
social needs is the major focus along with
self-centered concerns.

Emil | x

Emil's room these days is more gquiet and settled.
He spends much of his time working with students in
communify projects such as collecﬁing bottles and
newséapers for re-cycling and in the planning and
~building of a community park on the schoolgrounds. He

offers .many courses such as speed-reading, animal study,
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" and the study of life styles. His advice now has some

additions:

Optimism will help yéu.

The beginning teacher should have a lot of energy
and some goals. '

T believe in requirements and expectations: wide
parameters decided upon by adults. Until there are
high expectations, you can't be in high gear. In
all of my courses, for example, I require gome
writing. In a free situation there is pressure

against this by teachers as well as students.

I say the student should evolve into working in
a free environment. They should earn their right
. to be free.

Don't be afraid to advocate academic orientation
or structure, which can give more opportunities
than a. laissez-faire environment.

‘The key to teaching effectively is in-depth
personal relationships. 1 develop them with a
conferencé system where the student and I record
what we want to record. For example, a student and
I will sit down together regularly and review his
activities at home and school, his needs, and his
personal problems. I do this with all thirty in

my base station and alsoc with several others.

Allow time for these personal things rather than
spending all your time teaching classes.

Sally

Sally is still her alive self, flowing here and

there with students, teaching yoga, gatching kids on

the fly, taking this group ice skating, helping another
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group write. Her new advice is unusually fresh:

In the preceding summer before you teach with

freedom take some free time. Face yourself with

long stretches of free time: see how you use

it, how you feel about it. Don’t analyze it for y
awhile. Just do itl See how much time you spend ¥
with the academic, physical work, or perhaps

just sitting and thinking. Then examine this in
relationship to what you've expected of students

in the past, what you are going to expect next year.

Reflect upon what learning experiences in your
past have had most meaning Ffor you. What qualities
did these people or events have that gave them a
lasting effect?

succesful living and learning has the basic
‘quality of feeling good about oneself. Aim toward
“making each student around you feel good about
himself. Nothing works when I am preoccupied with
myself, my interest or subject matter. Learning
happens when I am helping someone feel good about
himself, or helping the student just plain feel
good. With one little girl, the only thing I found
that made her feel good was to rub her neck a couple
of minutes each day. From the day those neck rubs
‘began, she seemed to have a brighter, more alive
outlook about everything!

Abe

Abe still serves as the person 1o whom teen-agers
can turn for advice concerning what will become of them --
what ﬁoSsibilities there are for gréduating early, pre-
paring for college entrance, finding work, deciding what
to do next. They know that he will invest a great deal
in beqoming involved with their needs, and in helping them

get started. Hie discussion groups about problems of
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democracy and problems of living have continued to

attract large numbers of teen-agers.

You have to make a firm commitment to freedom.
Don't compromise. You have to give freedom all
.at once, even if the students flounder. If you
try little steps toward freedom it will fall
apart. Take bold steps and watch the debris fall.

‘All you have to do is be fhere; be available.
Your program should be voluntary. Then either

you or they leave if they don't like it.

Remember that the greatest fear that you have
.won't happen. For example, if you're afraid
that you will be fired, the chances are you
won't be! ‘

Don't waste youx time and energy arguing with
those on the staff who do not believe in freedom.
You Won't be able to convert them.'

T
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ENDING THOUGHTS

All of these different kinds of teachers have
operated, with more or less freedom. Living with
freedom has affected their thinking and acting with
children. They have aill had problems, conflicts and
tﬁey:have héd resolutions and non—:esolutions. As
| bne Metropolitan Learninngenter teacher put it,

"o 1eérn how to talk better, one must talk". To
learn'how‘to live with freedom, the only way is to live
Wifh it, then you will reaily know. But this is far
too simple. To end with a more profound note, the
Prophét has some applicable thoughts that should

“help you te understand not only some of the student's
reactions but also some of your owﬁ reactions to living
with freedom: R |

And an orator said, Speak to us of freedom.

And he answered:

. . I have seen the freest among you wear

their freedom as a yoke and handcuffs. . .

aAnd what is it but fragments of your own self you
‘would discard that you may be free . . .

And if it is a despot you would dethrone,

seé first that his throne within you is destroyed. . .

——The Prophet(1923)
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- RECOMMENDED READINGS ABOUT
TEACHERS LIVING WITH FREEDOM

Barton, Terry. Reach, Touch, Teach, New York: McGraw-
Hill, 1970.
Excellent suggestions.concerning the teaching
-of self-awareness.

Dennison, George. The Lives of Children, New York:
. Random House, 1969.
Useful interpretations of the meaning of- educa-
tional events, as the author takes you through his
year of teaching ghetto children in a free
environment. |

.Greenberg, Herbert M. Teaching with Feeling, Toronto, 196€9.
A warm one that should prove helpful to anyone.

Holt, John. The Underachieving School, Wew York: Pitman
'Publishing Company, 1969. .
. Reading that should inspire hope.

Holt, John. What Do T Do Monday?, New York: Dutton and
Company, 1270. ' o _
Practical suggestions, including detailed
exanples of the way the author taught.

' Kohl, Herbert. The Open Classroom, New York: The Viking
‘Press, 1969. :

2 handbook for frustrated public school teachers
filled with specific suggestions for individual
‘glassroom use. .

Lederman, Janet. Anger and the Rocking Chair, New York:
McGraw-Hill, 1969. :
A powerful prose-poetry and photographic account
of ways in which the author used the emotions of
' the children in her elementary school classroom. to
move the students toward insights about themselves.
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Leonard, George. Education and Ecstasy, New York:
Delacorte Press, 1968.
Written with brilliant clarity, it sheds light
"upon many philosophical items, and spends much time
showing you a delightful dream—school of 2001 A.D,

Postman, Neil and Charles Weingartner. Teaching As A
Subver51ve Activity, New York: Delacorte Press, 1969.
A rollicking work of art, full of insight 1nto
innovative approaches.

Rogers, Carl R. Freedom to Learn, Columbus, Ohio:
Charles E. Merrill, 1969.

Presents a framework for onets philosophy of
living with freedom and includes several long
excerpts from journals of teachers using freedom.
in their classrooms for the first time.

Silberman, Charles E. Crisis in the Classroom, Washington:
Acropolls Books, 1970.
" The author's descrlptlons of conventional and
innovative classrooms across the nation and in
England are particularly enlightening. :

Warner, Sylvia Ashton. Teacher, New York: Simon and
Schuster 1967.
A powerful description of the author's use of
innovative techniques for teaching children to
read through making readlng and wrltlng meet their

needs.




CHAPTER III

TECHNIQUES, GUIDELINES, AND RESOURCES
FOR LIVING AND TEACHING WITH FREEDOM

I think Carl Rogers (1969) best tells the kinds
of things that are helpful to keep in mind as a basis
for using the techniques and resources in this chapter

for living and teaching with freedom!

Man's greatest problem at this point in our swiftly
changing technological progress concerns our ability
to assimilate change. . . . The teacher will be
replaced by a facilitator ¢f learning. . . . Among
the most important learnings will be the personal

and interpersonal . . . the student will find learning,
even difficult learning fun. . . . His discipline
will be self~discipline. . . .

His learning will not be a preparation for living. .
It will be, in itself, an experience in living.
Feelings of inadequacy, hatred, desire for power,
feelings of love and awe and respect, feelings of
fear and dread, unhappiness with parents or with
other children -- all of these will be an open

part of his curriculum, as worthy of exploration

as history or mathematics. In fact, this openness

to feeling will enable him to absorb content material
more readily.

Because learning has been exciting, betause he has
participated heavily in choosing the directions of
his learning, because he has discovered the world
to be a fascinating changing place, he will wish

to continue his learning into adult life. . . .

We seem to have no recognition that learning from
mistakes is.the only true way to independence. . . .
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' Rogers (1969) is specific about how one
educates with freedom and what we can expect.to
happen if we're trying it for the first time. The
£ea¢her‘now becomes the "facilitator of learning.”

Rogers sﬁggests that his guidelines be as follows:

1. Sets the initial mood or climate of the group

: -experience, which should be one of trust,

2. Helps to elicit and clarify the purposes of
the individuals and the more general purposes

: of the group.

3. Relies upon the desire of each student to

- impleéement those purposes which have meaning

- for him,

4, Endeavors to organize and make easily available
the widest possible range of resources for
learning.

5. Regards himself as a flexible resource to be
utilized by the group, making himself available
as counselor, lecturer, etc.

6. Accepts both the intellectual content and
emotionalized attitudes of the group as far
as he can genuinely do so.

7. Becomes a participant learner as the acceptant
‘classroom climate becomes established.

8. Takes initiative in sharing himself with the
group -- his feelings as well as his thoughts --
which students may take or leave.

9. Remains alert to the expressions 1nd1cat1ve of
deep or strong feelings, showing empathy and
dealing with anger, scorn, affection, rivalry
and the like, as they come out in the open.

10. Tries to recognize and accept his own limita-
tions as facilitator of learning. He only
grants freedom to his students to the extent
that he feels comfortable in giving such freedom.
‘He must clear the air by expressing how he feels
with his students.
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In Person to Person (1967), Rogers further emphasizes

that the
by feque
expound
(except

process

facilitator does not set lesson tasks {except
st): give examinations; set grades; lecture or
(unless requested to); evaluate or criticize
by requestf.! In this book Rogers descfibes the

of helping a person become free and able to

utilize his freedom. He has found that the process of

becoming

1.
2.
.3.

4.

To

capsuliz

free follows this course:

Tnitial Frustration, especially for those who
have been taught by conventional means.
Individual Initiative and Work, a discovering
of. satisfaction in being responsible for
oneself. _
Personal Closeness, learning to respect and like
each other as individuals. '
Personal Change, particularly toward relying
on one's own values and experiences, trusting
himself more, less fear of his own spontaneity,
openness to change.

me, Rogers has come closer than anyone in

ing what teaching and living with freedom is

all about. As a staff member, you are a part of the

student!'

s world. He is part of yours. Ideally you

will live and grow together and gain from each other’'s

exciteme

nt about whatever vyou can be excited about now!
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PERSONAL ADVICE

Letts say,that you have decided that teaching without
coercing the student is the way you want to‘go, and that
now you want some advice. Actually ﬁhe best advice I
can give you is:

| 1. Bé yourself

2. Don't be afraid

3. Expect the best and the worst

4, Be aware of the structure of your-operation

5. Believe it or leave if‘

16. Consider your attitude about fighting

7. Don't be alone.

Be Yourself

.If you are a goqd teacher, you aré a good teacher.

I have seen basically authoritarian teachers grow into
excellent teachers in free situations. They still.
reacted in authoritarian ways at timés, but they had
10§ihg effective relationships that helped students

grow. John Holt (1970) puts this well:

. .« . The behavior gap is the difference, along
some kind of imaginary scale, between the behavior
which is in whatever way bad enough so that the
teacher really doesn't like it, and the behavior
which is so bad that the teacher will take some
kind of step to sgtop it or at least protest about
it » . . if it is wide, that is, there is really
a large range of behavior which teacher dislikes
but has decided on principle to tolerate, there is
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likely to be a good deal of uneasiness and tension
in the class. . . -

In short, a more authoritarian teacher with a
fairly narrow behavior gap may often be less
unsettling to the children than a more libertarian
teacher with a wide one. . . . I learned years ago
that if a kid is doing something that really bugs
me, ‘it's much better to say so, whether or not T
take any further actions. And this is particularly
true if the child is quite deliberately trying to
bug me. . . we can go on from there to talk about
what they really want or need. . . M
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Don't Be Afraid

‘My.second.piece.of advice is more difficult to
follow.. You must be prepared to die a little before
you begin iiving with fréedom. You are bound to be
hu%ﬁ, be éonfronted with feelings of inadequacy, perhaps
evéh alienation ~- students are likely to vent aﬁger
upon you. You may feel'your fear or hurt as anger,
but be careful with your fear-anger! Understand it

go that you will no longer be afraid. In éreenberg's

Teaching with Feeling (1969), he tells us that the causes
of an;er are usually from your own feeling of loss of
seif—respect or threatened loss of self-respect. It
comes from such things as:

1. Need to be liked

2. Guilt from not really liking a child, or
incident where you directed more anger than‘you‘felt

you should have at a child, or feeling that you may

have treated him unfairly

\

e

3. Fear: that student won't listen, or of own
inadequacy of loss of class control -- that he will

_cause whole class to go out of control.

Like Holt, Greenberqg feels that discipline problems

come only when you have mixed emotions: the child
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 responds to your confused feelings (which always show
through your hesitancy, your facial expression, movements,
tdne, etc.) by testing, or bringing these things to a
head, knowing that he "has" you being able to pfedict

how you will behave.

The following is an excerpt from notes to myself

when I was teéching the eighth grade with freedom:

I am always taken aback after my anger has suddenly
spilled over. Then I tend to make harsh commands.
The whole class is still, waiting for the show.
"I know I have lost them, but I feel like being
super-authoritarian: "All right, all of you take
out paper and pencil now. You're going to write
- such-and-such, you have no choice.” Perhaps it has
~-. to do with the "idle hands get into mischief "
that old Victorian adage. Get seated, get busy,
etc.

Sometimes it has "worked" when I have insisted the
class be attentive for say five minutes. While I
begin reading some favorite thing to them, assuring
them that after five minutes they could do what
they wished. Some would always become involved and

stay.

‘But whenever there is fighting, chasing around the
room, my first reaction is to say, "Sit down.

You're going to do so-and-sc now." These were
eighth graders. It worked with some of the nine-
year-olds, but not with these guys. They Jjust keep
testing. : : '

At times when I reacted, storming into the class-
room after an upset where three or four were
causing bedlam, rubber bands flying or four or
five are involved in sticking each other with
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pins, shouting "All right! For the rest of the
morning you're going to work. If you don't find
something to do in three minutes, I'll assign you
something., . . ." Suddenly I stop ~- silence --
"Isn't it strange the way you get when you're
angry?" I say softly. The whole class laughs with
me and Marlene says, "You've made my day, Manny."
When I understand what's happening inside, my
angef comes out with a different tone. Something like
"more secure" and "less demanding" messages are received
by the student. Then communication between student and
- myself is enhanced rather than blocked. I suppose what
I'm saying is: 1if you recognize your fear, and perhaps
express it -- but learn as quickly as you can to be
unafraid -- to be less angry, more positive, then you'll
~lose much of your frustration, become more effective,
and begin to grow at a rate that will match the growth of

your best students. When you are settled about your own

worth, then you can resist the struggles for power.

Expect the Best and the Worst

Dortt forgét that the students will be experiencing
the same sorts of fear, anger, and frustration that you
are. Let me quote some students expressing their feelings
about living with freedom in their first year:

"Great heights of joy and pain."

"It's so hard to be confronted all the time with

difficulty in communication.,”




"Learhing to respond: to laugh and cry -- to
really care -- it takes such a long time."

"T had a hard time learning to accept the fact that
I am not wanted every minute."

"I want to be a part of others, but I'm afraid of
trusting it as real. It's not easy to approach anothef

person and tell them how you understand.”

Some of my main worries are ev1denced in the
turm01l that an 1nnovat1ve situation brings to the

surface:

1. Two students who would not let us reach them
in any way -- the hurt of our reaching out in
every way we knew, but receiving hostility
in return.

2. Some of the students who we were afraid would
not be prepared well enough for high school math,
since they had not been working with math at all

3. How much we should try to motivate: how much
to set up the environmment, how much to coax
the un—motlvated to join our ‘groups.

A fifth grade teacher in a nearby public school

who was giving her class many more choices expressed

anger and frustration to me:

I guess 1'm a very structured person trying to give
choices. I'm so angry at their 1nab111ty to use
'freedom. The kids can't keep the noise level down,
the teasing of each other. I find myself yelling
all the time. ' .

134
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'And the more afraid she became, the more she yelled,
according to reports froﬁ her students. In this

case, pressure:from pérents, a couple of anti-noise
teachers ﬁext door, a complaining librarian, and some
parental préssure for her to be more conventional made

for an impossible situation.

However, even at the Metropolitan Learning Center
.where innovation is the norm, every teacher was tortured
by self-doubts and doubts about the effectiveness of

freedom, at least during the first year.

If you are starting with students who have never
before been allowed freedom, Clark Moustakas (1966) who
is one of the finest observers of children's behavior

I know, says:

With the opportunity to express feelings without
fear of punishment, children often attack the
teacher, point out his injustices, peculiarities,
and biases. . . but their intensity of negative
feelings will often be lessened. . . this paves
-the way for mutual understandings. n

Art Honeyman, a volunteer at the Metropolitan Learning

. Center expresses what I want you to be prepared for:

You read all those bocks about Summerhill and
freedom not license and various theories- on permis-
siveness and education being a loving adventure
instead of a hateful structure of rows of desks
facing the blackboard and chalk and a tyrannical
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face telling you that you've got to learn and by

God he's going to teach you! You think, "Wow,
groovyl" Then you go to the Metropolitan Learning
Center fully armed with theory and prepared to spread
communication and love throughout. For days you

walk the corridors from room to room, waiting for
some vast learning thing to take place. . . you're
vaguely frustrated, the teachers are frustrated,

they talk about maklng changes. . . You find

yourself being impatient with yourself for being
impatient. Then you discover that some of the
students. feel cheated for having to carry the

greater bulk of the learning responsibility. . . .

We all tend to revert to our own background. At

the Metropolitan Learning Center there is therefore

a constant struggle between past, present, and
future, between theory and practicality, between
structure and non-structure, between the barriers

of fear and the freedom of trust. At the Metropolitan
" Learning Center there is a struggle with the soul,.

My own experience at the Metropolitan Learning Center
has been a marvelous catalyst of thoughts and
emotions concerning human values and relationships.
For this, to me, is the real essence of the
-MetroPOlltan Learnlng Center. It . is not how much

you learn today, it is not even how much you learn
in toto, rather it is the experience of learning

and feeling and touching and talking and becoming
angry and becoming happy laughing and crying, holding
and letting go, creating newness, originality, and
destroying oldness and-stagnation. When I am at the
Metropolitan Learning Center, I am I and that's

what counts.

Be Aware of the Structure of Your Operation

» < Whether you are involyédrwith a single room or a
whole school, there are ﬁnwrittén rﬁies (no ﬁattef how
many or how'fewrwritfen ;ules there are). At the Metro-
politan Learning Center the written rules are allist of

six expectations from the student, upon which he may
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be called if probation is considered appropriate
{incidentally, in a single year there have never been
moﬁe than six:out of the two hundred ten where probatioh
was used). Yet there are many unwritten rules such as
"When we come into Emil's room and a group is going on,
he expects us to be quiet."” "Most staff will not

allow fights." "You are to be in school the first

thing in the morning, but my base station allows me to

be ten minutes late."

In that eighth grade cléssroom of mine; the
unwritten ruies included: Sign out whenever leaving
the room for over half an ‘hour or so, especially if
you are leaving the building; keep the radio and
record player volume low, so that people can speak to
each other in normal tones; if asked to do something

by staff, it is expected to be started right away.

It shouid be helpful for you to begin,fhinking
fhrough: ;

1. In what ways you will be free;

2. What limits you might want to demand (at
which point freedom may start to make you uncomfortable
when someone physically hurts another, or when someone

calls you a name;
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3. What consequences you might uée for a situation
which you would consider license -- are you going to
react and behave as you do with your own children, or
as you have in a conventional classroom, or as you do
with the children in your neighborhoéd? Hopefully you

will find new ways to react.

Sometimes a group fﬁat is physically powerful will
infimidate others. Then either staff or the students
themselﬁes must handle the situation. Would you step
ih without being asked? If two in this power group are
blaring‘the record player in the room and four others |
are having a discussion that is being disturbed, is there
'a clear ground-rule (such as the people in the room
first have priority)? If not, will you step in, let it
go? If you are clear about a few situations that are
likely to happen, you will be able to handle these and
other situations more effectively. The students will

- 8ense your sureness.

If YOu do not establish systems that motivate
students . toward what you consider to be high-growth-
potential activities, some will be locked into the

goals of another leader.
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Whether you make it or not, structure forms in
a classroom. Children not only structure themselves,

but structure each other.

The leaders or dominant ones control sub-groups and
'sometimes the whole group, like Fred and his beach trip
'plans that élways go through -- Ma:lene who has led three
other girls and a boy to be negative about the classroom
—~ Nancy who led two black friends to be prejudiced against

white: to work at their desks at times, to dance at other

times.

Sometimes, if you don't reinforce the behavior and
goals that you want: if you do not lead the students,
others‘may do so. Then the values of these dominant
ones in the class may be "taught." With two of your
b@ét_friends encouraging you to choose between an
interesting project or coming with them, itts very
difficult to resist, especially if you are afraid of
weakening or losing theix friendships and most\adoles-
cents are. But I do sometimes forget that the frailest
_of our eighth'grade girls did learn to‘cope with her
two friends dragging her away from what she wanted to
do: by the end of the year she realized that their

activities bored her, and she also learned that her firm
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refusal to go would not alienate them as friends! In

this case, our non-interference helped scmeone to grow.

It's your attitudes that will structure the class --
your attitudes interacting with the attitudes of the

students.

Believe It or Leave It

The effective educator, like the good therapist,

is effective no matter what he believes,'as long as he

believes in it! Then he can put his whole self into
his work —- he is able to be real, himself. He can be
consistent and inconsistent enough to be able to reach

anotherﬂ

To teach and live with freedom, you must believe
in freedom. Do you wholeheartedly believe that children
usually know what is best fof-them? That learning to
.know oneself is just as importaﬁt as learning to read
for some? Test yourself with the values ofrf;eedom
against cpnventional beliefs in Chapter I. If you iean
heavily toward the conventional side, don't try to teach

énd live with freedom, because it won't work.




141

Consider Your Attitude About Fighting

Perhaps fighting doesn't make you uncomfortable,
but if physical or verbal fighting gives you an uneasy

feeling, think it through, decide what you might do.

'BuILYing was one of ﬁhe greatest problems at
Summerhill. However, it did help the bullies. I
know one man who had been a bully at Summerhill and
grew out of it by his last yeaﬁ there. "The freedom
got the hate out of me, somehow!" he exclaimed to me.
Nevertheless, Neill had a growing conviction that bullies
should éimply not be admitted to his scheool, and expelled
them if they refused to.stop bullying. There are too many
smaller children made miserable. Most free schools feel
this same way, even though they usually trf to handle
it through their student government. There_is one voice
of disagreement, George Von Hilsheimer who guarantees
not to expel anyone from his Green Valley School --
instead, he may use corporal punishment, conditioning
—-- anything to avoid, as George puts it, "the ultimate
in violence," expulsion from a society. Both Neill
and Géorge afe right; of courseﬁ if you believe that's
the way, it's likely to be the only way (in your school)!
Either way, the students will feel secure in knowing what

to expect.
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In the planning stages of the Metropolitan
Learning Center, most of us Wwere uneasy about the
prospect of having bullies. A plan was devised
wherein bullies were to be immediately removed from
the school setting and placed with a kindly lady
ih a nearby apartment house, who would offer to enter¥
tain the bully with TV, cookies, and drinks. Although
one ﬁotofious bully entered the first week, by the time
the staff began heéring about him, he had stopped
bullying people! We never had to use the kihdly lady,
and it haslnow beeﬁ three yéars and hundreds‘of students
later! T think‘it helped knowing what we would do; and

added to our sense of security within ourselves, which

students can read very expertly.

Whether the fight‘be verbai or physical, I will
list for yéu;somg-of the'techniques that some teachers
have found té work:

1. Ignoring the whole thing. .

2. Giving the participants boxing glovés.

3, Intervention at the first sign, and having the
two persons sit faciﬁgreach other for fifteen minutes
{(with smaller‘chiidren, they usuaiiy begin to talk to
each other). o

4. Intervention only after each person has had one

blow (in one group culture, the total group‘was never
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" satisfied uﬁtil this had happened).
5. Removing them to swimming pool for a swim.

~ 6. Taking the whole group to another area where
ﬁhey talk‘about it with a counselor or leader who listens
'and reflects back what each person has said; aiming toward
what they might have in common, such as a communication
prdblem With a_parent; qr:even a favorite TV show!
| 7. Haﬁing the whole group sing (if it's a group
fight)..
- 8. Léading the annoying person or group into a
,gonstrﬁctive activity, for example setting up an

interesfing project and asking‘him or them for help.

The important thing is to do what feels comfortable
to you in relationship to the values and rules of

student group culture.

If you are in a situation where there are hundreds
of students, I have found it effective to invite all
of the worst and most famous fighters of the school in
to talk with the staff about fighting -- when it should
be éllpwed; when they felt it would be appropriate to
sfop a fight -~ and to share our feeling and confusions
with theirs. It can not only make for a fascinating
session, but you are - -liable to come out (as we did)

feeling completely confident about exactly how and when
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we would handle any fight that might occur in our

school!

Don't Be Alone

Ideally you shouldrhave someone at your side who
has been through teaching and living with freédom -
someone whoAcduld'lisfen to you and reassure you that
things arenot going as badly as you think. The Educa-
tionél DeVelopment Center in Newton, Massachusetts can
someﬁimes provide such consﬁltants.

Any feache; or otﬁer staff member in yoﬁr building
who is involve&Iin similar undertakinés would be the
ﬁext best bet. You at least should find a compatible
feacher in another school or district with whom you can

visit. The New Schools Exchange Newsletter might give

you leads for finding others. Having at least one person
oﬁ your side seems to be greatest need when people begin
teaching with freedom. If.at all possible find someone
who has been through teaching with freedom. If you try
it all alone, the discouragemeht can take too much out

bf you.




GLIMPSES OF TECHNIQUES AND RESOURCES AT THE

METROPOLITAN LEARNING CENTER AND AN OPEN CLASSROOM

To give you more of a feeling for resources, 1

have excerpted some observations at the Metropdlitan
Learning Center by myself and present to you a report

of an open classroom in Massachusetts.

Metropolitan Learning Center Observations

9:20 A.M., Room 9. Emil's group fills out a survey.

some kindergarten boys show a small car to an older
boy. '

9:30 A.M., Room 10, Seven kindergarten-age kids
gather around an abacus. A few are writing on
their forms. Two chess games are in progress.
Craig strums and sings on the guitar. A volunteer
is reading stories to four of the smaller kids.

Room 8. Clay work is going on at the table, and
three girls are doing watercolor.

Room 7. Sheila is watching some baby rats in the
glass cage.

10:55 A.M., Room 6, the Portland State aide is-
dissecting a small pig as eight or nine of the
younger kids gather round to watch it.

11:00 A.M., Room 10. The chess game is continuing
and three boys are playing with a generator.
Another boy is munching on some Fritos. Betty and
a teacher aide are conversing in a corner. I

look outside and see a football game down in the
park.

146
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Within the same half-hour, in the same room:

Spanish eight-year-old playing with cash register
and other kids petting guinea pigs.

Building a model plane.

Trying to feed an alligator. .
Studying monarch butterflies in a huge beautiful
cage. , _
Five smaller children gathered around student
building origami shapes.

Six teen-agers gathered around teacher discussing
1ife and experiences while teacher plays with clay,
joined by others including much younger boy .

Two eight-nine-year-olds make camp in closet.,

Older students helping younger ones with the
alphabet, writing letters, reading.

A volunteer teaching Haiku poetry with books and
Chinese pen and ink. They draw pictures of their
poems. : :

a
.

In one morning, students:

making clay and clay objects; making jewelry;
attending classes at Portland State; some on
their way to the television station planning

a stop at the drug-addiction halfway house; others
horseback riding; a half-dozen square dancing;
another half-dozen creating dramatic television
monologues; some listening to music; others,
reading while intermittently chatting and
listening to music at the same time.
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The Leicestershire, Open-Classroocm Approach in a
Massachusetts School: ‘

Although the following excerpts are rééorted by
Robert Hawley, who ‘observed an open classroom approach
in é Maséachusetts—schoql,'they portray the typical
scene one would find in the English Leicestershire

County schools.

Here close to the door three children were painting,
to my right two boys were dipping cups in a wash-
tub full of water, and beyond them a little girl
was picking out a tune on a xylophone. In the.
middle of the room was a tower made of plywood.

. It was six feet tall and perhaps eight feet wide
with a low railing around the platform and ladder.
Two children were sitting in one corner of the
platform, one reading while the other looked on,
and a third child was leaning out over the rail
quietly absorbed in watching several children at
the far end of the room who were dressing in old
adult clothing and looked as though they were
preparing for a play of some sort. Then I.spotted
the teacher. She was sitting in a low chair with
a group of four or five, listening as one read
aloud. . . . ' '

Tt soon becomes clear that the room is divided

into areas. The reading corner has a couple of soft
chairs and an old sofa. It's partly separated from
the rest of the room with cardboard partitions and
book shelves, and, of course, there are plenty of
books. The writing table is supplied with cans of
pencils and stacks of unlined paper. It is
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evident from the paintings and collages that festoon
every possible space that the art area is very
popular, and the adjoining clay table gets hard use
not only for making figures and dishes, but also
for carrying forward mathematical concepts The math
table and area have all kinds of number lines,
buttons, egg cartons, things to weigh them, dry

and liquid measures, as well as the more familiar
commere¢ial materials such as Cuisenaire rods and
attribute blocks. . . .

In the music area there were several instruments
‘designed by the composer Carl Orff egpecially for
children, a xylophone and a metallophone with

removable bars, several recorders, and some tambourines.
And then there were the homemade instruments -- a
cigar-box banjo, a clam shell xylophone, several

kinds of drums. _

And so it goes. There was no stove or oven in

this classroom, but many English schoolrcoms have
them. And the wood-working was done in the hall,
with special license from the teacher next door who
knew about tools. One of the characteristics of

the integrated day classroom is that no two are guite
the same. Each is the outgrowth of the teacher and
the children.

SPECIFIC TECHNIQUES AND RESOURCESl

Recruit Everyone You Know

I have found that the more adults or older students
who ére'willing-to share their knowledge, or simply relate
and léqrn_with the students, the better. Every resource
person you bring in is likely to be able to commune with
at least one other student. No teacher can relate well
with all students. Don't forget aides, student teachers,

parents, adult friends of students and parents, as well
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as your own friends and acgquaintances.

John Holt and Paul Goodman stress the importance
of having adults around "doing their thing." They feel
that most significant learning haércome from the young
modeling others, from the times of Confucius to Dewey!
I have found_thét worﬁing on our hobbies at the school
almost always attracéed a group who quickly became
involved with us (particularly if we just happened to
have materials availéble for them so that they could
join'us at work -- paper, péncil, or extra paint brushes,

' for examples).

Hére are some excerpts from John Holt's thoughts,

taken from issue thirty-six of New Schools Exchange (1970):

The young painter learned from the master painter
in his studio, the young mason or builder from the
master at - his work, and even the young philosopher
by being around the master when he was making
philosophy -- that is, reasoning or arguing with
his colleagues. . . the aim of these activities
was to produce, not learning but shoes, or painting,
or buildings, or philosophy. What is most truly
nutty about schools and schooling is not the idea
that someone decides what and how and when someone
else should learn something, or even the idea that
all this should go on in a building shut off from
the rest of the world, but the idea that learning
should or can take place in an institution that
doesn't produce.anything but learning. . . .

Any game or puzzle, or activity, that is not worth
the time and attention of the adults will soon be
seen by the children as not being worth their time,
either. No one can get children truly interested
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in reading, or writing, or whatever it may be, who
does not himself do these things regularly, and in
their presence, and not for their good and pleasure

"but for his own.

8o do your thing in front of and with the students;
and have others do the same. Actually, parents can have
thé most influeﬁce here.-,Parents who are aware of the
example they set in their involvement with the children
at home will help the students' growth more than any

school situation. Try some evening seminars for parents.

Establish Mini-Apprenticeships

At the Metropolitan Learning Center, we have
established "learning stations" in the community with
craftsmen such as leather workers, potters, florists,

*a magic shop, a gift store, interior decorators,
motorcycle shops, automobile salesmen, architects, and

many more,

An easy way of getting this going is to ask every
peréﬁn with whom you dorbusiness if they might‘eﬁjoy
having a student with them for.a half-day or day per week

. for a few weeks, (which might turn into a couple of days,
a week, or a year or more, if student and master are

compatible.) . -
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‘I dream of a_whele town or city where students are
working with almost everyone: the lawyers; the Mayor,
the craftsmen, the businessmen, the service organizatiions!
I could see this leading to a more honest world. The
car salesman might be a little-more honeSE about the
defects or price ﬁerwould be willing to sell a car for;

the mayor might be likely to think aloud of what his

decision would mean for all of the people.

Another excellent way of breaking the ice for mini-
apprenticeships is to talk to one or more local service
.erganizations such as tﬁe Lions or Optimists, and then
to pass around a form for those willing to consider taking

one or more students into their world of work.

Use the Resources of the Community

In addition to using the community for mini-appren-
ticeships, most communities have many hidden'resources
that can easily be used after eStablishing'a liason with
persons working in the particular community organization.
Schools‘have used rooms in community buildingsas meeting
plecee‘iﬁcluding courﬁ houses, libraries, museums, churches,

charitable institutions, and public schools.
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There are also events and shows, tours and visits
that most organizations are happy to arrange or even
invent. I have been involved with s£udents on exciting
trfbs to govérnmental offices, factories, shops, banks,

farms, armed forces bases, and hospitals.

Don'trforget to invite'the community into the school..
Specific invitations tend to be more readily accepted
after é‘personal visit. Yoﬁr local senator or represen-
tative, policemen, firemen, garbagemen all make for
exéiting "mystery guests".and sometimes are willing to

teach a short course in their field.

EStablish Mini-Courses and Maxi-Courses

An ideal example of a beautiful maxi-course is a
sociallstudies course about the United States which
‘invblves the students’ time for three or four months:
traveling across the country, visiting and getting to
'know-the kinds of ﬁeople they wish to meet, doing the
kinds of things that interest the group (including

its leader).

. Heérb Snitzer, after running his free school several
years discovered that the usual hour class was not long
enough ~- since then, most classes run for at least two

and a half hours or so. A botany class that lasts all
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‘morning or all day makes sense -- field work can be
combined with visits to the library -~ mounting and

?rganizing specimens, etc.

Mini-courses can be as exciting as maxi-coﬁfses.
Some students can get more out of these than any other
school-activity. One way of structuring mini-courses
(as Metropolitan Learning Center dées) ié to run them
fbr three weeks; after which student and teacher writes
an evaluation to go in the student's folder and gives
a certificate of completion. The course.can be continued
on and on, if students ana teacher so desire. Some
subjects lend themselves more to short term treatment,

although any subject. can be fitted into this structure.

Examples of some mini-courses (lasting one month or

~less) that were successfully given at various free schools

as maxi-courses (where a day or more each week was devoted

to focus in the area):

Botany: making a botany book, visiting and working
at museums, collecting specimens, re-naming
and re-classifying plants as if there had
never been a science of botany.

Psychology: discussions, personal experiments, visits
. ‘to institutions, research in libraries,
analyzing dreams with Fritz Perl's Gestalt
techniques.
Survival: trip for three days to a month.

Mexican culture: one month trip to Mexico.
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Exploring the community: traveling, and stopping
where any two or more of the group were
moved to stop.

Writing a book: discussions, "painting”" scenes with
words while on location, using the city
! library, dictating to a fellow student
typist, and writing, writing, writing.

Architecture: field wisits and time in archltect s
office.

Gardeﬁing {on and off school grounds).
Leather-craft: working at a leather shop.

Shakespeare: attending a Shakespeare festival for
a week.

Cooking: cooking at éach others homes, visits to
famous chefs, cooking at school, writing
a cook book.

Examples of some mini-courses that were only one

half to one hour per week for three weeks, (but were

* successful in sparking enthusiastic responses, most
of which continued on for weeks -- the ones with an

asterik have been going on for years at one or more schools):

Yoga¥* spelling bee
Russian#* spelling tricks
bananas ' Black arts
quick-change artistry ancient alphabets
paper airplanes theatre games and
calligraphy* improvisations
speed reading puppetry
Uncle Ehrick's Story Time#* basic photography
guitar, flute (and other weather observation’
instrumental offerings) magician's club

math for fun _ joke~telling
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-8et up Learning Environments

This is easier than it sounds. The "open-classroom
people" are experts at this. To set up a learning
énv1ronment simply keep trying to put materiale out in
ways that will attract interest, and then add touches to

encourage the student to go further into any subject.

Some materials that canh be arranged to make an
attractive learning environment include:

newspapers (with someone reading them!)

tape recorder (preferably enclosed or where there
can be privacy)

record player, radio, television set

magazines

comics

microscope

games {Scrabble, Monppoly, Math or Word Bingo,
Learning Games ~- a million different kinds are
available) ' '

books about something that is near the books

tools

art supplies

test tubes and alcochol lamp

£film loop or other projector with films and
related reading materials

- Other materials that can be useful:

‘paper oldies
Elmer's glue junk
measuring devices (such as fasteners

egg timer, tape measure, foam

cups and bottles stop fabric

watch) stones

_rope, string, wire popsicle sticks
stapler salt, vinegar, sugar,
pipes, tubes . flour, baking soda, etc.
tooth picks seeds (beans, peas, etc.)
cardboard : bowls

egg cartons nails, screws, nuts, bolts




tape
boxes
bags
barrels
mill ends
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wood scraps
thermometer
a timer
animal pets
tires

Useful, too, a free catalogué of materials and

marvelous cardboard projects such as those used in

the English qpéh classrooms: "Workshop for Learning

Things Catalogue,” Education Development Center,

55 Chapel Street, Newton, Massachusetts, 02160. " An

eight—?age list of méterials, supplies, and

instructional aids is available from Education

. Development Center Follow-Through Program.

Léicestershifthype schools put suggestion cards

near materials

Here is a sample:

1. Fill the red mug with sand. Guess what it

weighs. Now weigh it.

2. Things you will need: a bucket, a balloon,

a bottle, warm water.

Things to do:

e

Fit the balloon over the neck of the
bottle.

Pour sbme warm water in bucket,'
Place bottle in bucket.

Write what happehned and why.
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My favorite example of a learning environment is
described by Leonard (1968) in his description of an

" ideal school in 2001 - A.D.:

. . . A tent is set up, insofar as possible, just
1ike Michael Faraday's laboratory on the morning

of Bugust 29, 1831. All the appropriate excerpts
from Faraday's notebooks dealing with the relation-
ship between electricity and magnetism to that date
are available to the children. Also provided are
reports of other experimenters, who had demonstrated
that magnetism could be obtained from electricity.
The equipment in the tent is primitive: wire magnets,
iron cores, batteries, a galvanometer. Nothing is
available that was not available to Faraday. The
learner's goal is the same as was his: ‘Mgonversion
of magnetism into electricity.” :

Faraday, in ten inspired days, not only accomplished
his goal, but also found essentially all the laws
that govern electromagnetic induction and built a
working model of an electric dynamo. . . - The
children often build devices that seem, next to

his, complex and cumbersome. They sometimes ¢go

the long way around to come to the same conclusions.
But there are also those times, those etstatic
moments, when they hit upon some truly ingenious
demonstrations that seem to transcend Faraday.
Parents, educators, and other children alike
eagerly await those inspired reports, put together
by little children working with primitive equipment,
which draw tentative conclusions beyond anything
Faraday could have possibly dreamed. . . .

Be a Learning Environment

George Leonard says (1968):
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Learning involves interaction between the learner
and his environment, and its effectiveness relates
to the frequency, variety and intensity of the
interaction.

Guided by this second part of the definition, the
educator will pay far closer attention to the learning
environment than ever before in education's history.
The environment may be a book, a game, a programmed
device, a choir, a brain wave feedback mechanism,

. a silent room, an interactive group of students,
even a teacher -- but in every case, the educator
will turn his attention from mere presentation of
the environment (a classroom lecture, for example}
to the response of the learner. He will study and
experiment with the learning process, the series
of responses, at every step along the way, better
to utilize the increasing capacities of environment
and learner as each changes. Observing the work
of what have been called "master teachers® in this
light, he will find that their mysterious,
unfathomable "artistry" actually comprises a heigh-
tened sensitivity to student responses plus the use
of personally developed, specific, flexible
techniques. The educator will work out ways to help
every teacher become an "artist.”

People are the mosfrsignificant pért of a learning
environment. VIf you become involved in a project,
preferably with one or.two other people, it can make
for the most enriching kind of ekperience. All. you need,
for instance, is a candle. One day, Penny Morrow 1it
a candié in our innovative eighth grade classroom. Then
she bégah writing about what she observed. Before long
she was surrqunded by students. By the end of an hour,
each ofithe six involvéd had listed between twenty-five

and fifty-five observations!
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It makes'a popping noise.

When you place a glass tube over it the flame
riseé and siZzlés.

When yoﬁ squeeze 1t it lights better,

When you put two flames together it becomes one large
one. |

| The wax melts in laygrs.

;It takes:twentyufive seconds for metal to get hot.

Makes a vibrating sound.

Pencil lead burns.

.Wet'paper held three inches above flame still

catches on fire.

Without Penny there, it would have been unlikely

that the group could sustain such persevering excitement. ”

Make New Choices Available

Freedom has two sides: the.opportunity to make
choices and the availability of choices. A person is
‘not free unless he is aware of the many varieties of life.
One 6f youf tasks is to opén up possibilities by
introducing choices., Other than sharing your own
enthusiasms, it is éften useful to be armed with
Yopportunities." For ekample you can:

Beéin painting the scene you see from where you are

sitting, and have brushes out for others who wish to
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‘join you. Then you begin playing while talking about
what you think is really happening in the leéislatures.
You may consider a trip to the nearest legislative body,
and begin making arrangements to visit with a local senator
or représentative.

Start making your own pond.

Begin‘working on a map of the room, the neighborhood,
the'éity. InAthe process, you start measuring your
normai stride so that you can translate this into feet
for the map. Others want their strides measured, so you
invite fhem to join you in the project. You bring up
the possibility of the publication of your map for fellow
students and perhapé others in the community who may
want a copy.

Play an instrument, form a band.

Copk. Soon you will have helpers studying the recipe
with.you.

Go out and collecﬁ mushrooms or leaves from trees
and then try to identify them,

Write a description of what you seerand feel going
on ar§uﬁd you.

ﬁork on making a sun-~dial clock.

‘Make up a stofy, telling it to a tape recorder.

‘Lure students who observe you into continuing where
you or someone élse has left off. Add musical background

to the story, picking any instrumental piece that fits
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vaguely into the mood.

Invite students to take a drive with you, and
become excited about exploring something, or after
you noticé a student's interest in something, sfop to

investigate it with him.

You dbnft always need to find things for students
to gg, bﬁt yoﬁ,should not be afraid of finding projects
for them to work on. I can think of only one exception:
the dependent person who relies upon others to find things
for him to do, even demandiﬁg it (whining "I can't find
anythiﬁg to do") -- who's choices are mainly limited
by his own inability to find choices. In his case, if
we respond to his asking.by conétantly supplying a readyr
answer, we're encouraging his inability to f£ind cﬁoices.
;Howevér, if we are offéring new things to the gfoup,
partlcularly if many other choices are available, this
is still giving the dependent person practlce in ch01ce—
ﬁaking. No, don't be afraid of ofering things to do
and being'invoived in doing them with the students. If
the ovéfly—dependent does not follow you, he will
follow someone else such as a fellow student: Without
feeling or rejecting the dependence, I believe he will
have an xcellent chance of growing out of the need to

follow, to please, to be a part oF someone else all the
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‘time. The beﬁaviorists would disagree: they would say
"reward his independent behavior and have his‘parents

do the same and ignore his dependent behavior." If you
can do this naturally, and feel comfortable with the
idea, you will also open new choices to the overly-depen-

dent student.

Influence your Librarian (If you are in a more conventional

school)

I excerpt this step—byustép plan by Anthony Barton

(1970}

A. Use you own money to buy hundreds of old books,
magazines, records, slides, filmstrips and postcards.

B. Borrow an educational research paper weighing
about two pounds. With paper tucked under arm,
approach the librarian. Your class is experimenting
for one month with a system that involves the
library; can you count on her assistance?

C. Fill a dignified plastic bin withyour materials
and discuss with the librarian the best position
for it in the library. Explain that the material
is deliberately unlabelled and uncatalogued. Say
that the experiment requires that c¢hildren rummage
4n the bin and take away whatever catches their
fancy without signing out for anything.

D. A week later return with a bin twice the size
labeled: Freel Take what you want! Add records,
.post cards, old letters, etc. Now the library is
full of interested students.

E. Suggest assistance from library funds: try to get
a.third of the library budget for materials that
children are allowed to take away and never return.
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I‘havé personally found that giving students a small
amount of money and taking those interested to second-
hand or paperback book stores inspires many to read and
become involved with bocks. Sixth graders in our
Summerhill-like remedial reading program in-Rhode Island,
parents xeported, read books about world reéords, fishing,
cooking, unidentified fiying objects, etc. ~- the first
time they had ever read willingly at home. Owning materials

does something to most people, it seems.

The "Hooked On Books" approach works in a similar
"way. The basic program, which was run at a summer camp,

is described well in Hooked On Books (1968) by this excerpt

from a twelve-year-old's report about the experience:

o e e they took us to the Ludlngton Liebarey and
the liebarian give us any two books we wanted to
keep. They was tiny paper books we could stick
in our pockets and trade at the liebarey for
other books.,  We used to trade books and all them
magazines with other guys and sometimes we could
read to the guys in the cabin with a flashllght

when we went to bed. . .

They used to let us play with the typewriters in
the liebarey and we could look at all the books

and magazines we wanted. Even if the books and
things got a little wrecked they didn't mess on us.
I want to go back to camp next year and be a
counselor when I grow up. That's what I done last
summer and I still got them books.
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The authors have run and researched successful
programs in high schools and at a summer clinic-camp

treatment center for delinquent boys.

Make Materials Acceésible

A copying machine free for the use of students and
staff. -

A number of mobile chairs, tables, cameras, spotlamps,
mirrors, and "hospital" screens, -

.

An informal cooking area where students fry eggs
and brew cocoa when they feel like it.

Mud in which people roll.
A pile of junk, or a room which is never tidy.

Trees which are climbed

-~ Anthony Barton (1970)

Use Inguiry Methods

-If students are ready for a discussion, godd questions
ﬁake all the differencel! By touching upon student coﬂcerns,
his own problems, his own immediate life, he is likely
‘to be motivated into thinking through concerns. Postman
and Weingartner (1968) present some good questions which

motivate students:
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‘What do you worry about?

What are the causes of your worries?

"What bothers you most about adults?

How can you tell the good guys from the bad guys,
good from evil?

What is "progress"?

What's worth knowing? Why? What are some ways
‘to go about getting to know what's worth knowing?
How did you and I come to know what we feel is
worth knowing?

They also suggest some excellent exercises or games
that I have found stimulating to students:

Have court trials, and help students to discern
"words" from "facts"; "map" from "territory."

Bring in a mysterious black briefcase, saying

that there is an amazing computer in there which
will answer all questions. However, it must know
exactly and specifically what each word in the
gquestion means. Keep pressing for exactness, and
soon they may understand why it is almost impossible
for a perscon trained in Eastern thought to answer
simply "yes" or "no" for they think of all objects
as events; processes.

ﬂave studénts make up a test to give to you and

grade you on anything they know.

Carl Roger's listening game is fascinating,
particularly to teenuagers: you find a subject that is
highly controveréial to the group, and then you have a
discuséion sticking to one rule: the next person to
speak must repeat what he théught the previous perscn

said or meant, and to the first person's satisfaction.
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Another person who offers stimulating ideas is

William Glasser (1969). Here are some of his questions

that I have found most effective:

If you had a million dollars right now plus a
huge income for the rest of your life guaranteed,
would you continue to go to school? . . . What
would you do with your life?. . . If you want to
be prepared for a job, why is work important?

Do all rich men's sons avoid work?

What are the differences.between rich people and
poor people?

How do poor people get along who can't get welfare?

How do you make friends?. . . What is a friend?
« « « What makes a good friend?. . . How do you
find a friend?. . . Is it good to have lots of
friends or just a few friends?. . . Have you ever
moved to a new neighborhood and had no friends

at all?. . . How did you find a friend there?. . .

Why do we love?. . . Do we always love our parents?
Brothers and sisters?. . . Does anyone love us?

B

If you had the poWér to change into an aniﬁal, what
animal would you change into, and what would you do?

What kind of monster would you like to become?

If you woke up tomorrow as Black instead of white,
what differences would it make in your life? (Or
white instead of Black)
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Do you think you could learn anything without a
teacher? How would you spend the day, hour by
hour? / '

What is boredom?. . . What are some of the times

when you have been most bored in your whole lifez. . .
What is the difference between the people who are
bored a lot and those who are not?

Do we need laws?. . . Do children and adults agree
upon which laws are important?

Do you think that it bothers older or younger
children more when there‘has been a divorce?

Do you want to have children?. . . How many?. . .
How would you raise your children?. . . How would
you be different from your parents?. . . What good.
are children anyway? ' .

How would you help support the family if you knew

your family needed money?. . . How much does it

cost to keep a child?. . . How important is money;

can people be happy without it? '

The inquiry method is not simply asking one question
after another -- it often develops into entirely different
areas from where you started. It can be used to begin
projects or investigations., It can even be utilized in

written exercises, such as one of John Holt's favorites

which is my next suggested activity.

Have a "Writihg Derby"

The "Writing Derby,"_invented-by John Holt is a

techniqué that I find dramatically effective for those
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-wanting to write more fluently. The technique is very
simple. The student has a contest with himself, trying
to Qrite as many words as,possible in a half-hour about
a specific subject; if he "runs d:y" he may repeat his
last sentence over and over until he thinks of another
idea. After the second or third half-hour practice
session, moét‘studehts have inéfeased not only théir
ability to Fut thoughté on paper, but alé§ their

confidence and fluency.

The following are results of one "§riting Derby"
_and demonstrate how inspiring certain questions caﬁ be —-
how the gamé helps the teacher to know theustudents and
studenté to know themselves., It also illustrates the
‘sort of studént who does best and least well with freedom,
and the conflicts most people have about whether of-not

they wish to be in a self-directed situation,

These weré seventh graders on their third time using
the defby technique. The students wrote the following
in response fo two quesﬁions: What would you do with
a million dollars? What would you do with freedom in a

non-coercive classroom?
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If I had a million dollars I would put half in

the bank and half to my mother and she would send
some down to her parents in Louisiana and I

-would still go to school because in school you
learn things and at home you wouldn't learn a thing
at all, and I would have no reason to quit school
because it wouldn't make no sense at all to me.

And I would probably give some money to my brothers
and sisters for they could get some clothes and
things they wanted for a long time. I would send
some to my relatives for they could get things.

I would buy my mother a brand new car for her to
‘'ride in for a surpise because she would probably
want a new car to ride in and she would give away
her old car or sale it proably sell it. If I had

a million dollars my life would be a new begging.

I would buy me a hourse and lots and new cars for

I could ride in one every day. '

If I had freedom in Manny class I would work on
math and art -and many other subjects. I wouldn't

go outside and play all day long. I wouldn't

just sit,around and play with my fingers. If I

had nothing to do I would read book or go to the
library or do something but I would play a little
when I got board of working all day long. I would
work with other people in discussions if they wanted
to join in a discussion with me. I would discuss
about that awful war that going on in the world this
day and aboit the peace rallies and I would go to
the library down town to look around at the
different section they have. Or I would go to
another school to visit and to see what it's like.

I would help people if they ask me to. I would not
feel comfortable tho because I'm use to a class with
students in the class all the time, and a teacher
who would give me work to do then to just let me

go without even working at all. And I would not

be ready for high school and the teacher would ask
me a question and I wouldn't know the answer. . . .

She then goes back to the million and talks of

~giving her Dad and Mother money, putting some in the bank,
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buying new clothes, suits, pants, shoes:

about five pairs of shoes and about ten pairs of
pants and fifteen cars to drive in to work and if
T would go to college I would use some money on
college and when I got out of college I would get
a job as a teacher and teach people how to speak
english and how to speak other languag and 1
would learn other languges to my self. -- Patty.

Sarah, a serious Student, was always working,
assigning herself project after project. However I
often_notiﬁed that she lacked the spirit of real enthusiasm
énd involvement: she worked persistently,

pbut I sensed that she was forcing her self most of the

time.

She told how she would mainly be a good, conscien-
tious girl with her million, giving much to her parents
and siblings, living a simple life herself, saving most

of the money:
' i

Money isn't everything. I'd go to school and then.
go on to graduation school. Decorating would be
nice to do during the summer. I like decorating
and think it's fun. School is fun and I like to
write. Then maybe I'd go somewhere in the world
and enjoy it. Hawaii was beautiful and I'd
probably go there again. The million dollars is

a lot of money. I'd probably go on to stocks.
Mattel would be a good one. People buy a lot of
toys and they are expensive. . . .

If T had freedom in the eighth grade class, I'd

be very bored. My sister would make up all of my
schedules. I'd learn independently by myself. It's
hard to learn by myself because I'd wind up doing
everything over and over. I don't mind freedom but
my parents feel that I should learn with what goes on.
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This means math, reading, and all the basics. I
don't care for learning myself. My parents would
probably make us go to another school. I don't
know what goes on at other schools. 1I'd be scared.
At Couch I know what to do and where certain things
are.

Freedom is a big thing. Freedom is being free and
doing what you want to do. Freedom is learning by
yourself. A lot of people take freedom for granted.
‘At the end of the year a lot will have forgotten
certain things. By the time high school comes, a
lot will ‘ask tons of question and won't know how

to do it., With a teacher the student is better pre-
pared. Some are eager to learn. Others are not.

It depends on ability. Strict teachers don't do so
well, If you respect the teacher then you're better
prepared. The teacher will have confidence in you
and teach you things you've never had before. I
believe that freedom won't be that bad and yet.

It would. Freedom may be fun for some, but others
not. This depends if the child is lazy or will work.
Scme just want to play and goof off. —-- Sarah

Incidentally, Sarah was in a highly structured
classroom the firét half of her next year, and for the
last half of the year iﬁ-a non-coercive classroom but
one which gave daily assignments. She found good points
for each classroom, but basically stayed with her family's
values, p%ugging very slowly at the academic both times,
but férelymﬁaving her heart in it. If she had been
inspiﬁed'to spend time with an interior decorator or
stock brdker, perhaps she dould have become involved and

listened to her own yearnings.
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So the wfiting derby can be useful in many ways:
to become better acquainted with your students, to helpr
them beéome petter acguainted with their own thoughts
and feelings, and to help improve their skill in writing

fluently.

Teach Academic Areas Creatively

.

For many‘of the following suggestions I am indebted

to John Holt and his book, What Do T DO Monday? (1970):

nTeach speed reading tricks, through machines or with
file cards with a tiny, word-high window cut through, (two
or three words wide at first). The cards can be mqved
more and more guickly along the liﬂe.'l| Have students
time their reading, and try to beat their own record.
This_can help increase feading speed and rea&ing confidence,
particularly 1f students keep a careful record and use the

exercise daily with easy reading material.

"Give étudents spelling words on the board., Others
see them gnd learn them, too.” This reminds me of Sylvia
Ashton Warner’s "organic reading" technique. The tech-
nique.itSelf consists mainly of giving students the words
they ask for printed in manuscript on a card. Teach
studenté to read by way of their writing, having each
student kéep his own file of words in a file box.

EncouréQe students to test each other. They try to
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‘recognize the words at a glance (as "sight" vocabulary)
or through spelling them on paper. Eight to twelve~
year-olds often enjoy making their own books, collections
of short stories, or scrap books with notes about the
pictureé. Encouraging students to read each others'
stories together (each helping the other out with
difficult words) is fun, particularly if you can become
excited about their stories, too. Maria Montessori
found that writing facility usually preceded reading
facility and interest!
Measure and compare size, weight, speed, strength
and endurance in relationship to heart beat (pulse
counts) etc., as true research projects. Start
with a stop watch, giving no instruction at all for
its use, except perhaps guessing how long a minute

is. Wolverine Sports Supply, Ann Arbor, Michigan,
48104 sells a good one for around eleven dollars.

Use a GSR (Galvanic Skin Response) meter (borrowed
from a psychology department or hospital). The
instrument records emotions: anger, anxiety, fear,
stress. ' : '
- Children and adulits are fascinated. It is one
excellent way for a person to gain insights into himself --

his own reactions to whatever stimuli you or the student

may invent.
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Use a tape recorder to enhance discussions, making
plays.

Listening to a dramatic recording while reading the
story in a book can help some persons to improve their

reading more than any other technique.

The tape recorder is also useful for mock interviews,
plays, private recordings (to be listened to by the
student alone and then erased), suggestion tapes for
those who want "something to do," tape letters with
people far away, perhaps even in different countries.

.

Use cameras. Through learhing to use a 35 mm. camera,

a dozen other skills can easily improve including

mathematical, observational, social, artistic, and

literary.

Making a book illustrated by photographs can be an
inspiring, involving personal or group project. ~In one
New York City School, a sixth grader took photographs in
their neighborhood with school cameras and wrote a book

that is published commercially and selling well. It's

called The Way It Is, published by Harcourt, Brace, and

World in 1969.

A detective game -~ after both detective and
criminal know the details of a crime, the detective
reads a list of words to a suspect (who may or may
not know of the crime). He watches the reactions
of the suspect to loaded words (words having to

do with the crime). '

\Have students finish each chefs stories.
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Make lists together, such as lists of things, people,
places, smells -- lists of those you like and lists
.of those you dislike.

Learn to Have Fun with an Alligator

One of the most imaginative books from which I have

selected tid-bits-is One Hundred Ways To Have Fun With An

Alligator And One Hundred Other Involving Art P;ojects (1969

List together:

Things in threes (Try for 75): Examples are blind
mice, tricycle, a crowd, clover, American flag colors,
jealousy.

Wet things.(Try for 50): Examples are tongues,
eyeballsg, steam, suds, everything after it rains,
Lake Victoria, grass in the morning, new puppy's
riose, champagne, caves, blood, tears.

Occupational jargon (Try for a dozen in any occupa-
fion): Examples in the restaurant business are:
Hgir® {(sirloin) "two up" (fried eggs cooked on one
side only). ' .

Things to do with an alligator (Try for one hundred):
Examples are take him riding in a convertible, dance
the tango with him, teach him to play chess, give him
a backrub, sit by a waterfall with him for a whole
afternoon. ' '

Feel blindness: One student is blindiblded and spends
time with another who leads him for a half-hour to

a half-day. Students taking part discuss their
impressions at the end of the time perioed.
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\ Research trivia: Examples are ducks cruise at
forty-five miles per hour in the air; a porcupine
is equipped with about eighteen thousand one
"hundred quills; the standard seven inch pencil will
draw a line thirty five miles long before it wears
out: the average American housewife washes three
hundred forty tons of dishes in a lifetime.

Find words and make a collage: Walk around the area
picking up scraps of candy wrappers, labels, parts
of newspapers, etc., and pool them to make a collage.

Draw from a dictionary: Draw a description which
is read from a dictionary by someone. Little known
words are more fun. :

Introduce Materials That Teach

Some materials inspire or teach nearly by themselves.,
A hammer and nails, some scrap lumber, and perhaps a saw
is one such device, as are paper and writing instruments.

A good teaching machine is another Here are some of my

favorite materials that teach:

Pilmstrips and film-loops: both useful in a free

situation as materials that teach. They can be operated
in a corner of the room while‘other things are gding chn.
Students can become exqited about filmstrips particularly
.if there is a.good tape or record presentation that
accompanies the film.

Film-loop projecfors (about $100) can be useful.
Film-loops show themselves over and over without anyone

having to do a thing. I have had projeéted,microscopic
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animals crawling over the wall in one corner of the

room for Wholé afternocns, attracting students every now
and then, some of whqm became involved and began reading
materials about the subject that were by the projectoi;
Major problems: cartridges are expensive (about $20 each)
and if the-cartfidges stick or break, they must be sent
away for repair. Reel-to-reel projectors with automatic
rewinding do about the same thing. Programs and repairs
are less expensive. Kodak sells the Ektagraphic 120
(about $130) which uses super-eight cartridges, fifty

or one hundred feet in length.

Self-correcting, self-directing cards or sheets:

Donald Durrell of Boston University invented some larée
cards, loﬁg ago, that still interest students today.

The cards ask you to cafegorize a list of words. Students
usually worked in pairs, trying to put wordé together

that "belong together" -- there might be words that all
begin with the same letter, or words about £ool§, or

about feelings. On the back of the cards the answers.

or possibilities for categorizing are given.,

It's not too difficult to make up your own cards,

and own systems. Students can even help you, which is

even more of a learning experience for all.
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3 The Leicestershire schools have suggestion sheets
with accompanying materials, which work well with many

children.

Self-directing, self-correcting programmed bocks

and work books: My favorite are the Sullivan reading

materials. With these materials, students can learn to
read, utilizing the self—cofrecting workbooks (answers

are given in the margins). The workbooks accompany
highly interésting texté that are similar to comic books.
There are two different sullivan Series, one obtainable
from McGraw Hill's Webster Division, 330 West 42nd Street,
New York 10036 and the other from Behavioral Research

Laboratdries, Box 577, Palo Alto, California.

Books: Some books, all by themselves, can serve
as a material that teaches, if attractively written and

illustrated. My favorite series, Ant and Bee, is made

up of tiny, hard-backed books, that infroduce'a new
word_e?ery other page, and inbetween haﬁe'lots of
interesting reading with each new word appearing in red
print, published by Franklin Watts in New York ($1.50

“each).

Some particularly attractive books such as the

"What is" series (The Earth, A Season, A Tree, etc.) as

well as "Sailor Jack" and "Cowboy Sam" sefies I have found
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to be attractive for most elementary school children.

Sold by Beckley Card Company’s Benefic Press, Chicago.

Worksheets and workbooks, to some students, are as
inspiring as anything else! For the students who want
to use workbooks, almost any workbook will become one

of these materials that teaches almost by itself.

Math materials that teach: there is nothing like

the Cuisinaire rods. They are compact, expensive, and
beautiful. Almost by themselves they make students

feél comfortable with numbers. The classroom kit

{(about $60) comes in a small box and a home kit is also
available (about $12). It is helpful to order the teacher's
guides in order to see all the possibilities, or else

to read books on the subject by C; Catfegno, John

Txivetf, or Jessica Davidson. Available from Cuisenaire
Company of America, 12 Church Stréet, New Rochelle, New é

York, 10805,

Instructional materials including kits for self-.
discovery in math, films, all guite new and exciting,
are sold by The Madison Project, 918 Irving Avenue,

Syracuse, New York, 13210.

Any materials that lend themselves to the active

experiencing of math are useful including scales, any
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measuring device, an adding machine, measuring cups, a
stove and oven. The experience will teach the student

math.

Typewriters and duplicating machines: they can

begin to teach letter recognition, writing, perseverance,
newspaper management, making a book -- even typing and

duplicating skillsl

Games: "Monopoly" can teach arithmetic, social studies,

reading, realestate,band even about monopolies.

Almost any household game will teach a number of
things by itself but I have found these games to be

most effective: bingo, scrabble, cards, chess, dominoes.

‘There are some good math games available from NOVA

Schools, 3,600 Southwest 70th, Fort Lauderdale, Florida.

“International Foreign Simulation" is an exciting,
highly sophisticated game, based upon disguised but
genuine former international situations. Studeﬁts
becone involved in an almost real situation of being
- government officials. They must protect their secret
documents from spies (who steal classified information).
It is played over a period of weeks, and offers insight
into governmentai problems. Published by Foreign Policy

Association of Scott Foreman and Company, 1969.
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"Tnternational Simulation," a similar game, comes
from Science Research Associates, 259 East Erie Street,

¢hicago, 6061L.

Interesting gémes such as "Cultural Contact" and
WRelationships" can be orxdered from Games Central, 55

Wheeler Street, Cambridge, Massachusetts, 02138.

For educational piay equipment: playthings for
smaller children, there'aré several beautiful catalogs.
Even if your budget is limited, the catalogs are useful
to glean ideas for building your own. Here they are:
Commuhity Pléythihgs, Rifton, New York, 12471; Creative
Playthings, Princeton, New Jersey;-Childcraft Education
Cprporation, 964 Third Avenue, New York, 10022; Construc-
tive Playthings, 1040 East 85th, Kansas City, Miséouri,

64131.

Teaching Machines: First of all, if the idea of

teaching machines appeals to you, be sure to raad

Gebrge Leonard's Education and Ecstasy (1968). ‘He sees

an answer to ouxr eduéational problems in highly sophis-
ticated teaching machines -- ones that tap our conscious
and even sub-conscious mind to help us communicate with
others: even o the pbint of communicating with many people

at once, with one's thoughts mingling with the thoughts of
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others and shown psychadelically and with sound and color

on large screens.

fhe teletype is a sophisticated machine. Teletype
ASR 33 rents for about ninety dollars per month from
your lécal-phone company, but costs five to twenty dollars
per hour to run since it must be connected to another
compﬁter‘by_télephone. If you are interested in computers,
éﬁytﬁing that is highly sophisticated begins around ten
thousand dollars, with leases that cost about thirty per
ceﬁt of the purchase priée each year. For more informa-
tion write: Digital Eqﬁipment Corporation, 146 Main Street,
Maynard Massachusetts, 01754 or Technica Education
Corporation; 655 Sky Way,‘San Carlos, California, 94070.'
Incideﬁtally, Digital offers a do~it-yourself computer

kit;fbr seven hundred dollars.

The least expensive teaching machine I have run

across ($20) is a funny little plastic thing with an

electronic pointer which if inserted in thé corfect

hole (theré.are four holes) gives a buzzer and light
'signall_ The company has about twenty~fi§e programs

($8 each) which are composed of fifty-four guestion cards.
A program of fifty-four color coded blank cards are
available in case you ﬁént to program the machine your-

self. It comes from Enrichment Reading Corporation of




185

‘America, Incorporated, Iron Ridge, Wisconsin, 53035,

One of the few reasonable and still highly sophisti-

cated machinés on the market is Borg-Warner's System 80
teaching machine ($495). There are a number of programs
available ($125 per eight lesson programmed kit) with
three hours or so of materiél in each kit. The machine
looks like a television sét but has the features-of
being difficult to break and ofemitfing‘a strip of paper
.enabling diaganis of just where the student is having
difficulty. Each program has "branching," which is

| helpful in that the unit will skip frames that are
related té correctly answered key questions. There are

' five response buttons. In one program, the studen£ is
asked to push the button under the letter "K." If the
 answer is right a new picture appears on the screen and
a new question is asked. It is simple enough for a pre-
school child to operate. The student simply-slips a
recora into a slot and a heavy-duty filmslide into another
slot; The Metropolitan Learning Center borrowed one for
a week and found that it was usedconstantlykw'five to

_twelvé—year—olds. The students all felt that it was

‘helpful, and hated to see it go.
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There‘are several less expensiye but also less
sophisticated machines available including the audio-
flashcard reader, which uses a card with recording tape
"attached to the back from Electronic Future, Incorporated,
.57 Dodge Avenue, North Haven, Connecticut, 06473. Bell
and Howe;l, 7100 McCormick Road, Chicago, 60645. One
" of the beauties of these machines that the sophisticated
machines iack is the opportunity you have of programming

‘these simpler machines yourself]

The imporfant thing to remember about teaching machines
"is that they are"bnly‘as goo& as their programming. . Some
are programmed guite personélly, such as a computer that
counseled high school students. It usea thé talking.
"typewriter,'which asked the student to check which
occupation he might wish to join at some later time.
" If the student picked engineering and said that math was
his best subject, the computer responded, "This seems
.to be.a wise choice, sinée math is one of the most
important sﬁbjects for an engineer."_ Students enjoyed
the machine and found it to be filled with much information
that their real counselor did not ofﬁeﬁ them. Another
example of poWeffuL innovéﬁive programmning and optimum
use.of a medium is the Sesame Street Television sefies.

However, careful, innovative programming is rare.




