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ABSTRACT

Freedom in the classroom should concern the schools
as much as the development of cognition and skills. Freedom has
traditionally been regarded as something that the child already
possesses or which will develop by itself. Howewver, freelom is not a
naturally developing property of man, but a delicate and fragile
quality of mind and behavior which must be recognized and encouraged
by the schools. Relational patterns of perceiving and behaving which
describe how three different types of childven relate to the
classroom environment are: survival, adjustment, and encounter. The
mnst immature and closed pattern is that of survival in which the
child regards the world as a dangerous place and wishes to keep
change to a minimum. The adjustment pattern typifies the child who
first discovers what others expect of him and then produces the
desired behavior. Change is tolerated if sanctioned by authe "7
pattern of encountering is the most mature and is seen in - .
who is able to tolerate uncertainty, can postpone gratification, is
curious and receptive to his environment, and is not afraid tc
express emotions. Components and antecedents of freedom, and their
significance for the teacher in helping all three types of children
achieve freedom in the classroom, are disounssed. [Filmed from best
available copy.] (NH)
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T hove vosiwht to Lo ing 7o vore considevation a aomhher ol coaicerns
end thoaghivs Lohave onods conce?: of practicu or Ireedos it bt concext
of +he elassroom. VFriends and former students Know thar I wn far from an
orsanized creature. And ii tomight you will ali’ow me o foilow “hie pent
of my pevsonality aud let me wander and move in and about the topic without
a tight and sequential organization, I will be in yonur debt.

It ie far from agreed upon thalt freedom should ‘be the concern of the

~

schools. A very strong case can be built for the task of the schools being
ultimaiely concevned with the impart ting of knowledge and the developing of
skills and compe*encies. Or as an institution of socialization - as Robert
Dreeben (1968) has advocated ~ where the primary focus is teaching for the
understanding and aeceptanée of rules and nomrms.

In thesc concepts of education frecedom Is thought of &s something

‘hat either the child already possesses - and therefore does not wced

further nurturing by the schools -~ or as a guality that will mat .c.Llly
emerge later (perhaps at commencewaent time). Ireedom is for outsliue the

school or for Lluater, but not for the schcol.

I take an upposite view, I do not hold that Ireedon is a naturally
developing properiy of man. Nor is it simply a matter of taking obstacles
and restrazints out of the path of the individual. Rather, I hold that
freedon is a delicate and fragile quality of mind and behavior which has
to be .ocoznized, valued, and encouraged by owur schools. It would seem to
me toLe 4 nation which espouses democratic ideals would f{ind it necessary
to prepare it's children to live as democrats. And tnat it's schools would
treat the fostering of freedom not as something outside it's boundries oi

concern, but as & primary responsibility.
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work of preparing .ae individual for ifiving duod Gomooracice society. Tihen

oup task as teachcrs hecomes +hat of encouraging free, humane, and dactualiz-

ing individuals who by these qualities strengthen +he fibers oi society.
No choice of allégianee is necessary. The encouragement of a free, aware,
socially sensitive individual at the same time serves the democratic
comminity.

T would like now to briefly mention the way in which I wish to approach
our discussion of freedom in the classroom. I would first like to bring to
your attention the three types of relational patteras which are exhibited
by children in the classroom. Among other reasouns, I do this to demonstrate
+hat as we encourage freedom not all children can be approached in the same
way. Next we will view the definirional components of frecdom as well as -the
preconditions ol frcedom and tTheir consequences. Finally we will view the
role of knowledge, thought, and imagination in relation to the facilitation
of freedom. Collateral with all of this T will attempt To present the
orientarion of the concerned teacher as he meets with the child.

The capacity of the child to share in the direction of nis learuing
and his life, and the school’'s responsibility in epncouraging this process

is what we shall be discussing tonight.
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vt be hodpiol to begia with an examinatrion oi Three general

4

I - v
wavs in whieh children reiate O he siruntions, percons and Chidogs in

their classroom cnvironment. 7These ways of perceiving and behaving

are called relational patterns. The shirce relational patterss that will

be described characterize three corresponding types of children: the
survivor, the adjuster, and the encounterer. They differ in their open-
ness to experience, their ability to live independently, their maturity,
and their capacity to operate freelyﬁ

The most immature and least open of the relational patitcrns is
that of survival. A child operating at the survival level is conceined
with merely getting through time and space without disturbing his
established ways of satisfying needs. TIor whatever reason - perhaps
he has learned that his cnvironment is a dangerous and painful place,
or can not by his efforts be mastered - the child wishes to keep things
constant and reduce the amount of change in his world. Accordinelv  his
behavior is extremely steroty ... = .U 1., .- When he conlronts & new

s if it were

st

s tuation he will ienor- its special demaunds and trear It
nc different Tthan @ ~evicus situations. When problems arise he attempts
to meet them by re ponding with generally inapprop....e kzhavior (he mey,
for example, lash o ¢ with tambrums or withdiraw consletely ~r exhibit
extreme Lwpulsiveness). To the obsevrver it wouid anpear Thie sul. . e-

- tion o1 not

U
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navicr ie self-de.e.cine - an. it is ~ buv it serve
ha  ing the child in~olve and og2n nimself up to something that may be

overw! -lming and paiaful. Tie seening advantage of the survival patteln
is safety through przdicabilit; and reduction of uncertainty. Its dis-

advantcges are obvious. The iadividual does not grow, he is unable tc
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appreeinte Tho miigieness of thosc hie meetis, he has not permitted himscelf

ro tearm bottor ways of copitgg with iis enviroament, and be is bound to

Al

IR

the pnncdiate satisfaction of bhasic neods.  Dhe net elffceet is he s not
Froe. We will rotuen to this point later.

Lo geoond Y R SR A PR
Lig Ciiaan mo o T g s e e VRIS
others. The adjuster's concern 1is that of learning what is expected of
him by others and then producing corresponding behavior. llis sensitivity
to a reference group's norms and expectations reminds one of David Reisman's
"other - directed" individual. His peinforcements and rewards come Ifrom
the response of others to his behavior. While the aajuster is not fear-
ful of change, as was truc of the survivor, awdareness of change and
povelty is controllecd. New ways of thinking and behaving are first sanc-
tioned by an authority or reference group, and then they are introduced
to the individual. Thiv  dinsuring a slow flow of acceptaﬁie change. As
a result he -2xperiences very few thiings first hand. The picture of the
adjuster that is emerging is omne of a child vitally concerned with the
vpight way". He is intolerant of divergence from the perceived correct
ways of behaving, thinking, and valuing.

The advantages of thju'pdttern over the suvrvival pattern are apparent.
There is less rigidity, more awareness, more sensitivity to the needs of
others. Yet the limitations of the adjuster are striking. Though he
may believe otherwise, he is not dirccting his own life. e is not.
responsive to the uniqueneés of individuals who represcnt diflferent ways
of living. e is not opert to entertain divergent possibilities residing

within bimself. To this extent he is less than free.
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The prelational patterm of greatest maturity - and I might add ma-
tarity has little to do with chronclogical age - is that i the ecn-

countercer. Many cducators and paychologists (among thiem Aaronn Stern,

<
Abraham Maslow, and John lolt) have described the individual operating
at this level. Aaron Stern (1970}. characterizes him as one who can live
with uncertainty. Thé effect of being able to live with uncertainty is
explained by Stern in this way: Vit means you have a capacity to express
feelings and emotionality. If you need to be certain. if you must always
have your behavior, structured and controlled, then you must restrict
yourself to the areas of human functioning that are controllable and
can be practiced, such as intellectual exercises. Feelings cannot be
controlled.”
A ~her trait of the encounterer is his ability to postpone
immediate gratification in the service of long range goals. We are
now referring to the power of the individual to surrender a presert
enjoyment for preparation that will yield a more important future
meaning; and of being &ble to discern the relationship of the present
fo the Tuture. In effect a thinking as well as a feeling human being.
John Holt (1769) depicts the encounterer as a child who "wants’ o

s—thake sense out of things, find out how things work, gain competence and
7y
eloontrol over himself and his environment™. Hoit then goes on to say,

>
er1jje is open, receptive, and perceptive. e does not shut himself oif

&

(2 - . I - - - -
e Trom the strange, confusea, and complicated world around him. He
iy,
ngbserves it closely anc sharply, and tries TO take it all in. He is
e . . : = )
experimentai. . . he wants to find out how reality works, anc L wo¥iss

N

He is bold. He is not afraid of making mistakes. Anga he

€
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oance, and suspoense. e does not Live to have instant
g 2 i

]

confusion, i
meaning in any new situation. 1 is willing and able to wait for
mecaning to come to him - eve. if it comes very slowly, which it usually
does."

Of the threc relational patterns = survival, adjustment, encounter-
the encounter represents the greatest freedom, and also the most social
sensitivity.

Tor the encounterer, freedom springs from encouragement of the very
traits he brings into the school situation. Tor the adjuster whose
locus of concern is the right way - accepting judgments and decisions
from others - freedom is nurtured by providing greater areas of seli-

directioa. Yor the survivor, freedom comes only after the child learns

with ... support of the teacher that 1iie is not overpowering and painful -
tha . -« cun venture forigh and be successful.

After viewing these relational patterns a question should be asked:
Where are we as teachers at? It has been my experience and observatioh
that the scliocls have aimost exclusively fixed vpon and promoted the
adjustment pattern. Teachers expect their students to accept the given
ways of behaving and knowing. AS Dreeben (1968) in his interesting

% On What Ts Learned In Schools directly puts it: "To the guestion

oi what is learned in schoolI(I answer) pupils learn Tto accept principles
of cond.ct. or social norms, and to act according to them." Some
children learn this kind of thing better than others. The survivors are
hard to reach, difficult on the teacher, difficult on the class. They
become sciioolb probléms. Thay becone speciul students. They &ic not vha

best of learners. rd

rd -
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No ither, howover are they encounierers. thcir independence of mind
and spirit make .0 guestion thosa principles ol conduct and nowins, to

whicli Drecchben reiers, as t

o)

fome greater personal meaning. Let me say
again they are not the best of learners. Torrance, Yomomoto, Getzels
and Jackson among others have found that the child who exhibits indepen-
dent and creative learning behavior is generally castigated and isolated
by his classmates, and viewed as bothersome by his teachers.

Along these lines, & piece of research was done by Wallach and
Kogan (1965). They studied an entire population of fifth graders in
a large suburan school district. After assessing creativity Aand intelli-
.gence they divided their sample into four groups: high intelligence -
high creativity, high intelligence = low creativity, low intelligence -~
high creativity, and low intelligence -~ low creativity. They then viewed

the relative anxiety levels of each group. They found, not too sur-

prisingly, that the low intelligence - low creativity group exhibited
the highest anxiety scores, while - and this may be surprising -
the lowest degree of anxiety was found in the high intelligence - low

crealtivity group.

Why would those who are high in intelligence and low in creativity
be less anxious than those who are high in both intélligenec and
creativity? Wallace (1971) offers this hypothesis: "They (the high
IQ ~ low creativity group) possess sufficient intelligence to cope
adequately with the demands of their teachers. More importantly, their
low creativity is not an undersirable attribute in the typical elementary
classroom where conforﬁanee of thought rather than modification of thought

is usually rewarded'’.
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ow very sad cadt woe are penalizing students who proesent the very
learning aund personal gualities thnt-Wc shonld be encowvaging.

We must reulize that if important progress is to CoOme in education
it will not be in the domain of more efficient learning of skills or
the imparting of greater amounts of information, but rather in the
nurturance of the humanistic and democratic gualities such as those

exhibited by the encounterer type.
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III. COMPONENTS O TRELDOM

Let us now toen our abttenltion to the components of freedom. IL
we for the moment define freedom us sinply the capacdity to detualize
choices i1 seems to me two coﬁponents eneryge as important. Tirst,
and most significant, freedom rests upon belief and attitude. The
individual's belief that he can make choices; that every situation
presents the opportunity for choice; that he can do something about
a situation, if only to frame an attitude toward it. In this vein

Rollo May (1969) cites Merileau-Ponty as saying "every intention is

O

an attention, and attention is I - can."™ Without this belief that he .

can make choices the individual can not and will not make them. Things

will happen to him. Events will occur. But he will not see the volun-

tary that inheres in each situation.

The sccond component of freedom - along with the willingness to

choose - consists of the means and conpetencies for clfoice. IL I

wish to make certain choices I must havé the individual resources
necessary to actualize them. For example, if I wish to go to Europe
must first somehow gei together the money for a fare, or be devious
enough to get there without paying (which is a resource). If I wish
learn history it helps if I have the competency of reading. Quite
simply., certain choices are excluded tothose who lack the individual
resources to gain them. It is in this area that the school may make

great impact on enlarging the freedom of the child. Under the aegis

to

a

of

thie school the child learns skills which ultimately may be liberating.

By increasing his competencies, the schools, as a consequence, also in-

crease the options available to the child. All things being equal, look

at how much freer a child is who can read against one who can not.

10
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Tt is, howoever, at this point rhat we confrontthe dilemma of the
sc&ools in regard to frecdom. Phe child is denied frce direction ol
his own life Yor iwoelve yodrs:-so that with the acguisition ol certain
competencics and skills he might eventually beconc freer. He is, 1in a
sensc, placed in a form of bondage so that he might eveniually be free.
The dilemwa becomes clear. The fundamental belief underlying freedom -
that a person can make significant choices in his own life - may be
weakened. For while in the school environment, all too often, others
have decided what is significant and worthwhile for the child. It is
difficult to learn to be free if the child has little opportunity to
practice making significant choices. The very belief and attitude of
freedom ordinarily does not nurture well in such soil.

The schools must grab the horns of this dilemma. As teachers the

rask we must keep in the forefront of our pursuaits is to enlarge the

_ students competencies and horizons and yet permit opportunity for

significant choice.

11
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IV. ANIECEDENTS OF FRELDOM

T wa sugcesting that Freedeom is not a given. It is not a4 guality
that is inherently present din each of us. Nor is it & quadiity that
exists by mere social proclumhtion and by the granting oi rights and
privileges. TFreedom rests upon the belief and attitude that one can
make and actualize choices. And frecdom is further oxtended by the
means, competencies, and talents that the individual may put into
service. Belief and competencies are learned. It follows then that
the capacity to be free can be learned.

At this point let us enlarge ot wor :ing definition of ~“reedom to
er. 1asize a charac “eristic that has uy i1 now only been implied - that
of aware choice. Zreedom becomes ther the capacity to choos2 with

awareness and to actualize this choice. Joseph Church (1961) in his

significant work Language apd the Discovery of Reality distinguishes

between two major modes of perception and behavior. "The first mode

is what is called participation, where we respond organismically in an
unmediated, reflex - like way to the dynamic, affective . . . properties
of the environment. The second is contemplative pefception; where action
is suspended in favor of inséection, judgment, and analysis."

In the participation mode, the individual is claimed by the immediacy
of his environment. He has no choice but to respond as the situation
seemingly impels. The awareness of the possibility of choice is.just
non~existent. On the other hand,the contemplative mode permits the
greatest range of aware choice. The person has detached himseli from
the powcriul valancies of his immediate surroundingé. He has surveyed
and evalnated the situation. He has analyzed possible options. His
choice is mediated by time aqd by thought, and is therefore a grnuine
choice. The participant orientation is characteristic of very young chil-

dren and many of the children before described as survivors.
¥ €y
12
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17 the schools are Lo enluavge the individual's scope of frcedom they
must fivst recopnize the anvecedents al his freedom - thal is, pro-
conditions of his becoming frec. One of these anteccdoents is the
child's cupaciiy for modiated action. Consideration beforc activity.
Wwhat is nccessary is the encouragement in the child of those charac-

£

teristics Church describes as contemplative over thos- of the partici-

pative. With the powers of mediated thought the envirc w ui ceases to

be a com elling controller of the child's attention, bur In.-teac jecomes
a ground for the actualization of choice. The child gai = vas "ly
improved position in that rathenr than merely reacting to i ' seer .ng
pull of his environment, he may survey his situation, 1ig :o: the
irrelevant, and focus upon those elements which serve his - 11ls. If

he does not develop this eapaéity of nmediation he becomes an inmite’
of his environment-

Closcly related is another antecedent to freedom, the ability to
delay impulse and defer immediate gratification of needs. The child of
the survivor pattern frequently can not delay the imnediate .fulfillment
cf his needs. 1lis environment is not pereeivéd in all i%s richness, but.w
instcad only as a backdrop for the satisfaction of his compelling needs.
Immediate gratification of impulse does not permit the individual
direction of his own life. It makes him oblivious to the possibilities
residing within himsel f£and his world.

The teacher who is aware of these antecedents of freedom; and who
aids and supports the child in his movement Irom immature to more
mature modes of behavior; and who brings the child to a point where
he can control his impulse and postpone gratification permits a per-
spective which appreciates the promis:z of the future. i, —erspective

oy
i) 5 .
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which further aliows the child the choice of whether he wishes to partici-

pate in the immediate cavivonment and if so to determine what fashion that

particijation will take. The immediate environment ceases to imposc itself
upon him.

‘How T wish I could agree with John llolt and other educational naturalists
who maintain that all the child really needs in order to be free o bhe
placed in a free classroom eaviroument on his own mettle and resourc 2. He
would then become an instant encounterer. I wish I could agree but I can
not. Some children arrive at school as encounterers and as we've mentioned
there is an unfortunate environmental press to make adjusters of them. The
prescription for such children is to encourage their bent, Lo entrust theﬁ
with much of their own education, and to support and challenge them. Too,
their exists.a great need to invest the adjuster with greater amounts of
self~direction. It is, however, the needs and condition of the survivor
that Holt does not dulty recognize. This child if placed in a free environ-
ment with little intervention would not suddealy become liberated. He if any
thing would be worse off, for then there would be no resistance to his self-
defeating patterns. We would not seelthe survivor transformed into a
curious, happy explorer. These are children who actually possess a fear
of new experience. With them, as Shirley Cohen (1968) aptly states, "coping
does not always mean a direct path toward higher and more mature levels of
functioning.”

No, there are preconditions to frecdom and John Holt's prescription
for non-intervention and non-direction would result in a great disservice
to those children who are bound by internal constraints. Constraints
that are translated inte rigid, unaware, and impulsive behavior. Be-

savior which may be bound in a very narrow manner to the immediate

Elillcmv Lromment. 1@: .
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Recognition of the antecendents of frecdompermits the teacher to more

adequately assess . he child's need with the end of sclf-direction.

i5.
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TREIIDOM, KNOWL ".E., AND THE TEACHTR

A stalbement is ~a order chout the relationship between knowledge
and freedom. It is # most banal to say to "know is to be free." i I
Taov, T am more aware, and in this incredased awareness 1 have greaca:
choice. Many critics of the schosls among them John Holt, Pal Goodman,
and lerbert Kohl have brought into question the desirability of intro-
ducing to the child any knowledge which does not emanate directly from
him. Paul Goodman (1969) states: "It seems stupid to decide a priori
what the young ought to know and then try to motivate them, instead of
letting the initiativq come from them..."

This particular concept of education strikes me as constraining
rather than enriching. It deprives the teacher of an active role in
meeting and challenging hié students. If we exclusively follow Holt's
(1969) suggestion of just giviang "children as much help and guidance as they
need and ask for . . . and then get out of their way" it strips, in Buber's
terms, much of the "thouness" of the teacher. The teacher is reduced to
merely a waitihg and watching option to be plucked at an appropriate time
by the student. But as Buber (1958) has said in his I_and Thou "all real
living is meeting", it would then follow that authentic education is a
process of two persons - teacher and student - meeting.

Maurice Friedman (1960) in talking about the teacher~student rela-
tionship stated: "Only a philosophy of dialogue makes possible an
adequate picture of what does...take place: the pupil grows through
his enco.nter with the person of the teacner...In this encounter the
reality which the teacher...presents to him comes alive for him: it is
transformed fromn the potential, the abstract, and the unrelated

18
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to the actual, councrete, and presant immediacy of a personal and. ..
recciprocal welationship. This means that no real learning takes place

anless the pupil participates, hirr it aiso means that the pupil must

f

encounter something really 'other' than himscli before thie learns.

It is not a matiter of keeping out of the student's way as Holt
suggests, it 1s rather a question of the spirit and oricntation the
teacher bringé +o his meeting with his student. Is he perceiving
and experiencing +he unigueness of the student - his wdrld, his needs, his
present moment - and is he then challenging +he student to go beyond this
point of knowing and being? Is he creating a tension between +he moment
and the sfudent's ability to ereate_the nex+t moment? Does he open the
door Lo other worlds the student might not otherwiéé confront without him?
And with this, is he opening up his personal world to the student? Here
is a teacher who is not epntrolling the student's life, not pumping in
knowledge which is not pertinent to the child, not a spectator of the child's
1ife. But, instead, an active human being sharing his perspective with
his student, bringing out +he talents and promise of the child, while
challenging the child to encounter new horizons.

Holt (1967) in his influential book How Children rail has held that

knowledge thought to be important becomes obsolete or useless sool
aftrer it has been learned. He cautions about the child encountering
this sort of knowledge in this way: "The child who remembered everything
he learned in school would live his life believing many things that were
not so.”

llolt's stand on the'eneountering of knowledge was viewed by Sam

McCracken (1970 as "curiously absolutist." Tor Holt would want the

37
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knowledge to be perfected before it is dntroduced - that is, not capable

of being modificd by new experience. Holt however realized that this

perlecting was ﬁot possible, and his response was to admonish against
presclecting any knowledge for studeut encounter. Yet, David Krech (1969)
has suggested that most knowledge - not merely that which is presclected -
is partial and incomplete. Krech goes on to say that "much of the knowledge
we acquire - whether through experience or formal education - is simply
wrong." In other words both preselected and informal experiential knowledge
are fraught with many of the same difficulties.

The emphasis. then should not be placed upon the perfectibility of
knowledge. The emphasis should be instead upon the honesty and openness
that we bring to enccunters with the student. In their encounters the
teacher and student s£hould view knowledge as provisional and not as static.
Their model of the wcrld shouald be open and responsive to new experience.
Some knowledge is more reliable and less likely to change than other
knowledge. But none is perfect and none is perfectible.

What is being said here, is that knowledge generated out of the
meéting between teacher and student is necessary and Ireedom enhancing.

As Jerome Bruner (1962) has written "the guarantee against limits is the
sense of alternatives.”"™ Knowledge about and from the world developed
through the shared perspectives of teacher and student provides such
alternatives. |

F ~

ne with this, the attitude and belief the individual holds that

pe

In 1
ne can make and actualize choices is strengthened by the recognition that
events and phenomena can be known and that regularities of experience may

!

be cdiscerned and organZzed. Tor then the individual can depend upon his

18
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expoeriaence and learning as representing'relinblu cuides for future decision
making. jle will learn that he can affectihings; and thalt his actions have
certain conscouences. fecdback cun be placed against his Lruamework of
knowledge about Tthe world and be meaningfully evaluated. Lebt me go

further and suggest that kndwledge of the constancies of experience

aids the child in his approach to the unknown and unce.tainties of life;
that as he realizes that much of his world is open to his understanding,

he will gain trust in his capacity to confront that which he does not yet under-

stand.

18
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VI. FREUDOM AND TMAGINATION
Thinkinz, cncountering, and Knowihg bacome fostering processcs of

~

frecdom.  Another ingredient should be bricfly introduced into our dis-
cussion - that of imagination. -IEV gilestov - the Russian existential
thinker who has not enjéyed the audience he deserves - distinguishes
between thinking and reasoning- Reasoniﬁg he notes is too s~guential,
too tied down to the task of objectively understanding what now exists.
Reasoning holds in check and in time destroys the power of imagination.
Thinking to Shestov (1966) "means the relinguishing of logic" and its
replacement with imagination. TFor Shestov only imagination of ail man's
faculties is eguipped to deal with the major problems of the individual's
existence. For imagination can best deal with what is not. fo Shestov
education should be "the art which aims at breaking down the logical
continuity of argument and brings man out on the shoreless sca of
imagination where everything is possible.” Restraints. of the environ-
ment and the bounds of nceessity @re not rccognized, as the individual
can envisionAany course of action and any world view he likes. Only
when he forgets the so-called M"laws"-given or derived from experience-
can the individual be free.

As Shestov's view is situated by the one we have been discussing
a tension. develops. Unlike Shestov what is held here is that the
secking and understanding of the regularities and constancies of our
world are important in the actualization of choice, and that they
nee¢ not choke - off imagination- Shestov, however, reminds us that
honest search and discovery of this world is not enough. What is

further required is the creation of new worlds.
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The amphasis of tonight's discussion has Leon upon the encouragement
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~cedom in the cohild. Recognition ci the componcnlts and antecedents

P7

of {rcodum have underscored my belief that freedom is a learnced gquality
and that the teacher must foster and encourage it; furthermore, that
some come to the school not as aware, exploring and free yqungsters but
as childrer who are rigid, bound, and afraid. And the teacher’'s responsi-
bility here is to actively reach out and support the child while modifying
the child’s behavior toward the end of greater self-direction. Furtherv,
the teacher in hié dealings with all children is not as an option in the
child®s classrcom environment, but an interactive, concerned human being
meeting withh another human -~ the child. The teacher's purpose is at all times

to challenge the student and to create tension

Forr tension is inherent in education and in choice. What the individual

is opposes what he might be. What he is doing opposes what might be done.
An option selected creates a new state of being and all of the risks and
uncertainties that go with it. An option selected entails a rejection of
other possible states of being. And in this sense every actualized choice

expresses a movement away from present being.

We have +talked about the place of knowledge in providing the child

a framework for making and evaluating choice. We have mentioned the

need for detachment from the immediacy of environmental presses and of
mediation of time and thought in enlarging the range of aware choice.

And finally we talked briefly of Shestov's cautions about the

deadening effects that reason may have on imagination. To Shestov

imagination was a forebear of free thought and action; only imagination
could transcend the limits of the given world.
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There is o need to transcend the paramcters of the immediate, yet to

prescrve an anpreciation of and joy in the prescnt moment. A nced to
encourage tension bhetween the acknowledgement of the constancies and
‘regularities of our world and the belief that the individual can create

his own pathways, his own life, his own world- that nothing is'impossible.
Can the school achieve the bdlance necessary to stimulate and nurture this
type of freedom? By balanced I do nol mean by walking a middle line, but
rather by recognizing the demands of life, the need of reason, the areas of
the unknown, and encouraging the student to understand these, and yet
challenging the student’'s will to transcend them. Can the school achievé
this balance? T do not know. Yet I would like to see us try. You know,

we have never really tried.
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