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CHAPTER I

INTRODUCTION

Sta&ement of the Problom

The purpose of this study is to examine and evaluate the cheracteristics
of the Montessori Theory of Imner Discipline through the writings of Maria lon-
tessori, through the material written about tho Montessori Method, and in the
light of ourrent dlsciplinary usages. It 1s written in an attempt to provide
at least a partial answer to the present disciplinary dilemma on the current

American scena.

Backpround

As & beginning teacher, more than fifteen years ago, the writer was
disturbed by the attitudes and actions of many teachers in their day-to-day cons
tacts with children. It seewed that the children wers consicdered to be losser
boings than adults, needing to be represscd and often humiliated. The
situation was, to put it mildly, something less than humenitarian.

Within the writer the injustice of it all seethed and an sccidental
discovery of an article about Maria Montessori opencd the floodgates. Here was
a wonan who hed writhed under the inhumanities foisted upon children by ™ell-
meaning® adults. Here vwas a woman who had done sorizthing about it.

it was at this time thet the sesd for this study was plented and then

partured throngh the years by such statements as, "The links betwecn her

1
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contribution and some growing bodics of empirical knouledge are still largely
uncxplored,“l or, "A close look will indicate that there is no textually sound
and casily available edition of Montessori's works for an American audience.
There exists no ecdequato ond detailed study of her worl and no tochnically
supported resulis of her experiminis throughout the world. Above all,
Montesgorits thourht and accomplishments have not been subjected lo carcful
analysis or relatsd to other juportant educational thinvers and mov~mants."2

It soemed that Amerlcans nacded and wantcd "“their ovn variation on the
basic Monwessori thema."3 It was this that the writer felt incroasingly com-
'pcllod to do.

A brief look at the 1ife of Montessori provides background information
for and underaianding of her methed and shows the influsnce of her remarkable
medical carcer on its initiatien.

Maria Montosszori, M.De, Dolitt. Ph.D., Officer of the Iegion of Honor,
Officer of the Order Orange-Nasseu, F.E.I.S. (Kdinburgh), was born Augusi 31,
1870, at Chiaravalle, Ancona, Ilaly, the only daughter of Chevalier Aleseandro
b

Montessori and Renlldo Stoppani.

-

- SUPS Ve o » e o o

1Riley W. Gardner, "A Psychologist Looks at Montessori, "Elementary
School Jeurnal, IXVII (Novcuwber, 1566), p. 72. -

Ll T e

2Urban H. Fleoge, Bullding the Fourdations for Creative Learning (Mew
York: American Montessori cocicty, 190L)s Ds 3.8«

3Ibid., . L2,

hLucile Perryman ot al, Montessori in Porspective (Washington, D.C.:
National Association for the Education of Youns Chiidren, 1566), p. 66.
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She graduated from the Schocl of Modicine of tho University of Rome in
162), the first voman in Itely to do ro. It was not uniil 1099 that she bepern
her s'udica of educatlional problenms with defective children.,

] matheds in desling wilh defectives vera largely from Segain, althcich
the admiticd buing influenced by Feocbel and by experimental psychology.5

fWorking on these lives, ghe achicved avawing resulis, preparing sone of the

+*

children under her tutelsge to pags the state examina‘ien ir reading and wriling
At this 1ime ghe esteblished the world famous Casa doi Babhind in Jialy,
Here, to normal children, she applied her methods of working uith defectivo
éhildren, hoping 1o have better results. Hor hopes were justifioed.

Before beginning her work with defactives, she had visited the schools of
Barope &nd was appalled to note thal everyvhere children were reduced to in-
mobility in the clessroom. As she often described such children, they wers not
disciplined but anrihilated.

In her work, she discovercd that undisceiplined children bocarc settled
through sponianeous work and that thoir aspan of concentration could scmetimes
be extended from a auarier of an hour tr an hour.

She required the tecacher (dircclress) to provide the necessary didactic

raterials and shou theilr use, but insisted that the children handle then for

themselves, Certain "puriods of sensitivily" correspunding lo certain ages

it P Yot N T SN USSP P -* Tt ¢ A0 e o

5Inella Cole, A History of Educaticu: Socrstec to Montessord (New York:
Rirehart end Co., 19507, pe 565, o
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L
exist, she contended, when the child's intorest nd montal growth are beat
ouitod to acquiring ocertain spoolalizod knowlodge. Some of the children in the
Casa learned to read, write and count before six.

She was much before her day in psycholeglcal underatanding.6 In
Virginia Fleege's synthesis of the objectives of her wmethod, this is very
apparent.

Thesa follow:
1. Daveloping in each child a positive attitude toward school,
2. Helping each child devolop self-confidence as an independent person.
“ 3, Aspisting each child in building a habit of concentration.

lie Fostering in the child an abiding curiosity.

5. Developing habits of initiative and persiatence.

6. Fostering inner security and a sense of order in the child.

7. Helping the child dovelop his sensory-motor skills.,

8. Sharpening his sbility to discriminate and Judge.

9, Helping the child develop socially.

10. Helping the child develop his creative intalligenqe and 1magination.7
In brief, each child is helped to develop within himsolf the foundational
habits, attitudes, skills, appreciations, and ideas which are essential for a
lifetime of oreative laarning. |

Having conceived and applioed her method, she accepted & chair at the '

University of Rome, where she lectured on padagogical anthropology from 1900 to

1907. Dr. Montessori, however, never ceased her interest in the Casa dei Bam-

bini. By this time there were many more than the criginal ons she had foundad

6Phyllis Wallbank, "Montessori Now," Times Educational Supplemsnt,
No. 2184 (March, 1957), p. L1S. _

7V1rginia Fleege, Standard Operating Procodures for a Montessori School
(0ak Park, Ill.t Oak Park Montessoxrl Child Dsvelopmant Center, 1.966), pp. 2-3.
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and she continually obsorved, studied, revised, and improved the hew method

sho had conceived. "I am willing to sca those who are in search of truth,"
sald Dr. Montessori, "but many come out of curiosity or with a passion for the
now and wnusuale. I cannot moet these purloiners of time. f& I saw all callers
and enswered all lettors, I should have no time for exporiment and Study, and
ny system 1s not yot complated."8

In 1912 she wrote The Montessori Method, the first book in a long serdies

of prolific writings. This precipitated the ostablishment of the Montessori
Research Instituta of which she was director.

She extended her wmethod to London in 1919 where she held a training
course. Subscquently she conducted courses in Spain, Holland, India, Scotland
and Ireland.

In 1922 shefwas appointed as government inspector of schools in Italy.

Shortly before this she visited America as guest of the family of Thomas
Edison. At this timo an Amexrican Monteésori Society vwas formed under the
presidency of Alexander Graham Bell, the honorary secretary being the daughter
of the then president, Miss Margerot Wilson. .

- Mve thousand peoplo, with hundreds turned away, attended a lecturé
which she gave at Carnegie Halls. Chicago made her an honorary member of the
Academy of Science., .

It was tho year of the San Francisco World Exhibition. Moﬁteasori

vwas quick to seize the opportunity this presented for weking her method
better knowne...For the whole duration of the exhibition a Montessori

8Floranco‘Ward, Tho Montessori Method and tho American School (New York:
The Macmillan Co., 1913), p. XIII.




clres, in a specially constructed room with glass walls, was carried
On.... The glass rcom was surrounded by specially arranged seats from
which hundreds of people al a time could watch the children at work,?

Monlceeori did not remain in the Uniled States, however. The Associated
Preoss states:

The United States has angered Dr. Maria Montessori, ihke world-
knoun educator. She has returned to Italy uncder the patronage of
Mussolini to carry her theory of individual education into practice in
the high schiools,

Until recently Dr. Montossorl said she was pleased with the Unitced
States, Educators had accepted her method. There were ten thousand
Montessori teachers in America.

ttut now,? she said, 'people who were formerly vy assistants and
licutenants arse using my wmethod in whole or in part and putting their
own namas or othor nnmes on it. Thoy have taken wy ideas and are waking
profitable uce of thaiw uwithout giving me or the Montessori nethod credit.

'But what can I do?_ My wmothod is not patented. They are legally
free to do as they like.!?

The dcrise of the wmethod in the United Stales follewed shortly after
Montessori returned to Italy; In a study of the risoc and fall of the Method in
the United States in the early twontieth century the following are listed as
causes:

1. Many cducators (Dewey, Kilpatrick, Shau and Morgzn) thought the
system vas: (a) based on an outgrown faculiy psychology; (b) a plan of
sense training of doubiful psycholezical validitys; and, (c) involved in
too early a start in the formal arts of learning.

2. The cost 2nd complete roliance on didactic materials and on the
Tprepared environment! did not appeal to administrators and tax payers.

"

9E M. Standing, Maria hontequorl. Her Life and VWork (Wew York: New
American ILibrary of World Litersiure, 1962), pp. 62-53.

101magare Montessori and American Ind tators," Elementary School Journal,
XXv (April, 1930), P 570.
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3. Educators and parents objected to the lack of artistic
expression, fairy tales, dramaties, make-believe, ficld trips, and doll
corners in the Mentessori systenm,
e Sons critics had ressrvations about the Montessori systen
because they felt it was Catholic-oricntoed.

5. Thove is little deubt but that the treatise by William
Kilpetrick 'disproved her! as far ac nany educators were concorred.
Probably one of Kilpatrick?s west sericus indictuents agsinst her syslem
is thet 5t thad the epirit but not the content of wodern scicnce.!

6. John Dzueyls philoscphy of progressive education scemad to fit
the Amsricen conception of democracy wmch bettor than tha philosophy of
Maria }omtessori..

7. Many porents and educators felt a system derived from work with
the mentully defoelivae and culturally deprived child was not cppropriale
for norwal childreoun.

8. The lack of qualified teachers (directresses) end the quality
of the teacher-training program liwited the spread of Y10 wovenont,

9+ The method was Turopecan based -~ too far from the mainstrezn of
American thouglhit.

10. The Meontessori wovemsnt was poorly timed for adoption by <
Amsrican schools: (1) John Devey's progressive tovemsnt Was more in
koeping uith the social cvoluticn taking place in this country. (2)
There was alrecdy a well-founded kindsrgorten wovement in the United
States (3) Edueators wore in the proccss of updating the Frochelian
principles. (hl Vorld Wer I intervenzd to tax the econowy end energies
of ‘the people.l
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Near the end of her lifo, in 1951, she came %o the United States again
to attend an international coaference of Montessorians. Trilumtes wers paid to
her by the representatives of many nationé. She set them aside with firwmness
"which showed her own awarencss of the dangers of a personal cnult, In a
spsech in which her astringent wit, tewpered by good humor, saved the mecting

from ewotionalism, she urged her followers to look beyond herself to the vision

e AT TR AT Bt pe, SRS TR X0 T PGS P ot " o SR RV Pt e S

11Mary Lorene Vills, "Conditions Associzted With the Rase and DIzeline
of the Montessori IMathod of Kindergarten-Mursery Fducstion in the Unjited
States from 1911-1921," Dissertation Abstracts, XIVIT (1986-67) 28)1-4.
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vhich she had consisiently expoundoed,"

Maria Montessori died in Noordwjik, Netherland, on May 6, 1952, at the
aro of eighiy-on¢. She sufflerovd only a very short illncss and, in fact, took
care of some corresponcence on tho very day of her death,

Tno best deseription of her characier iz in her own works. "It has bacn
snid that & child vho wes exposed to nothing but the Montessori method during
his preschool and school yesrs would emsrge as an individual cast in the sare
wold as Madangs Momtessord horself:s ascientific, preciess, objective, accurats,
uncniotional, independent, vigorously individual."13

In A History of Fducation: Socrates to Montegsori, Inella Cols in-

cludes her as onc of the world!s great teachcrs.lh Popularly (Tims Magazine),
sho was even hu’lad as the founder of progressive cducation.ls If sha wes not
this, she was, at least, "the first one to give tho world a rational theory of
education based upon true biological, anthropslogical, and sociological laws,
togather with the concrete embodiment of the theory in a set of wmaterial which
Lkas been tested by years of sludy and experiance."16

What some historians of education credit William Heard Kilpatrick, or,

perhopa, John Dsuey, with killing, turns up currently to be vory much alivs:

2utontessorian Attitude: Frecdom undar Authority," Times Educational.
Supplenant, MDCCCLXXXII (May 25, 1951}, pe L15.

130010, ope cite, po 57k
Urbid., p. 563
ls“First Progreseive,” Timn, L (October, 1547), p. 56.

16Ellen Yale Stevens, A Guide to tho Montessori Metnod (New York:
Frederick A. Stokes, 1913), p. 19.
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the Montesaori Movement in Amarica.17

Nency Rambusch was the "dynamo" who started it again. She opaned the
Whitby School in suburban Greemwich, Connecticut, in 1998, ﬁhich set off widg~
spread fanfare about a school whare preschoolers wore already learning the
three R's. "Its 0ld Montossori methods turned out to be a showcase of nearly
every 'new idea'! that United States educators had lataly discovered."18 Sinoce
thon Montessors achools have wushroomed from coaét to coast, The success or
failure of this new movement romains yot to be seen.

Nevertheless, the Montossori Thoories, especially that of Jnnor Dis-
cipline, muat live on. "There ia no need to olaim that the Montessori Method
offers only the choice of accopting it as a wholo with all its parts intaot, or
of rejecting it altogathor."19 Its beat friends are those who submit it,
placemoal, to the test of careful acrutinw.eo

Parhaps thé philosophy itself, even in the absence of the eXpansive
apparatus can contributs substantially to the contemporary scene. The princi~
ples underlying this philosophy will be the concern of the next chaptar,

1761 1bert Donshue, "Montessori and American Educational Literature, an
Unfinished Chapter in the History of Ideas," Paper presonted at lst American
Montessori Society Sewminar, Oreenwich, Conn., 1962, p. 1.

Bujoy of Learning, Whitby Sohool," Time, LXXVII (May, 1961), p. 63.

19Emma Plank, "Refleotions on tho Revival of the Montessori. Mathod, "
Journal of Nursery Education, XVIL, (May, 1962), p. LS. |

2°ward, op. cit., p. VIIL,
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CHAPTIR II

THE FRINCIPLES CF THE MONYESSOPI THEORY OF INNFR DISCIPLINE AS DralVED
FRO:{ TiIE WRITINGS OF MARTA MONTESSORI

Introductiog

Maria Fontessvrd r-ver Left a "singlo, systermatized account of the
principles behind her muthcdology",l but ghe did lesve a plcthora of books,
articles, and manuscripts of lecturcs. In these, houevor, the lanpuage borrier
defies {ranslation for the Anglo~Saxon reander who neads somzona of her own
enlightenment to "rethink her thoughts“2 in his culiural and educational
parsuasion. Maria Montessori horsclf posited the problem in this monner: "It
is alwuys vory difficult for ms to sot forih wy arpunont, because this arguwment
is not a simple conception liku a lina, bubt it is immense, if you will, like a
desert or an occan. S0 it is very difficult for wo to knou just what I can do
in order to give you what I would, for I do not myself know the extent of this
3

greztnass, "
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Lyavert g, Claxk, '"ilontussori end Callolic Prineiples," The Catholic
Educaticaal Review, IX (February, 1962), p. 7h. T

%$het la Radlce, The New Children: Talks with Doctor Maria Montessord,

(lew York: Frederick K. S16H8E U0, LyelU) De La

Maria Montessord., Peeonstruction in Edncation, (Madras, Imdia:

ﬂmci&w S - NP - -k
[ 3

Theosophicel Publishing Houss, Lyht); T
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Disarming to the rescarcher, too, is her uae of mystique. She eacily
refors to a "mysterious inward impulae“h or to a "sort of miracle ocourring in
the inner 1ife of ocach child"5 - both baffling referonces for the reader. At
another timo sho speaks of "order which came from mysterious, hidden, inner
dirocttvoa"é and, agoin, of ithe "myaterious will that dirocts tho childt's for
mation."7 Despite this wmystique and bencath the "many rhetorical genoraliza-
tions and charmingly desoribed episodes,! the tecﬁniqnea are freshe andwfrom
them can be formlated several not-so-~explicitly~stated prinoiples.

Eﬁpciplinq Through Iiberty

To Maria Montessori the mort important problem humanity faced was that of
educating the child,9 yet the fundamental problem of educatlion, the education
of character, was noglected by the achoola. 0 It was through hor theory of
"diacigline tﬁrough libertyﬂll that she meant to meet the orying educational
need of the time - character development. In The Monstessorl Method ehe

¢learly statod:

hMaria Montessorl, The Discovery of the Child, trans. Mary A. Johnstone
(2nd Edition; Medras, India: Kalakshoira Publioations, 1958), p. 385,

¢ SMaria Montessori, "Disoiplining Children," McClure, XXXIX (May, 2912),
pe 90, o

6Maria Montessori, The Formation of Man, trans. AM. Joosten (Madras,
Indias Theosophical Housa, 1955), Pe Ll

7Ibid., P 21, 82uma Plank, ope citey Po L0,

[}

“Maria Montessori, The Child, (India: Theosophical Publishing House,
1961), Pe 8 .

101b14d., p. 6.

. MMaria Montessori, The Montessori Method, (New York: Schocken Press,

Ty pPe I3
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Discipline rmuel come through liberty. Here is & great principle which
is difficult for followors of common~school mothods to understand. How
ehall one obtain discipline in a clasa of free childron?...If discipline
iz foundod upon liborty, the discipline itaclf must noceassarily be
active. Ve do not consider an individual disciplined only whon he has
boon rondored as artificially silent as a mute and as Lrmovable ge &
paralytic. This is an individual annihilated, not disciplinad.>

Dr. Montoesori took groat pains in defining the 1liberty of which she
spoke bocause sho felt that educators had "the same concept of liberty which
animates a people in the hour of rebellion from slavery or perhaps, the con-
ception of social liborty which signifies...the liberation of a ccuntry:"lB
She asked the educators of hor time to consider hor definition of liberty and
to realize that the one single educaiional prodblem facing thom was:s How are we
to give the child liborty?ll
15

To Maria Montessora, liberty was synonymoue with activity;™ the need for
the latter she equated with the noed for f’ood16 for with "healthy, growing

children activity is the normal state of baing. To be forced into physical in-

activity is one of the most sevaere punishmonts one can administer te children.
And yat, teachers insist that childron remain physically inactive for long
periods of time in the olassroom."17 80 sho assailed tradition over and over, \

121m14. 131bid., p. 15,

UiMaria Montessori, Spontaneous Activity in Education, trans., Florence
Simmonds (Cambridge, Massachucotts: Robert Fantley, inCe, 1964), pe S.

VMaria Montessori, The Montessori Method, op. cit., p. 86,

ytaria Montessori, The Child, ops cit., p. 10.

17Naria Montessori, To Educate tho Human Potontial, (Madras, India:

Kalakehetra Publications, 19557, pps 1o-16e
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built on the premise thut good not be confounded with immobility and evil with
activity.la

It distressed her to see teachers "almost involuntarily recall childran
to immobility without observing and distinguishing the nature of the movoments
they repruaaod."19 One day, & child who was considered abnormal because of the
uncoordinatod movements he made, set about, with great interest, moving tables,
Immediately he was halted in his activity becawnass he was making too much noice.
This was "one of the first ranifestations in this child of movaments that wore
coordinated and dirocted toward a useful end, and it was therefore an action
that should have been raspeotad.“20

At another time a child, intereated in helping the teacher arrange
cortain materlals, was told to return to his seat. The child had merely tried
to be halpful; for him the time had been ripe for a leasson in orderliness.t

Madame Montessord used the analogy of a sclontist assigned to do further
regearch with hymenoptera in desoribing insotive children. "He~ 18 shown a
glass-covered case containing a number of beavtiful butterflies, mounted by
means of pins, their outspread wings motionlesa,....With such material as this,
the exporimental scientist can do nothing." To force childron to be lnactive,
"to rob thom of the spontaneous expression of their peraonality till thoy are
almost like dead beings," is to treat the children "like butterflics, mounted

T

18Mar1a Montesaori, The Montessori Method, op. cite., p. 93.

7bid., pp. 90-91, 201b1d,., pe 9.
211hig, |
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on pins, fastonod each to his place, the dask, spreading the wings of barren
and meaningloss knowledge which they have acquirod."22

In onoe of hor fow sarcastic moments, she ridiculed the ameunt of scien-
tific oxportise waatod on the developmont of the stationary dosk -~ that mechan-
ical dovice which fostered the continuation of the prinoiple of slavery to
pervade the common~aschools, "It is tho conquest of liberty which the school
i .

necds, not the mochanism of a banoh."23

To Maria Montessorli liborty was synonymous with spontaneity, '

"We cannot know the consequences of suffooating a spontancous action at

the timo when a child is Just beginning tn bo actives perhaps we suffocate
1ife 1teelf," she sald.2

She acknowledged that the general belief among educators was that "the
way to attain satisfaction is to 'learn something! n25 from a person so
designated to "teach something," but said rather, "It is precisely necessary
that nobody intorfere in obstructing the spontaneous activity of the children
in an environmont prepared so that their nead for development can f£ind-

satisfaotion."26 The school not permitting "the free, rational manifestations

of the child“27 and the school which "arrestod the spontanecus movements with

221h1d., p. Ui 237bid., p. 15,
2l1ved,, p. 87, 25Tb1.d., Do 357.

26Maria Montessori, Tho Formation of Man, op. cit., p. Ll.

27Mar1a Montessori, The Montessori Method, op. cit., p. 15.
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the imposition of arbitrary tasks"20 was a 1ifolosw wdmic of that in which the

childron could be murtured in "their natural method of apontaneous self-

]

devalopment, "7
To Maria Montesaorli liberty was synonymeus with individuality.

"It is remarkable how clearly individual differonces show themsolvosed..

Tho child, conscious and froe, revoals himaolf."30

Dr. Montesoori ocontended that the teacher had to study ths child as an
individua131 and that she must also "give such help as to make it possiblo for
children to achieve the satisfaction of their own individual ajma and
desires."2 For the child to become aware of this individuality was the birth
of manhood within him.33 |

To Maria Montessori liberty was further synonynous with independence.

"The first form of educational interventien must tend to lead the child

toward independenco....His spontaneous manifestation will become clear, with

the clearncss of truth, revealing his nature."3h

The child, bocause of the peculiar characteristios of helplessness
with which he is born, and because of his qualities as a social
individual is circumscribed by bonds which limit his activityee..An
educational method that shall have Liberty as its basis...mst be such as
shall help him to diminich, in_g rational manner, these social bonds,
which 1imit his activitiesc.s«>? In roality, he who is served 1§ Limited

et

281hid., p. 88, 297bid., pe 357, 30rvi4., p. 954
3lbid., p. 28. 21p14., pe 97

3paria Mont8ssord, The Absorbent Mind, trans. Clauds A, Claremont (3rd
Ed/t Madras, Indias Theocophical Publishing House, 1961), p. 272.

BbMaria Montessori, The Montessori Method,

351bid.
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in his independence. This cencept will be the foundation of the man of

the futlurey 'I do not wish to be served, bscause T am not an jmpolent.!?

And this idea wuvst be pained before rmen can feel thorsolves to ba

roally freae36

. Montcssori told of once olserving a very small child!s frustralion
over his inuabilidty to sce the objects a large group of children were pgathered
about. Soeing a chair, he startcd toward it to stand on it and thus bs able to
soe, but the teacher picked hiwm up and held him over the group in full vision
of the objectss 'Undoubtedly the child, sceing the toys, did not expericence
the Joy ‘that he was about to feel throush conguerinz the obstacle himself
ceee™T The man vwho, through his oim efforis, is able to perforu all the
actiovng neceszary for his own comfort end developuent in life, conguers him-
self, aud in doing go mmltiplice his abilities and porfects himself as an
individuale...We must mzke the future generation poverful men, and by that wve
mean men vho are independent and free."38

The liberty that Maria Montcssori defined as analogous to activity, spon-
taneity, individuality, and indepcndence had limits, and these limits she underd
scored.

The liberty of the child should have as its linit the collective
interesty as ite form, vhat we universally corsider good breeding. We
must therefore, check in the child vhatever offends or anncys others,
or whatever tends toward rouzh or ill-bred acts. But all the rest -
every ranifestation having a useful scopa - whatever jt be, and undsr

whatever form it expresses itself, must be perﬁitted.39

Decisively shc rcjectod irresponsible permissiveness which castipated

R o B - o UVt S R Py

3b1bid., po 97 3TTbid., p. 92. 381bid., p. 101.
39Tbid., p. 87.
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all repressicn. "To let the pupils do what thcy like, 1o armse them with light
occupations, 1o lead them back to an almost wild state, does not solve the
problem....ho The principle of likarty is not a principle of abandonment."hl

A visitor to a Montessori class onco asked ong of the sludunts 1f she
aluays did what sho liked. "tlo, ma'am,! said the child. It is not that we
do as we like, but wa like what we do.! fThe child had grasped the subtlo
differcnce between doing a thing becanse it gives one pleasvre, and enjnying a
piece of work that one has cdaecided to do ., nli2

In a preparod cnvirvomnent, which we will discuss later, Maria sot the
boundaries in which the child conld freely function. "Useless or dangsrous
acts" vere, of course, "suppressed, destroyad."hB {

Dr. Montessori kneu that at some timc the children thal she hendled ‘
would be exposcd to the current mode of collective educalion and that it would
happen then as it would other times in life that they wust all remain seated

Lk

and quiet for long pecriods of time, She ccnceived of this, however, as a
point at which the children would arrive and not as something that should be

imposed from the start.hs

Jn The Nontesgori Msthod, the definite parallel of frecdom and discipline

is paramount., Active discipline "contains a grsat educational principle, very

Soeal e v

0 v [ * >y .
L Maria Nontessori, The Foraation of Man, op. cit., p. 19,
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tharia Montessori, Spontancous Activity in Dducation, op. cit., p. 9.

L2

Maria Montessori, The Absorbent Mind, op. cite, D. 28L.
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hBheria Mentessori, The Montessori, licthied, op, cite, po 88,
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differont from the 0ld~time absolute undiscusscd coercion to immobility."h6
One of the things that gave Madamo Montossori tho greatest food for thought was
"precisoly the fact of order and discipline so closely united as to result in
freodom."h7 Thus she.could say, as she often did, "Freedom and discipline go
hand in hand."h8

Discipling,howavor, is not & fact, but a way, which the child mastors
vith prociaion-h9 ovor a varying period of times

Dr. Montessori, in The Montessori Method, vividly illustrated that

discipline must be acquireds "I saw children with thelr feet on the tables, or
with their fingers in their noses....l saw others push thelr companions, and I

50 The kernel‘of the

saw dawn ih thelfaces of these an expression of violenco,"
method can be isolated imus:t "Here is encountered the great difficulty of

really diacip}iﬁimg man. It is not by words that it will bé done for man is
not diseciplined by hearing another speak; thers is required as preparation a
sories oi‘...ac‘t,.‘wma.s1 Disciplinoe is reached alﬁhys by indirect means. The

end is obtained, not by attacking the mistake and fighting it, but by deve;opin[

activity'in spontaneous work."52

U61bid., p. 95.

h7Maria Montessori, The Secret of Childhood, Trans . Barbara B. Carter
(Calcutia: Orient Longmana, T961), Pe Life

Po 1l.

h9Maria Montessori, The Discovery of tha Child, op. cit., p. 373.

sOMaria Montessorl, The Montassori Mathod, op. ¢it., p. 92.
51Maria Montessori, The Discovery of the Child, op. cit., pp. 370-371.

~

L8yaria Montessori, "As the Twig is Bent," Rotarian. LXXXII (Jan., 1953).

. 4
52Mar1a Montessori, "Disciolining Childran," opn, cit., D. 96,

¢
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This is the hearl of Montessori's Theory of Discipline. In The Montos-

sori Method she describes it:

The first dawning of real disciplina cones through work. At a
given womznt it happens lhat a child beeemss keenly dnterested in a
piece of work, showing it by the expression in his face, and by his
intense attention, by his perseverance in the sgne exercise. That child
has set foot on the road loading to disciplinc.”

She reiteiates this same principle, almost pareaphrases it, in The
Discovery of the Child: "The first glimmerings of discipline appear as the
result of work. At scas given woment it happens that the child becemes decply
} interestod in a pisce of work; we see it in the oxpression of his face, his in-
tense concentration, the devotion to his exercise. That child has entered

upon the path of discipline."Sh

In The Absorbsnt Mind she again notes: "Discipline is born whun the

A}

child concentrates his attention on soms object that ettracts him and which

:J Fd
provides him with a useful exexcise."S)

The importance here is not so much‘the external object, "but the internal
action of the soul, responding to é stirmlus, and arrested by it."sé Dr.
Montessori said she never really knew the precise moment when the change took
place in the child but the growing interest of the child in every kind of

occupatien57 and the ability to repeat the sams exercise often were signs that

Aaar, auwaw "

)3Marna Montes oUTl, The Montessord Method, op. cit., p. 350,

'sm.-

Slytaria Montessori, The Discovery of the Child, op, cit., p. 370.

r
553 {aria Montessori, Ths Absorbent Mind, op. cit., pp. 263-6l.
56

Maria Montessori, Snont~neous Activity in Fdacation, op. cit., p. 89.

®nes e eve N

5Truid., p. 96.
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this child was ton the way 1o self dovelopment, and tho external sign of this
condition was his aelfndiuciplina.“sa ’ ‘ ‘ \

It vas intoresting to note, also, that aftor a ohild had completad a task
done with this complete concentration, tho child appeared "rested and
intimately atrongthoned."59 The movement of tho ohild, however, had to have an
intelligent and useful aim in order for the child to realige this lack of
fatigue. "Many men feel the drsadful emptiness of being compelled %o move
without an object. One of the cruel punishments invented for the chastisoment
| 0of slaveoe was to make them dig deep holes in the earth and £111 them up again
repeatedly, in other words, to make them work without an objnct."éo

It is evidont, then, that to Marla Montessori, discipline came by an
indirect route and that this discipline was from wlthin; "every individual mst
find out how to control his own efforts through calm and eilent actrvity."61

Dr. Montessori was &lways very wary, however, of equating the calm man
with the disciplined man., She thought that the calmneas of the childron was
too physicel a symptom, "too partial and superfliclal compared with the true
diecipline being established within the ohild." She did not want her schools

to be marely models of the mich-sought-after oxternal discipline found in the

SBMaria Montessori, The Montossorl Method, op. cit., p. 358.

59Maria Montessori, The Child, op. cit., p. 21.

60Maria Montessori, Sponteneous Activity in Education, op. cit., p. 19,

61Maria Montessori, The Discovery of the Child, op. eit., p. 37L.
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oommon nohoola,62 “for tho child...leorns to move rather than to sit st111,402

8ince tho very mainopring of Montossorits thooxy of disoipline is the
faot that it is from within, she aspeaks ofton and olearly of this innor foraot

Macipline ia a pat:h in tho follo'aigff of which thoe ohild graops the
abastraot concoption of goodnusBeeee E'I'ho ochild tastos tho ocuprowme
pleasure asgociutod with tho imiard ordgr which he has evolved throuzh
viotories leading to tha ripht goalecee 5 From his consciousncas of tha
(innor) dovelopmont of his porsonality, the child derives the impalne

to persist in thoso tasko, the industry to porform theom, and the
intelligont Joy he shows in thoir oc:r-qn’.l.«stci.on...“6'6

Again she sponko of resulis ovidontly from the developmont of onergles
latent in the dopths of the human aou1.67 In thae ocase of the little child, she
stressas, it i2 a quaation of aiding the natural evolution of voluntary
acﬂ;;i.on.68 Ho will not be able to work till he foels the awakening within him
of that tremendous instinctive aotivity which is deatined to construet his
oharaoter and his wind ,69 "A1l human victories, all human progross, atand upon
this inner Lforoo."10

Ire Montossori filled wany pages of hox works with offusive desoription

of the ohildren in whioh this inner force was at work. "The ohlldren appearad

L e " NG

62114 4., pe 381
63Maria Montessori, The Montossord Mathod, op. oite, pp. 86-87,

6lrbids, p. 353.
65Maria Montessord, The Disoovery of the Child, op. ¢ite., p. 3Tk

AP - y e

662'Iaria Montessori, Spontancous Activity in Fducation, op. oit., pe 152,
6TMaxia Montessori, The Montossori Mothod, ope cite, e 3L%

681b1d., pe 351
6%aria Montessori, The Absorbont }ind, ops Gite, Pe 270
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to bao too much absorbed in their work to indulgo in any of the disorderly
actions which had marked their conduct in the boginnina....7l The quiet in
clase was complete whon the children were at work and moving. No one had
enfcrced 1%, and what is more, no one could have obtainad 1t by externsl
moana"¢72 She, furthor, points out:

In a fow days that nobulous mass of whirling particles -~ tho disorderly
childron -~ bogan to take definite form. The ohildron asomod to begin to
find their own wayj in many of the objaocts thoy had at first despisoed ss
8illy playthings, they began to discover & novel interest, and, as a
result of th%g new intoreut, they bogan to act as independent
individuals. '

Over and ovoer she underscores the fact that while

all this keon interast in work is in evidence it nover haoppons that
childron get into disputes about objecta. If anyone achievea somathing
extraordinary, he will find some othor who will admire and be delightad
with 1t; no ono is annoyed when another ouccecds, tut the triumph of ond
rouses wonder and pleasure in the othors, ofton stimlates eager
imitators. Thoy all seem quite happy and satisfied with doing what they
cail, without the doings of others arogging envy and selfish emlation,
without encouraging vanity and pride.

She enthusiastically posaits:

Here you may find forty children from three to sevou years of age, intent
each on his own work; some are doing oxercises, some arithmetic, some
tracing letters, some drawing; asome are uvusy with the cloths, some are
dusting; some are seated at a table, some stretched on mats on the
ground, One hears a faint noise of7gbjecte being woved lightly about,

of children going about on tip-toe.

b —

MNyaria Montessori, Spontangous Activity in Education, op. cit., p. 93.

12)aria Montossori, The Secrot of Childhood, op. cits, pe 146.

3Maria Montessori, Spontaneous Activity in Fducation, op. cit., p. 90.

TMaria Montessori, The Discovery of the Child, op. c¢it., p. 368.

T5Ibid., pe 367
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Montczzori was ofien accuszed of fostering an "exogperated discipline”
in the clararoom governsd by her method. She knew, though, that freedom wusz so
inherunt in this order thet only if it were lacking could she btu accured of
baing too giringent for "if thero is some lack of discipline, tho couse ie to z
be found in scue lack of froudom¢"76

It was allegad, tono, that ghe crvated in hor toerks, as Roussveu had dons
in his, a kind of romantic siory¢77 She could unly answer by tclling the dis-
beliovers tu coms ard see fir thonsolves that "ry daacription of these
phenoncna was not coie inoginative tsle, or sowgthing I had drcamte“78

Discipline, then, to Dr. Montersori, wos an on-going procesa dopendent
on porsonal freoedom, It was brought sbout throveh the inner force developed
'in the child by spontaneccus intereat in and concentraticn on an external
objecet (vork). The child, internally vesponding to this external stimlus,
laenrned to wove about astively and purposefully, rather than wildly or mately
and apathatically.

Obediuance

#Discipling would bo irposcidble if not for the instinet of obodionce in
tha childo"T? Thus she introduces her second thesis, "It is easy, in fact,"

ghe says, "to identify obcdience as a nalural phenomsnon of human life; 1t is a

norial human characteristic.” However, even though it is normal, it needs to

76Laria Montossord, What Yoo Shetld Kuow Aboutl Yeur Child, ede Ao Ghava
Prakasam (izdras, India: Vafanta Press, 196L), Pe 131

TMaria Montesrord, The Egrggpioqﬂg&jﬁgb op., cite, p. 10.

®ruid., p. 3.
T¥Maria Montessori, Jhat Yhu Shna1d an ﬁbout Chlld, on.(cit., P 138 |
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bo cultivated through a long period of maturation.aO The inatinct is there tut

»

in somo coscs there is no obedionce bocause it 1z an impoozibility.al
Opprassion has so worked sgainst the childez that ho does not kmow "how to
oboy. He must, thorofore, be given tho opportunities for oxercise in obedionce

80 as {o enable him to respond to it¢83 To cbey, it im necessary not only to
wish to obsy, but also to know how to.#Sl

The instinct of obodience in tho child must, therefore, be made useful

and active. Becaune of this Dr. Montossori gave studiod consideration to the
training of tho will.,

The will, like every other function, is strengihcned and developed
by mothodical exercises. In our method, exercises of the will sre
incorporated with all intellectual oxercises and in the ovoryday life of
the child, Outwardly the child is lsarning accuracy and grace of wmove-
ment, is refining his sensations, and is learning Lo count and vrite, but

as a mora deepscated rosult, he is bocomégg mastor of himself, the fore~
rumer of the man of strong, ready will,

Dr. Montessori defines three ateps through which the devalopment of the
will proceeds,

The first level is that in which the child can obey, but not
aluaysese If the child is not yet master of his actions, if he cannot
obey evon his own will, so much less can he obey the will of gomeone
el8gsseeAt the second level, the child can absorb another persont's
wishes and express them in his own behaviour. This is the most that is

S

80Marsa Montessord, The Absorbent Mind, op. cit., p. 257."

81Maria Montessgori, What YbuVShoﬁlg Know About Your Child, op. cit.

8?Maria Montessori, The Absorbent Mind, op. c¢it., p. 26L.

83Maria Montessori, VWhat You Should Know About Your Child, op. cit.

Bliaria Montessori, The Montessori Mothod, ops cit., p. 36L.

8S.Mar.ia Montessorl, The Discovery of the Child, op. cit., p. 383.
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usually askod of chégdron. The teacher in tho common school asks only
that she bs oboyed.

Thore is, however, another phase and this is the powor to oboy. MAmong our

children the level reached is so high that the teacher is obeyoed immediately,
vhatever hor request wmay bo, 87

A directress of tun years exporionce gave a very marked oxample of a
group of children who had arrived at this third phaze, One day she told the
children to "put everything away bafore you go home tonight", Bofore she had
completed her sontence thoy atartadmwith groat care and speed to put everything '

away as the toocher had told them. It was with surprise that they héard "whan

you go homo tonight".88

This is an extrome examplae but it rolaya the measage that it is not
only necessary, but poasible to oultivate the will,

Dr. Montessori feared that the ordinary teacher and the ordinary school
ofton .inatead broke *the -child's will.

We often hear it sald that a child's will should be 'broken! and that
the best education for tha will of tho child is to lesrn to give it up
to the will of adults. ILeaving out of the question the injustice vhich
is at the root of evary act of tyranny, this idea is irrational because
the child cannot give up what he does not possass., We prevent him in
this way from forming his own wlll-power, and we commit the greatost and
most blamsworthy mistake. He never has timo or opportunity to test him-
self, to cstimate his own force and his own limitations becausc he is
always interrupted and subjectod to our tyranny, and languishes in in-
Justice because he is always being bittgrly reproached for not having
what adults are perpetually destroying.°?

86Maria Montessori, The Absorbent Mind, op. cit., p. 260,

871b1d., p. 262, 881014., p. 261.

8S’Maria Monteseori, The Montessori Mathod, op. cit., p. 366,
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It was Dr. Montessori's contention that it is mich easior to destroy a
will than to oultivate it. It can be broken in a moment, but the development

i# a long slow procuaa.9° ¢

In & very gentla, very surprising way, Ir. Montesaori came upon the way
ghe most often wused for direot cultivation of the will, One day she onterod a
olass oarrying a very amall child of perhaps one or two years old, She askad

the children to otop what they were doing and to become as quliet as the 1ittle

child. Her own words boat describe what happanod, )

The silonce was so striking that I sald, 'What a silonce! ' « and the
children socemed also to feel its quality, and remained atill, controlling
thelr breath, till I began to hear sounds that I had not noticed before,
as the ticking of the clock, water dripping from an outside tap, and the
buzzing of flies, This silence was a cause of great joy to the children,
and from it developed a feature of our schools, By it could be measured
the strength of the will of the childron, and with its exercise the will
became stronger and the silence poriod lengthened.9

It was with this characteristic gentleness that Maria set about helping
the child to develop his will. She abhorred the use of oppression. She sald,

Only exercise and experience can correct a disability, and it takes long
practice to acquire the various kinds of skill that are needed. The un-
disciplined child enters into discipline by working in the company of

others; not by being told that he is naughty. If you tell a pupil that

he lacks the ability to do something, he m%ght ag wall rejoin, 'Then why
talk about 1it? I can sec that for wyselfd

In the same vein she said, "If a child carries out the will of the teach-

er because he is afraid, or because his affection his exploited, he has no will,

9QMaria Montossori, Tha Absorbent Mind, op. clt., pe 254, |

ptaria Montessorl, Education for a New World (Lth Ed.; Madras, Indiaj
Vasanta Press, 1963), p. 83,

92Maria Montessori, The Absorbent Mind, op. cit., pe 215,
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and obedionce that is socured by suppression of tho will is truly oppression,
Such is often the obedience obtained in nchools, but the finesse of discipline
18 to obtain obedience from devaloped willag93
Obedience, then, to Dr. Montessori was an instinot which must be

cultivated through the gontle training of the will.

gggard and Punishment

"Rewards for accomplishment were baniched from the vory first Montessori
class, Céilod 'thosa degrading things' by Dr. Montessori, they would never
substitute, in her view, for the only reason a porson should oxcel - his
desire to do mo, 'Heaven forbid,' she sald, 'that poems should ever be born of

the (poet's) dosire to be crowned in the oapitalo'"9h

To Dr. Montesgsorli the "true and only prize which will never belittle or
disappoint 1s the birth of human power and 1liberty within."95 She felt that
other rewards might create the illusion of being effective btut when

the child becomes truly self-disciplinad, thgae dissolve like something
worthless, like an i1llusion before reality.?® Tne child, in fact, once
he feels sure of himself, will no longer seok approval of authority every
stop. He will go on piling up finished work of which the others know

nothing, cbeying merely the need to produce and perfect the fruits of his
industry,97

93Maria Montessori, Education for a New World, op. cit., p. 85.

: 9hCharles Mangél, "Montessori: Education Begins at Three," Look, XXIX,
(Jan. 26, 1965), p. 62,

95Maria Montessori, The Montessori Method, op. ¢it., p. 101,

96Maria Montessori, The Discovery of tho Child, op. cit., p. 370.

97Maria Montessori, The Absorbent Mind, op. cit., p. 275.
' i
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It was of grest concern to Dr. Montessori that a system of prizes could
even warp & child by causing him to choosc work for the sake of reward, rathoer
than that vhich is of most interest and of which he is wmost capable.98 She
often sald that '"he who accompliches a truly human work, he who does somathing
really great and victoriouns, is nover spurred to his task by those triflinrg at-
tractions called by the namu of 1prizas‘."99 Sno insisted that "progress comes
from new ‘things that are born, and these, not being foreseen, are not rewarded
with prizes."lO?

Dr. Montessori happily noted that sometines the children refused a re-

ward, ©She said she often saw "gilt crosses pinned to the breasts of children

withoul arousing the smallest reaction; here then was the awakening of a deli-
cate sense of dignity."101

In The Sscret of Childhood she illustrates this:

One day on coming into the school I saw a child sitting in a little arm-
chair in the middle of tho room, all by hiuself, doing necthing; on his
chest he wore the powpous decoration that the teacher had prepared as
revard of good btechaviour. The teacher told m2 that the child was being
punished. PBut a moment sarlier she had rewarded another child, pinning
the decorztion on him. And this child, passing beslide the culprit, had
passed the decoration on to him, as though it wore somethingz useless and
in the way of anyone who wanted to work. The culprit looked at the
decoration with indifference and then looked tranquilly about him,
evidently without feeling his punighment. This was enough to show the
vanity of rewards and punishments.l -

98Maria Montassori, The Montsssori Method, op. cit., p. 2L.

991bid., p. 23. 1007p34d,, p. 2L.

101aria Montessori, The Secret of Childhood, op. cit., p. 138.

1021p34., pp. 137-138.
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The prevalence of the use of punitive measures in the common schools

surprised and appallad Dr. Montessori. She reports in Tho Formaticn of Man
that when her boliofs became knoun, “a group of English teachers protested
publicly and declared that if punishments were abolished they woald resign from
teaching because they could not educate without punichients,” In the same vein
she mised: "Punishuents! I had not realized that thcy wers an indispensable

institution holding sway over the whole of child-humanity. A1l men have groun

up under this ht}miliation!"lo3

Aother source of astonishment to Dr. Montessori was the inquiry spon-
sored by the Institute Jean-Jacques Housseau in co-operation with the New Educa;
tion Fellowship. "Educational institutions and private houes were asked what

kind of punishments they used to educate the children. It is curious that in- |
stead of feeling offended at such an indiscreet inguiry all hastened to subnit i

information and some institutione seemed proud of their mode of punishing."loh
Dr. Montessori insisted that 'the normal man grows perfect through ex-

panding, and punishment as cowmonly understood is alvays a form of

rcpression."lo5

Although Maria Mcntessori rejected every form of repression or oppression

she was not above correction., E.M. Standing mentions that she told him once of

-

1031aria Montessori, The Formation of Men, op. cit., p. 0.

10l1134,, p. 4l

105Maria Montessori, The Montessoril nghod, op. Ccite, Do 25,
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an occasion when she reprimanded a disordorly child in a house whore ghe was
staying. "Tho mothor said, 'But you shouldn't do that -~ it is against the
Montessord principles! ' 'As if I didn't know my own principles, %'she added
with a wry amilo.1"165v

Corroction, however, was the exception and not the rule. She thought that
Wrathor than try to correct the thousand and one visible signs of a doviation

from normal development, tha teacher needs only to offer, in an interesting

foru, means for the intelligent development of more harmonious movemcnts."m7

One of the basic contentlions of Montesgorit!s system is that "the child
.08
L]

vho does not do, does not know how to do, The spplication of this to her

condemnation of rewards and punishments can be found in almost any of her -

Al

writings.

We know only too well the sorry spectacle of the teacher who, in the
ordinary schoolroom, must pour certain cut and éried facts into the heads
of scholars. In order to succeed in this barron‘task, she finds it
necessary to discipline her pupils into immobility and to force their
attention. Prizes and punishments are ever-ready and efficient aids to
the master who must force into a given attitude of wmind and body thosa
who are conderncd to be his listenors.l09 Put supposing he (the child)
set himself to work; then the addition of prizes and punishments is
superfluous; they only offend the freedom of his spirit. Hence, in
schools like ours which are dedicated to the defence of spontancity and
which aim at setting the children free, prizes and punishments obtviously
have no placs. Moreover, the child who_freely finds his work shows that
to him they are completely unimportant.llo

\

It is difficult to find in the writings of Maria Montessori any other

106E. M. Standing, Maria Montessori: Hor life and Work, op. cit., p. 281

107Maria Montessori, The Absorbent Mind, op. cit., p. 266.

1OB.Maria Montessori, The Montessori Method, op. cit., p. LT.
109Ttid., pe 21.
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approach than this very positive one of showing the child who does nol do, what
to do, and rewards and punishments becowe unnecessary. Although she does say
that certain harmful acts should be repressed, in all of her writings she men-
tions using only one wethod to do this.
Isolation alnost always succeeded in calwming the child; from his po-
sition ho could see the entire assembly of his cowpaniovns, and the voy in
wvhich .they carried on their work was an object lesson much wore effeclive
than any words of the teacher could possibly have been. The isolated
child_was alvays wmade the object of special care, almost as if he wore
111,111
Isolation frow the children, but with the very special attention of tho teacher
is the only method that shs speeks of in her writings.
To Maria Montessori, then, external rewards and punishments were unteon-
ablo. The satisfaction found in the need to produce and perfect his oun work

was tho child's inheront and only reward, a reward waich eliminated the nsed

for punishment.

The Child

Dr. Montessorils writings bescoue sensitive and almost fragile whencver
she directly refers to the child as such. She was imbued with a deep worship
of life, a reverence and respect which was apparent in the desp human interest
vwith which she observed the development of child 1ife.112

She was wont to say

The infant is a man -~ such is the figure we ought to keep in view. Ve

must behold him amidst our tusmltous human sociely and see how with
heroic vigor he asnires to life.ll3 He is nol yet quick in movement and

. o

111Haria Montessori, The Montessori Method, op. cit., pp. 103-103.
1121pi4,

113Maria Montessori, Ths Discovery OL tun Child, op. cito, Pa 371,
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in languago, and will have to bocomo so; he is passing throuch an
exporicence full of wistnkes and is strupyling painfully toward the right
goal which his instincts kesp hidden, which is not cleer to his under-
standing. The movenronis, whalever, which have to be establiched are
those corresponding to the behavicar of man.tl

She congsidared the care and culture of this infent life to be an
Inporative causc,115 and she dewandsd for this life an almost religions and
revorent rcspect.116 Nontegsori wes a Christian and she accepted as oue of the
brsic tenats of Christionity that "human dignity wust be helped, respected,
and recognized in its greathess*"117

Even though the infant was recognized as man, this did nol mean that "{he
child was only a 'future being'! aud that respect was only due him whon he
had matured into full manhood.llB She required for the children the same

respect and courtesy which she asked for herself.119

She vented, too, for the
¢hildren, an immense kindness. She wanted the kinduess which consgisted in,
tinlerpreting the wishes of othoers, in conforwming one's self to tham, and
sacrificing, if need be, onats own desire, 20

Avong teachors, she frequently saw something leass than this kindness.

-~ il o

ltharia Montesgori, The Discovary of the Child, op. cit., p. 371.

115Maria Montessori, The Montessori Method, op. cit., p. 106,

116744,

1175, Mortiuer Standinz, "Seeds of Fvil in the Child!s Soul," The Down-
gide Review, XVIIT (Vinter, 1960), p. 53.

118“&?1& Montessori, The Child, np. cit., p. 2

o ot

11%aria Monbessord, Dr, Montessorils Own Handbock (Canbridge, Mass.:
Pobert Bantley, Co., 196L1), p. 78+ o

1201114,
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All the crosses rwade by tho teacher on the child!s written work, all her
so0ldinzs, only have & loworing effect on hils onergics and interests, To
tell a child ho is naughty or stupid jusi humiliatesz him; it offenda and
insults, but does not improve him. For if a child iz to stop making
misiakes, he mmst become more skillful, and howlsin he do this if, being
alrsudy bolow siandard, he is also discouraged?

It was frightening to her that in London she could tuy whips in tundles,
as they were siill used by teachers. '"The necessity for these 'indispensablo
means! of education proves that the life of childhood...and its human dignity
is not reapacted.“122 What is worse yet, the tendencies which wore atigma-

tizad were often merely those which were a sourcs cf ennoyance to adults‘123

Ho, a8 doos cvery strong character vho delonds the rights of life
within him, rebels against snyone who opposes this sometling which he
feals within him, which is a voice of nature vhich he wust obey; then he
shows in violent actions, in scresms and weeping that he has been thwariac
in his wission. In the cyes of those who do not underatend him and who,
whilst thinking they are helping him, are pushing him backward along the
ways of lifc, he appears as a rebel, a revolutionary, a destroyer. Thus

the adult g o loves him fastens on his bent neck atill anothor
slander.“l

In Spontansous Activity in Education she describes in a different man~

ner, the same problem. i

The chilé has something within himself vhich governs his inner life:

it 18 the force of his own expansion. It is the force, for instance,
which leads him to touch things in order to bscome acquainted with them,
and we say to him, 'Do not touch'; he moves about to esiablish his
equilibrium, and we tell him to 'keep atill!; he questions vs to acquire

121Mnria Montessori, The Absorbent Mind, cp. cit., p. 245,
122

Maria Montessori, The Formation of Man, op. cit., p. Ll,

1234aria Montessori, Dr. Montessorils Own Handbook, cp. cit., p. 116,

12uMaria.Hontessori, The Diccovery of the Child, op. cit., pp. 378-379.
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knowledge, and we ruply, *Do not be tiresome!.,...He might w{} thinks
Who dosa sho, whom I love so dearly, want to annihilate ac?

Rather than stifle this inner 1ife we wust "swait the manifestations which we
know will succeed one anothar,"+20
In many of the adulie with whom sho ceme into contact, Dr. Montessori
sow the rosults of this annihilation. Exorcises she performed with them wore
astonishing in their results. "The torpid movamonts of the grownups, the lack
of graan, the almoat complete inoapacity to give oxprossion to the face., This
wmade us realize, indeed, that we have Lost gomgthing upon the path of 1ife.“127
Drs Montesaori made an important distinotion with referenca to tha
"normalized" child. "Under proper conditions, the will 12 a force which impels
activities beneficial to life. Nature imposes on the child the task of grow~
ing up, and his will leads him to make progress and to develop his powera."128

In The Formation of Man she gives an oven olearer deacription of this,

Now ohildron as thoy are ordinarily known ~ unatable, lazy, disorderly,
violent, disobedient, eto. ~ are tfunctionally! 1ll and can be cured by
a hygianic form of psychic 1ife. In other words, they can be
norwalized!s Than thoy become like disciplined children who gave these
revelations at the beaginning of our work, and who surprised us aoc much,
In consequonce 2f this normalization the children do not beaomo
'obodient' to a teacher who givea them lossons and correcta tham; but
they find thelr guido in the lavs of Natrre 1.e., thoy start again to
function normally.«ss What ia usually callod 'Tho Montessori Method! is
entirely basad upon this ossential point,le?

s " R

125Maria Montessori, Spontanoous Activity in Fducation, op. cit., p. 192,

laéMaria Montessori, Tho Montessori Mathod, ope cit., p. 105,

12Tshe11a Radice, op. cit., p. 108.
128arsa Montossord, The Absorbent Mind, on. cit., p. 253.

12%aria Montosaori, The Formation of Man, op. cit., p. LS.
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Dr. Montesaori thus insists that it is poaaible for all children to
| exprezcs goodness in their wovements, Vhon this doos not happen the child
should be piven spéci&l care and aliention until ho begins to functivn nornal-
1y. She described a normally functioning child as one who

does not nuved anyons to be constantly near him telling him repeatodly to
| keep still, to be good - comiands embodying two contradictory idvas. The
goodnuzs which he has acquired can no longer nake him keep £till in
idlencas; his goodness is wholly exproszod in movemente...The child has
not only learnt to move about and to carry out useful operations, but he
possesscs a special grace of movement which mikes hie gestures more
{ correct and beautiful and showe itself in beoauty of the hand, the face,

and the calm shining eyes -~ the whole a revelation of the inward life
vhich has been born in a men.

It was almost boastfully that she referi.d to this ss a reality. "It
| is the children thomselves who zpread my nathod. Happily they bchave as I say
they do in books, and people go and sse them, and at last believe in them-

5oivea.“131

A major quostion which Dr. Montessori had io answor in relation to the
child was - is man good or evil? Her answer was arbitrary: "The ancient
philosophical discussion as to whether man is born good or evil is often
brought forward in connection with my method, and many who have supported it
} have done so on the ground that it provides a demonstration of mants natural
goodness., Very many others, on the contrary, have opposed it, considering

that to leave children free is a dangerous mistake, since they have in them

T T 3 e B O L VD000 ~tebigites b et s * = @l DI - Bppind
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130iaris Montessori, The Discovery of the Child, op. cit., pp. 373-37h.

paria Montessori, The Child in the Church (London: Sands & Co.,
1930), p- 18’40 ) o
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innate tondencios to evil,n13?

She was accused, too, of agrceing with Roussein that "in mon all is good,

tut ovorything is spoilt in contact with socicty. She offended iho various

133

philotophiea concerning the noture of the human soul" "~ and ghe coused geandal

by seying that in her oxperiences "the rovelations of the child olirinated
puuiahmonts,"13h

She usually answerad these charges by caying that zhe did not think that
the goocness of children in their freedom uenld solve tho problem of tha
absﬁﬁute guodness or wickednass of men. '"e can only szy thal we have wmade a
contribution to the cause of goodness by reroving obstacles vhich were the
cause of violeonce and rcbellion."135

Dr. Montessuri clarified the peint using the follouing cxauple:

If, for instence, we vere to see men fighting over o piece of brcad, we
might say: IHow bud men arelt! If, on the other hand, we entercd a welld
warmed eating-housc, and saw them quielly finding a place and choosing
their meal without any envy of one another, we might say: 'How good wen
aral.s...We can, for inslance, provide oxcellunt eating-houscs for an
entire peoplo without directly affeciing the question of their morals,
One might say, indsed, that to judge by oppearences, a well-fed people
are better, quister, and cor-it less crime then a nation thet is 111~
nourished; but vRoever drews from that the conclusion that to make men
good it is encugh to facd them will be waking an obvious mistake.

It camot be denied, however, thal nourishmont will be an essential
factor in obtaining goodness, in the sonse that it wi%g gliminate all the
evil acts and the bitterness coused by lack of bread, 6~

re % —r

132Maria Montessori, Dr. Montqg;ori‘s Can Handboolk, op. cite, po 115,

133Maria Montessori, The Formation of Mem, op. cit., p. LO.
L3b1p14., p. b2,
135Haria Montessori, Dr. Montessoril!s Oun Handbcok, op. cit., p. 121.

136Ibid., p. 118.
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Dr. Montsasorl never roally felt compolled to address herself to the

question to any greater extent., She did not argue the point because she though

TT

that Jt was rather a question of "individualsg who are wore or less fortunate,

and not necessarily of individuals who are mors or less good."137

To Dr. Montessori, then, the child is a wman deserving of the deepest
renapact and having within hinself a pcuer which governs his immer life and
which forces his own expansion. Imposed on the child is the task of growing

vp, and his will leads him to make progress in devslcping his powers,

The Teacher

The role that Dr. Montessori outlines for the teacher in her system |

differs from that of the teacher in the common schivol,

hor pupils, knowing that sho must look after them and what she has 1o
teach. The Montessori teacher is constantly looking for a child who is
not yet there, This is the main point of difference., The tleacher, when
she begins work in our schools, mist have a kind of faith, that the child
will reveal himsolf through work.13% She must become passive, much wore
than an active influence, and her passivity shall bo composed of anxious
sclentific cvriosity, and of absolute respect for the phenomenon which
sho wishes to observe. The tsacher mct understand and feel her position
of observer: the activity must be in the phenowmenon.

In the traditional schools, the teacher secs tho immcdiate bshaviour of l
!
|

Always the toacher had to remsmber she must not serve any particular political

or soclal creed, but be dedicated to the service of the complete human being}39

. 137TE, Mortimer Standing, "Seeds of Evil in the Child's Soul," op. cit.y
Pe 53, '

138Maria Montessori, The Absorbent Mind, op. cit., p. 277,

139%aria Montessori, To Educate the Human Potentisl, op. cit., p. 3.
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not too assertive but with a complete and deep scnse of rcsponsibility.lho
Tt was Dr. Monlessorits belief that "the work of the educator consists
prirmarily in protecting the powors and directing them wlibout disiurbing them
in their expansior; and in the bringing of man into contact with the spirit
vhich ig within him and which should operate thrcough him."lhl
Logically, the only book the 1leachers were to use was the child hiwmuelf,
F "Tho observation of the way in which the children pass from the first
disordered movemenls to lhose which are spontancous and ordervd - this is the
book of the teacher...which muat inspire her actions; it is the only ons which
she must read and study if she is to becomy a real educator."1h2
1 So intent was Dr. Monlessori on the tsacher loarning to obscrve that she
wrole very specific instructions as to how to do it. Her guide to the obger-
vations of obedience and conduct could be summarized as follows:
1. Note if the child responds regularly to summons, eagerly and
joyously.,
2. Note if change in bshavior from disorderliness {to orderliness take
place during the devcolopment of the phenomena of work. |

3. Note whothexr the child experiences serenity in the use of ordered

actions.

- e

WOyaria Montessori, The Absorbent Mind, op. cit., p. 262,

WPl ff A

1h1Maria Montossori, Spontaneous Activity in Hducation, cop. cit., p. 19k,

1h2Maria Montessori, The Montessori Method, op. cit., p. 9.
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L« Note the interest the child takes in tho dovelopment of his
cnmprmiom;..'u’3
The work of the teachor, then, was to "uring tho full possibilitiocs of
the children,"l#h not to impart what was hers.
Dr. Montossori thought, aleo, that tha groatest benefit the teacher could

bestow on the child was hor own exercise of reatralnt}bg for the "preat

principle which brings euccess to tho teacher is this: as soon ss concentra-

tion has befun, act ag if the child does not oxist."lhé Te child then

becomes his own teachorlh7 and the more active he becomes, the lass active the
teacher nced be and "in fact, she may end by standing almost completely
aside. nlh8

Needless help 45 an actual hindrance to the child.1h9 "Whé.doea not
know that to teach a child to feed, himeelf, to wash and dress himself, is o
mich more tedicus and difficult vork, calling for infinitely greater patience,

then feeding, washing and dressing the child one!s golf? But the former is the

ih3ﬁar1a Montessori, Spontaneous Activity in Education, op. cit., pp.
123~12

lth. C. Orom, A Montessori Handbook (New York; C. P. Putnam & Sons,
1965)’ pb )th

1h5Maria Montessori, "Environment for the Child," Saturdav Review, CLII
(December 19, 1931), pp. 783-T78L.

1h6Muria Montessori, The_ Absorbent Mind, op. cit., p. 281,

1h7Maria Montessori, The Formation of Men, op. cit., p. 2.

8
Maria Montessori, The Absorbent Mind, op. cit., p. 2Lk

1h9Maria Montessori, The Montessori Mothod, op. cit., p. 99,
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work of an educator, the latter is the casy and inferior work of a aervant.“lgo
l Constant interruption is also a hindrance to the child. "He who inter-
rupts the children in thelr occupations in order to meke them learn some pre-
determined thing; he who makes them ceaso the study of arithmotic to pass on to

thel of geography and the like, thinking it ia important to direct thoir

cultnre, confuses the moans with the ond and destroys {tha man for a vanlity.

That which it is necessary to dirsct is not the culturc of man, but the man

himself."151
This is very difficult for a teacher, especially one trained in the com- !
won school, to "assimilate and practice."152 \
The teacher, then, 18 to be an observer rather than one who treats the |
children as "storchouses into which new objects are contimually daposited."153

Neither is she to ignore the child who is eager 1o answer becavnsse he knows the

material, questioning especially the pupils who are uncertain, making those who

do not know speak, and those who do know be silent.lsu

She substitutes for criticism and sermonizing, "a rational organization

of work and liberty for the child."55 When her class becomes undisciplined

150Thid., p. 98.
151Maria Montessori, Spontancous Activity in Education, op. cit., p. 180.

l 152Maria Montessori, The Montessori Mathod, op. cit., p. 88.

153Maria Montessori, Spontancous Activity in Education, op. cit., p. 209,

Whparia Montessori, The Mcntessori Method, op. cit., p. 351.

1554aria Montessori, "Disciplining Children," op. cit., p. 102
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and disorderly, she "sees in tho disorder mersely an indication of some orror

¢
ihat she has made: she seeks this out and correccis it."l’é

Dr. Montessorl is pationt wilh the new teacher, espscially the one who

has been trained to teach in the common school, for "when she bogins to find it

hor duty 1o discern which are the acts to hinder and which are {hose lo obsurve

—

the teacher of the old cchool feels a great void within horself and bogins to
ask if she will not be inferior to hor new task. In faci, she who is not
prepared finds herself for a long time abashed and impotont."157 Farther she

warns that "filled with enthusiasm and faith in the imner discipline which che

expacts to appear...she will find herself faced by no light problem...."160

The appearance of discipline which may be obtained is actually very
fragile, and the teacher, who is constanily warding off a disorder
which she feels to be 'in the air,! is kept in a state of tension.

The great majorily of teachers, in the absence of sufficient training
and experience, end by thinking that the 'new child! so eagerly

expected and of whom so much has been said, is nothing but a myth or

an ideal. They may also conclude that a class held together by such an
effort of nervous eneri%i is both tiring for the teacher and not profit-
able foir the children.

- &

156Maria Montessori, The Absorbent Mind, op. cit., p. 287.

157Maria Montessori, The Montessori Mothod, op. cit., p. 89.

158Maria Montossori, The Discovery of the Child, op. cit., p. 370.

J 159Maria Montessori, To Educate the Human Potential, op. cit., p. 10.

160Maria Montessori, The Absorbent Iiind, op. cit., p. 263,

161Maria Montessori, Spontaneous Activity in Fducation, op. cit., p. 87.
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This is a vory probable happening if the teacher does not realize'thc
iwportance of the orientation poriod, and if she does not realize "that

liberty beginas when the 1ife that mast be developed in the child is
initiated, 162

This brings another very basic concopt of the Method into focus. That

is the Prepared Envivonment. When asked if she could compress a desoription of

hor principles inte one phase, Maria answered thai‘it vwould be, "Iiborty in a

0 Prepared Environmant."163 v

Discipline becomes possible only in the pfopar environment, anr environ-
ment which favors 1life, rathor than stiflas it.16h Again she sayss ‘

Order 1s not goodness, but perhaps it is an indispensable way to attain
13,165 If the ohi1d lacks suitavle external means he will never bo able
to 'make use of! the great energies with which nature has endowed him,
He will feel the instinctive impulse tovard an activity such as may
engage all his enorgy, because this is the way nature has given him cf
making perfect the acquisitions of his facultles., But if there is nothin
there °. to satisfy this impulse, what can the c¢hild do but what he

does ~ gevelop his activity without any aim in disorderly bolsterous-
ness?160 It is the preexistont 'knount'! which sxoites expectation and
opens the door to the novel 'unknown'; and it is the already present
Teasy work' which opens new ways for penetration, and puts the attention
into a state of expectation,"l07

v~

162714 4.

163)ayin Montessori, The Child in the Church, op. cit., p. 110. .

léhMaria Montessori, The Montessori Mathod, op. ¢it., pe. 106,

165Maria Montessori, The Formation of Man, op. cit., p. Lk,

166aria Montossori, The Child, op. cit., p. 10.

16TMar1a Montessori, Spontancous Activity in Education, op. cit., p. 158,
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So importent is the Propared Environment that Dr. Montessorl says that
education is not what the teacher gives but rather a "natural process
spontansously carried out by the human individual, and 1s acquired not by
1listening to words but by experiences upon the environmont."168

It 38 the Prepared Environmont, very carefully described in Maria

e

Montessori's writings, that hor theory of inner discipline becomes a possibility
and a reality. The environment, to be sure, is a necossity because the "school
mest give thae child's spirlt space and opportunity for oxpanaion"169 while |
providing "him not only with a useful exercise btut with a control of error,"L0
It needs not only to care for tho hypothetical average student but, also, for
the pupils on each end of the ability curvé.171

It 1o in such an atmosphere that control of the child decreases ﬁs ﬂe
grows older172 and in vwhich he "cultivates a friondly feeling towards error,
treating it as a companion insepareble from his life, somsthing having purpose,
which it truly has,nl73 '

Dr. Montessori very simply describss such & room in this. manner: "A

168aria Montessori, Education for a New World, op. cit., p. 3.

169Maria Montessori, Tho Absorbent Mind, op. cit., p. 261,

170764d., p. 263,

17)yaria Montessori, To Educate the Human Potential, op. cit., p. 19.

12p14., pe 3.

173pMaria Montessori, The Absorbent Mind, op., cite, Pe 2L6.
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rovn in which a1l tho children move about ussfully, intelligently, aud

voluntarily, without commitiing any rough or rude act, wonld seem to me & classg

room vary well disciplined indced."17h

To Dr. Montessori, then, the teacher is an obsorver of children for
whon she must have a desp respasct and love. She does not impart what is hers
'but rather brings out that which iz within the child. Restraint is her con-
stant companion, so wuch so thet when the child has begun to concentrate she
does not interrupt him and, in fact, acts as if he docs noit even exist, It is
her duty to propare the environment in which such concentration can be begun

and carried on.

Conclusion

To define the Montessori Theory of Immer Discipline it is nccessary to
examine Maris Montessorits idaa concerning discipline through liberty, obedi~-
encs, reward and punishment, the child, and the teacher.

From this examination we can conclude that the.principles of the
Montessori Theory cf Irnor Discipline are:

%e The child is a man dessrving of the despest respect.

2, The child has within himself & power which governs his imer life
and which forces his own expansion.

3, Nature imposes on the child the task of growing wp, and his will
leads him to make progress in developing his powers.

L. The teacher is an observer of children for whom she must have a deep

respect and lovs.

Aaviniuarthonghn W

17“Maria Montessori, The Montessori Meﬁhod, op. cit., Pe. 93,
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5« The teacher does not impart what is here but rather develops that
which i8 within the child,

6. The teacher mast exorcise restraint, so wmuich zo that whon the child
has begun to concentrate shec doos not interrupt him, and, in fact, treats him
as if he doss not oxist, .

7 Obedience is an instinct which must be cultivated through the gentle
training of thas will.

8, The teacher must prepare the environment in which concentration can
be bagun and carried oubt and in which the will can be gently trained,

9« Discipline is an on~going process dopsadent on personal freadow,

10. Discipline is brought about through an inner force developed in the
child by spontaneous interest in and concentration on an external object (work).

111 The child, internally responding to an extornal stimlus (work), |
learns to move about actively and purposefully, rather than wildly or muiely
and apathetically. '

12 The satisfaction found in the need to produce and perfect his own
vwork is the child's inherent and only reward, a reward which eliminates the
need for punishment.

It is to the discussion of these principles by writers other than Maria

)

Montessori. that we proceed,




CHAPTER III

THE PRINCIPLES OF THE MONTESSOPI TIEORY OF INNER DISCIPLINE
AS DESCRIBED BY OTHFR WRITERS

Introduction

"Nobody who visiia a Montessori classroom gver looks at education quite
the same way again."l This is on one hand a left-henided compliment, while on
the other hand it focuses on the essanco of the Montessori Mothod~-its in-

escapably dynawic effect on the children and on those who came to scoff and

stayed to pralce.

Controveraial as the Method beeame, the woman herself frequently clouded
Judgments and confused her critics. Although many believed her to be ™o more
fashion, and no mere infant-school influence," acknowledging that "we can all
g0 on lsarning from her for a long time yet,"2 others sew her as possessing a

personal charism rather than a particular mathod,

There seems to be littie doubt that when she horself taught, in her
hands, the most simple exorcise could becons the experience of a life-
time. Put this was a personal charism. The problen is whether or not

the system provides for such an experignce, in any structured plan, to
be uwsed by a Lless talented directress.

Lpruce Miller, "lontessori: The Model for Proschool Education?,"
The Grade Toacher, LXXXTI, (March, 1965), p. 117.

Francis Drinkwater, Telline the Good News (London: Macmillan & Co;,
1960), p. 223, o

3 pubert J. Clark, "Montessori and Catholic Principlss,® The Catholic
Educational Review, IX (February, 1962), p. 80,

L6
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A further source of confusion is the marked dichotony botweon what

Madame Montessori wrote and what she did, betwson her philosephy and her
pedagogy, her theory and her practice, She seems to have obtained hor theory
| £rom her studies; her practice she derived from a shrewd observation of human

beings. Consequontly, her teaching proceduros may oither contradict her
gonoral principles or have no discernible relationship with them, Always, hou-
evar, her reaction to the children, her grasp of their needs, her handling of
them, her methods of teaching~~these are constant and right. ¥As a olinician
and teacher she is wmegnificent, btut like many other great teachers she is an
indifferent philosopher. As a result, Dr. Montessori sometimes seems to do the
right things for the wrong ruaaon."h Hor own adopted son admits that his 1
mother was "onse of the few great educators to vwe her principles more to hor
practiga than to the other way roundl"5

It is the application of her principles concerning discipline, as }
derived from her practice, that many writers have examined while she was alive
and since her death, It is with these that the present chapter concerns
itself,

Disciplins Through Idberty

Rightly, Dr. Montessori has received abundant and enthusiastic enw-
dorsement for her dootrine of discipline through liberty. Even her most

hCOlﬂ, OPe clte, Po 5726

SMario Mo Montessori and Clande A, Claremont, "Montessori and the Deepei
Freedom," Year Book of Education, (1957), po Llle

©
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ruspacted and woll-known critic, Villiam Heard Kilpatrick, had to admit that

her greatest sorvice was in the "practical utilization of 11borty.“6 As early
as 1913 Culverwell said that "of all the applications of the principle of
freedom, the most far-reaching and the most original is the goneral liberty of

the schoolroome“7

In this same year, 1913, a nanual for parents was published which
heralded liberty of aclion as a preroquisite for the childts growth, This is
' the

rock on which the edifice cf her system is being raiszed. Tt is also the
rock on which the barks of many investipations sre wrecked. When they
realize that she really puts her theory into execution, they cry out
aghast, 'wWhat! A school without a mle for ailence, for immobility, &
school without fixed seats, without stationary desks, where children may
git on the fleor *f they like, or walk aboul as they pleases a school

| whera children way play all day if they choose, may seloct their oun
occapations, where the teacher is always silang and in the background--
why, that is no school at all--it is anarchyl"

So convinced was Mrs. Fisher of the need for liberty for children that she tolg

her readoers thal unnecess:ry restrictions placed upon their children were a

crime.9

6w111iam Heard Kilpatrick, The Montessori Syslem Examined (Posten:
Houghton Mifilin Co., 191L), p. 67, o

7E. P, Culvorwell, The Montessori Principles and Practice (New York:
John Martin's House, 19137, p. Lib.

8Dorothy Canfield Fisher, Montecssori for Parents (Cambridge, Mass.:
Re Bentley, 1913), p. 12L. T

?Tbid., p. 1k0.
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At this same time, Ellen Stevens, who had the privilege of sludying

under Marie Hontessori, wrote A Guide to ihe Montessori Method. <She obrerved

that even thourh the liberty that Madame lontesscri spoke of was "liverty
10

through law," it was not a partial liberty or a restrainvd liberty.
So difficult a concept was this to grasp that Florence Vurd wrote, in sn

atiempt to apply the Montessori liothod to the American School, that in the

asrociation of tho word "frecdom" and "the child', the most fundamental problen

of American education vwas baing touched,11

and Justly so. She advocated alnost
adamantly that American schools folluw the lead of Ir. Hontessori and tske the
ideal of freedom out of the reoalm of theory and put it into general
practica.12
It was this practical epplication which seemed to call forth criticism
in the early days of the applicaticn of the Methods "The child nust have
perfect freedom up to the point of collective interest,"lB but this point is
only very vaguely describad as "when the child is doing some of those things
which we wusl not do."lu
Possibly because of this very wveguenecs therc seems to be a lack of

[ ]
inlerest indicated in this theory by tho deerth of widlings after 191lL. It vas

s esn ppa—, o Vot

10

Ellen Stevens, op. clt., p. 199.
Lyarg, op. cit., p. 28, 1?22&9;3 p. 50,

Limws, Marshall Darrack, "Puplls Who Never Hear Dontt," Overland Monthly,
IXITI (June, 191L), p. 5%0. ”

1hL.M. Dent, "Are the Montessori Claims Justified?," Forum, LI (June,
191L), p. 88lL.
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only in 1949 that Dr. Montessori's son, Mario, began again to proclaim the
gospel of liberty'.,

Freedom is more vital to the child than to any grown-up; if the loving
cere of a dominatine nation is irksome to a people, lack of freedom must
appear deadly to a child who has to cdevelep in body and spirii. The
child iz a rebel only because the adult is an unconscious, though well-
meaning, tyrent. If freedom is a nccessily of grown-up life, it is
absolutely vital to the growing spirit. WNature has instilled the child
with an unquenchable love for this fresdom but there is no one as much a
slave a8 the child, That is the trapglc reality....A beine that neods
movenent end sonsorial experience to grow mentully, who, at that epoch,
needs Ifroedom nore than at any other time of his 1ife, 1s imprisoned in
a room where other children are packed with him. There he must be silent
gtill, attentive to a tsacher who tells whatl he is to do, what he is to

| think, when he is to talk aznd even when he is to relieve his bodily
needs. The oxercise of 1ts intelligence is limited almost entirely to
effects of womory. Back at home, there is moro work to do under the
watchful care of an adult thatl fears lest his child should lose the year.
It studies untdl it 19 time to go to bed. Then sleep...and another day.
Day afler day, year after year, until he ig no longer a child, such is
his life; urged, scolded, punished, cajoled, pricked in his vanljy--a
prisoner, always a prisonar, condeined to forced labor for lifel~

With the establishment of the Montessori School in VWhitby, Connecticut,
the possibility of the application of the theory of discipline through liberty
gained new support., Nancy Rambusch, headmistress, showed very concretely that
the Montessori Method provides "the twin keys to human develepwent--self-
mastery and mastery of environment through the exercise of liberty."

If one wers to discuss the present American system of education
at the level of ite two polarities--the most permissive kind of public

15Mario M. Montessori, "Freedom and its Meaning," American Teacher,
XXXITI (March, 1949), pp. 15-16.

16Joe Alex Morris, "Can Our Children Learn Faster," The Saturday Evening
Post, COXXXIV (September 23, 1961), p. 18.
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educution on the one hand, and the most rigid kind of private education
on the other-~it could be said that in neither of these extremes is self-
discipline iruly found. A child who is exposed tg anarchy is not a free
child, nor is & child who is oxposed to rigidity.:!

Dr. Urban Fleege, in agreement with Nancy Rambusch, stated that
"Montessorits emphasis on freesdom and diccipline as side by side prurequisites
in any effective learning environment, will lead public school administrators
Hto discover that presence of freaedom but the abscnce of discipline in many &
classroom, while the opposite is likely to bs the discovery of many & parochial

school administrator."le

This seems to be very noatly summed up in a staterent made by Standing.
UIf there were no liberty, there would bs no self-discipline. On the other
snand, if there were no self-discipline there could be no true liberty."19

By the late 1960's Maria Montessori ssems to hove come into her own.
"The traditional schools began displaying efforts at fostering self-development;
creativity, a freedom to explore."20
i AM. Joosten described it best whon ho sazid, "It is of‘ten said ﬁhat the
Montessori Method gives freedom to the ¢hild. Some think too ruch, others not
enough. The question gains in clarity if we realize that the Montessori Method

aims at setting free the riches hidden within the child. It offers theu the

17sze;)r Rambusch, Learning How to Iearn (Baltimore: Holicon Press, 1962),

De )48-

18Fleege, Building the Foundations for Creative Learning, op. cit., p. 3.

198, Mortimer Standing, The Montessori Melhod ~ A Revolution in Iducation
(Fresno: Acadery Iibrary Guild, 1962), D. 93. )

20R.C. Orem, Montessori for the Disadvantaged (New York: G.P. Putnam &
Sons, 1967), p. 9kL.
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conditions which help them come forth, which call them forth and further thoir
growth and incroasc in breadth and dopth."21 : ‘

Maria Montessorl oquatod liberty with activity, spontuncity, indivi-
dunlity and independence. Zoalous confirmation has been acoorded this as
noted in writings beginning in the ocarly twenticih cantury.

Burrows, in 1912, halled Montessorl as an "almost saviour™ as she savod
the aducation of the child from being lost in the education of the childron.
She savad thoe individusl from being swamped in the maua.22

Ellon Stavens, in A Gulde to the Montessori Mgthod, lent furthor support
to the equation of 1iborty with individuality. She pralsed Montessorits
appraisal of each chlild as a "living, blologlcal manifestation to be separately
guided and studied.“23 She used the Kipling illustration of the satrength of
the wolf being In the pack; tut the strength of the pack in each separate wolf,
"If we.are to hava each c¢hild bonefit by group work, we must first secure his
response as an Iindividual, and must bo sure that he is in such a state of
development that he is able to rospond to the social appeal."2h

InhMontessori for Parents, Dorothy Fisher explained to tho parents of
the early 20th coentury that the Montossori Method was in accord with the

American way of life. "Our own democracy," she sald, 'was t@sed, A hundred or

2;A.M. Jooston, "Wasted Richos,® National Catholle Kindergarten Revinu,
XviI, (March, 1968), p. 1L. - o

22H. Burrows, "Spontaneo:s Fducationt The Montessori Method," Contemp~
orary Review, CII (September, 1912), p. 330.

23Stevens, op. cite., pe 195. 2thid., p. LO.
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80 yoars ago, on the idea that men reach their highest development only when
they have, for the growth of their individualis&, the utmost possible froedom
which can be granted thom without interfering with the rights and fr;odom of
othera."25

Florence Vard added to this; she tried to apply the method to Amorican
schools by tolling American parents that "our universal error is to shaps tho
c¢hild, somowhat unconsciously, but novertholess éefinitoly, according to our
own prejudices. Such coorcion is fatal to the advance of the race in & dif-
ferentiated and ever;: ascending civilization."26

While the United States was building interest the advancement of the
toechnique continued in Europe.

Of special interest is a description of a auékesaful Montessori School in
Berlin in the year 193L. It is wost unusual because, at this time, German
schools vwere especially known for severe regimentation. "Here far from regi-
mentation, even those intricate steps by which a child acquired the fundamental
tools oi learning are left largely to the workings of youthful curiosity."27

Nancy Rambusch, the American apostle of Montessori, became very critical
of contemporary American schools in the oarly sixties. She said that

conventional education has long equated immobility with virtuve. In

many American schools, teaahggs are silently warning thomsclvas to
watch that one--he's moving!““....Thore is no good reason for & child

25Fisher, Montessori for Parents, op. cit., p. 118.

26’Y-?ﬂrd, 0P Cito, Pe 310

21511 zabath Reichenbach, "Teacherless Plan," New York Times, March 15,
1931, Sec‘tion I.CI, Pe 7, 0010 )-lc ,

28Rambuech, Loarning How to Learn, ops cit., p. 22+
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to ba silent if by speaking he can communicate somathing that lo him is
wor%%whi]e. Ho is a better Judge at this stage than the teacher would
be.

Nancy Rambusch, bucause shu was a practitioner and not just a theorist,
knew and undorstood the limits of the liberty of which Montessori wrote.

By liberty we maan the freedom to choose between things which are in
themselves good so that the child is never endangered by either a
choice that is detrimental to him or by a choice that he is aclually
J incapable of arsessinBeees 0 Obviocusly, in giving the child a choice
in terms of self-discipline, the adult wmust know whether the child is
capable of choice. The child shows himself capable through the adultls
observation of him. Cradually the child is given a choice batween two
things, Very gradually ths choice is expanded, always 1o those things
a child can do, always to those things which are good in thewsclves,
always to those things which are relabted lo the good of the sentire
group. There are controls bullt into the whole notion of choice that
make the sg}f~discipline a very safe mschanisw for the development of
the child.

EM, Standing underlined Nancy Rambusch!s thesls when he posited that
"thus we saee that Montessori liberty does nol mean, as so many persons still
falsely imagine, giving the child freedom to do anything he likes. This would

J be to abandon the child, not to give him freedom."32

In this same vein, Violet Curtis who also actvally applied the
Montessori principles to a classroom setting, wrote that she employed the

Montessori principle of freedom in all the lessons and activities, "This

29Tbid., p. LT. 30Ibid., p. 25.

31bid., p. L9

i
3ZS'tanding, The Montessori Mzthod - A Revoluticn in Education, cp. cit.,

P. 91,
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freedom permitted spontaneous manifestations that enable. one to guide the

thild in his natural tondencles. Restrictions were necessary, of course, in

case of a rude or dangerous act or a child'as interfering with the rights of

others. Sometimes it was expedient to supplenant frecdom with a auggestion."33
In 1966 a psychologist examined the Montessoxri Thoories and was especl-

¢ ally improssod with the respect for the child as an individual, "The evidonce

has baen so impressive that we hesitate to accap%, without qualification, any

view of child development tgat does not include recognition of this degree of
individuald ty .m0

In summary, then, the Montessori concept of liberty aé opposed to the
traditional school concept is bast described by R.C. Orem. )

The traditional school format allows tho chlild little freedom of move-
ment, spoach or choice in tho wanner and method of his sducation. It
imposes upon his individuality an arbitrary time-table of events and
topics, all at the teacher's discretion. And even on those occasions
when the child does becoms interested in the task at hand, he has no
assurance that ho will bo permitted to complaete the work bafore the
teachar's schedule interrupts his concentration. Again and again,
throughout. their school experience, chlldren have their rhythm of work
broken with the words 'Now children, let!s...' In time the child learns
to protect himsolf from this shock of interruption; he learns not to
concentrate., Many children tund in the Montessori classroom the first
environment in which the random events of adult life do not auto-
matically take precedence over his oun investigations of the porld.B5

It seewme fair to conclude that writers who examined Maria Montessori's
concept of liberty agree with ner that it is of grave iwportance to the

developmont of the child. They seem also to concur that it has falr limits and

33y10let Hummed. Curtis, Qur Kinderpgarien; Experiences in Applying Mon-
tessori Principles (New York: ~Expotition Press, 190L); Pe Lle

31'G::urdner, op._cit., p. 81, 350rem, 0. 0lte, Pe Ll
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that 1t is synonymous with activity, spontaneity, individuality and

independoncoe.

The relationship of this liberty to discipline cireated much intercst
anong those who examined and those who applied the Montossori Mathod. That thi
was not & now problem in education was confirmad by Burrows who wrote in 1912
that "every soclal student of today 48 continually oonfronted by a very
porploxing problom, the difficulty of rcoonciliné tho needod control of the
individual by tha commnity with the dovelopment of the individual asm a
saparato and se¢lf~controlled ontity."36 |

Dorothy Fisher admits, in Montossori for Parents, that it took a great

deal of time for her to be led to the "oonvietion that childrern really have not
that irresistible tendency toward naughiiness which my Puritan blood Led we
unconsciously to assume«"31 It was because of this convicticn that she had
usod the much handier force of ccmpulsion which practically "any adult with a
club (physical or moral) could compass, if the child in his power was small

038

enough., Elatedly, Mrs. Fisher proclaimed to the parents of America that she
had beanvwrong. Schooling did not have to be abhorrent to the child and he did
not have to be forced to it. With the Liborty to chooso that which he was able
to do and with the capacity for close, consecutive attontion to it, the child

could develop a vaory valuable forw of eelf~diacip1ine.39

"]

36Burrowe, ops ¢lt., pe 329.

37Fiaher, Montessori for Parents, op. ¢it., p. 163,

381bid., p. s F1bid., p. 3.
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Carolyn Bailey wrote, in relation to this, in cloyingly swoet terms of
the frecing of Otello tho Terrible, a child who learned se]fndiscipline.ho
Most writers, however, took a morc pragmatic attitude in substantiating the
theory.

Dr. Montessori!s use of the word discipline secemed to have more to do
with training than wiih control. This was substantiated in Theodale Smithl!s
gtatement that "every time a child cowpletes a series of coordinated actions
divected towards a given end, every time he repeats hie exercises, correcting
his own errors, every time he accomplishes something which he has undertaken,
he is training his poesitive willm)pwe:r'."Lll Culverwell adds to this by saying,
H“In {hig connection nothing is more importent than to let the child exhaust his

iggulse."hz Hamilton corroborates when he summarizes, "DO is the keynote of

her method and her pl:sm."l*l3

In the flurry of writings between 1912-191k, Ellen Stevens cowplains
that not enough time and eerious theught were given to vhat Dr. Montessori act-
Jually meant. "The concept of discipline as ordered activity founded on liberty
is so opposed to the conventional one that it takes time end thought to under-

stand it right and apply it properly; but it contains a great educational

hoC.S. Bailey, "Freeing of Otello the Terrible," Delineator, LXXXTII
(October, 1913), p. 1k.

| ulT.L. Smith, The Montessori System in Theory and Practice (New York:
Harper Brothers, 1917), p. L2,

h2011'.1:\rent"well, op. cit., p. 180.

hBA.E. Hamilton, "Montessori Obsdience," Journal of Education, IXXTX
(June 25, 191L), p. T3lL. -
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principle. il

This compleint secmed justified when, in 191k, the observation vas made;
"On no point doas the Montessori system seem to be wmore widely (I had almost
writlen 'wildly!) wmisundarstood than on that of discip’.l.ine."hs

There were ‘hose, however, who very conscioentiously studied and applied
the method. Mary Blackburn, who experimented in a large infant!s school, re-
ported that "people who have come to visit my school have maxrvelled at the
self-control of the children, and the frec, heppy, natural wey in which they
move sbout and conduct themselves when at thoir work. A great educator said to
me one day, 'You have solved the prodlem of disnipline.'"hé

Actual ressarch done in the arsa of Montessori Theories is yet very new
and inconclusive. However, a very shori experimental examinailon of the appli-
cation of the thoory of discipline to pre-schoolers done in 1956 led 1o the
conclusion that "the rosults of Montessori's method of discipling, though not
perfect, are sufficiently impressive to make one question whether the theory of
self-discipline is not the one valuable contribution that Montessori may have

L7

meds to education.”

hL‘Stevens, op. cit., p. 25,

hsK‘athsrine‘w. Huston, "Montessori Discipline," Joufnal of Education,
IXXIX (February 19, 191L), p. 206. -

héMary Blackburn, Montessori Experiments in a large lufantts School
(New York: E.P. Dutton, 1921), p. 20.

h7Loui&-e Ellison, "A Study of Maria Montessori's Theory of Discipline
through en Examination of Her Principles and Practice and an BExperiment wiih
Pre-school Children" {(unpublisheé Masters Thesis, Tufts University, Medford,
Mass., 1956), conclusion.
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Supporters of the Vhitby School would sgy that it is not the only im-
portant agpect of the Montossori Method, but they weuld agree that it is an ex-
tremely important one which they have met and conquered. "Whitbyts main
hproblom is adapting Montessori solf-discipline to U.S. children. !These are

Arerican kids,! says Headmlstress Rambusche 'They check their guns al ‘the door

and mg can't escape the fact that they need activity.t! From the inlent look of
her kids, who confine their whoops and hollers entircly te the playground, she
L8

seems o have the problem in hand." In fact the situation is so well in hand
that the writer goes on to describe it in this manner: "Whitby is proudly ta
work school, not a play school,! and in their uniform grey skiyts and shorts
Jthe childran at first seem unduly solemn, Silencs £ills the classroom; tears
and gigegles are rare; even teachers \speak in near whispers., The visitor is

sure that comething is drastically wrong. Actually, the children are absorbed

in a series of graded 'jobs! that each feels compelled to complets - on his

L9

own, "
Francis Drinkwater goes so far as to say of this lype of setting that
"if there is any kind of education recponsible for producing our delinquents

it is certainly not the Montessorian. The freedom she accorded was based

firmly on self~control."50

Nancy Rambusch contends that this self-control is "not an ountgrowth of

h8"Joy of Learning, Whitby School," op. cit., p. 63.
W91p1g,

50Drinkwater, op. cite., p. 22L.
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learning, but a very condition of it. What is to be learned, the subject
matier itsolf, produces the discipline. To the degree to which the gludent be-
comes the active agent of his own learning, he becomes absorbed in it and in-
forred by the discipline such involvement produces....51 The discipline,

therefors, from the very beginning resides in the children%"sz

E.M.Standing adds to this that "euch self-discipline does not come into.
existence in a day, or a weck, or even a month. It is through the result of a
long inner growth, an achiosement won through months of training."53

Parental interest and support is of absolute necessity if those months
of training are to bear fruit. Dr. Ronald Koegler observes that it happens
that

the teacher 1s attempting to establish se¢lf-control in the child, while

some parents are only giving lip-scrvice to this aspsct of Montessori,

and have need of a continuous display of aggression from the child.

| This means that a considerable proportion of American middle-class
children arc unabls to profit fully from Montessori education because

the nevrotic family relationship is manifested so quickly in behavior.

The parents domand that their sons bchave in an aggressive manner.

Although one does not explicitly find it in the writings of Maria
Montessori, Samuel Brown reports that

regulations for parents were clearly written; whon these rules were

respected the parents and their children wers thought to be 'deserving

of the benefits! of the school. Expulsion took place if the childran
presented themselves unwashed or in soiled clothing or were deewsd

51Ram.Busch, Learning How to Learn, op. cit., p. 120.

521bid., p. L9,

53Standing, MariaﬁM9ntessSri: Her Life and Work, op. cit., D. 199.
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incorrigible. The parents wers daomod incorrigible., The parents were
admonishod to cooporate with tho toacher gnd not undo the good works of
tha school through thelr own bad conduct.

Given parental support and parental understunding of the theoxry of
discipline, the children can, however, acquire it; Visitors to the new schools
in vhich the Montessori philosophy holds sway wax eloquent in describing it.,

Mora than anything olge, a Montessori school resembles the quiot,

gerious atmosphore you might expect to f£ind at a modern resoarch lab.

There is the samv dodicated concontration, the intense personal involve-

mont in an intellectual pursuit...the saue relentless repetition of an

experiment until it is finally fully understood and mastered once and
for alls Only in tho sizo of the toc?gioinns doag tho facsimile botweon

Montessord and a research 1ab ondeses They can walk about or sit on a

couch in the hall; eat a cookie whilae thay read or type. Having learned

to discipline themselves, according to tho Montessors theory, they cgn
progress without the artificial rigidity of the 'normal' c¢lassroom,”

As stated before, not much research has beon attempted to verify the
Montessori claims. Dr Urban Flecge, of DoPaul University, Chicago, has wade a
beginning under a grant from the U.S. Department of Health, Fducation, and Wel-
fars, Among his conclusions can be found a statement that Montessori children
show among other qualities greater geins in self~control.57

It sgems fair to conclude that the writers who examined and applied
the Montessori Theory of Inner Diécipline agras with the definition of

digscipline derived from her writings: Discipling is an on~going process

s o

Shiucile Perrymmn b ale, op. oit., p. 12, SSMillar, op. cit., p. 113.

Séshirlcy Dolaon, "Montessori for Adolescents," Children's louso, I
(J‘an., FGbo, 1967), P 80

. 57Urban Floage, Michael Black, and John Rackauskas, Montoszori Pre-
school Bducation (Chicago: DePaul University, 1567), p. 52,
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dependent on personal freesdom. It is brought about through an imner force
developed in the child by sponianeous interest in and concentration on an
exigrnal object (work). The child, internally responding to this oxternal
stimulus, leonrs to move about actively and purposefully, rather than wildly or
mtoly and apathelically.

To 1his could be added that the acquiring of the self-control inherent
in this type of discipline is very dependent on parental understanding and

support.

Obedience

"One of the most valuable effects of the training received in the

Montessori system of education comos from the regular progressive development of

the will."58 This development cof the will is dependent on two factors, the de-
sire to do somothing, and the ability to perform it.>?
The ability to perform is the hallmark of the ability to obey. Ellen

Stevens, in A Guide to the Montessori Method, gives a very telling example of

this.

As the teacher dictated the lesson in which the arrangement of the
sticks was to simulate a window, each of the fifty children were
expected to obsy orders. Soon on the twenty-five desks at which
fifty children sat, the sticks were sgen in all sorts of positions,
from thnse designed by the bright boy or girl who could underctand
and obey the order to that of the peor little creature who painfully
and blindly imitated his comrade, or sat in despeair with his useless
slips of wood in front of him. On the faces of these children, I saw
depicted, in the place of joyful ewmotions, a whole gamut of feeling;

L

58Stevens, op. cit., p. 39. 59Ibid., p. 36.
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pride, joy, despair, envy, anxiety, fatipgue. Here...was nerve strain,

becauce they were attewmpting a task too hard for ithem and were uring

up thelr nerve foree in trying to understand and follow the arbitrary

commznds of a teacher, instead of gladly respending with a sen<8 of

ability to...work for which they had previously becn prepe red.

Dorothy Canfield Fisher clerifies this when she says that Ya child is no
more born into the world with a full-fledged capacity 1o obay orders, than to
do a sum in arithmetic....However, anyonc who will under ordinary circuantances
try the simple experiment of asking a little child to perform some operalion
which he has thoroughly mas*tered 1ill be convinced that obedience in itself
involves neo pain to a child."61

62

A child carmot, then, obey the whim of a parent or a teacher. The

orders given a child "must be chosen frowm the class of things which can be
made to bc."63

Culverwell, hovever, wuakes it very clear thal "Dr., Montessori docs not
hesitate to suppress and destroy with absolute rigor the free impulses of the
children towards doing anything that she thinks they mizht not doj the rigor

only relaves to thg result; her methods of suppressing them are clearly based

on loving sympalhy and on reverence for the child."6h

——— N b Y IR ARSI MDA b ISP NI

601114d., pp. L3-LL.

61Fisher Montessori for Parents, op. cit., p. 157,

62Dorothy Ficher, The Montessori Manual fer Teachers end Parents
(Cambridge, Mass.: Rotert Bentley, Inc., 196L), De LiOs

63Culverwell, op, cit., p. 169, 6h§éig., Pe 20L.
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In this rugord he montione ona of the wajor criticiems luvelled at

denveasord. "It ds in regard to this question of repression that the inux-
perienced enbzccord teacher appears to find lhe preatest of her diffi-

culties.65 Dr. lonteszord gives us no suzeastion as to how these undzsirable

actions are 1o be rcpressad."66 Vhatever the ntethed slic wsed, it wues

6

accompanicd by grallunzes [ for it was hsr aln to make obediense "a
‘ v SN .1

epontaneous and honpy thin.

For foiced imiobility Mre, Vontearvori wonld substitute the quietnesr
that comes from concentration upon a fascin:ting problem, for pressura
fron the teacher ghs would substituts the presoure of the chiliren
upon each other; for forced learning she proupossd spontanecus intercst.
The pupils would thus learn to conirol themsalves becauss lhey wonld
find out that only by co doinz could ﬁhgg accomplisn the thiaygs thsair
interest vas urging them to accouwplicsh.’

Nancy Rauburich handles the problen of yepression in this manners

Cougequently the most effective wuchanion for handling recaleitront
children in & MYontcosori classroom is isolation that is, not
isolation frow tho group as such, but isolation from incepzadenco.
The child who is incapable of working indenendently works noar the
teacher and rust wove with har when che moves in crder that she keeps
her eyo oa hiw. Waon lie feels ho iz azain capadle of working
independently, he is froe to return end set abeut his busingss
independently. This nced for incependenze comes frou hin, (0

65ILLG., p. 158, 66;2&3., pe 168,

67Ibid., p. 169.
68Hamilton, 00, cite, ps 735.
69¢o1, op. cite, pe 569,

70Rambusch. Iearning Hou to Lzarn, op. cit., pp. 93-%9k.
L4 Mo e i , owre ’
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65
Most of the writers agrec with Montessori's very posilive altitude
tewerd obedience and subscribe to the principle derived frow her writings:
Obudience is an instinct which muet be cultivated through the gentle training

of the will.

NPTy

"The will power is more apt to be perverted into grotesque and unprofit-

able shapes by the use of punishment than to be encouraged into upright, use-

71

ful and vigorous growth."
Ellen Stevens adds that "if the two~fold nature of true liberty, expree.-

sion and inhibition, is kept in mind and the balance between them preserved,

the necessity for punishment, so-called, will be avoided."72

Florence Ward agrees with Dr. Montcsszori that rewards can even be harmful

to children. ©She tells the story of a father and mother who were called oud
on an emergency leaving two small sisters to take care of themselves. Upon
arriving howe they found the children sleeping, the younger one very carefully
covered by the older ons. The father rewarded the older child for her solici-
tude. On the next evening, the older child forced the younger one to lie down
when she was neither sleepy nor cold, to be covered up. The father!s revard
13

had causaed the older child!s motive to drop to a lower lesvel.

"Have you not seen the look of surprise on the face of a child when

e

71Fisher, Montessori for Parents, ope. cit., p. 15l.

728tevens, op. cit., p. Lb.

73Ward, op. cite, po LS
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'praiuod for & thing he had done with great pleasure and without consclous ef-

fort? Porhaps you have sgon this same child come to overestimats hies effort
becanse of umatural stimwlus and sattle back to indifference."7h
Fllen Stevons reminds thoso vho apply the Montessorld principles that
thore is, however, & very careful distinction which must bs wmade betwoon praisge
and roward.
But we clearly understand the distinction she makes between that sym-
pathotic relationship established botueon the child and his parenis or
teachor, by means of caresses and words of pralsc and oncouragoment for
what 18 well doneo, and the formal bostoual of madals, stars or other
prizes. The first only stimulates his feeling of Joy in accomplishment,
the socond puts another motive first, so that the ochild is trained not g
to find pleasure in the work or duving of it, but in an outside reward., |
The child should develop so that ‘"he will find mfficient motive-
force within himself in the expansion of his own powér, and that anything ex-
traneous, like a reward or & prize is an insult to the expanding life-force
within'him.76
Many a teacher has found this to ba the stumbling b&bck of the method,
"There %8s apparently little to 'get hold of'; no eolsd immovable framework of
prizes, puniahmonts, and rulaa."77 |
Monteosorl 's son warns theso teachers that ™the neod to compolcls

alvays a proof of pedagogical error."78 Learning should be satisfaotory enough

Al (

'”.Ibid. 3 Do llllo

(L] - 76
Stevens, op. cit., pps Lli-L5, Tbid.

77Radioo, 0pe cite, pe 105.

T8ontessors. and Claremont, op. elt., Do 420,
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o bo its own revard,!? B.F, Skinner verifies this when he says, "A school
syslom mast be called a failure if it cannot induce atudents to learn except
by threatening them for not lcarning."so
R.C.Orem synthesizes well vhen he says, "Montessorl principles imply
that the motivationel gystem of i{raditional education with its ewmphasis upon
grades and other exicrnal rowards and punishmonts isg psychologically unsound
and ghould be replaced by the intrinsic rcuwards of competunce, self-confidence
and love of 1earning‘£§1
Tt soaus fair 1o conclude that tha writers uho exzamined the Montessori
philosophy apgrec with her rejection of :eward and punishment. They scem to
agree with the principle dorived from her writings that the salisfaction found
in the need to produce and perfect his own work is the child!s inherent and

only rcuard, a reward which eliminates the need for punichment.

The Child

Among the most ardent supporters of Maria Montessorit!s concept of the
child was Sigmuind Freud. In a letter to her he said, "Since I have becn
I preoccupied for years with the study of the child's psyche, I am in decp

sympathy with your humanitarian and understending endcavors, and wy daughler

. "94,C, Flynn, "Headmistress: Nancy Rembusch," Today, XVIL (Nov., 1961),
Pe Lo

BORambusch, Learning How to learn, op. cit., p. 123,
81

Orem, Montessori for the Disadvantagea, op, cit., p. 179.
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who is an analytical pedagopue, considers horself one of your diaciples."s?
¥reud further noted; "If all the world!s children were subjected lo

Moniessori educational techniques, mosi of our psychocnalytical couchus would
83

bu empty."
Madama Montessorils life-long task was to fiud understanding for the
child. In & letlor written within twenty-four hours of hor doath sheo wade 2
.plen 1o educators to manifest this u:ndm.ﬂstandin{:;.8)4
Many writers and educalors of the ilwenlieth centwry responded to her
call for this understending and raespect. Mary Blackburn felt that any other

course of action was "to do violence to life itseli‘.“s5

O. Barke maintained that the "basic idea of the Montessori philosophy

ul wduuabion is that ovsry child carries unseen withiin him the man he will bg-
86

come, The child is, therefore, not a defectiva adult, but an emerging man

or woman.87
Nancy Rambusch stressed thls same point as she complained about the
monitorial teaching techniques of the 19th century. "These," she said,

|
thatray little understanding of the nceds of the child, who was an emsrgent

vy oo oy et

82Ronald Gross, The Teacher and the Taughl (New York: Dell Publishing
COO’ 1963), P ,.[6o

8311ar, op. cit., p. 116,

Bh"Plea to Educators to Uncderstand Children," Catholic Fducational Re-
view, L (Eept., 1952), p. L91.

8SBlackburn, op. ¢cit., pe 13,

88, Barke, Mmithy School," Jubilee, VI (Feb., 1959), p. 23.

872401‘1"18, 2&__.9_?;}:" P 2110
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wan muscularly and intelleotually, and not a defective adult."88

Mrs. Rambusch continues to descridbe the child by eoyings

Ho loves to work, and loves tho ordor that work involves. Ho works well
alona, but will suffor companionship. Ha scomo completoly absorbed in
his tasks and yot will bo willing to share information and exporlence
with othors. Ha will enjoy boing obedient; yet will not lack 89
initiative. This hypothetical child does oxist in Montessorl classcs.

"This realization of the true naturoe of the normalized child is Montessori's
great discovery and forms, at the same time, her chief ¢laim on the gratitude
of the human race,"”"

Schill goea so far as to say that "Montesoorits greatest contribution is

hexr insistence upon the necessity for observing and caring for cach individual

91

chilg. " She realized, with Emorson, that the ssoret of education ligs in

respecting the pupil.92

It is to the human creature who builds his own unique peorson and person-

ality that, indeed - and that means in daad - the greatest respect is

dus. The child should be respected, not only as a creature croated by

the Croator and entrusted to our Charity btut also as a creature who
'will create (or better, through whoso active cooparation there will be

gregged by his Creator) a unique person, he himself, She adult he will
Qe

88Nancy Rambusch, "Montessoril Approach to Learning," National Catholic
Educational Association Pulietin, LVIII (August, 1961), p. 320. T

Bgﬂambusch, Learning How to Lourn, op. cit., p. 60, .

9OStanding, The Montessori Method - A Reovolution in Education, op, cit.,
p. 90. - ) | )

918, Schill, "iontessori System," Childhood Education, XXXIX (Dec., 1962)
Pe 1710 o 7

920rom, A Montessori Handbook, op. cite, pe 85,

930 M. Joosten, "The Dignity of the Child," op. cit., p. 26.
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It was important for the child, too, to realize his own dignity. "Un-

dorlying the carsful programming and detailad exerclsc of Maria Montossori vas
the aim of holping tha child achiove confidence in himeelf and hic abilitles.
That & healthy sulf-concept is a necescary prelude to accomplishment both in
school and in adult life is now recognized ty psychologlists and educatore of
all peraunaions."9b

Dr. Fleago confirms this, explaining that "children aée led to becowo
acquaintod with themselves, to learn what thoy can do, to take pridé in their

oun achiov_cmcnt."95 Orem adds: "The child who can pee in the results of his |
work the gaining of another bit of mastory over his environmont has thereby
gained in self-confidence and self-mastery. The labor of the young worker is
an extenaion of himself.“96

Tt seems falr to conclude that those who applied and wrote about the
Montessori Method concurred with her opinion of the child being a man deserving
of the decpest respect. This chilc¢ has within him a power which governs his
inner life and which forces his own expansion, end imposaed on him is the tesk

of growing up. His will leads him to make progross in developing hls powers.

ooy 1P0a How VWS I,
L o Logi At 2

9hLana Gitter, "A Child's Cuest for a Self-Concept," National Catholic
Kindergarten Review, XVII (March, 1968), p. 1h.

asatve

9SUac'ban H. Flooge, "The Promise of Montessori," Extension, IX (Juna,
1965), pe 9 ‘

960rem, Montessordi for the Disadvantaped, op. cit.; pe 16,
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The Teacher

Tero nust be less of doing for the ¢hild where he can do for
himself; lese of the shori period program wherc interest is too highly
excited only to be too scon diseipated; leus of minute direction by
mother...or ieacher; in ghort, more of &n opportunity for a child to
lead a simple, heslthy, normal life....In the practical workirg of this
idea shs has set an exumple to home, to kindergarten and to primary
aschool.”! The t§§anny end artificiality of over-much direction by the
teacher mst go.

In these words, William Hoard Kilpatrick, one of Dr. Montessorits most outespo~
ken critics, praised her conceot of the role of the teacher.

Whon Montessori first introduced her method, Ellen Stevens promcted,
among other ihings, the Montessori concept of the teacher. Nrs. Stevens de-

cried the fact that many teachers chose the simpler path of being a nurse

rather than en educator. "I the leachers yield to thelr own desire to serve
rather than train thoy only hamper the child and hold him tack on the road io
liberty through independence and keep him from the joy of selfamastery."gg
Culverwell further delineated Montessori'e idea of authority and the
teacher. He said thal many a teacher foll into the pitfall of saying, "Child-
ren are Lo be free to follow such spontaneous impulses as I think dosirable;
those which I think undesirable are to be suppressed, destroyud."lOG
This is actually a gross misusc of authority and Montessori, who was
50 inspired by Seguin, subscribed to his definitien of authority. "Authority

is like cbedience, a mere function, vhose existence is provoked by correspen-

ding incapacities; it ceases when its object is accomplished, and i1s no more

97Kilpatrick, op._cit., p. 26. 9BIbid., p. 15.
99Stevens, op. cit., ps 31, 1000uIVeruell, op. cit., p. 191.
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ipheront 4n the individual who happens 1o exerciso it than his coat is

adh-rent to his cellular tissuc.“lol

Shaeila Radicu adde an interesting aspoct to the Montcss;ri chreaicle when
she notes that Lr. Montessorl said ihat the concept of the role of the
Konlessori teacher is protetly more intclligible to a voman then tc a man, e
aveit the successive births iu the scul of the child. Va pive all possitle

material, that nothirg may lack to the groping £oul, and then we walch for the

perfact faculty to comaz, safepuarcing tho child from interruption so that it
102

mey carry its efforts ihrough.”
The personalily of ihe teacher is of the greatest 1mportance.]03 She
mist 'have abzolute feith in overy child, and then leave him free to sct with-
out apparent supervision, in order to see him in his naturel state."loh
That Iv. Monlessori gave specific dircctions to the teacher is true,
bat ihat she pave ther the freedom to apply them in the monner poscible is sup-
ported by Imella Cole, who says, "In short, vhon Macame Montessori was con-
fronted by aciual childrer she did what was sensible, practical, and possible -
and did it superlatively well."los
Monteesoritls son, Mario, says, however, thei cven though his wcther gave

the teacher a great desl of arsa, the teacher muat be adcquately trained.106

Yt y -y v o o - A 4 vy ————— ]
0 rpsa., po 26k 102Radice, op. cit., p. 106,

103p) ackburn, ope cit., po 27, “OlIbid., p. 11
105C019; QE. Cite, P> 5680
108y ontessors and Claremont, op. cite, p. L26,
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T1 is not a malter, as Nancy Rambuach says, of perconally seducing the child

through the teacher's own love of learning. 1part of her teaching task...is to
free them of hor, 1o give iham the opportunity of learning for the onjoyment of
learning itself, and not to pleese the teacher. This personal salisfaction of
learning wusl bte constantly rediscovered by ihe child for himsclf if his
achiovement is not 1o become #imply a means of oblaining social appz-oval."w7

Mras., Rambusch decrias, too, the Mraditional fallacy in the educetiion of
young children that is best exemplified by the teacher who dominates the class
totally. The samg teacher, when she loaves the classroom, in nine caces oul of
ten will have all hell break Joose behind her back, becausc she carries within
herse)f not only all the motives for discipline, but all the discipline
itself."loa She prefors, espousing the Montessorl concept, to rather think of
the teacher as one who "protscts the child!s right to work, 1109

The obvious benofit of this disciplined yet "active! classroom is in

=]

"tha ability of the Monteesori teacher to give help where it is most needed..}11

for in many cases it is not the child who is not trgady! to learn, but rather

the teacher wno is not 'ready! to teach him."111

18 107Nancy Rambusch, "Montossori Reappriared," Jubilee, VII (April, 1960),
Pe .

108Rambusch, Learning How to Learn, op. cit., p. L7,

1091bad., po 92.
110Ranbusch, "Montessori Reeppraised," cp. cit., P. Llis
111Rambusch, Learning How to Learn, op. cit., p. 3




The teacher nover bacomos so inactive that she does nel teach. '"There

are some chilaren who cen only be creaiive if they erv surc cf a technique.
Therofore, the tcaching of skills, vhen children reach out for them

spontangoualy, may lead to creativily and not avay from it."lla Only useless

aide arrest a chlld!e developnent, not necescary aids.JIB

Father Clark egays that the Monteasori teachor "slands by" vary wuch in
the nantical sense of the phrase.llh So vitazl is this Mstanding Ly" aspect
that Nancy Rambusch says that once we understsnd it and then bring our wmodern
technology 1o play in creating learring devices, we will have touched
Montessorits greatest contribution.l15

Celia Stendiler likewiee says thal it is not reslly the discipline it-
golf that ds the secrel of her succesc, buv rathcr the fact thal a "chilc spent
nost of the day on his own, ssleciing from a wide variety of stimulating
equipment, and having individual instruction in use of that equipment as the
teacher had time 1o pgive it."116

The diszipline, however, is inherenl for "order is possible because of

the firmness of the rules dealing wilh the use of the didactic materials."ll?

112pyank, og. cite, po Lide

1138tanding, The Montessori Method - A Revelution in Fducation, op. cit.,
P 12. - B T

11hCIark, "Bvaluation of Montessori Posilulaled in the ILight of Empirical
Research," op. cit., p, 13.

115John Henry Martin, "Montessori after 50 Years," Educztion Digest,
XXXI (Septerber, 1965), p. 9.

116Celia Stendtler, "Montessorl Method: Revicu," Fducational Forum, XXIX
(I‘Iay, 1965‘) 3 p’ LLBQ .
117Mnrsha1] D. Schechier, "Montescori and the Child's Natural Develop-
ment, ! Children's Houso. T (Sept,-Oct.. 1966). v, 16,
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In 1966, Kato March stated that of the two major differences betweon
Montoesord and other systems today, ons of them is the training of the

toachor.lle

"The Montessuri toachor neaeds a groater sensitivity to childroen
than the average teacher; that is, in thelr noeds, to thelr motivational
patteras, to individual difforoncca.119 The Montsssorl teacher needs to

completely recognize the fact that no hunan being is educated by anyono alsa.

He mugt do it himself or it i8 nover done."laO R.C. Orem contends that

U R T T

"Montegssord horself noted her firast te&ohars would undoubtedly have beon un-
sucoessful had thay boon conditioned by traditional. teacher training."lzl

It is the duty of the toacher o establish the proper environment, a
vital factor in the loarning process, Ellen Stevens says that "environuent can
favor or stifle 1ife",122 while Nancy Rambusch even more clearly defines the
importance of the environment:

An environment for swall childron vhich already possesses a certain

, order, where each object is in its propor place and can always be
found thorae, holps the child orient himself. An environment with
tbuilt in' discipline in which a glass, if dropped, will break, a
chair if Jarred, will topple over, teaches the smull child a graat
deal about physical self-mastery. It js not the verbal emphasis that
abounds in the Montessori method, but tho sonsory. Wheon the teachor
speaks, it i to say something that the environment cannot say. A

Lt

118xatq March, "A Look at Tour Classrooms," Children's House, I (Nov.,,
Dac., 1966), pe. 15. |

9irginia Fleege, op. cits, ps 119.

120A14n6 Wolf, "Why I Tike Montessori," Nationa] Catholic Kindergarien
Revitm, XVII, (UGU., .L9u|/, Pe 13,

121Oram, Montessori for tho Disadvantaged,, op. cit., p. 89.

1228teven$, op. cit., p. 2L.
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growing awarenass of order in tgg universe is closely linkad to tho
idoa of the child's adaptation. 3 - i

The ordercd environment cannot be overstresssd bacauso "the world of the
child 18 full of sights and sounds which at first appoar chaotic. From this

chaos he mst gradually croato order, and learn to distinguish among the iwpros-

sions that assall his aonaes."12h

The Monteasori concept of liborty is only possible within tho preparad

environment.

Tt will boe seen more c¢loarly now how indispensable a factor is the
presence of the propared environmont, with all its purposeful
activities, in making it possible for us to grant liborty to the
children. It would cortainly not be granting true liberty, in the
Montessori sonsa, if one wore to say to children in an ordinary class-
room (unfurnished with the lwmense variety of occupations which are
found in a Montessori iggoolroom): 'Nou, children, you are free %o
choose your own work.!

For the child, Nancy Rambusch says, there should be certain ‘things that he can

rely on unaltorably from the moment he cowmes to claas.126 .

There is 1little difference betwoon the

spparent need the young child has for order and the more arbitrary need
of the adult. The adult genorally likes things orderly and tidy
because he equatos order with comfort, or bacause he cannot function
as effectivoly in disorder. Montessori believes that order 1s in-
dispensable for the fullest developmont of the young child preciaoely

because he learns from the environment what the environmont providea.127

- e |

123Nancy Rambusch, "Freedom, Order and the Child," Jubileg, V,(April,
1958)’ })c 370 K

12hparkae, op. cite, Ps 23
lQSStanding, The Montessori Mothed - A Revolution in Educatlon, op. cite,

Pe 92.
126Rambuach, Learning How to Lsarn, op. cit., p. 26.

1277b1d., p. 33.
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cows from one or two violent efforts. It must come from a long, long
continuance in the right conditionse. And to secure these 'right conditions!
the Montessori apparatus, method, and philosophy are the most potent means as

yet discovered."

environment that he thinks it

The unktonding, stereotyped, inflexible type of person who tends to feel at

17

Dorothy Fisher adds that "like any othoer good habit, obedience csnnot

128

Dr. Ronald Kocglor so concurs with the Montessori concept of the prepared

can be of aid to American child-rearing practices by showing how a
concistent prepared environment can bring relaxation to most children
and their parents, It is possible to successfully commnicate the
logical limit-setting of Montessori to niost American pareuts. A 2%
year 0ld is not permitted to use materials he is not ready fer and
cannot be successful with; teachers do not feel guilty in not permitting
him to work with the golden bead material if he cannot deal with the

red rods, Parents should not feel guilty in restricting their child
from watching a violent television program whose emctional impact can-
not be coped wilh successfully.

Excessive rigidity within the prepared environment, however, can stifle.

only in situations that are stablized, where a given routine is
established and forever thereafter adhered to, would not find
happiness in working in a Montessori class. Such a person would find
it difficult to capitalize on the creative aspects within the
structured Montessori environment. The Montessori teacher needs to
appreciate order, while at the same time, prizing freecdom. A
Montessori. teacher mst not seek to establish either a rigid en-
vironment or a rigid routine; nor should she seek to bolster her own
security by striving for such regularized rigidity, or rigid
regularity.130

128Fisher, The Montessori Manual for Teachers and Pupils, op.cit., p.122.

129yrvan Fleege, op. cit., p. L.

- cuoornise o

130yirginia Fleege, op. cit., p. 63.
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A dolicate compromise must be reached in this regard. "Within the Lramowork of

& cloar~out esyatem of organization, the child is allowod complete frecdom of
choioe of activities,:3L A healthy balance batween cortainty and uncoertainty
is previded so that the actual happenings confirm tho child's expectations of
future evants,nl?

Lona Gitter seoms to have aptly summarized the relationship betuwcen the
environmont the teachor prepares and the devolopﬁcnt of inner disciplines

The preparaed environment mcets tho child's noods, It is self-

corrocting and leads to successful experionces., The rowards aro

intrinsic and power is his in mastery of the work apparatus.
Affection is his in the form of the complete attontion that the

teachor is able to give him bocaunse of the individual noture of tho
resde, the need' for oiher Gircesad pahavior 16 wiminizedeid
’

In conclusion, most critlcs conour with the Monlossori conception of the
teachor as an obsoxrver of children for whom she must have a deap respect and
lova. She dees not impart what is hors but rather develops that which is
within tho child. Restraint is her constant companion, so tmich so that when
the ohild has begun to concentrato she does not interrupt him, and, in fact,
acts as 1L he does not even exist. It i8 her duty to prepare thao environment

in which such concontration can be begun and carried on, and in which the

will can be thus gently trained,

131schechter, op. cit., p. 16.

132Orem, Montessori for the Disadvantaged, op. ¢it.; p. 166,
IBBGittﬂr, op. cite, Do 19. . '
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Conclucion

In defining the Mentessori Theory of Inner Disciplire, it was necessary
to examine Moria Monlossorit!s ideas concerning discipline through liberty,
obedicnce, reward and punishmunt, the child, and the teachor. In examining
the principles gleansd in tho light of other aunthors the same procedure was
used.

Although Maria Monlaessorl and her method received a falr emount of
criticism during her life and since hor death, it can easily be¢ obreorved, from
this chapter, that many who examined and applied her method, suppuried it unre-
aarvedly.

Tt seems roasongble to conclucde thal these writers support the prin-
ciples of the Montessori Theory of Inner Discipline as developod in Charter It

The child is a man deserving of the deopest respect having within himself
a power which governs his inner 1life and which forces his oun expansion,
Natlure imposes on this child the task of growing up, and his will leads him to

make progress in developing his powers.

The Lcacher acts as an observer of children and does not jmpart what is

&

hers bul rather develops that which is within the child. She exerclises such re
straint that whon the child has begun to concentrete she docs not interrupt
him, and, in fact, treats him as if he does not exist. The environment is

carefully prepared by her so that such concentration can be bsgun and carried

on.
The discipline that prevails is brought about through an inner force

developed in the child through spontanecus intorest and conceniration. It is

dependent on personil freedom and the gentle training of the will and pernits
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thu child to move about actively and purposefully.
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CHAPTEM IV

AN EVALUATION OF THZ HONTESSORI THROKY OF JURER DISTIPLINE
IN THE LIGHT OF CUPR{NT USAGKS

Intqgguntion

| "American teachers arc norc confused and disturtcd about mattiars of

discipline today than al eny provious tims in the bistory of our public scheol

lil

eystom, Not only is it the most disturbing problem but also the least

Hta‘lkod about, "In some ecducational circles discipline has baconc a naughty

words Liko the skeloion in the family closet, it is rarely montioned. Guid-

anco, yes. Discipline, no."2

William J. Gnsgey states it delightfully whon he says, "The fabled
incantations of witches precticing black magic could scarecely have evoked a
1more dread fascination than the subject of discipline. One has to ulter the

word softly in educational circles, and the cauldron of opinions, argument, and

despair begin tubbling ominously."3

That the problem of discipline ranks as rumber one in nearly all

[

e Ry rihap-y apag FMU & o2 TEdr el CIPRY WO 0

Ipavid Aucubel, "A New Took al Clussroom Discipline," Phi Delta Kappen,
XLIT (Octobar, 1961), p. 25. -

2H. G. Spalding, "Yes, Disciplinel" Scholastic, IXITI (Septenber 23,

1953), p. 15.

31'11115_am Gnagey, Controlling Classroom Mighehovior (Washington, D.C.:
rIQE.A.’ 1955), p. 30 V ’
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surveys of toachers! difficulties "ia not a chimora of the oritics of modorn

| educationy it is a hard faot,“h and rosearch supports it as auoh.s

L.E. Vradevoa roporis as a conclusion of a study he conductod that
"discipline is a chief concern of ninety~five por cont of all the schoola
visited and among ninoty-oight por cont of the teachers intorviowed. Schools
and teachers with good patterns of discipline in their classes were concorned
about changing conditions which might change thonéypatterns. Othors were try-
ing to establish good pattarna."6

In an analysis ol the diffioculties reported during the first year of
teaclilng by ninety-five beginning secondary school teacheras from the
Appalachian State Teachexrs College in North Carolina, of the threc most
frequont types of probleﬁs, oontrol and discipline ranked first in froquenocy
and 1mportance.7

Kk teachoxr Opinion . *1l conducted in the early sixtlus asked a nationel
sample of public school teachors who had taught five or more years the follov-

ing question and reccived these answers:

A

hﬂcrmn Cutts and Nicholas Mosely, "Four Schools of Discipline, A Synthe-
8is," School and Society, IXXXVII (February 28, 1959), p. 87.

5Isob01 L. Pfeiffor, "Not Discipline Again," Clearing House, XXXI (March
1957), P 403, .

6L.E. Vredovoe, "School Discipline: Third Report on a Study of Students
and School DMscipline in the United States and Othor Countries," National

Association of Secondary-School Principals Palletin, XLIX (March, 1965], p. 217

7Fritz Redl and W, Wattenberg, Mental Hypiene in Teaching (New York:
Harcourt, Brace and World, 1959), p. 87,
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Basing your answor on your personal exporience, do you beliecve that
waintaining pupil discipline has becoms more difficult than when you
Lirst staried tonaching?

More difficultecece 0135%

Loso difficultecess 0%

About the 0aMOeseere3I2F

Undeoidodecerscececes lx

Years of Experiencae 5w9 10-19 20 or noreo
More éifficult 5% L% 62%
less diffiocult 31% 21% 124
About the saue 43% . 35% 25%
Undocided 1% 0% 1%

One thing can be said with certaintys A substantial proportion of oxperionced
taachora feel that their pgoblumn of waintaining disoipline have inoronsed
since they bogan teaching.

A study done in the public achools of Los Angoloo reflected a vory din-
quieting situation for toachers., It concludod that "avery class has threo
problem children and every other olass inoludos a seriously diasturbed child.“9

"Buellesficld, in a study entitled Causes of Failure among Teachers

found that 'weakness in discipline! ranked first among twonty~sevon causcs of
failures. One supervisor of toachers who participated in thic study wrotes I
hava kept touch of the falluras of teachers for years, and in wy exporicnce
three~fourtha of thom are due to lack of dinoiplino.'"lo

Amos and Oram concur with this, saying that "basod upon analysis of thoir

Navol » W

8ueacher Opinion Poll," NEA Jowrnal, LIIT (Septe, 196k), p. 25.

9Donald Robinson, "Discipline vs. Freaedom," Clearing Houss, XXXIV (Oot.,
1959), p. 9L, .

1OWilliam E. Amos and Roginald C. Oramn, Managing Student Bohavior, (St.
Louis, Missouris W.H. Green, Inc., 1967), p. Ll ” .

b . Y T YIS WA had o h B aa o dE ) R 4




intrviewing experience with teachers and ex-icachers ai all grade levels, the

authors are convinced that fsilure to gain and maintain offective control in

the clasaroom sccounts for morce teachers leaving public school classrooms than
all other investigated causes put togcthcr.“ll
Theso same authors a&lso contend that "there is probably no one connected
with a leacher aducation program who has not reached tho conelusion that the
topmost concern of the prospective teacher is classroom order and contaol, 112
For administrators, as for teachers, it is a very =orious problem.
M4ost public scheel administrators will, in momonts of candor, admit that the
matter of control in the classroom is the most serious problem with which they
have to cope although they, too, like teachers, hesitate to formally

acknowledge the pr'oblem."l3 Adninistrators are, too, accuscd of sometimes

compounding ths problem,

The principal tended to smile upon those faculty members who managed to
solve their oun problems in their own way and to frown upon those who
porsisted in sending 'bad boyst to the office for him to deal with.

Even the dullest teacher soon bacanre asware that the discipline section
of his annual rating form would receive a superior evaluation only if he
resisted the tewptation to ask for help in solving behavior probloms.
Too often tsachors simply thrsw up their hancés and relaxed their class-
| room discipline standards to the point where almost anything went., In
that way, you see, thero was no nced to sand anybody to the office. If
one just broadens the definition of discipline and acceptable conduct to
the point where almost any type of bshavior can be classified as
acceptable, then he Cﬁp say with a clear conscience that he has no
discipline problems.1

11114d., p. 10 121pid., p. VII. B1bid., p. 1L

, UnMax 1., Rafferty, What They Are Doinz to Your Children (New York: New
American Iibrary, 196L), p. 105.
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Amos and Orom further maintain that "continuod inability to achieve an
acecptable levol of clasaroom discipline may coat the teacher his Job, for lack
of *clasarcom control! is the roason probably muat oited for toachor failure

in our achoola."15

In this connection, Ruediger and Stroyor, who authored Tho Cuelitios of

Morit in Tuachers, found that the general toaching morit of two hundred four

teachors as eatimated by thoir principals or suporvisors correlated higher

with ratings of 'ability to koop ordar! than with any othor factor mantd.ongd , 16

Administrators are probably not all wrong in this attitude for phoor

disoipline is the moat important thicf of teacher time and afficlency that is |
17

known, " The complaint seems to be that thoy apprise it highly but are not

sufficiently helpful in OBtablisﬁing and sustaining it. Jamos Herndon narrates
an aocount of this:

Tho subject of discipline was montioned, and evoryone grow alert...The
administrator was going to make statewments about discipline. No doubt
they had spont somo time preparing what they were going to gay$ vhat we
heard was that the administration wishod to concontrats on the
individual, on his freedom of action, learning, growth and development,
and, at the same time, to promote an' orderly ard responsible group of
children....From this porfect and impossible statement, I gathored, you
werae supposed to figure out the real attitude of tho administration
toward the behavior of studonts in your classrooms, with an eye to your
own evaluation. That is, what dogreo of control you were baing ordercd

to maintain or what dogree of disturbance and chaos would be accoptablu.lE

Yo haf » w L LY » AN adpun

15william A, Amog and R.C. Orem, "Discipline: Some Dofinitions, Dimone
signg and girections," National Catholic Kindergarien Review, XVII, (Oct.,
1967 s Pe U - o o '

16Amoa and Orem, Nanaging Student Pehavior, op. cit., p. 12,

LTRafferty, op. cit., p. 113.

18Jamas Horndon, The Way if Spozod to Ps (New York: Simon and Schustsr,
1968), Pe 16,
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From the vantage point of the child, ioo, it is a problem. "A particu-
lar third-greder was transferred from a school of the ultra-progressive type to
one that was definitely authoritarian, In the first he would be wold: !'Johnny
work thege four problems whon you feel like il.!' In the second he had 1o keep
silence oeven during lunch porjod."19
That discipline is a problem, and one of not such recent origin, is
confirned by Aristotlel!s cowplaint thal it is very difficult to provide for
youlh "a right training for virtue."20
St. Thomas More once wrote:
"T £find the doctors end the sages
Have differ!d in all climes and ages,
And two and fifty scares agree
On what is pure morality."éi
We could very well paraphrase this, using the word discipline. "The
meaning of discipline creates as much confusion as does dewocracy. Discipline
moy variously be equated with conformity or obedience to a behavioral code, ex-

ternal control, or self~control."22 It has been further confused with punish-

ments  "To do this," says Dr. Hymes, "is like mixing up health and aspirin."23

19p,A. Sibbing, "Evaluating School Discipline in 1952," National Cathclic
Educational Association Bulletin, XIVIII (Feb.,1952), p. 8.

ST A O PR ik B

QOS.S. Shermis and Karen Kenny, "Discipline; Platitudes and Possibili-
ties," Education, IXXXVI (December, 1965), p. 216,

2lVincent A. McClelland, "Discipline in Schools," Month, XXXVII (March,
1967), p. 166.

228hermis and Kennoy, op. cit., p. 218.

¢3yames I. Hymes, "Discipline and Punishment are Not One and the Same,"
Grade Tcacher, LXXVI (April, 195%9), p. 52.
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Amos and Orewm dafine discipline as having reference "to the process of

2l

achioving wastery of one's self and environment, = while Dewey thoughi ihatl

discipline was "a persistent, self-directed pursuit of an intelligenily chosen
25

course of action."

The Fncyclopedie of Fducational Rescarch slates that it refers "funda-

mentslly to the principle thet sach organism lesrns in sore degree to centrol

itself so as to conform to the ferces around it with which it has

exparionce."?6

The Dictionavy of Education describes it as:

1. The process or result of directing or subordirating lumediate
vwishes, impulses, desires or interests for the sake of an ideal or for
the purpose of gaining more effective, cdependable action,

2. Porsistent, active, and welf-direcled pursuit of some selected
course of action, even in the face of obstacles or distractions.

3. Direct authoritative control of pupil behavior through punish-
ments and/or rewards.

L. Negatively, any restraint of iwmpulses, frequently through
distasteful or painful means. 2/

A1) of these have a varying degree of relallionchip. For the purpose of

this papoer, howevar, we shall adopt the one of everyday usage for collega
students and beginning and, perhaps, even experienced teachers. To thew, it

simply meane "control of the process of their classrooms."28 In the

o, ey

2L‘.Amos and Orem, Managing Studeniufgpavior, op. cit., p. 17,

25Shormis ‘and Kenney, op. cit., p. 218,

26Choster W. Harris (ed.), Encyclopedia of Fcucalional Bescarch (New
York: Macrndillan, 1960), p. 382,

27E.J. Brown and A.T. Phelps, Managing the Classrqgm (New York: Ronald
Press, 1969), p. 108,

28Léwrencc Stlenhouse, Discipline in Schocls, (Long Island, New York:
Pergamon, 1967), p. VII.
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i
disoussion of current usages, it wlll be wsed with this connotation. -

Current Problems and Usages

1A rocent New York Assembly codes committee hearing discussing the unae of
force in New York City and State Sohools, witnesscd tha...arguments of a high-
school ostudent who simply 'got fed up' with the booing and hissing and genoral

lack of discipline with which the principel and teachers and other students wer:

congtantly greotod."29

The voice of anothar student was heard in the Newsom Reports "There
were so many rules that no one could ever remsmber thom, but no actual
disoipline as such, 'No two teachors were alike. They left us in a perpatual

gtate of unbalance."Bo

Many studies of toachers! activities have shoun that much of a
toachor's time is given over to just plain wanaging a classroom. ‘'Got
out your pencils,! 'sit down and shut up,! 'buy the school annual,*
tlisten to the principal who is about to speak,! 'do this, do that, do
the othor thing,! became the contrapuntal thewme to the melody line of
the instructional systeme This can reach ridiculous heights; in ons
LO minute class the door opencd 32 times, with studonts coming in and
out looking for books, and messengers coming in and out from the office
looking for people.3l

In 1954 the Lansing, Michigan State Journal reported a request.from the

Teachers' Federation of Grand Rapids to its 'Board of Education "for a disci-

plinary code to deal with defiance of authority, fighting, drinking, and the

%

poron PP .

o 29Frank Espooito, "Spare the Rod?" Clearing Housa, XXXIV, (Octobvar,
1959), pe 95.

308tenhouse, op. cit., p. 2l.

3150 E. Searles, A System for Instruction (Seranton, Paenn.s Intorna-
tional Textbook Co., 1967), pp. 91~92.
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carrying of obscene literature or pictures."32
Continuing in the extremoly problematic vein, Whitman describes a dis-
trict in which "there was vendalism against school property, private property
and pupile? personsl pocsessions; ihere was theft, forgery, obscenity and
vulgarity; there was nonconformity to echocl rules, evidenced bty disruption of
classes, the throwing of food, the turning on of gas, interforence with fire
drills, as well &s truancy and cutting of classeso"BB
"It used to be that there were 'rough' schools and 'normal' schools; riow
there are difficult children in all schools, whether the satting be the slum
or the suburb, and whether the class be kindergarten or high-scheol senior."
We are confronted even with
the perfectly ridiculous spectacle of the teacher being afraid of some
of his pupils, whercas alviys in the past the situation had tezen the
other way arcund. In some of our 'big city! schools, policamen have
been stationed in the corridors in order to protect the teacher from

his pupils, and the students from gach other. Education languishes
hopelessly in such an environment.-

These are the ultimate in disciplinary problewms, but lying within their
confines are the myriad issues confronted daily by the teacher.

Perhaps it is as William Vantil says, "Our scheol discipline problems

32J0hn Manning, "Discipline in the Good 01¢ Days," Phi Delta Kappan,
XLI (December, 1959), p. 95.

33y, Whitman, "New Way in School Discipline," Colliers, CXXIV (August

6, 195L), p. 60.

3uWi11iam C. Morse, "The Schoolls Responsibility for Discipline," Phi
‘Delta Kappan, XLI (December, 1959), pp. 109-113,

35Rafferty, Op, Cite, P 107.
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grov out of & curriculum which does not make sense to tho loarner. A class in
which academic contunt boars no rolationship to the needs of tho world of tho
learner is a brecding place for rebollious diaturbanooa."36
Tho blame for the disoipline situwation is assigned mnny and various

intorpretationa. Tho bigpost catch-all, however, soccms to be progressive edu-

cation.

Progroasive oducation has becorma a synonym for all that 45 bad about our
schoola. Yot vhon rmy oun childron werae young, some thirty or more yonrxs
ago, progrossive cducntion was the now disponsation we woroe all supposed
to acclaim with joy. Referring to an outstanding progressive private
elamontary school, time and agoin my fricnds vould say, 'If only I
could have attonded such a school.' Today I hear wy childron's
contomporaries condemning their ouwn progressive education and preparing
as parentg to do their bust to see that it doosn't happon to my
children,>7

Max Raffexrly, in his own iLmimitable style, sayss

Things have changed or late in tho field of discipline, and wore than
somavhat. They starteod to changa at home first, back in tho tnontios
and thirtios. The prime mover in this chanse was the new psycholagy,
which was widely publicized and which cauwaud paronta seriously to doubt
their propor role viag-a~vis thair childron for tho firat timo in the
‘racordsd history of the human race....Both Mom and Pop ware told
sternly to get out of the way and lot thoir child expross himself
unless thay wantod him to blame his paronts in later life for the
traumstic psychosis that wore almost cortaln to crop up.

The result was the omergoncs of the least-ropressed and worst
behaved goncration of youngsters this world has ever secen. Junior as
a child playnd with toys but refmscd to put thon avay, threu the
spinach on tha floor but got the lce cream anyuay, sassed his parents
to their faces and got away uwith it. As a teen-ager, Junior stole the
old man's whiskey and .shared it with tho gang, drag raced on the county
highuway at midnlight with the famlly car, and told both tho cop and the

N &
\as Yy Lo > i

361114 Vantil, "Better Curriculum - Bstter Disciplino," NEA Journal,
XIV (Septombur, 1956), p. 3L5S.

31Jamas B. Conant, Slums and Suburbs: A Conmontaxy on Schools in Matyo-
politan Arens (Mow York: ~MoGren Hillk POCYX GOas 190L), Pe 138 -
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Judgo to go to holl whon he finally was hauled in. He feared nothing

and ra.pacted nobody beeause he had raver becn compolled to do edthor.

The psycholozists had bwon right in one reagact. Junior cortainly had

no reprossions, He oculd hava uscd a fou,d

School edministrators have been allotted their share of the blame, too.
"Thae administration usaz activitios, pscudo studont governront, contestis,
awards, and aaseﬁblieé more a8 disciplinary palliatives thon a2 worthwhile
rlearning exporioncas, $Trcubls makerat are aaéigncd to teachers who can bast '
handla them. Certain subjects, shop, for oxample, become a dumping place for
|dizoiplina problens, "7
Compulsory school attendance cen also ba noted as part of the problem,

School. 18 & raquircment rather then a pri?ilozaJhO

H Tho Amoricen way of 1ifo is anothar scapagoat. "Amoricans in genoral
do not sive thodr chlldven the opporiauily to Guvulep theuselves, parents over-

b*!v

indvlge thair children.hl Wetva beon 8o anxlious to give our childroﬁ'uhat e
didn't have that welve failed to give thom what wa did.h2 |

Judge May Corwsy Kohler finds throe nain differencas in the way Amoricons

and Europoans approacﬂ the problom of discipline:

l ‘1. Americens aru wore hoalile toward adolescenta. One result is

38Raf£urty, op. cit., pp. 1056-107.

' 3901ark Robinson, "Order Thru Controlled Froodom," Journal of the
|national Féucation Assceiation, XLIII (Dacambex, 1954), pe OLlte

hOVrodovoo, op. cit., p. 218.

m'Joseph A. O#ens, "ontessors. Hoves Inees," Columbia, XILI (Septambor,
1961), p. B

260101 Land s Ops_cit., pe 171,
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that wo do not plan for tho problems of youth. The American juvenile is
more likoly to be out of control and in doep trouble before he gots any
sttention,

2, Amoricans seem almost obsaasod with prolonging the childhood of
sdolasconts., Tho Europoan youth has an opportunity to participate in
adult society at an carlier age and dovelops a sonse of rosponsibility
and a fooling of his own worth whon he is much youngor.

3, Buropenne troating Juvonile dolinquoncy do not make a fotizh
of sciontific wathods. Thoy improvise; thoy are willing to work with
vhat is at hand because they do not have hugo amounts of monoy. They
do what the hoart dictates. Thoy are wore floxible, Lose dogmatic and
4% appoars, much more cuccesaful.u3

The size of the Amorican system of educetion is anothor conplication.
“The dovolopment of large imporsonal acadomic institutions...in thewselves oro-
ate conditions in which irrasponsible bohawior, becaunse it ia anonymous, can
aorrupt moral devalopmont.“hh

The home 18 a vory vital out-ofw-school factor which affects the state
of diacipl;na in the school, alao¢h5 The Harris Poll, reported in a recent
Lifo Magazina, related tho existing tonslon between home and school. 'Rules,
ordor and discipling for their own sake, hold far less appeal for teachors and
adminiatrators than for parents. An astonishing 62% of paronts felt that
maintaining discipline was a wore important function of the achools than

encouraging intellectual inquiry by studenta.hé

Provgrey e

\

o MawelPiviiigany " L

h3"Why lesa Delinguency in Furope," Phi Dolts Kappan, XLI (Dec., 1959),
Pe 93. o | h

hhﬂOClGllﬂnd’ OEC Citu, Pe 169.

hsSibbing, op. cite; Po 16,

b6Lonis Harris, "The LIFE Poll - What People Think About Thedr High
Schools," Lifa, IXVI (May 16, 1969), ps 29,
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Although parents, according to the Harris Poll, favor firm disciplinary

measures, "the iraditional autocratic weys of raising childron are no lorger

effuctive and aro rapidly making their exlts from the family acenc.“h7 This

compounds the tension for the parents are thus asking the school to do what

they the parents, are not doing.

One basic change which has taken place in education has been an
increase in total concarn for the child!s behavior now delegated to the
8chool....¥e became concerned abeut ovut-of-school behavior as well as
in-school 1life. With this depth of involvement, discipline requires
attention to all phasss of the pupil's 1ifc, including ithe fundamental
values which uncerlie behavior. Consequently, the schcol has been put
in the position of crealing the actual standard, csometiues in cooperation
with the howma, but weny times in loco parentis., This indeecd represents
an educational Egvolution the Tmplications of which we have largely
failed to faca.

The American social scene must also be called into play in describing

the discipline in the scliools.

It should always be remembered thai delinquent behavior was froquently
the only means open to certain child Sn 1o call attention to needs
which socioty had failed 1o meet...."” The hates engendercd in the
heart and mind of the child cannot easily Le crased or changed. The
most likely place to develop these is under heusing conditions which
permit exploitation, filth, and crime, Sometimes tha school is the
first place vhere the individuel comes in contact vith these who
repraosent the ones he blames and hales, although the recipients may be
totally unaware of the reason for such acts and not guilty. Trans-
ference ogshato to other students may cause serious disciplinary
problems,

h7Dala M. Baughman and Roteri Eterle, "The Open Classroom - Guidelines
for the Creative Teacher," The Clearing Houss, XXXIX (March, 1965), p. 389,

hBMorse, op. cit., p. 110, ] thcClclland, op. cit., p. 167,
50yredevoe, op. cit., p. 22L.
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HPew schools ar orgenized today so that each youth may participate c¢ffec-

tively., In tho custounry classroom, the shy child remaing rute, the less
irhibited joins energelically in clascroom affairs, the agpressive demands his

share and more of ibe toacherts time ond attention, Indlvicdual differences
51

appear, but too 1lilile is done to cops with thow,

In his traegic-comic description of his first yecar of teaching in a San
Francisco inner city school, James Herndon reclatcs wmore expliciilly the plight
of the child in the customary claccroow who is

gitting in a classroom or at heme, pretending to fstucy! a badly
wrilien text full of falee information, adding wp luwenly svns when
theyt!re all the same and onc would do, being bottled up for seven
hours a day in a place where he decides nothing, having his success or
failure depend, a hundred times a doy, on the plan, inventicn and whin
of someone else, baing put in a position where most of his real degires
are not only ignored but actively penalized, undertaking nothing for
its own sake bul only for thal illusory carrot of the futuvre., Maybe he
cen do it, gnd maybe ho can't, but either way, it!'s probably done hinm
soms harm,5

The creative child suffers even more. Msad says that

the teacher is unprepared Lo cope with thas child who uses his
creativity to defeat her, tho child who posec unansuerable quections
vhich u1ll arounce his classmates to rzucous laushiter. The teachor
| thus cores ‘to distrust the upraised hand and the would bta questioneress.
This child is irritating because he deters us in our swooth way, halts
:s, angBmakes us turn in our {racks and search in ways which are new

0 US.,

] L s iand v S o s an

5lEdmind Anidon and Ned Flancers, The Fole of the Teacher in the Class-
room (Minneapolis, Minn.: Paul S. Amidon, I963), p. 2027

52

Horndon, op. cit., p. 188.

53Ellis Paul Torrance, Rewarding Creative Pehcwvior (Englewood Cliffs,
NnJo’ Prenﬁice“Hall, InCo, 1965), 51 uh-'
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The polarlity in beliefs concerning discipline is another gtunb ling

block.

This country has been the ropcaitory of two very diffarent bsliufs aboutl
discipline, The Puriian concept of disclpling was eiwmplo end sevore and
rested upon the assumpiion that chiléren were !innately depraved!, that
is, born with actively wicked londuncies. These terdencies were
believed Lo endencer a psrson's chance fur salvation and necded to be
curbzd and repreased by adults. Such beliefs indicalcd severe punich-
ment for eny infraction and a curriculum that attempted to inculcate
Puritanical concecpis of goodnces,

Tho other orientation toward discipline may be irazed tc the
writings of Jcan Jocques Rousseau and the praciices of Heinrich
Pestalozzi. Both men emphasized the natural, innate goocness of
children end insisted that gentleness, permissiveness, and as little
overt control as possible were essenlial to the successful education
of children. Friedrich Froebel agreed and in his writings about early
childhood egﬁcation stressed the importance of kindliness and
persuasion.

Most American teachere have incorporalod the beliefs of both oxtiremes,

ninforiunately, (1) Amorican toachers are not aware of this; (2) teachars lond,

unconsciously, to alternate beiween the two approaches, and (3) the result is
3 op ’

that thers is no suthoritative body of guiding principles to direct teachers

in matters of discipline."55

What do these teachers, progressive, old-fashionad, or mixed, do to

attain the modicum of control they desire in a classroom? There is not one

answer, nor even a single mathod supported by many authors. A random

gselaction of msthods used currently is detention, denial of privileges,

ShShermis and Kenney, op. cit., pp. 316-317.
55Ibid., p. 217,
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suspension from achool,sé corporal: puninhmant,57 aaroaam,sa throata,59
ewards and modala,60 ridioule, scolding, oritiocism, extra school or homework,
ostraclsm, and finca,

Moat of thess entail some form of punishmonte. Dre. Nool Swith, with
tongue in cheek, says, "Punishment is so widaly.hcld 10 be necoessary as a wmeang
of control and is so frequently applied that if it wero offective we would have
a utopian socioty with 1ittle misbohavior. Criminals, juvenile delinquents,
recalcitrant children, and you and I would tow the 11ne,"62

A revolution in classroom discipline, beginning in about 1935, has swept
American schoola.63 From the selocted quotations in this chapter, it is plain

to see that it is sorious. That it will becoms wmore acute during the noxt \

decade is attestod to by L.E. Vredevoe in the conolusions of his recent studys

The problem of school discipline will bscowme wore acute in many communi-
ties and schools during the next dacade as a result of the following:

séRﬂffBrty, OEO Ciﬁo’ PP« 110“1110

57Sam Lambort, "What a National Survey of Teachers Reveals About Pupil
Bahuzior," Journal of the Nailional Education Association, XLV (Septe, 1956),
Po 34, o

SBV&ntil, OEQ Citu, Pe BhSQ
9,

edl and VWattenberg, op. cits., p. 3U5.

6OSibbing, ops cite, p. 8.
613.F.Skinner, "Why Teachors Fail," Saturday Revieuw, XLVIII (Oct., 1965),

Pe 813

62Noel Smith, "Disciplinc...How and When," Children's House, II (Wintor,

1968), Pe 60

63Au8ub61, 22: Citc’ P 260
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1. The necesolty for evary boy or girl to obtain a high school
diploma in order to obtalin any type of permanont employment in the
futuro. The holding povaer of the schoola will not roflect the desire or
intarost of some of the atudonts, but their recognition that they must
have a diploma or cortificate of completion of high ochool. This will
keep in school a large numbor of thoso who in tha past did not stay and
really do not ocara to atay nove.

2. The expansion of our secondary schools into large institutions
in which studonta will be administered rather than guidad by teachors who
really know or uvaderstand them bocause of o¢loso assoclation in class or
small homaoroom groups. Factors which will have a tondency to increnss
the alge of seccondary aschools are the rising cost and availability of
land and also the incroase of the population density in cortain arcas.

3+ Tho confuslon about the standards vhich should be maintained
relative to behavior of adoluscents in or out of school.

L. The increasing lack of respsct for laws and regulations and
those rosponsible for enforcing them.

5. The increasad unemployment among youth and lack of opportunity
to get an honost-to-goodnoss job or work befors the age of 18. Closaly
assoclated to this is the wasts of human resources by keeping youth from
tha labor market or opporiunity to get part time or real work experience.

6. The increasod noced for things and opportunities and less of a
chance to earn money to pay for tham.

7« The discontent, blttormess, and resontmont on the part of those
vho recognize that their chances will be more and more limited bocause
of tho domanda for better trained and qualified employees.,

‘ 8. Tho great prossures upon gotting a college education and feol-
ing a fallure or being a second claes citizen if you don't. We are
falling to rocognize that education is more than college dogrecs and
units of oredit. ‘

9. The increasing attitude of teachers that status depends upon
whom you teach, what you teach, and where you teach. Students who necd
cortain clascos and oxperiences are not electing them because of thoir
status in the eyos of parents, administrators, and teachers. Too many of
us think that such classes are just what is needed for somebody elsc or
their noighbor's childron, but bsneath the dignity of ours.

10, The automoblle, which gives a wlde range for youth to roam and
a private room on wheels. Many of the incidents assoclated with some
schools have not been instigated by thoir students or studente of any
school, but rather by a roving, roaming, and careless type of youth. The
automobile is here to stay, and the problems assocliated with school
discipline because of it will increase, not diminish.

11, The failure of soma teachers and schools to make the work
challenging or meaningful.

12, Tho stimulation of students by indlviduals and groups to defy
authority and to associate thelr lack of ability and status with a
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hate %ﬁagory which usually includes thoso who seem to have what they
want.
It 18 into this "wuddle" that we bring the prinociples of Maria Montes-
sorl. Sho ldved and vorked in the first half of tho contury vhon tho toupo of
the times was accoelorating but had certainly not reached the present veloclty.
Lv appears, though, that her principles are applicable because "human nature

remainsg fairly constant and if the pluses ard minuoes are balanced, todayls

youngstors are about tho samo as those of the 1last hundrad yoars or morg."

An Application of tho Montessori Thoory of Inner Discipline

The amount of available emplrical data to support the application of the

Montessori Theories to the contemporary olassroom is meagre. This 18 becouse

it is "highly quostiongble. to what extent valid objeotive data are obtainable

66

and oven relevant in matters of diceipline. It is alwost imposoible to

describe and explain the outside forces that contribute to misbahavior,67

and,
also, aﬁy gmpirical test...would have to be conductod over such an extended
period of time that its conclusions would tend to be renderocd obsolete by
intervoning changes in significant nooiallconditions."éa

Ewpiricel data is used, when it is available, to substentiate the fol-

lowing applications. The literaturs concerning discipling, boing predominantly

6thedevoe, ope ¢ite, PP 215—216. 6581bbing, op. Cite, pe 1l

66Ausubel, op. clte, P 27,

67Gnagey, Controlling Classroom Misbshavior, op. cite, pPo Lo

68Ausubel, op. cit., p. 27,
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descriptive and theorctica1,69'

is used in additicn to and in place of empirical
data in many cases.

Mary Bleckburn, as early as 1921, exprossed the feasibility of the
Montessori Theories having epplications cutside the confines of the Chilcdren's
Housc¢s din which they were first practiced. "Is it nccessary that they should
all do exactly the same as she has done? Is il nol conceivable that the great
Montessori principles...may have to fulfil thiemselves in many ways?"7o

It is with this thought that we procced to an application of the great

Monlessori principles to the classroom of todey.

The child is a man deserving of the deepect respect,

A o

"Proper discipline is based on giving each child the same consideration
2 [§] D

T1

ve would give to an adult." It is nothing short of disasirous for the war

12

between the generations to penetrate into the classroom. "Society, whether

it be of the classroom or the larger community, must respect the uniqueness of

13

its individual members," ~ whether ilhese mewbcre be its very youngest or its
eldest.,

The teacher, to adequately display this respect, must be both warm and

rwe: . L s,

69Louis Harris, op. cit., p. 382, 7OBlackburn, op. cit., p. 10.

Tlyictoria Wagner, "Self-discipline is the Best Discipline," NEA Jeurnal,
XIVIII (October, 1959), p. L2.

72Don Dinkmeyer, Encouraging Children to Learn (Englewood Cliffs, New
Jersey: Prentice-Hall, 19G3), p. LiG.

73Amos and Orem, "Discipline: Some Definitions, Dimensions and Direc-
tions," op. cit., p. 5.
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dignified.7h Genuine courtecy in human relationships is also a very positive
vway of assuming the inherent right of children to receive the considerailion te
which they are entitled.7S When a child is accorded this type of treatment he
takes pride in his own growth as those who accord him this troaiment take
76 7 "The

pridec in it, =~ destroying exaggerated ewphasis on status differences.

average child is not born a cripple, or @ souless automaton, but has full

n8

potentizlities to love life. This is notwithstanding race, color, creed,

or class. '

In respecting fhe child the teocher should, lastly, recognizing the
"fact that each child is unique, be glac to have the daily opportunity of
enjoying the expression and development of this uniqueness."79 In so doing she
would be lessening the pressurcs of conforming as wnch as possible.

Earl C. Kelly says that the schools mast give up the idea that they can

produce stereotypes. "It is as though they would repel uniqueness, which

7hEeughman and Eberle, op. cit., p. 390. 75Ausube1,:op. cit., p. 26.

Tkgmneth Brill and Ruth Thomas, Children in Homes (London: Victor
Gallancz, 1965), p. 93.

"Tpusubel, op. cit., p. 28.

78A. S. Neill, Summerhill: A Radical Approach to Child Rearing (New
York: Hart Publishing Co., 1960), p. XII. )

‘9EHlis Paul Torrance, Rewarding Creative Behavior (Englewood Cliffs,
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nalure has gone to so mch trouble to establish."80

Application of this first principle of the Montessori Theory of Inner

iscipline, then, would be based on the follewing criteria:

1; The teacher should accord the child as well as the adult genuine
covrlesy and consideration.

2. The teacher should protect the uniqueness of the child by limiting
the pressures of conforming as much as possible.

3+« The teacher should relate to the children in a warm and dignified
manner,

The child has within himself a power which governs his inner life and which

forces his own expansion.

"The child!s original nature, if not interfered with, will find its own
way to worthy maturity. The child...contains within itselfl irrepressible
tendencies to expand, to develop, to master its environment, to enter into
relationships with its fellows. These inner factions of growth are essential
factors in education."81

These inner factions which are so essential can be destroyed in a systen
82

that confines the human spirit, that breeds robots.

"Each child needs to have a respected place in the group; he needs to

PO % s s L SO x. AT AANIIAI - T AR NP BT SN~ PREALIPINAY VPR WAL L. & 3 VI A

80Frederick M. Baubinger and Harold G. Rowe, The Individual and Educa-

tion; Some Contemporary Issues (New York: Macwillam, 195687, . 3.

81Edward Reisner, The Evolution of the Common School (New York: Mac-
millan Co., 1930), p. LLG.

BZWagner, op. cit., p. L3.
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have time for making cheices, time for being on his own, time for accepling re-
sporsibility, time for carrying out plansz, time for some-~day dreaming." He
ale0 nunds gpace in the day for planning, space for working, space for moving
atiout...and spaca in the hearts of those to vhom he looks for love and under-
stcnding."BB

"There are too many influences tombarding children today which they
can't egcape -~ violeunce ané persuacion on TV right in thelir living roows, the
pressures of compatition throughout society - and theyl!ve no retreat in which
they can just be children. There are no closgts to hide in in a amall apari-
ment and grandmothers usually live too far away. The schools have to bscome a
haven in which children can be children,"eh havens in which they can experience
what it is to know themselvos.as

It is a sign of emerging independence when a child learns how to bs

n86 In this aloneness he needs support, stimmlation and

87

happy when alona,

agsuming an

88

encouragement, rather than cuntrols and specifications,

independent responsibility as his growing pouors permit it. He gradually

SBEﬂna Harrell Lawson, "Road to Self-Discipline," NEA Journal, XLV
(January, 1956), p. 1. o

8Lpoybara Villet, "“The Children VWant Classrooms Alive with Chaos," Iife
LXVI (April 11, 1969), p. 56.

85Kerb Snitzer, Summerhill - A Loving World (New York: The Macmillan
Co., 196L4), p. 1.

86Katherin9 Berle Staing, "Threugh Independence to Discipline," (rade
Teacher, IXXVI (April, 1959), p. 91.

87Eaughman and Ecerle, op. cit., p. 389.

880bert F. Peck, "The Forgotten Purpose of Discipline," Grade Teacher
LXXVI (April, 1959), p. 99.
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realizos that tho primary purpose of his prozence in zchool is to develop his
telents to their fullest caperiiy, with tho rezponzgibility for doing this
placed immediately upon him."89

Historically, tha poseibility of the child accopiing thiz wach respon-
gibility hes bacii nada an improbability by "comadimeni {o traditional

authoriiics and resiraints,n0

It is, hovover, atill a distinct possibility.

Application of the second principle of the Honteasorl Theoyy of Innsr
Discipline, then, would be based on the following criterias

1. Tho teacher must provide time and space for sloneness so that the
child can oxperience what it is to know himself.

2. The teachor mast provide support, stimulation and encoursgement to

the resulting indopendence.

Nature impores on the child the task of growing up, and his will leads him to

make progresgs in developing his powers,

The road of life is impulsej and its releage in the propor smounts,

91

at the proper time and place, and in culturelly approved forms"’ ™ is a primary

concern of education. That the capacity to restrain this impulee matures from

b B e g i ol . S L X A

898, Frank Brown, "The Non-Graded School," Ckjldren's Houss, II (Fall,
1967), p. 13,

?Ckenneth Fenne, Educallion in the Cuest for Ideniity and Comnunitv
(Columbus: College of Education, Ohlo ctatle University, £§3§7““p.

91Julca Henry, "The Problem of Spontaneity, Initialive and Creativity
in Suburban Clescrocwms," Amaricen Journsl of Orthopsychiulry, XXTX (April,
1559), p. 266. -
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birth on is one of the moat siriking factors about human duv010pmont.92 The

structures onsuring this resiraint dovelops within the human personality. They
nerouw out of the child!s need to protect himself. He learns very early that he
will hurt himeelf 47 ho acts purely on inpulse.">

Confusion reigna, hovever, in the differentiation beiweon impulsze and
iho compelling force within the child "secking to ropeat tho satisfactory
experience of coming to know onefs szolf." Ii is John Goodlad who decries the
pressures to please and prossures to cover thai destroy this compolling
force.9h

For mary children the appetite for learning is destroyad in this aimos-
phor095 in which what is considored a disturbing impulze may actually be a
very heslthy action. It is, perhaps, we "who arc the ones who need to change

our standards, our expoctationa.g..gé Ve organize formal systems of education

and, in doing so, quite often spoil the original, intvitive, spontansoue,

jmaginative things which the youngsters have in them."97
925411 and Thomus, op. cile, Pe 924 931p1d.
9hRaubinger and Rowe, op. cit., p. 18k, 951bid., p. 201

96Jamas L. Hymes, "Something is Wrong Somo Place," NEA Journal, XLV
(September, 1956), p. 3lb.

9TRaubinger, ope cil., p. 5.




105
The climato which should to fostorcd is one in which the imer-directod
prison "inkos his sipgnals from within himself. He is coupeting wjth himself,
and not with others, so that siandards are actunslly relative io the individual.
ﬁCrHica’l thinking is fosiered becasuse the procoas is inductive.s IV is 2

search, n98

In such a ¢limalo the inner-directcd, creative and self-motivatad child
is dovelopod. In such a gituation it ia not cnly the teacher vho knows what is
to be cdone and why,99 In such a setting the child fecls & seneu of
rerponsiLility in what to him is a very cignificant aituation.loo

Application of the third principle of tho Meniessori Thecry of Inner
Discipline, then, would be based on the following criteria:

1. The teachor should differentiate botwcen jwmpulwe, which is
controlled as the child matures, and the compelling force within the child to
knovw himseclf and thal which is outside himaelf.

3. The teacher should foster a climais in which the child, competing

wit. himself, knove what is 1o be done and vhy, while fecling a sentc of

raocponeibility in what is to him & very significant esitvwation.

e o Wsnpme -

Qaﬂario Fanitani, "Opens ve. Closed Claseroome,' Clearine Homee, XXXVII
(October, 1962), p. 69. T

o > e VYN

99%nne Hoprock and Dwisy Portz, "Operating a Frec tut Diecipiined Class-
roor," NEA Journal, LI (October, 1962), p. 21.

100chester Harris, op. cit., p. 383.
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The isachor is an observer of childran for vhom she mist have & deep raspect

ane 1ove.

tMany teachers find throatening anytihing other than an suthority rela-
Jtic»nsbip with o child. Some cannot toleraie an individual relationrship with a
child. Tho relationchip muet be kept on & safa, group basig, 1101

Thiz is a devartating situation for actually the only starting point
| from which progress can be made "is an awarcness on ihe part of the teacher of
the existing feclings, tactie, judgmenis and attitucdee"10? of each of his

103

pupils, as well as of their social background and iis offacts. The teacher

mst also overcome the tendency to '"overlook the protlem of the withdrawn
child in favor of the child who forces himself upon the teacher because of the

disciplinary problems he crsater, Ol

Relative to this, "quits a fow people fear that too much undsrsianding
of children will meke them woak, incapsble of maintaining discipline. It is
true that when ve undorstand childron, it is hard to meintain previously blind
harshness. However, the knowledge mey holp us act morc wisely, and need not

chad to indecision.“log

Tn an effort 1o help realize this understanding, a teacher is reported

to have conducted child-tecacher conferences before every parent-teacher

i o—— i wESy NP AP

101Torrance, op. ¢it., Do L2. 102stenhiouse, op. cit., p. 1l
| 1031bid,, p. 131

10LEying Takin Phillips, Discipline Achievement and Hental Healih: A
Tencher!s Guide 1o ¥holesoms Aclion WNgLevon0 Glifls, Now Jorscy: FPrenlice-
HaTl, 19607, pe 9.

105Redl and Wattenberg, op. cit., p. 39.
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(
conferonco.106 This awarcneas, sh4 discovered, proventod stereotyping
youngsters as belligerent, uncontrollable or "extremely difficult".io?
Since all behavior ia onused, the teacher thould rot be angered by a
child who wmiabchaves btut should rather iry to £ind the causes back of tho be~
havior. '"Wo must help the child understand himself, bring his inner foelings
out into the light and lead him into ways of handling those fnolinga*ﬂloa The
child's image of himself is veoflected in his bohavior.loq The teachor should
idoally reprasent a force for fostesing a positive and raalistic self~conocept
smong his atudonta.llo She should do this with an almost quist omniacianco.lll
So much so, that forty children in & class ia better than thirty or twenty be-
cause it prevonts the child from becoming tco conscious of the teacherts
preaence. 11°

Teachora gonerally do not understand the power of their evaluative be-

havior over thoir pupila.113 A very sympathetic undorstanding is necessary so
that the children know she is their friend "and will nevor withdraw her

g M T e

1060ppock and Bortz, op. cibe, pe 224

1073007, Yarcus, Martha Richardson, Jenny Gray, "Discipline Problams,"
NEA Journal, IVI (Docember, 1967), p. 60.

108

Lawson, op. cite., P« 25,

1094mos and Orem, Managing Student Behavior, ops cite, Po 25,
1101144,, p. 28, 11y110et, ops_clite, e 564
11eMontessori and Claremont, op. cit., p. L22.

113Torrance, op. cite, pe 19.
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affcetion, even though she may not approve of some of their tw.:havior."lul The
problaem with children is minimal “whon we treat themmziﬁhi:"lls

Treating theom right means recopnizing their individual differences.
"Since self-control is learned end all pupils have rol had the same lcarning
expurjoncas, some sindents will have developed less skill in aclf-direction tha
othorss Tt is jusi as importani to recognize und care for indivicual
differences in this learning as it is in arithmatic or Ehclish."116
The teacher neccds to gather informalion about each child, his physical

ncods, "particularly his ensrpgy output and tendeney lo fatligue." Provisione

and activities must then be plannued to meel his needa.117
Ariatotlc said, "It is deep rooted that ve can tloach only those ve

10vo."118

¥hen this is lacking it iz very often beceuss the teacher displays
in place of love, "lack of intereat, antagenism, weaknuss, soms miscarriage of
Justice, favoritiam, or a big-pal attitudo, 19

The observer toacher ig marked by gentlenuss, "Gentlenoss attracts,

violence repels; gentleness loads, violence drives. Gentlenoss is as charming

Sy - A

11&Lawaon, op. cite, po 13, 115Darrach, Op. cit., P 61.
11630binson, op. cit., p. 5hli,

H 117s, ¢, Richardson, "Discipline from Vithin," Grade Teacher, LXXVI
(April, 1959), p. 90. -

1188iater Denice, "Psychological Principles of Discipline," Catholic
Scheol Journal, LI (September, 1951), p. 2L5.

llgsibbing, OE' Ci'tu, Pe. 1)4'
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ané soft as the kiss of a zephyr, violence is as terrible ss the storm....To

this musi bo united firmess, Firmness is as ossential as gantleness, So

these tue virtues acting in harmony should result in such culiure as would be

felt for generations to come."lQo

Application of the fourih principle of the Montessori Theory of Inner
dDisciplinu, then, would be based on the following criteria:

l. The teacher sliould make a studied effort io come to sn awarenczs of
the feelings, tastes, attitudes and social background of each child.

2. The toacher should quietly obsarve individual differences seeking
constantly to provide ways in vhich each unique child can improve his self-

concept.

3« The teachor's role as observer should be marked by genileness and

firmness,

The teacher does not impart vhat is hers tut rather»develops_that which is

within tgp chi%g.

"What & dangorous activity...teaching is, All this plastering on of
foreign stuff, Vhy plaster on at all when there's so mch inside already? So
mich locked in."121

120}?..H. Rivers, "Moral Training," Proceedings, NEA (12877), pp. 181-182,

" 12lsy1via Ashton-Warner, Teacher (New York: Simon and Schuster, 1963),
Pe L.
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In the spring of 1962 Lounsbury and Marani sampled the experiences of
102 eighth graders in 98 schools in 26 states., An overwhclming conclusion was
that "teachers seem to be 'telling! information to lhe studsentis rather than

helping them find ii thenselves,>-2

As a solution to this problem, Postman and Weingartnar, perhaps face-
tiously, offer two suggostions:

"L, Iimit each teacher to three declarative scntences per class, and
fifteen interrogatives,

2. Proaibit teachers from asking any quaestione they already know the
answer to."123

Students must be given the opportunity to devclop the skill of individual
study.lzu In this regard, interssting materiale of a sglf-correcting naturs
glve the studont immncdiate feedback regarding his performance and free the
teacher to work with individual problams.125
The teacher is not the source of "truth". It happens that as long as the

student complies with the values and slandards ihe teacher has imposed, "he

will gain status and recognition and thereby succeed, The ironic aspect here

122Baug.hman and Eberle, op. cit., p. 3886,

123Neil Postman and Charles Vieingartner, Tcaching as a Subversive Ac-

STy A R e £

Eiyi}z (New York: Delacorte Press, 1969), p. 135.

12“J. Lloyd Trump and Dorsey Baynham, Focus on Change: Guide to Better
Schools (Chicago: Rand MelNally, 1961), p. 5.

125Amos and Orem, "Discipline: Some Definitions, Dimensions, and Direc-

ﬁions," op. cit., p. 6.
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is that we are making conformists of bright studentr....Some will rebel againsi
the system Thesu bacome toutsiders! and usually fail."126

The teachor should rather be the direcior of learning activitioes. The
tools of learning should be in view and their funciion and use knoun to all,
She should by '"more a helper than a yelper; more a diagnostician than a critic;
morc a pralser than an sppraiser; more a coach than a refores; and more a
supporter than an axaminer."127
Force, threat, and pressure as commonly used teaching lools become
'obsolote and the lteacher must paychologically see hereolf in a '"helping rola, L
Haer success in thia role depends grsatly on the degree to which "she fesls
gacure in her own life and therefore does not perceive pupil creativity and
achievement as a threat to her authority or to her ego."129

As the children begin to produce, they can bo easily discouraged if the
teacher dimmodiately begins to imposs her own standards.l30 A child has such
natural endowments that it is really only necessary to bring him into contact

with the world he is to learn about in order for him to begin the learning

process., "A child sees things and talks about them accurately afterward. He

lzéFantani, op. cit., p. 68,
127 panghman and Eberle, op. cit., pp. 390-391 1281hid., p. 389.

129David A, Goslin, The School in Contewporary Sceiety (Chicago: Scott,
Foresman and Co., 1965), pe 97

13OHoppock and Bortz, op. cit., p. 2L,
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listens to nevwe end gossip anc passcs it along. He recounts in preat detail
the polt of a wovie he has seen or a book he has read. He socms to have a
matural curiosity,' a 'love of knowledgo,! and sn 'inheront wish to learn, w13l

The normal incividual, therefore, given an appropriate environmont, is
capable of much self-teaching or "guto-aducation".t32 He should not merely be
exposied to lhe "spongelike soaking up and squeezing out of coutont 133
presonted in an authoritarian manner by a teacher.

Application of the fifth principle of the Montessori Theory of Inner
Discipline, then, would be based on the follewing criteria:

1. The teacher should not pose as ‘the source of truth but should rather,
as a director of learning activities, assume a helping role.

2. The teacher should not iwmpese her oun standards bul should rather
respect and develop the child's natural curiosity, love of knowledge and

*

inhorent wish to learn.

The teacher wust exercise rostraint, so wuch so, that when the child has begun

to concentrate she does not interrupt him, and, in fact, treats him as if he

docs not exist.

"Students need opporiunities to develop the inquiring mind. Today!'s
instruction may even have the opposite effect, The pupil works his way through

a school assignment, shuts the book, and woves on in the ordered recgularity of

131Skinner, op._cit., p. 99.

132pmos and Orem, Manzging Student Behavior, op. cit., p. 22.

PN W - is ¢

133Baughman and Eberle, op. cit., p. 389.
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his schedule, Any lingering words, any curiosity, is buried under the

neccssity to turn 1o other work."13h

The teacher should protect the child frow urwarranted intrusion upon the
process and producls of his 1earning.135 For the tradilional teacher, this
docs not provide much satisfaction. This teascher feels more rewarded in having
covered a given body of subject matter and in testing the siudent to see what

he has 1oarned.136

This highly authoritarian relationship belwesn teacher and
pupil is delrimental to stucent activity.137

The best kind of discipline is achieved when children arve deeply ab-
sorbed in their work. In & sense, the task imnoses the discipline, Children
act up when they are tored; stay busy when they sce sense in what they are
doing.138 They cowe into direct contact with content and are thus freed from
immobilization for long teacher 1ectures.139 Although they sovetimes
participate in group lessons and projects, they becowe capable of spending much
of their time working alone, each at his own pace, each coupeting with himself.
The right of the learner to the privacy needed for concentralion and task

complotion is what the teacher must acknowledge and respect.lho

1
3hTrump and Dorsey, op. cit., p. 5.

135Amos and Orem, "Discipline: Some Definitions, Dimensions, and Direc-
tions," op. cit., p. 6.

136thtani, op. cite, Pe. Tl 137Goslin, op. cit., p. 6.

138Hoppock and Bortz, op., cit., p. 21.

139Amos and Orem, Managing Student DBehavior, op. cit., p. 20.

WOrpig., p. 18.
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Application of tho sixth prinoiple of tha Montoasori Theory of Inner
Divelpline, then, would be based on the following oriterions

Tho teacher should protaoct the child frowm unwarranted intrusion uwpon the
process and products of his loavning rather than covor a test or a given body
of subject mattor.
Obodionce i# an instinot which must be cultivated through tho gentle training
of the i1l

i

Tho short~torm aim is to control children so that they do not
intorfere with our offorts to mako thom bahave as wo want, right here
and now. While Justificationa for this ondocavor can be ratiomalized in
all sorts of ways - and are everyday ~ by us all-too-human adultr thore
is & grave and obvious flaw at the vory heart of this if it is allowed
to be tho chief elomunt in our handling of children. It wakos the
childk will a disruptive and unwanted eloment if 1t departs in any
partioular from the adultts will. Only a short extension of this roaszon-
ing is required to muke the childt!s will a thing to be eithor atampad
out of exiatence or broken to acquiescenco in every rule and every act
the adult wlshea to onforca.

The more intense the strugplo Is made betweon the adult and the
¢hild, the more it produces a c¢hild who, in learning from tho poworful
example of the adult, will strive to override the will of othors and
autocraoratically impose...his every selfish whim and porsonal desire.
In fact the child will increas¢ his rosistance to the aduli's will in
direct proportion to the dagree of effgz{ the adult is exorting to
replace the child?s will with hia own.

The adult is the older, strongor being, hovever, and sometimea he is
able to overcome the child, sometimus ho is able to foroo him into cowpliancae,
Conscquently, these children groun to adulthood are the "sheop~like compliers
vwho made poasible the rise of Hitlor, Mussolini, ond Stalin, despite the snall
ninority of activa svpporters those self~appointed auntoorats boasted at
firpt,nLb2

ol " Wher il

Wlpeok, op. cite, p. 57, W2Tbid,, pe 96.
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Instead «f Jdmmanding unquestioning acquicszcence the school should help
tho children adjuat to the structures of formal rules and regulations, tut it
is healthful, in doing this, to rotain some of the "characoteristics of the in-
formal family group in which considerable deviance is usually allawod."1h3
A very elemontary mathod of will training iz to teach the child to ocarry
through to complotion. "A child starting with ‘siwmple! tasks should loarn to
finish what he has bugun."lhh
Adults have no inherent right to the obedience of c:m.ld:r'coru..11‘9 They
should reproas only the bshavior which imperils the porasonality of the young-
ster, rathor than that which is simply annoying to the achool.1h6
In training tho will tho toachor muast remembor that
education is not primarily concerned with the produotion of knowledge
containers, nor skill manipulationa, but with the making of men and women
who know how to live abundantly, whose behavior is not random, daestruc-
tive, driven by changing appetites, but purposeful, constructive and
frool{h%nd responsibly choson according to values which are personally
held. ‘
Application of the seventh principle of the Montessorl Theory of Inner
Discipline, thon, would bs based on the following oriterias
1. The teacher should not consider the child's will to be a disruptive

and unwanted aelement to be stampod out of exletence or broken to unquestioning

11430081111, 0P Cito, Pe T2

lhhAmoa and Orom, "Discipline: Some Definitions, Dimensions, and Direc-
tions," op. cit., ps 7o

158111, op. oit., p. 1564 1W6Red). and Wattenbarg, op. cit., p.10.
lhTMoCIQIIand, op. cit., p. 168,
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acquicreonce, but rather as & positive force which thould gently be trained o
adjuel to the structures of forrmal rules and regulatjons,

2, The teachor dooez not hove an inherunt right to the childte obeclience
ané should therefore ack for it only in relation to aclionr which imperil the
yourgetor, or the group.

3. The toachor should recall thal cducatlion is nol co muich concernsd
with the acquisition of knowledge and skille, but rather with the making of men
and women who know how to live stundanily, whose behovior is not randon,
ﬁdestructive or driven bty chenging eppetitas.

The tcacher mst prepare the envirornent in which concontration can be begun

ernd carried oul and in which the will can be gently irained.

A good learning environment is the baris of good order.“lhe
The crcation of such an environment "involves a great deal of guidence
as 18 indicated by the following charvacteristics identified by Fergbee:

1. Building an atmosphcre of recepiive listening.

2. PRelieving the feors of the timid and the overteught.

3. PFending off negalive criticiem.

lie Making children evere of what is good.

5. Siirring ihe eluggish and deepening the shallow.

6. Making sure that every sincers effort, however, poorly exccuted,
brings enough setisfaciion to the child to enable him to wanti to try
agein,

T. Heighilening sensory awareness.

8. Keeping alive zest in creative activity.

9. Being wise Enough t0 halt the activity temporarily wvhen creativity
runs thin,l49

1h8Robinson, op. cit., pe 5L5.
1h9Torrance, op. cit., p. 2L
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Built into all of these rscommendations are a cartain set of liwmits,
deponding on tho age of the ohilde As tho chilé bocomaas o0ld enough to predict
the outcome of his bohavior he assumos a gréatmr responsibllity in relation to
3,250

The notion of Limits is related to that of consistency. "No student
should be in doubt foxr even a brief time as to what he is to do.151 VYhat o
essontial is that...a clearly recognisable standard be maintainod.l‘s2 This is
vhat distinguithes a pouerful learning envivonment from one that Lo only )
woderate or inaffectual in its consequences for the atuénnxe~"153

The environment bearing the above oharacteristics mot contain wmateriale
to glve dirootion to the childts learning. The children counot do this by
themselves. If they could, schools would not be nocessary. "The environment
wust ba & 'prepared!.one, soientifically designed to eahance the loarners' ful-
lest physical, emotional, intellectual, social, and spiritual development.

Such an environment must feature the challengos of a wide variety of tasks to

ongogo each learnerst attontion and 1nxoreat."155

ISOWagnor, op. cite, po b2,
151Amoa and Orem, Managing Student Behavior, op. cit., p. Li24

152Robinaon, op._cit., pe. 91,

193Ben;]amin Bloom, Stability and Chenge in Human Charaotariatica (New
Yorks John Wiley. and Sons, TYE5), Pe 195

15hPhi11ipa, op._cite, po k.
1SsAmozz and Orem, Managing Student Bohavior, op. cit., p. 19.
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Tho enviroument, {00, must have tuilt into it opportunities for making
and correcting mistekos,

Since exploration nocessarily involves trial, prectice, secking,

striving, and puching inic now end unknown arvas, i1 is bound to resuli

in frequent error. Thorefore a loarning situation which rogards wictokes

as affronis againsti God &nd man is hardly 1likely to encourayge the

exploraiion of moaning. Personal meaning cen cnly be discovered in

settings vwherein one hias the opportunity, indecd even the rlghl, to make

mislakes, An educational getting which cennol tolerats or permit

wiatakes imposue amovere 11miti gpon lhe freedom with which students can

explors their own perception, 5

"Discovery is maximaliy possible within an environment that values the
individual, and within curricular expericnces ihat provide for uniqueness of
response, and for exploration and discovery."157

For the children 1o do this crealing and discovering, the environment
must be an ordsrcd ones. "Orcer brings freedom to creatle. To the degree an en-
virormenl is chaotic, to thal degree it is a negatively controlling onc.158
What the child should receive above all is calm. Agitation dissipales and
fatigucs.lgg If there is not enough redundancy and regulerity, as a basis upron
vhich the individual can learn 1o make effeclive decisions, then the environ-

ment controls the individual and limits his functigning."léo

PO

15040nald C. Doll (ed.), Individualizing Instruction, ASCD Yearbook
(Washington, D.C.: ASCD, 196L); . 90. '

1571bid., p. 97.

158Amos and Orem, "Discipline: Some Definitions, Dimensions, and Direcc-
tione," cp. cit., pp. 5-6.

159Helene Lubiencka, "The Chiid, His Body and His Soul," Jubilee, V
(June, 1957), p. 37.

1604105 and Orev, "Discipline: Some Definjtions, Dimensions, and Direc-
tions," op. cit., p. 5.
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R. Puckminsier very correctlly said, "I mado up my mind...that I would
never try to reform man, thalts too difficult. Vhat I would do was to iry to
modify the environmeni in such a wey as to get man moving in preferred direc-
tions. It's like the principle of a zhip's ruddor."161

For the varying sge, the modificetions of the environment differ. For
young children & very fino possibility follows:

On the first day, she had many things around the room ito tompt them to

explore and think. Next to the aquariuvm snd terrarium the children found

books on how to start such projecta. A book on animals of the seashore
was placed neer a cluster of mea shella. Miniature arimals and birds,

a littls squirrel anc its babies, a tiny see gnll, invited handling.

Hokby books of variouvs kinds were grouped on a rack with books on how to

do such things as sclisnce oxperiments witggut boughl equipment. Easels

and a iypewriter were available for uee, -

"Within an aga range of three years thers is no neced to grade children
by ability. The backward and the brilliant work happily side by side. Not
I.0.'s but differences of interest separate the groups, for, given freedom,
the natural grcuping of mixed capacities is far more healthy than the

segregated one."'163
Last bat not least, within this environment, the children need time.

"Most of all they need time to wonder why and to seck answers in their complex

worldo"l6h

161p,¢. Orem, "Ruller, Montessori and tho Child," Nalional Catholic Kin-
Jergarien Review, XVIL (Dscember, 1967), p. 8.

162

Hoppock and Eortz, op. cit., p. 2L,
163Montessori and Claremont, op. cit., p. L22.

16&Raubinger and Rewe, op. cit., p. IV,
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Fudolph Dreikua claims that there is 1littleo precedent in our traditional
pasi for the type of environment described in these pages.w5
"In 1963, Baughman and Eberle visited nearly a hundred classrooms in
thirty qualitly junior high schools in nine states, W¥ith a fow oxceptions the

learning climates were deductive, contenti-bound, teacher dominaoted and routi-
166

nized." In such an environmeni. a peraon soon learns it ls better not lo ex-

Jpresa his most precicus idcas.lé7

To prevent this, the application of the eighth principle of the Moen-
Lessori Theory of Immer Discipline, then, would be based on the following
criteria:

1, The teacher should provide a prepared environment designed to enhance
the learners! fullest developmenil, featuring a wide variety of tasks to engsge
the learnert!s attention and interest.

2. The environment should be charactorized by a certain set of limits
and by consistency.

3. The environment should not only tolerate but should provide the op-
portunity for the child to make mistakes.

e The environment should provide calmness for the child, for agitation

dissipates and fatigues him, robbing him of the time he necds to wonder why and

sagk answsrs.

16SEaughman and Eberle, op. cit., p. 390.

1661bid., p. 388, 167Torrance, op. cit., p. 16,
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5. Tho environmont should provide for childron of at least a three-yocar

ago epan to work side by side, permitting natural grouping of wixed capacitios.

Discipline is an on-going process depandant on porsont.) frocdom,

"The truc esgenco of liberty, which is indisponcable to man, is the
1iberty to move and think at one's own individual pace."168 Boys ond glirls,
mon and women do not have to be taught thia.169 It 18 human instinot,

"It 18 very oasy for a skillful and dovoted toacher to galn the whole
world, in torms of effactive learning, affection and exemplary behavior frowm
his pupils, and yet to lose his own soul and to threaten theirs by failing to .
allow them the intellectual and emotional freedom to dovolop 1hdepeﬁdahce oand
responaibility."170

When disoipline is defined as the imposition of order by authorities,
it involves interference with personal liberty ond as such it always stande in
need of justification.171 When it is defined and is that which 18 not
primarily imposod from without tut which develops from within each chlld as a
result of careful nurturing it is juntifiable.172

When architect Walter Hill asked students aged, five to twelve, what

they thought would make a good school, thely ancwers included, "Make 1t s0 we

can walk arcund bscause we werc born free," and "put a sign on everything that

oy
ol w

168Lubionska, ope clte, Po 3% 16.9B<mnea, ope. clte, P 2.
170s¢enhouse, op. cite, pe 38. 1711bid., p. 163.
172yagner, 0pe cite, pe 2. | | X
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gays Ploase Touch, M+13

This bacomes increasingly true in the uppsr grades, Junior high school,

and high school. "It is here that the growing need for freedom leads the

student Lo seriously challonge the imposed controls which deny him the degree
ul'nl

of fraedom he demands.

It has to bs the kind of discipline that works when no one is looking.175
A

Father Vincent McNabb once wrole lhat "the most successful governmeni is that

which leads its subjects 1o tho highesl aim by means of the greatest
w176

freedom,
A. S. Neill points out thal a grave problem lies in the dislinction be-

tween freedom and license. In some casaes the chilcren have no rights, in other

cases they have all the rights., He advocates lhat ihey have equal rights.177
Rescarch studies show that the effects of exlrews permissiveness are

178

just as unwholsome as those of authoritarianism. A study, supported by the
Cooperative Research Program of the Office of Educaticn, of 4,571 men, women
and children between the ages of 13 and 65, conclucdes that the price of
permissivoness is high., "If the adult is a teacher, she risks incurring the

childts antipathy."179

173vi11et, op._cite, pe 50, L7lRobinson, op. cite., p. Shl.

176

1750hestar Harris, op. cit., p. 383. McClelland, op. cit., p. 166.

17,5, Neill, Frcedom not License (New York: Hart Publishing Co., 1966),

e aad

p. 8.

178Ausubel, op. cit., p. 30,

179Benjamin'Wright and Shirley Tuska, "The Price of Permissiveness,"
The Elementary Gchool Journal, IXV (Januwary, 1965), p. 182.




Vhen a child sponds much of his time in non~productive pursuits, freedom
in the classroon has probably gone too farolso Freedom, over-exianded, becomes
license, Ilconss is interfering with anotherts freedom.lBl A person who
understands frecdom shounld have the ability te think of other pcople.la?

Granted the nced for not over-cxtending frecdowm, a basic principle of

se’lf-doteriination should still replace authoritarianism, The child should be

taueht without the use of force by appealing to his curiosily and spontancous
needs, thus getting bim interested in the world around him°183 The more inter-

estod he becomes the more competent he becomes. "Freedom is earned by cowpe-

tence and competonce is attained through disciplineo"18h

Freedom and discipline are not only cowpatible, but are also insop%;ablo
and to oparate effectively wust be sspoused by the entiro faculty.

Where the head teacher approves and encourages, where a similar

i atmosphere has been experienced by the children up throngh the school
and where the rooms on either side are engaged in similar activities

is one thing. It is a very different proposition to achieve a simd lar
atmosphere against even silont oppositlon from the head teacher, the
ridicule of onal!s more experienced collozgues and in & school vhere
neither free wmovement nor free 3§eech has been the pattern to which the
children have been accus’oomed.l6

Application of the ninth principle of the Montessori Theory of Inner

Discipline, then, would be based on the folloiing criteria:

1801’hil]ips, OPo Cito, Do L!-Bo
181Neill, Freedom not lLicense, op. pito, Po Te 1821bid°, pe B

183Neill, Summerhill: A Redical Approach to Child Rearing, Ops Cite, peTi.
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1. The teacher must give the child the intellectual and emotional free-
dom nocessary %o develop indepandence and responsibildty.

2. The teachor should roalize that as the child grows older, a growing
need for frecdom leads him to seriously challonge imposed controls which deny
the degree of freedow ho demands,.

3., The teacher should recognize that freedom is over-extended when the
child spends much of his time in non-productive pursuits, or when he interferes
with anothert!s freodom,.

i« The entire faculty must espouse the principle that freedom and dis-
cipline are inseparable, in order for it to be applied effectively.

Disciglihe is broucht about throuzh an inner force developed in the child by

spontaneous interest in and concentration on en external object.

Discipline is "largely an individual process arising out of a learnerts
absorption in discovery and selfwdevolopmentol86 To the extent that the
students are 'caught upt! in the curriculum, do they become self—disciplined.187

"For me," says William Vantil, "it has been the lsss traveled way of
achieving discipline through developing a curriculun relevant to learners.“188

The curriculun should, therefore, be so devised as Lo command the inter-

est of the pupils;189 The more appropriate it is to the intellectual needs of

185Stenhouse, 0po Cite, Po 155..

186Amos and Orem., "Discipline: Sows Definitions, Dimensions, and Direc-
3 iy 3 J

tions," ops Cite, pe Lo
187shermis and Kenney, Ops cit., pe 218, 188Vantil, ggﬁ_cit.,pOBhSA

189Stenh0use, 9:8.:‘"3}_303 Peo 190




125
the individvual children, the fewer will be the discipline problams°190
10ften convontional classrocms are not conducive to Tauto~cducationt.

Tnstead the child rust cope with the pressures generated by backstep curriculun

and rigid schsduling.191

Therae 185 no reason why everyons shonld be inlerssted in the geography

of Verczuzla on the same day, and hour unless there is some 'eus! cvent

thero, such as a revolation, However, most of us are goine to be

J interested in the geography of Venozuela at some time, our oun tims, but
not all on the saue day. Simltansous curriculs are obsolete. We mist

make all this inforuation immadiately available (over the two-uny TV'S{

ready for the differeunt human chrowosonal ticker-tapos to c¢all for it. 52

This will require a tremendous amount of programmed lsarning, &0 that
when the "chrowosonal ticker-taps" calls, the materials are available. It also
antomatically calls for ungradedncss.

Such a program as this has been bogun at Melbourne High School; B, Frank
Brown reports that

one of the earliest obsaervations of the effects of change was a
difference in the attitude of the students toward learning. Almost over-
‘ night, ctudonts began to take tho initiative for their education sway

from the teachers. Not only did their attitude toward learning iwprove,
H but thoir bohevior at school underwent an amazing transformation. The
need for teachers to monitor in the halls, the cafeteria, and the bus-
loading arcas diminished; finally this problen disappeared coupletely
as an admimistrative function of the school. As scholarship began to
slip out of the shadows, students started assuming groater responsibility
for their conduct and teachers found themselves wiscly using the left-
H over monitoring tine to develop a better brand of education,

Student behavior and attitudes continued to change so greatly at

Melbourne High that by the middle of the third year of grodoless sduca-
tion, the school was able to abandon its truancy regulations, Tho
problem of truancy diwvinished te the point whore it finally diminished

1901pid,, pe 137.

: 191R.C. Orem and George L. Stevens, "Montessori and Lenguage Development,'
Nationel Catholle Kinderserten Review, XVIT (March, 1958), po 35.
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itaclfs Tho funotion of the Dean of Studonts shiftod from ong of
dleoiplinary aduinistration 4o coungeling, Thoro are still oconsional
ciscipline probluus at Melbourne, but all of thow origlnate in tho

clangroon, The indication o atrong ggat evon those are gonoratad by
the toachor rathor than the atudent,t

AlL of thie is aohigved "over the bridge of interest, for only through
irtorcol cen dnstruction sot up ends Lor whioh tho mind is willing to
atrugglc."wh

Application of the tonth principle of the Monteossori Thoory of Innox
Dieoiplini, then, would bo bused on the following eriterias

le The teachor must realize that to the extent that the studonts are
fcaught up' dn the currioulvm do thoy becoms solf«-disoiplined.

2+ The teachor must see that the ourriouwlum is so devised as to command

tho intorast of the learneyr,

3« The toacher muat not roquire all of the studonts to bo involved in
the vamd eobivity at tho same time,

L« The teacher mst provide & plethora of materials, most of it pro-

Zranned, ‘ ‘ !

[Fho child, internally responding to an cxternil stimlus (work), learns to move

bont aotiyoly cnd purposofully, rathor than vildly or mitely and apathotionlly,

Acoording to Carl Rogera, "It is learnimg which makes the differonco

fn the.individualts behavior, in the courso of action he choosos 4n the future,

bn his attitudes ond in hio porsonality. It is a pervesive leerning which is

oy PINPUS

193knald Orons and Judith Murphy, The Rovolution in the School (Now
orks Harcourt, Prace & World, 196L), ppe Lid=illie

19 med s Boylan, Coaaspiions of Disgipling in tho Public Schools of tha
JoS. for s Paat 60 Yoowu (GA0T008 Yav.is, Loyout Ualveralsy, 45H2), Pe 3ie
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not Just an acoretion of knculedge, tut which intorpenetratos with ovory
portion of his exiatenoe."195

¥hen a person is rendy to toke over learning for himsolf ho ia truly an
educoted, disciplined 1nd1vidual.196

The tagk of the teschor in rolation to this is to assess vhat tho studont
is capable of at a given womont end in a glven area, and to wotivate hin
succossfully so that he achioves what ho 18 capablo of in this araa.197

The following should be the charaotoristles of the lenrning axpsriences
the toachor should prouvides

e They relato closely to what the student knows and oan do,
2. Thoy relate closoly to present interosts and needo,

participants,
ke Thay have a substantial valus or wsa - goolal, scholastic or
eoonomlice
5. They allow for originality « for dramatic or novel elemont - which
w11l challenge or srouso curiosity,L+98
One of tho main oharacteristics of this innor discipline acquired through
ooncentration on an oxternal stimlue is that it carries over into unrelated
behaviors. Psychologiate support this very practically by troating wany wmise

behavior problemz as speocial ocasos in faulmy'loarning.199

3. They allow for active participation and oreative contributionz by

1950086 L. Tyler, "The Concopt of an Ideal Teacher-Student Relation-
ship," Journal of Eduoational Rescorch, IVIIE (Nove L964), pe 1le

196Phi11ip3, 0P« 0ltes Do 350

19TMe14 448 Sohuidebarg, "Training for Responsibility, ™ Phl Dalta Xappan,
XII (Decomber, 1959), pe 93

1980ar3, Baumzardnor, "Some Elemontary Prinoiples of Disoipline,® Scohool
Roview, IXXII (Soptember, 1955), ps 3LT.

IQSCnngoy, Controlling Glaasroom Micbehavior, op. 2ite, pe 17,
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For whe teacher who has dependad upon imposed ¢iscipline, it becomes
necessary that she latrn Lo provace worthwhile leoarning experionces for each
child, rather than those which best promise to mainluin order, 200

Application of the ciloventh principle of the Hontessord Theoxy of Inner
nscipling, thon, would be based on the follouins critcrias

1, Tho teachor rust strive to have the child tule over his own learnine
by assessing wh2t the student is capable of at a given momont and in a givon
arca, and by succaessfully motivating him so thait he achiceves that of which he
is capable,

2. The iecacher rmet provide learning exporiences that meet the need of

each child, rather than those which best prorise to maintein order.

The satisfaclion found in ike neod to produce «nd perfect Lis oun work is the
childfs inhevent and only reward, a rouard which eliruinates the need for

purischment.

"Educational rescarch has shown repcatedly thal people tend to learn and

develon along whatever lines they find rouardingoQOI The learning and develop-
went itself is dtes ovn roward. Other rewards are svperfluous and negative. To
offer a prize for doing & deed is tantarmount to declzrirg fthat the deed is not

worile doing for its own sake,n?0?

A Y S PR - A

2OORobinson, e Cites Pe Shlie
20]Torrance, Do Cite, pe 101,

. 202Ng111, Surmerbill: A Radical Approach to Child Rearitg, op. cite,
p.leg o B
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If, for gome reason the individual is not internally motivaled to learn,
tho need appsars for use of external forms of rewards and punicshronis as
inducementsoao3 This is, in most ceses, however, an admission of the 1lsacherts
failura, 20k

Many in the awtocratic tradition, howevoer, "still beolicve that wo have
to exert forew to influence children; when thoy misbehave, we have to 'show!
thewu, theach them a lessen,! repcatedly texplain and advise,! but at any rate
not !let them get by with i+,! without punishient and retaliation, Many sin-
ceraly believe that these wethods have educational value, nay, are essential in
bringing up children and teaching themo“zo5

Resocarchers, however, have shown thal while "punishwenl way suppress
deviant behavior for a time, it does not weaken the tad habit....At soon as the
class perceives that a substitute, for instanve, will not punish then,
deviancos appear in profusion. Their tendencies to be deviant are stil). there,
suppressged for a time but not extinct°"206
When a c¢hild does show lack of control, as some do occasionally, "the

toacher simply asks him to sccowpany her as she moves around the room until he

thinks he is ready for freedom again. Children soon understand that frecdom

203pmoe and Orem, "Discipline: Some Definitione, dimensions, and Direc-
tions," op. cite, Pe G

20lys 11ard Abreham, A Time for Teaching (New York: Harper Row, 196L),
Po 207

205I&nkmeyer, 0pe cite, P 118, 206Gnagey, 0po_Cite, Po 236
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and rosponeibllity go tozether."207

Very often the deod iteelf, the reality of the situation is sufficlent
acwaond shment, For instence, if a child fails Lo lock his bike and th: bike is
stclen, tho result of the misdemcanor is an accusation in iteelf, To ecold
would only &dd resontment to the child!s i‘eelings.z08

In conclusion, it is, therefore, the 10l of the tecacher to help the
children "acquire the kind of character which makes then want lo act in the way
thoy have o act as mcmbors of society." 209 This should not be a painful,
punitlive operation but a revwarding challonsze. For as Erich Frowm once vircts,
"The ajm of education -~ in fact the aim of life-is to work joyfully and to
‘find happincsso"Qlﬂ

Application of the lwelfih prirciple of the Montestori Theory of Inner
Discipline, then, would be based on the follewing criterias
! 1. 'The teacher should realize that the nesd to use extornal forms of
rewards and punishmants is an adaission of her failure,

2. The c¢hild who shous lack of control should be given special attention,
often accompanying the teacher, until he is ready to accept the responsibility

that parallels freodoti,

- e

207Juna Sark Heinxich, "The Montessori Appronch to Fducation," SPA
Teachor Education Exlension Service. I (Dec., 1966), p. 22,

208pn3111ps, ope cite, pe 21

209Fred Ezgan, "An Anthropolozist Looks at Discipline,® Crade Teacher,
IXXVT (Aprdl, 1959), pe Sl

210g1audel Blaclmood, "How Finel School. Breaks the Chains of Restriclive
Bducation," Children's Houss, TIT (Sumrer, 19G9), pe T.-
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CHAPTER V
SUMMARY AND CONCLUSIONS

A Through this study, the writer has attempted to compile and analyzo

the principles of the Moeniessori Theory of Innor Discipline, to exawine thesc
Abrinciples in the light of the writings concerning them, and to evaluate and
apply them to the current scene using the available ewpirical and cdescriptive
rescarch concerning discipline,

The scops of the material was wide and varied. Most of the sources by
Lnd about Maria Montessori published in the United States, as well as English
translations published in other countries were studied in order to make the
paper as complete as possible. Empirical and descriptive research by writers

in the United States in the last several decades was also examined in order to

jescribo the present staius of discipline and to evaluate and apply the derived

heories to this status,

The writer hoped, as a result of the study, to be able to provide teachors
9ith- the principles of the Montessori Theory of Inner Disciplire as well as
nformation and suggestions for classroom use,

These principles and applications arrived at through the study appear

oW in sunmary.
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Tho child is a man deservine ef the decpest raspoct.

ls Uhe teacher should accord the child the same genuine courtesy and
considoration as that given an adult.

2. Tho teacher should protect the unigueness of the child by liriting
the pressures of conformidng as much as possible,

3¢ The toachor should relate to the children in a warm and éignified
mannexr,

Tne child hes within kimself a pouer which governs hig irner life and which

forcos his oun oxpansion,

l. The teacher must provide time and space for aleneness so that the
child can expeorience what it is to know hincelf,
2. The teacher must provide support, stimnlation and encouragement to

the resuliing emerging independence,

Nature imposes on the child the task of prouwing up and his will leads him %to

make progrcss in developing his posers,

|

1. The teachor shenld differentiate between iwpulce, which is con~
trolled as the child wmatures, and the compelling force within the child to know
himself and that which is outside himself,

2. The teacher should foster a climate in which the child, competing
with himself, knows what is to te done and why, while feoling a sense of
responsibilily in what is to him a very significanl situution,

The teachor is an observer of children for whowm she muct have a deep respect

and lovea,
1. The toacher should make a studied effert to come to an swareness of

the feelings, tastes, atlitudes and sociszl backeround of each child.
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2, The teacher should quistly observe indivicdual differences, seeking
coirstantly to provide ways in which each unigue-child can improve his self-
concepl.

3+ The teachert!s role as observer sheuld be marked by gentleness and
{fiywmness,

Tha teacher docs not impart what is hers but rather develeps that which is

within thaﬁchildo

W l. The teacher should not pose as the scurce of truth bub should ratheor,
as director of learning activilies, assume a helping rols.

2. The teacher should not iwpose her oun standards but should rather
respect and develop the child!s natural curiosity, love of knowledge and in-
heront wish to learn.

The teacher must exercise restraint, so much sc that when the child has begun

to _concentrate she does not interrupt him, and, in fact, treats him as if he

does not oxist.

The teachor should protect the child from unvwarranted intrusion upon the

prosess and products of his learning rather than cover a test or given body

of subject matter.

Obedicnce 18 an instinct which must be cultivatcd through the gentle training

of the will,

lo The teacher chould not consider the childts will to be a disruptive
wand unwanted element to be stamped out of existence or broken to unquestioning
écquiescence, but rather as a positive force which should gently be irained to

adjust to the structurcs of formal rules and regulalions.
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2. The teacher docs not have sn inhoront right to tho childd's obadienoe

and ghould thorefore ask for 1t only in rolation to aotions which imparil tho
youngstexr or tho group.

3+ The teacher ghould recall that education is not so wmuch eoncornad
with the acquisitlon of knowledge and skills, tut rather with tho waking of
men and women who knod hoa to live abundantly, whooe behavior is not random,
destructive, or driven by changing appatites. |

The tcachor must preparae the enviroament in vhich conoentration can ba begun

and carrled out and in whioh the will scan ba gnntlzﬂprainado

le The teacher should provide a propared envirormont designed to
enhance the lsarnerts fullest devaelopusnt, featuring & wide variety of tasks
to ongage each learnarts attontion and interests

2. The environmont chould be charactorized by a certain set of lLimits
and by.consistency. ' . ,

3. Theo environmaont should not only tolaraﬁe tut should provide thse op-
portunity for tho ohlld to wake wistakos,

lie The onviromnent should provido calimess for the child, for agita-
tion dissipatas and fatigues hiry, robbing him of the time he noeds to vondor
vwhy and ssek answors,

5. The environment should provide for children of at least a throo-year-
age span to work side by sida, pormitting natural gfoﬁping of mixod.capa~
olties,

Disciplineg is an on-going pirocaas dopondent on _porsonal froedom,

1o Tho teachor wgt give thae ohild ths intallestual and enotional

froadon nseszatry to davelep the drdepondence and meocpontibliity.
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€« The teacher should roalize that as the child growa older, o groving

naed for freodom loads him to soriously challenge impoaed oontrola which deny
the degres of freedom ho demanda.

3¢ The teucher should recognize that froedom is over-extended vhen the
ohild spends much of his time in non=-productive pursults, or vhen he intorfores
with anothor's freedom,

Ls The ontire faoulty must espouse the principlo that froedom and
discipline are inseparablo, in order for it to be applicd effectively.

Discipling is brought about through an inner force davolopodiin tho child by

spontanecus interest in and concontration on an extornal object (work),

1o The teacher must realize that to the extont that the studonts are
Ycaught up! in the currioulum, do they bsooms gelf~disoiplinad.

2¢ The teacher must sce that the carrioulum 45 so devised as to command
the intorest of the learner. |
3¢ The teacher mst not require all of the students to bo invelved in
the some activity at the same tims.
lis The teacher must provide a plsthora of materials, most of it pro-

grammed

The child, intornally responding to an external stimulus (work), loarns to move

about_activoly and purposefully rathor than wildly or mtely and apathotleally.

1. The teocher wmast strive to have the ohi;d'take ovor his own loarning
by assessing what the student is copable of at a givoen monent and in & given
area, and by sucoessfully motivating him so that he achieves that of which he
ias capablo, |

2o The torchor rmat provide lesvning experiences that moot tho utod of
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each child, rather than thoge which best promise to maintain order.

Tho satisfaction found in the nead to pfoduce and perfeet his own work is the

¢hildfs inherent and only rovard, & reward which elininatcs the nced for

pund shmant.,

1. Ths teacher should realize that the need to use oxternsl forws of

rouards and pundshments as inducoments is an admission of fa;]ure.

2, The child who shows lack of conlrol, should be given spceial ate
tention, often accompanying the teacher, until he is ready to accept the
responsibility that parcllels freedom.

I The scope and importance of each of these is of such magnitude that
they morit further cowprehersive study. It is the hope of the writer that

teachors and adwinistrators will be prompted, through this effort, to continue

further inquiry.
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