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FOREWORD

Charles E. Silberiman
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We were still very American, my wile and
I, when we first met Sir Alee Clegg, Early
in the conveisation, therefore, we asked
that inevitable American question: “Do you
have any statistics?’—statistics that might

permit us to compare the achievement ol

students in informal and formal «chools.
Sir Alec hoisted an enormous leatber port-
lolio onto his conference table and opened
it. “Here are the statistics,” he said. as he
began to show the contents: extraordi
nary samples ol paintings, drawings, col-
lages, cmbroiderics, storics, poems, and
essays produced by students in his district.
Lest we be misled, he added a cautionary
note: “All these things are the by-products;
the children are the products!”

The “by-products” were overwhelming in
their beauty, power, and sensitivity; [our
years later, they stay in our minds, Sir Alec
acknowledged their quality but refused our
compliment.  “This kind ol work makes
one realize that weare touching anly a frac-
tion of what children are capable of,” he
insisted—particularly the so-called slower
learners. “I am absolutely convinced that
we do not know the limit of our slower

Charles E. Silberman is the author of Crisis in the
Classroom  (1970) and Crisis in Black and Whilte
(196:1) , published by Random House.

lcarners,” he added, banging his chair for
emphasis.

Sir Alec still eschews statistics, “It is a
matter ol intense intevest to me,” he writes
in these pages, “to watch, over a 20-year
span, the development ol the [undamentals
ol education as scen, not in intelligence tests
or reading techniques or history syllabuses,
but in the way children dance and paint
and write and behave toward one another.”
Il American principals and  superintend-
ents—and school board members and par-
ents—evaluated their work in this way, we
would not be reeling [rom crisis to crisis.

Small wonder that Sir Alec Clegg is
widely acknowledged as one of the giants
ol British cducation, or that he has been
onc ol the leaders ol the quict revolution
that has transformed British primary cdu-
cation since World War II. Everyone who
is remotely interested in improving Ameri-
can cducation is indebted to the National
Association ol Elementary School Principals
for persuading him to write this booklet
describing how the revolution occurred and
suggesting how American teachers and prin-
cipals might be helped to change.

Revolution in the British Primary Schools
bears reading and rereading, so crammed is
it with insights and suggestions, sometimes
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presented direcily, sometimes almost in
passing. Sir Alec’s approach is so self-
cffacing and his style so understated, more-
over, that it takes several readings to begin
to catch nuances ol what he is saying. Fis
opening paragraph, for example, siys a
great deal about administrative style, and
about the way in which change occurs.
“As Education Officer [Superintendent of
Schools] of an Authority that maintains
about a thousand primary schools [nearly
200,000 students] staffed by some 7,000
teachers, it has been an inspiration to me
to observe this revolution closely, and, in-
deed, to contribute to it in some small way
by smoothing the path ol those who have
led it.”

Those who have led the revolution, he
insists, ave the ones American rcformers
traditionally and characteristically have
tended to ignore—the classroom tcachers.
“T'he kind of change that has taken place
has not been brought about by prolessors
or inspectors or administrators thinking
great thoughts and imposing their idealized
practices and techniques from above. It has
come about because wise, enthusiastic, and
experimenting teachers have inspired and
convinced those of their [ellows who are
constantly looking for better ways.”

Sir Alec’s diffidence should not be con-

fused with lack of leadership. Quite the
contrary; Revolution in the British Primary
Schools is (among other things) a clear and
persuasive account of how schools can
be transformed through leadership—non-
authoritarian leadership. Posing the ques-
tion, “How is this best donr.2” Sir Alec
answers it by describing how he himself
did it.

Sir Alec’s starting point was to find teach-
ers and principals—lor example, Arthur
Stone, Diana Jordan, Basil Rocke, and
Ruth Scrivener—who exemplified successful
practice and to put them to work teaching
teachers. Onc ol their functions was to run
residential workshops in which they taught
teachers as they would have the teachers
teach their children. Seeing the impact
these early workshops had, Sir Alec per-
suaded his Authority to purchase an old
mansion, Woolley Hall, to serve as a year-
round Teacher Center. “It is important
that such a center, which can be—and in
the case of Woolley Hall was and is—the
powerhouse of the arca, should reccive the
direct concern and attention of the head
ol the scrvice.” HMence Sir Alec joins the
stall when they discuss the program for the
year, asking a few deceptively simple ques-
tions that go to the heart of the educational
process. “What does the course aim at
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achieving? How do you propose to achieve
it? What staff do you propose to cmploy?
What tasks will they undertake?”

Even the best courses are insufficient by
themselves, however. If it is to have any
lasting impact, @ course must be [ollowed
up in the classroom, for a teacher, no mat-
ter how much he has learned [rom his work-
shop, “may be hesitant about taking the
first step in his own school. He nceds en-
couragement, and this comes best [rom
visiting advisors who know about the course
and the kind of inspiration, understanding,
and advice that it proclaimed.” Such ad-
visors, or “encouragers,” as Sir Alec likes to
call them, must themselves be accomplished
practitioners. They must also be “seusitive,
patient, undoctrinaire, and unauthoritarian
people who will avoid all temptation to
impose rapid change on schools; rather,
they will look for growing points in cach
school and move on from there.” And “they
must be persons whom teachers will enjoy
having in their schools.”

In the lastanalysis, leadership of the Clegg
variety is an attempt to help cveryonc con-
cerned with children's education—teachers,
principals, administrators, and advisors—to
get first things first, which is to say, to think
about what they are doing, why they are
doing it, and what the consequences are.

For example:

“If we become obsessed with the acquisi-
tion of skills, we tend to losc sight of the
purposcs for which they were mecant to be
used. It is important, for instance, that a
child should learn to read, but it is also
very important that he should want to read
what is worth reading”—a fact we Ameri-
cans all too often tend to forget.

“Teachers arc saying that lcarning to
write is important—but to write what? To
record what onc has scen or heard is im-
portant, but to be able to uxpress one’s
ideas personally, cogently, «nd, on occa-
sion, imaginatively, is equally important.

But most important of all is what hap-
pens to the child. “What really matters,”
Sir Alec writes, "is not the quality of the
picture that the child has drawn or the
excellence of the writing he has produced
but what has happened to the child during
the process.” This view ol education is not
original, of course, with Sir Alec; some
2,400 years ago, Socrates talked about edu-
cation in similar, almost identical terms.
We in this country desperately nced men
like Sir Alec to remind us, through their
writings, and, cven more, their practice,
that education “is not about something
casual, but about the proper way to live.”
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REVOLUTION

IN THE

BRITISH PRIMARY
SCHOOLS

In England over the last 20 years, there
has been a major revolution in the teaching
of primary school children between 8 and
12 years of age. As Education Officer of an
Authority that maintains about a thousand
primary schools staffed by some 7,000
teachers, it has been an inspiration to me
to observe this revolution closely, and, in-
deed, to contribute to it in some small way
by smoothing the path of those who have
led it.

The intention of this publication is to
give an account of what we have changed
from and what we have changed to, to de-
scribe how and why the change has taken
place, and what are the strengths, weak-
nesses, and dangers of what we now do by
comparison with what we used to do. Itis
not my intent, nor is it within my province,
to produce a “how to do it” manual for
bringing about change in the schools. The
kind of change that has taken place has
not been brought about by prolessors or in-
spectors or administrators thinking great
thoughts and imposing their idealized prac-
tices and techniques from above. It has
come about because wise, enthusiastic, and
experimenting tec.chers have inspired and
convinced those of their fellows who are
constantly looking for better ways,

J
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WHAT HAVE WE
CHANGED FROM?

Before describing what we have changed
from, it might be well to point out that
before 1870 no system of education existed
in England that was publicly financed and
publicly controlled. We are not proud of
this, but it is nevertheless a fact of history.
Indeed as recently as 1970, my wife had a
great-aunt still living who was born before
our public system of elementary education
began. She was 9 years of age before at-
tendance at school was made compulsory.
She was 24 years of age before it was made
free, and not until she was 35 was it legal to
spend public money on secondary education
in England. It is true that she was born in
1867 but nevertheless the whole system of
public education in England as we now
have it developed during her lifetime.

The elementary education system in Eng-
land was established, avowedly, to provide
schools in which the children of the labor-
ing poor, as they were called, might learn
to read their Bibles. But there was no in-
tention that these children would thereby
be encouraged to rise above the station in
life in which it pleased Almighty God to
place them at birth.

The work that the children had to do in
those early days was set out in a code of

regulations issued by the central govern-
ment. It was prescribed minutely in stand-
ards or grades, and no child was moved to
a higher grade until he satisfied the itin-
erant school inspector that he could master
the work of the grade in which he was
placed at the time. Teachers were even
paid—-and this is a terrible confession—
according to the number of pupils they
managed to pass througi each grade. If
many passed, the school earned more money;
if few, it earned less.

The system was rigid, harsh, and narrow.
The educational principles on which it was
founded were as unsound as its views on
childhood were false. The discipline of
these early days had its origins in a puri-
tanical belief in the Old Testament of our
religion: Man was “‘conceived in sin and
shapen in iniquity, and the imagina‘ion of
his heart was evil from his youth.” Left to
his own devices, the Original Sin of which
he was possessed would certainly prevail.
Fortunately, however, the God of Wrath
stood before him, offering a reward of
heavenly bliss if he was good and punish-
ment by hellfire if he was bad. The Will of
God was set forth in commandments, creeds,
and catechisms, and "to obey was better
than sacrifice.” This relationship between
man and his God was passed down the edu-
cational line. The teacher stood before the
pupil, offering merit marks and stars in
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lace of heavenly bliss, and the threat of the
od replaced the threat of hellfire. What
1c pupil learned, he learned by rote. What
¢ learned, he repeated to his teacher, as
1¢ teacher repeated the church catechism
» his priest. In both cases, the shadow
‘as mistaken for the substance.

What did the early schools look like—the
‘hools that produced the adults of today?
‘heir buildings consisted of classrooms,
ach some 400 to 500 square feet, sometimes
onnected by a corridor, sometimes not.
‘hey were serviced by a principal’s room,

hall, a small staff room, and the usual
anitary offices outside across the yard. Each
lassroom had higl: windows, dull walls, a
ominant teacher's desk, and a cane. The
lassroom walls were covered with maps,
harts, diagrams, arithmetical tables, lists
[ words, some of the children's best paint-
ngs, and “improving” pictures in sepia.

In each classroom, there were 40 to 50
hildren, seated in the early days at long
ench desks, and later on at single or double
esks. The desks werce arranged to face the
cacher’s desk and the chalkboard so that all
ould attend to the same lesson, at the
ame time, under the same eye of authority.
School began at nine o’clock, and at five
vinutes to nine, a whistle froze the children
nto immobility. At the second blast, they
ined up in rows to enter school. Once in-
ide, registers were called, and the pupils

were marshaled into the halls for “the as-
sembly,” which consisted of prayers—gen-
erally in an archaic language—a hymn, a
Bible reading, notices, and any general
remonstrances. Once the pupils were back
in their classrooms, the day’s lessons began
with Scripture, the only subject that, by law,
must still be taught in all English schools.

The primary school curriculum in thosc
days consisted of the three R's, physical
training, history, geograply, nature study,
Scripture, and art and craft. It was very
difficult to add to or subtract from this
curriculum.

The school day was divided into seven
lesson periods; the program was divided
into subjects; and the class teachers were
required to prepare and submit specific
schemes of work to the head teacher who,
inturn and on demand, would submit them
to the visiting inspector. These schemes ol
work had their origins in standards or
grades—a practice of organizing work that
was almost certainly taken [rom the United
States. Beginning in the second half of the
last century and continuing almost to the
end of it, public education in the schools
ol the nation had to follow a code, drawn
up nationally, that prescribed what chil-
dren had to do during ecach year in the
clementary school. For example, they had
to learn to read according to the following
prescription:




Standard or Grade I: Read a short para-
graph from a book that is not confined to
words of one syllable.

Standard or Grade II: Read with intelli-
gence a short paragraph from an elementary
reading book,

Standard or Grade I11: Read with intelli-
gence a short paragraph from a more ad-
vinced reading book.

Arithmetic was similarly graded:
Standard or Grade I: Simple addition
and subtraction of numbers of not more

than four figures and the multiplication
table up to six times twelve.

Standard or Grade II: Subtraction, mul-
tiplication, and short division.

Standard or Grade III: Long division
and compound rules of money.

And so the work continued its systematic
course up to Standard VI when children
were expected to read “with fluency and
expression”; when their arithmetic con-
sisted of proportion, vulgar and decimal
fractions; their grammar, the parsing and
the analysis of a “complex’’ sentence; their
geography, the outlines of the geography of
the world; and their history, the outlines of
the history of England from Henry VII to
the death of George III.

These were the standards, and the schools
received government funds according to the
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number of pupils deemed to have “passed”
the test set to them by the itinerant inspec-
tor. This was payment for results. The fact
that payment was made according lo ex-
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the test set to them by the itinerant inspec-
tor. This was payment for results. The fact
that payment was made according to ex-
amined results had the baneful effect that
children who were unlikely to pass and
subjects that were not examined were both
neglected. This system of payment ceased
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before the end of the century, but its effect
lasted at least another two decades.

By the 1930’s, the infant schools—schools
for children 5 to 7 years of age—had
already embarked on the course that has
been followed ever since. Teachers in train-
ing for these schools learned the value of
clay, sand, water, and all manner of sense-
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training apparatus. The physical education
of infants already included dramatic games,
even though they erred on the side of senti-
ment. Music teaching had enlisted the sup-
port of percussion instruments. And what-
ever the training of infant teachers in those
days did not do, it most certainly insisted on
the importance of learning how to manage
the many and varied teaching materials
already available at that time. Moreover,
in some of the best colleges, teachers in
training were encouraged to study both the
environment of the school in which they
practiced and the environment of individ-
ual pupils within the school.

But these improvements in the infant
schools were not immediately accompanied
by improvements in the primary schools.
The schemes of work in use in the primary
or junior schools of the late 1930’s still
showed little evidence of the transforma-
tion that was to begin some ten years later.
The following are brief, isolated extracts
from a headmaster's schemes of work in use
in the carly 1940s.

English:

Simple conversations without the use of
inverted commas.

There should be regular revision of the
words explained and the opportunities for
use. Take for instance the word cut. Ask
the children to explain what it means. Find

alternatives: Jiew, sever, fell. Take oral
sentences and build on the words.

Make a simple spelling book in the hand-
book lesson. Take five words a day and
revise thoroughly.

Speech Training:
Organs used in speech.
How to breathe.
How to make different sounds.
Blowing a bubble.
Smelling a flower.
Blowing away a dandelion seed.

Arithmetic:
Easy [actors and factorization within the

range of the tables.

The four simple rules applied to num-
bers under 1,000.

Learning the terms sum, quotient, prod-
uct, and difference.
History:

The people of long ago who lived in
caves, and the animals of those days.

Theseus and the monster. Caedmon and
the cowherd of Whitby.

Nature Study Class 1:

Show how all the relationships between
members of nature’s great family may be
grouped around a certain central fact.

First Year: The sun as giver of life.

Second Year: The interdependence ol
animal and plant life.

Third Year: The soc
Fourth Year: The hi
animals.

Art and Craft:
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secondary colors. (Pr
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alternatives: hew, sever, fell. Take oral
sentences and build on the words.

Make a simple spelling book in the hand-
book lesson. Take five words a day and
revise thoroughly.

Speech Training:
Organs used in speech.
How to breathe.
How to make different sounds.
Blowing a bubble.
Smelling a flower.
Blowing away a dandelion seed.

Arithmetic:

Easy factors and [actorization within the
range of the tables.

The four simple rules applied to num-
bers under 1,000.

Learning the terms sum, quotient, prod-
nct, and difference.

History: .
The people of long ago who lived in
caves, and the animals of those days.
Theseus and the monster. Caedmon and
the cowherd of Whitby.

Nature Study Class 1:

Show how all the relationships between
members of nature’s great family may be
grouped around a certain central fact.

First Year: The sun as giver of life.

Second Year: The interdependence of
animal and plant life.

Third Year: The social life of nature.
Fourth Year: The histories of plants and
animals.

Art and Craft:

The relationship between primary and
secondary colors. (Provide each classroom
with a simple color wheel.)

Complementary colors.

Simple exercises in the laying on of color.

Design in circle and lozenge.

Paper and card wash, leading to book-
binding.

Jotters, notebooks, mounting Christmas
cards, blotters, bookmarkers, purses, table
mats, comb cases, friezes, and repeat pat-
terns.

In the schools using syllabuses of the kind
represented by these extracts, the day’s work
was divided into periods of minutes. Scrip-
ture, for instance, was taken from 9:00 until
9:28 a.m., and the school register was closed
between 9:28 and 9:30 a.m. Poetry was
taken for 17 minutes on Monday, Wednes-
day, and Friday, and the poems to be
learned by heart were selected by the head
of the school. Arithmetic was taken from
9:30 to 10:00 a.m. every day, and there was
a sanctity about it which did not apply to
other subjects. Children were seldom al-
lowed to move about the school during this
period. Multiplication tables were chanted;
children counted in twos, threes, fours, fives,

19
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and so on. Sums dealt with gills, hundred-
weights, furlongs, and leap years. Dividing
a third by a half, and similar tricks, had to
be mastered.

History generally meant the study of a
period, say 55 B.C. to 1066 A.D., and there
were generally twe lessons each week. The
first lesson mighe consist of a talk by the
teacher on the Romans. For the second lcs-
son, the class might color and label a hec-
tographed outline of a Roman villa.

Geography—and even nature study—was
more often than not “learned” from a book.

English consisted ot comprehension exer-
cises and dictations, unpunctuated sentences
that had to be punctuated, words that had
to be rearranged, blanks that had to be
filled in, and spelling lists that had to be
learned. For English composition, a topic
was assigned. Suitable words, selected by
the teacher and written on the chalkboard,
had to be woven into the composition.

Handwriting was practiced daily and con-
sisted of writing, many times and with great
care, a chosen motto such as, “Too many
cooks spoil the broth.”

Craft was an area in which some rather
terrible things were perpetrated. Whole
classes at a time made comb cases or hot
water bottle covers or peg bags [or mother
—all done [rom blackboard diagrams so
that the children were relieved of thought
and denied initiative, Craft also included
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a great deal of bookbinding because it
taught children to mcasure.

Drama was a set play, with no room for
creativity. In 1946, Form 3B of the school,
[rom whose schemes of work the earlier
quotations were extracted, performed a
sketch called Peter Patch in which the
dramatis personae consisted of Peter Patch,
Paul, Martha, Carol Singers, and the Elves
—Flit, Flash, Thistle, Glow, Tinkle, and
Flutter. Form 4A presented a play in which
some ol the main characters were Raisins,
Currants, Flowers, a Plum Pudding, and a
Fairy Doll. A considerable number of the
children were Crackers, a part that today
might not be acceptable to children of their
age. What was done was what sentimental
adults thought nice little boys and girls
ought to want to do.

Good work was rewarded by a star, poor
work was often punished by the cane, and
fear played a significant part in the school
life. At worst, [ear was passed down the
line: The headmaster feared His Majesty’s
inspector, the assistant teacher feared the
headmaster, the children feared the assist-
ant and the headmaster and the inspector.

The headmaster’s schemes of work were
so devised that the assistant teacher knew
in September what he would be teaching
the following July. Since the headmaster
himself was responsible for all schemes,
since inservice training was virtually un-
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known, and since His Majesty's inspector
visited the school only once in five years,
the likelihood was that what was being
taught in 1939 by the assistant was what
the headmaster had thought was right when
he began teaching in the early 1920’s.
The only force that changed the syllabus
drastically and immediately was the ex-
ternal examination set at the age of 11 plus,
with the aim of selecting children for gram-
mar schools. In the early 1950's, the old
type of examination, with its composition,
its mechanical arithmetic, and its problems,
gave way to “standardized” tests in English,
arithmetic, and “intelligence.” When this
happened, the type of arithmetic changed
rapidly—and for the worse—with the result
that by 1955 a system of selection that did
not depend on tests had to be introduced.
Perhaps the most severe criticism that
could be levcled at the teaching methods of
the 1930's was that much that was taught
was taught as a series of tricks. Certainly
this could be said of mathematics. I, the
writer of this comment, received 10 percent
in aritninetic on my frst attempt at the
School Certificate examination when I was
15 years old. T raised this to 90 percent a
year later. Nevertheless, 1 remained im-
pressively innumerate. Not until after 1
reached retiring age did I realize that when
you divide a fraction by a smaller {raction
you find out how many small parts of a
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thing there are in a larger part of the same
thing; that when you multiply these frac-
tions you split a part of a thing into smaller
parts still. But my confidence was so badly
damaged in my carly years at school that
even now I am by no means certain that
the foregoing statements are correct!

It is easy now to be derisive about the
educational practices of an earlier day. And,
in fact, there are many reasons to be critical
of primary school education in the 1930'’s:
It left so little to the initiative of the child;
it put the cart of drill and exercise before
the horse of interest; it was based on an
unreasonable belief in the worth ol a spe-
cific body ol knowledge; it had so very little
faith in the child’s creative powers; and it
dealt with the class rather than with the in-
dividual.

But, having made these criticisms of pri-
mary school education in the 1930's, we
should not overlook the merits that it had.
Those who do the most harm to the reform
of teaching are often those who categoric-
ally affirm that what we did in the past was
inhumane and inecffective and who refuse
to see or to admit that anything of worth
was achieved. Many of those who taught
were good and kindly people who succeeded
because of their kindliness. Their peda
gogic and often their religious beliefs gave
them a security that was passed on to the
children. The teaching was positive. The

pupils knew where 1
was “right” and what
children thrived in th
doubt many of thosc
because they could
amount of {reedom th

We need to remen
been and still are
teachers who belicve
inculcate good habi
obedience; to impart
cises, the specific skill
and arithmetic; and te
month by month, a
predetermined body ¢
convenience, is divid
jects. Such teachers :
view that children h:
nation to learn, whic
must combat. They
some coercion is ne
child will be spoiled
spare the rod. But
teachers is one of ¢
understanding, and
have often succeeded
and will continue to




’'s inspector
1 five years,
was being
1t was what
s right when
1920°s.
the syllabus
vas the ex-
¢ of 11 plus,
en for gram-
0’s, the old
‘omposition,
ts problems,
s in English,
When this
:tic changed
hh the result
ton that did
introduced.
‘iticism that
r methods of
was taught
s. Certainly
atics. 1, the
d 10 percent
cmpt at the
when I was
0 percent a
‘mained im-
mtil after 1
¢ that when
ller fraction
| parts of a

rric 18

Aruitoxt provided by Eic:

thing there are in a larger part of the same
thing; that when you multiply thesc frac-
tions you split a part of a thing into smaller
parts still. But my confidence was so badly
damaged in my early years at school that
even now 1 am by no means certain that
the [oregoing statements are corrcct!

It is easy now to be derisive about the
educational practices of an carlier day. And,
in [act, there are many reasons to be critical
of primary school education in the 1930’s:
It left so little to the initiative of the child;
it put the cart of drill and cxercisc betore
the horse of interest; it was based on an
unreasonable belief in the worth of a spe-
cific body of knowledge; it had so very little
faith in the child’s creative powers; and it
dealt with the class rather than with the in-
dividual.

Brt, having made these criticisms of pri-
mary school education in the 1930%s, we
should not overlook the merits that it had.
Those who do the most harm to the rcform
of teaching are often those who categoric-
ally affirm that what we did in the past was
inhumane and incffective and who refuse
to scc or to admit that anything of worth
was achieved. Many of those who taught
were good and kindly people who succeeded
because of their kindliness. Their peda-
gogic and often their religious beliefs gave
them a security that was passed on to the
childcen. The teaching was positive. The

pupils knew where they stood and what
was “right” and what was “wrong.” Many
children thrived in this atmosphere, and no
doubt many of those who thrived did so
because they could manage the limited
amount of {reedom they werc given.

We need to remember that there have
been and still are many conscientious
teachers who believe that their task is to
inculcate good habits of discipline and
obedience; to impart, by graduated exer-
cises, the specific skills of reading, writing,
and arithmetic; and to convey, year by year,
month by month, and week by week, a
predetermined body of knowledge that, for
convenience, is divided into specific sub-
jects. Such teachers are likely - hold the
view that children have a natural disincli-
nation to learn, which they—the teachers—
must combat. They may also believe that
some coercion is necessary and that the
child will be spoiled il teachers too readily
spare the rod. But the attitude of these
teachers is one of care and concern and
understanding, and because of this they
have often succeeded admirably in the past
and will continue to succeed in the future.
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WHAT WERE OUR AIMS
AND ASSUMPTIONS AND
WHERE WERE THEY WRONG ?

Much of the earlier, more formal way ol
teaching was based on aims that were
wrongly conceived and on assumptions that
were erroneous. The work children did
tended to matter more than what happened
to the child as a consequence of his doing
it.. What a child “knew” tended to matter
more than the kind of person he was grow-
ing into. The work was a by-product of
teaching and was more important than the
child, who was the product. Again, the
shadow was mistaken for the substance.

Authority was often misused, and children
were hemmed in by admonitions: Don'’t
talk. Don’t move around. Don’t get out of
line. Don’t ask questions. Don’t fidget.
Don’t make a noise. Listen to me. Look at
me. Do as I do. Do as I say.

We dcnied children their right to learn
by choosing and discriminating and form-
ing judgments themselves. We created con-
ditions in which it was impossible for
children to make mistakes and then we
congratulated ourselves because they didn't
make them. It was as if a herdsman drove
his herd down a long and narrow alley
with six-foot walls on either side and then
remarked what intelligent beasts they were

for going in a dead-straight line.

As a system of education it “worked,” but
it tended to work bést with the most gifted.
Those for whom it worked least were often
improperly judged dull, ill endowed, and
incapable. Teachers didn’t know how to
use success as an educational tool, and they
were unaware of the great significance of
failure. We all know now that the child
whose parents love him and support him in
his endeavors may be safely challenged by
failure. We also know that if a child is
unloved or regarded with indifference at
home and is allowed to fall into a learning
situation at school in which he is bound to
fail, then home and school are accomplices
in distorting his growth as a human being.

The aims and assumptions of our earlier
ways of teaching were clear enough to those
who pursued them. They can be summed
up in part as follows:

¢ Children have to master the skills of
reading, writing, and arithmec.z. In order
to read, they must pursue a carefully graded
course of activity. In order to write cor-
rectly, they have to learn the rules of gram-
mar that govern the correct use of English.

o There are basic facts of history and
geography that all educated persons should
possess, and these should be set out in sylla-
buses graded according to the age of the
children who are to learn them.
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e Scripture must be learned and under-
stood because it forms the basis of morality.

e Children should be obedient and hon-
est, and it is a task of the school to make
them so. The best way of doing this is by
judicious use of rewards and punishments.

e In order to do all these things eco-
nomically, children should be organized
into “homogeneous” ability groups so that
all may perform the same task at the same
time.

e The main motivation should be com-
petition. Marks should be allotted, and
children should be graded according to
their marks and encouraged to work hard
and improve their marks.

e The general pedagogical principle is:
“This is what you have to do; this is how
you have to do it; do it and I will mark it
to see if you have done it correctly; then 1
will reward you or punish you accordingly.”

In recent years, the validity of these prac-
tices and beliels has been drastically ques-
tioned by gifted teachers who have found
newer ways. These teachers are saying, for
example, that skills are acquired for a pur-
pose. If we become obsessed with the ac-
quisition of skills, we tend to lose sight of
the purposes for which they were meant to
be used. It is important, for instance, that
a child should learn to read, but it is also
very important that he should want to read
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what is worth reading. Once a start has
been made, generous provision of well-
written and carefully graded books that tap
a wide range of interests and a wide range
of reading difficulty will generally do the
rest.

Teachers are saying that learning to write
is important—but to write what? To record
what one has seen or heard is important,
but to be able to express one’s ideas per-
sonally, cogently, and, on occasion, imagina-
tively is equally important. And what
evidence is there for believing that a knowl-
cdge of the rules of grammar leads to more
expressive writing? If a man knows he is
using an expletive, is what he says likely to
be more expressive because of this knowl-
edge? As Whitehead said, “There is no
necessary connection between literature and
grammar.”

In the teaching of arithmetic—and of so
much else—why do we so often put the cart
before the horse? 'When we lcarn to play a
field game, we play it and we lcarn the rules
as we go along. Jf we had to study the rules
and master them mechanically before we
were allowed to play, what would happen
to our enthusiasm for the game? But this
is how many of us were taught arithmetic,
and this is probably why only the adept sur-
vived such teaching.

And what about the “body of knowledge
everyone should have?” Should cveryone
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know how many states there are in Aus-
tralia, or that New York is south of Rome?
Should everyone be able to name the con-
stituents of the air we breathe? 1f so, at
what age and at what IQ levels should these
facts be known?

Furthermore, since knowledge is doubling
every ten years or less, what sense is there
in believing that the scraps of it that were
used to stimulate owur juvenile minds will
serve equally well to stimulate the minds of
our children and our grandchildren? How
much of the knowledge crammed into us
was [ruitful and how much was sterile?
How much of it moved our minds to activ-
ity and how much was merely acquired for
the moment in order that we might make
the grade or pass the examination?

And what have we done to children by
the way in which we have used art and
craft in our school program? When we tell
the child what to do and how to do it, when
we provide him with patterns to be followed
without deviation, all we do is traffic in
measurable techniques.  Actually, we do
more than that: We sever connection with
common sense and with the principles of
pedagogy. Surely, the main purpose of the
arts and crafts is to help the child find some
creative outlet in which he can succeed and
find satisfaction. A child should express his
own rather than his teacher's ideas, and he
should express them in his own rather than

in his teacher’s way. His imagination and
Iiis initiative and hiis spontaneity and his
love of beauty should be given full rein.

As for a knowledge of the Scriptures, does
such knowledge really make us more moral
or honestr Are atheists or Mohammedans
less honest than Christians?

And what about discipline? What, in
fact, is the value of discipline enforced by
fear? What evidence do we have that a
child who acts in a certain way because he
fears to do otherwise will continue to act
in that way once the fear has been removed?
It is like being honest because “honesty is
the best policy,” because it pays off, rather
than being honest because one believes that
this is the right way of behaving toward
one's fellowmen.

What about the teaching of “homogene-
ous” groups of children? This surely is
nonsense; such groups cannot exist. The
learning processes of all children are al-
fected by all kinds of extrancous matters.
In any group of children, one will be the
most timid and one the most bold; one will
come [rom a home that gives most, another
from 2 home that gives least; one will be
the most intelligent, one the least; one the
most imaginative, one the least—and so on.
To think that somehow or other we can
erasc these supports or these impediments
and arrive at a clean—and uniform—founda-
tion for each child on which progress can be
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uilt is pedagogically stupid. And when,

1owing of these supports and these im-
'diments, we ncvertheless grade children
.cording to their so-called ability in order
» what we call in our jargon, ‘‘motivate”

em, this is surely pedagogical folly of 2
ry high order indeed. But we still do it.

And how wise is it to try to teach the
une thing to 80 children at the same time?
, it not inevitable that the bright and the
werested will to some extent mark time,
1at the dull and the bored will to some
tent fail to keep up, and that the pace
ill be set by the average? The folly of
'ying to teach the same thing at the same
me to a group of children comes home to
s if we look at what happens when a group
{ 30 children are asked to tackle the same
lysical objective—say a high jump or a
ault. The first half-dozen or so will suc-
ced because of the way God Almighty or
heir physical inheritance has endowed
hem—Dbut the teacher takes the credit. The
iddle group may improve under instruc-
ion. The last half-dozen are likely to prove
wvetchedly clumsy. When that happens, as
¢ will, they and their inheritance and the

Imighty—but not the teacher—take the
lame.

What damage have we done by indis-
riminate use of external examinations and
ests? We have allowed control of the cur-
ictlum to be handed over to the exam-

iners, people who never see the children to
whom their tests are applied. Since some
things can be measured more readily than
others, we have tended to emphasize what
can be measured and to undervalue what
cannot. And yet, perhaps the things that are
most worthwhile are those that cannot be
measured. We have looked at 1Q tests and
aptitude tests, and we have led ourselves to
believe that we can make an exact diagnosis
of a child's potential. This we certainly
cannot do. We have encouraged teachers to
expend energy in thwarting the examiner
rather than in teaching the child as he
should be tanght. And when we have
looked at the results of an examination, we
have exalted thosc who are “above the line”
and disregarded—or even despised—those
below it.

And, finally, what matters most in educa-
tion—what one “knows” or the sort of per-
son he becomes?

These, then, are some of the points that
gifted teachers of young children tend to
raise as they look at the practices we have
followed in English primary schools until
recent years and which, unfortunately, we
still practice in many of them to this day.
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WHAT HAVE
WE CHANGED TO?

The outward signs of changes that have
taken place in the primary schools are
obvious enough. These are some of them:

e Children no longer sit in rows facing
the chalkboard; they work in groups or
as individuals and arrange their desks ac-
cordingly.

o The teacher less frequently gives a
formal lesson to the whole class by standing
in front of the chalkboard and expounding
on a preselected topic. In short, there are
far fewer history “lessons” or gcography
“lessons.”

e The whole basis of learning depends
less on the facts of a “subject” and far more
on an experience of some kind or another
that results in either the class going out of
the school or in someone or something of
interest being brought into it. Such experi-
ences provide material for expression in
speech, in writing, in painting, in modeling
with clay, and in using many other mate-
rials—including material for calculation.

o It follows that the day is no longer
broken up as it once was into “lessons” but
is “integrated” as the current jargon has it.
This means that children work at their own
pace on a topic chosen by them from a range
carefully prepared by the teacher and that

the school bell plays an ever-diminishing
part in the organization of the day. But it
cannot be too strongly emphasized that the
success of this so-called “integrated day” de-
pends upon the wisdom of the teacher in
handling the material and not in merely
abolishing the bell. It is also true that a
young and inexperienced teacher might
need to rely on the structured situation
which separate lessons provide.

o Spelling lists, formal exercises in Eng-
lish, and mechanical sums in arithmetic are
more rarely used than in the past.

e The teacher tends to conceal or with-
hold his knowledge rather than reveal it.
He does this in the hope that the child will
scek knowledge elsewhere and that child
and teacher will find out together.

o Therc are fewer “sets” ol books and
more individual books. This is true of
reference materials and of fiction and poetry
as well.

It cannot be too strongly stated, however,
that outward signs of change can be most
lamentably misleading and deceptive. They
should not be accepted as a guarantee of
quality in the work produced or, indecd,
ol understanding on the part of the teacher
or the administration. No judgment on the
value and quality of any change should be
made until appropriate criteria have been
applied. For example: What are the stand-
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the school bell plays an everdiminishing
part in the organization of the day. But it
cannot be too strongly emphasized that the
success of this so-called “integrated day” de-
pends upon the wisdom of the teacher in
handling the material and not in merely
abolishing the bell. It is also true that a
young and inexperienced teacher might
necd to rely on the structured situation
which separate lessons provide.

e Spelling lists, formal exercises in Eng-
lish, and mechanical sums in arithmetic are
more rarely used than in the past.

e The teacher tends to conceal or with-
hold his knowledge rather than reveal it.
He docs this in the hope that the child will
scek knowledge elsewhere and that child
and teacher will find out together.

e There are fewer “sets” of books and
more individual books. This is true of
reference materials and of fiction and poetry
as well.

It cannot be too strongly stated, however,
that outward signs of change can be most
Imnentably misleading and deceptive. They
should not be accepted as a guarantee of
quality in the work produced or, indeed,
ol understanding on the part of the teacher
or the administration. No judgment on the
value and quality of any change should be
made until appropriate criteria have been
applied. For example: What are the stand-

26

ards of achicvement? What is the evidence
of progresss What do the children do when
left on their own? How do the strong
among them behave to the weak?

Having said this, I must make it clear
that in my experience, and judged by the
criteria. I have mentioned, there is no
doubt that the change in Engish primary
schools is a momentous one. And it carries
an educational message that we carnestly
hope our secondary schools, our universi-
ties, and indeed the population at large
will receive. Our primary schools, at their
best, arc models of the kind of social com-
munities in which we would all wish to live.

Well before the last war, we had grasped
the value of nursery schools and classes.
These were places where children learned
to behave socially and sociably together, to
give and take, to live and let live, to help
others and to share, as well as places in
which they began to learn to do up their
buttons and attend to life's little necessities.
Each child got to know new adults outside
his family circle—adults who would listen
and who would talk an understandable
language all the time. He learned to han-
dle bricks and sand and water, and the
resultant mess was not the catastrophe that
it was in some homes. There were books to
look at and books from which stories were
read, and all this whetted the appetite for
reading. There were colors and pencils and
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clay which tempted the child to take the In painting and drawing, children were matics.

first steps in painting and drawing and taught to “do” houses and trees and men children
mnodeling. There was much encouragement; so that they could all be put together into ol “big"”
there was time for confidence to grow; and a picture. And while they were being er,” “lif

the child became “ready” for school.
Also before the war, many infant schools
had begun to forge ahead, although most

taught in these ways, the children sat in
rows at desks facing the teacher who stood
before the chalkboard and instructed them.

tinues i1
when th
learn th

of these still put the cart before the horse. But the ways have changed. Today, from elephani
More often than not, reading began with the start, the child is given an urge to write. horse is
the alphabet, just as history in the schools He will draw a picture and explain to his what he
invariably began with the ancient Britons. interested teacher that he has drawn “our the chi
There was much matching of letters and car.” The teacher writes underneath it, mechani
words in isolation—C A T spelled cat, and, “This is our car,” and the child copies it. be able
ol course, “the cat sat on the mat,” “Tom The difference between copying this and Once
got his cap wet,” and ‘“the pot was on copying from a copybook is that the child skills, tl
the hob.” “Phonics” was the order of the starts with a sentence that is not only mean- centrate
day. And, when the child was ready for ingful to him but emotionally charged. It quired
them, there were well-known and carefully is a sentence in which both he and his persona
graded “readess” about nice little middle- teacher are interested. Gradually, the child history
' class boys and girls. realizes that if he wants to tell his fellows ducive |
Writing followed reading, and it tended about his affairs and to learn about theirs, position
to begin with pot hooks, followed by letters reading, writing, and painting are impor- taken
written in four lines. This was done in tant ways of doing it and they are ways in Since
order that, as a Yorkshire schoolmaster had which his teacher is interested. He must, popular
said 400 years earlier, they might “write all therefore, master the skills of handwriting people
: their words in an even line, with the tops, and of reading. As he takes these first steps, What 1
: bellies, and bottoms of the letters of an he comes to see that this word is like that derstanc
j even size.” There followed much writing one and that this sound is heard in this tions m
' from copybooks, and writing in those days word and also in that one. All the time, it very lit
meant handwriting, whereas today it tends is the horse of meaningful expression that is what
‘ to mean the quality of the English that pulls the cart of writing and spelling—and have a
: the child uses. This change in itself is not the other way round. plant, t
; significant. And so with the beginnings of mathe- pieces,
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In painting and drawing, children were
taught to “do” houses and trees and men
so that they could all be put together into
a picture. And while they were being
taught in these ways, the children sat in
rows at desks facing the teacher who stood
before the chalkboard and instructed them.

But the ways have changed. Today, from
the start, the child is given an urge to write.
He will draw a picture and explain to his
interested teacher that he has drawn “our
car.” The teacher writes underneath it,
“This is our car,” and the child copies it.
The difference between copying this and
copying from a copybook is that the child
starts with a sentence that is not only mean-
ingful to him but emotionally charged. It
is a sentence in which both he and his
teacher are interested. Gradually, the child
realizes that if he wants to tell his fellows
about his affairs and to learn about theirs,
reading, writing, and painting are impor-
tant ways of doing it and they are ways in
which his teacher is interested. He must,
therefore, master the skills of handwriting
and of reading. As he takes these first steps,
he comes to see that this word is like that
one and that this sound is heard in this
word and also in that one. All the time, it
is the horse of meaningful expression that
pulls the cart of writing and spelling—and
not the other way round.

And so with the beginnings of mathe-

matics. In the nursery school or class,
children have already learned the meaning
of “big" and “little,”” “bigger” and “small-
er,” “lighter” and ‘heavier.” This con-
tinues in the early days of the infant schools,
when they count and match and group and
learn that “‘three” applies equally to three
elephants and to three pins. Here again the
horse is beforc the cart. The desire to do
what he wants to be able to do provides
the child with the drive to master the
mechanical skills that he needs in order to
be able to do it.

Once a start has been made in these
skills, the object of the teacher is to con-
centrate on the urge to use the newly ac-
quired skills as a means of expressing
personal ideas. The standard lessons in
history and geography were no more con-
ducive to this than were the routine com-
positions on the life of a penny. What has
taken their place?

Since World War II, one of the most
popular sayings about the learning of young
people has been: “What I hear, I forget.
What I see, I remember. What I do, I un-
derstand.” The first two of these proposi-
tions may be open to debate, but there is
very little doubt about the third and this
is what the teachers have seized on. If you
have actually done something—grown a
plant, taken a simple piece of machinery to

pieces, or investigated an old building—the
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urge to write about it or draw it or read
more about it is so much stronger than if
you had merely been told about it, and this
urge may provide work for a considerable
span of time, not only hours but days.
There is thus much more drawing, more
painting, morc modeling than there used
to be. And, provided that its purpose is
understood, all of it serves to cstablish the
success that gives rise to the confidence on
which educational progress is built.

Formal lessons have become far less [re-
quent than they used to be, and the object
of teaching is not, for cxample, to give the
child a systematic chronological account of
history from its storybook beginnings but
to provide worthwhile experiences for fur-
ther investigation. Grandfather probably
knows what the area was like 60 years ago,
and, what is more, he knows what lis
grandfather told him. Grandfather’s pos-
sessions are history. The objects of these
carly days, collected and brought to school,
provide endless opportunity for discussion,
for painting, writing, modeling, and cal-
culating. So, of course, do visits to the rail-
way station, the canal lock, the power
station, the farm, the church, and the necar-
est factory. If the child is fortunate enough
to attend a school that is supplied by an
imaginative resources center, he will bene-
fit from all kinds of objects that can be
brought into the school. These will range

rom collections of butterflies to a model
of a coal mine or a penny farthing bicycle.
‘Then there are pets of all kinds in the
schools, and these can be drawn and
painted and their ways and habits recorded
in paint and writing. One of the minor
mysteries of life is the way a guinca Pig
will stand motionless on a table and allow
itself to be drawn and modeled and painted.

The children work individually or in
groups, as the need strikes them. Those
who are quick to learn use casily the gen-
crous supply ol material available, and the
teacher thus has time to help the slow over
their difficulties, Some children write, some
paint, some make music, and some calcu-
late. The task of the teacher is to sec that
no child overlooks any worthwhile medium
of expression.

The day is much less rigidly scheduled
than it used to be, although physical edu-
cation may make some scheduling of time
necessary if the hall with its physical edu-
cation apparatus has to be used. And it is
perhaps in the use of this apparatus that
the greatest change has come about. Rou-
tine exercises have disappeared and team
competitions arc fewer than they once
were. The subject of physical education
has been widened to include not only gym-
nastics and games but also dance and drama.
Far less is imposed on the children and
far more drawn from them. I shall not
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readily forget the alarm of an American
superintendent of schools when I took him
into a school hall where 6-ycar-olds were
swarming up ropes to the ceiling an climb-
ing about on beams only a few feet be-
low it. The aim of the teacher was to sec
that each child should achieve success @nd

the confidence that it brings—a confidence
that can be transferred to the three R’s
which are still as important as they ever
were, although the learning of them has
so radically changed.

The results of writing and of painting
show this change. Let us consider for a
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the confidence that it brings—a confidence
that can be transferred to the three R's
which are still as important as they ever
were, although the learning of them has
so radically changed.

The results of writing and of painting
show this change. Let us consider for a
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moment two pieces of writing from an
8-year-oid girl in a village school.

The first piece is the kind of thing that
we have come to expect from a bright little
8-ycar-old. This girl is interested in a cat;
she has, no doubt, been encouraged to
examine one carefully, and she has read
about cats and mastered words like sensi-
tive, fang, carnivorous, mammals, and
retractable. A book she read has played an
obvious part in what she has written:

“A cat is a mammal. The eyes are very
good for secing at night because the pupil
opens up more so that more light goes in.
Their whiskers arve very sensitive. The
whiskers are the same length as the fat-
test part of their body, so when they go
through a hole if the whiskers can not fit
through the hole they can not. The two
very long and sharp teeth in the mouth
of a cat are called fangs. Cats are carniv-
orous mammals. Also the eyes are on the
front of the head which means he is aw
animal of prey. When the eyes are on the
side of the head it is an amimal that is
kunted. A cat is always warm because it
Las soft cuddly fur. The claws of a cat are
retractable so that when he walks out he
does not break them. His cars are also
movable.”

True enough. But one of the main pur-
poses of writing is to be able not merely
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to record but also to convey one’s sensitive,
imaginative, and personal feelings. Such
writing may take the form of prose or it
may take the form of verse, rhymed or
unrhymed.

The piece that follows was written by
the same child who wrote about cats. It
was written after the village school had
been visited by a theatre group that had
produced a play called From Sea to Sky.
Following this play, one corner of the
classroom had been turned into a kind of
underwater kingdom, and much that the
children then did was connected with the
sea.

STILL AND LONELY
(by Louise Holmes, age 8)

Wading in the sea

so cold, so alone.

I stumble and fall

to the bottom of a strange new kingdom.
Everything is so still and lonely.
Sometimes I see melancholy fish swimming
slowly by.

The lonely, still sea all around my gliding
body moves gently,

Wrecked ships from long ago,

Oysters with hidden pearls,

Waving seaweed, seen once in a lifetime.
Allso marvellous it must be a dream.

My hair floating in the calm, gentle sea.

Waving seawced, or lines of colour
all so wonderful it must be a dream.
Floating along go mermaids and mermen
With long golden hair drifting in the
cloud of water

Endless water

All sostill and beautiful.

Nets catching fish.

Goodbye fish!

Crawling creatures

Still creatures

Youth creatures playing
Pink,yellow, red, blue, black.

All so colourful.

T he deep sea kingdom is so wonderful
so glorious

Shells lying on the bottom of the sea
all colours,

smooth to my touch.

Crabs moving from side to side
blowing bubbles.

Stones and shells,

rocks,

all to be seen,

but no human beings ever will.
This kingdom is so lovely,

yet still and lonely.

So quiel.

So noisy above.

Nothing disturbs the silence.

They all keep quiet,

hiding as I swim by,

watching my slow moving body

so different from their.

What an adventure fo
a plain person
like me!
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Waving seawced, or lines of colour
all so wonderful it must be a dream.
Floating along go mermaids and mermen
With long golden hair dvifting in the
cloud of water

Endless water

Allso still and beautiful.

Nets catching fish.

Goodbye fish!

Crawling creatures

Still creatures

Youth creatures playing

Pink, yellow, red, blue, black.

All so colourful.

The deep sea kingdom is so wonderful
so glorious

Shells lying on the bottom of the sea
all colours,

smooth to my touch.

Crabs moving from side to side
blowing bubbles.

Stones and shells,

rocks,

all to be seen,

but no human beings ever will.

This kingdom is so lovely,

yet still and lonely.

So quuet.

So noisy above.

Nothing disturbs the silence.

They all keep quiet,

hiding as I swim by,

watching my slow moving body

so different from theis.

What an adventure for
a plain person
like me!

This second, imaginative, expressive piece
would have been very rare 30 years ago,
and the likelihood is that it would have
been a “sport”—something written for per-
sonal diversion, not a part of a school pro-
gram, and not the product of wise and
inspired teaching. The intentions of the
teachers have indeed changed. A teacher
who was teaching 30 years ago has described
the way in which he encouraged children to
write a composition on lighting a fire.
These are his notes:

“]. The teacher discusses the material
required—sticks, newspaper, coal, matches.
He ‘teaches’ the difference between ‘thor-
ougl’ and ‘through/

“9, He discusses the laying of the fire and
teaches the difference between ‘lay’ and
‘lie,’ ‘laid’ and ‘lied. He mentions clean-
ing the grate (difference between ‘grate’
and ‘great’), crumple, and the placing of
sticks and coal.

“8. He discusses lighting the newspaper,
where to light, how to strike a match to
avoid danger.”

This kind of preparation led to 40 gram-
matically accurate, correctly spelled, but




somewhat sterile compositions, and if this
was the result the teacher wanted, then
his preparation was sound enough. Here is
one of the compositions:

“Before you light the fire you must pre-
pare thoroughly. You have to get the sticks,
the coal and some newspapers before you
begin. When you have got these things or
you can call them materials, you have to
take out the ashes from the grate. When
you have raked out the ashes from the
grate, you put the newspaper in. Then you
put some sticks on. Then you put some
coal on. When you have put these things
or materials on, you light a match.

“You must know how to light a match
before you strike it. You must hold the
box in one hand and hold the match in
the other and pull the match away from
you so as to avoid danger.

“You then light the paper.”’

Twenty years later, the teacher had
changed his aims. He was as concerned
with the personal expressicn of the child
and the development of his individuality
as he was with spelling and handwriting.
Moreover, he had realized the value of
Locke’s words: ‘“‘Never trouble yourself
about those Faults in them, which you
know Age will cure.”

The village fish and chip shop had
caught fire and the teacher seized on the
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excitement of the occasion to get from
each child a description of a particular fire
which he had lit. Only one boy wrote about
lighting a domestic fire, and this is what
he wrote:

“When my Mam and Dad won’t get up
me and our Alan get up and light the five.
I rake out the deadness from the grate and
our Alan chops some of my Dad’s shed-
wood. We put the newspaper in the grate
but don’t squash it too tight or it won’t
burn so good. Put the sticks in and then
some nice pieces of best Barnsley seam
coal. This is the best coal in the world my
Dad says. Then we put the shovel on the
bars and a big piece of ncwspaper over
that to blow it up. Now ils all ready to
light the paper. If it won’t go I get some
of my Dad’s paraffin in a pop bottle and
throw it on. This makes il go smashing.
If the blow up paper catches fire I have to
shout my Dad and he comes down in his
shirt swearing and clips us. I like lighting
fires.”

The preceding examples illustrate clearly
the change of emphasis that has taken place
in the teaching of writing in recent years.

There has been a similar change in the
teaching of arithmetic. When I was young,
my arithmetic consisted of “doing sums.”
Recently, I was talking with an inspector
colleague of mine about how changes had
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excitement of the occasion to get from
each child a description of a particular fire
which he had lit. Only one boy wrote about
lighting a domestic fire, and this is what
he wrote:

“When my Mam and Dad won’t get up
me and our Alan get up and light the five.
[ vake out the deadness from the grate and
our Alan chops some of my Dad’s shed-
wood. We put the newspaper in the grate
but don’t squash it too tight or it won’t
burn so good. Put the sticks in and then
some nice pieces of best Barnsley seam
coal. This is the best coal in the world my
Dad says. Then we put the shovel on the
bars and a big piece of newspaper over
that to blow it up. Now its all ready to
light the paper. If it won’t go I get some
of my Dad’s paraffin in a pop bottle and
throw it on. This makes it go smashing.
If the blow up paper catches fire I have to
shout my Dad and he comes down in his
shirt swearing and clips us. I like lighting
fives.”

The preceding examples illustrate clearly
the change of emphasis that has taken place
in the tcaching of writing in recent years.

There has been a similar change in the
teaching of arithmetic. When I was young,
my arithmetic consisted of “doing sums.”
Recently, I was talking with an inspector
colleague of mine about how changes had

occurred and how the child’s surroundings
were now used to give him an understand-
ing that I never had. My colleague told me,
for example, how teachers will use the tiles
of a hall floor to help them in their teach-
ing. First of all, a child would find the num-
ber by counting. Then the question would
be asked: Is there an easier and quicker
way? Perhaps 37 rows of 19 tiles (or 19
rows of 37 tiles) ? How do we do this? Add
nineteen 37's together—or thirtyseven 19's?

Such investigations lead to an under-
standing of long multiplication as repeated
addition. What is the most economical way
of doing this? The conventional way of
thirty-seven 10’s and thirtyseven 9’s? Or
perhaps, in this case, thirty-seven 20's
minus 37 would be quicker. But the impor-
tant thing is that the children have a
chance to think about different ways and
to compare methods, and their own experi-
ence will provide the urge to do so. Even-
tually, of course, they will need to know
an economic method that always works, and
this is often, although not always, the tra-
ditional method.

Another example that suggests the same
approach is that of measurement, where a
child will pass through various stages:

la. Measuring length (or weight or ca-
pacity) by arbitrary units; for example,
handspans, strides, foot lengths, and so
forth, leading on to:
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b. Standardized units, yardsticks, metrc
sticks, and so forth, and statements like
“this room is 10 yards and a bit long.”

c. Refining measurement so that you
can say more exactly how many feet and
how many inches long.

One hopes that the child will also de-
velop an appreciation of the suitability of
certain measures and an awareness ol ap-
proximation and degrees of accuracy. For
example, one needs to contrast the degree
of accuracy in measuring, on the one hand,
the distance from the earth to the sun, and,
on the other, the distance between the
point of the gap of a spark plug.

2. The mecasurcment of height offers
interesting material for the mind to work
on. It is important that children use
their measuring not just to develop arith-
metic but also to think about different
ways of tackling a job.

In finding the height of a building, for
example, they might:

a. Estimate—a process traditionally neg-
lected.

b. Comparc with the height of a friend.
Count the number of bricks.

d. Investigate the length of the shadow.

e. Use simple apparatus—even a card-
board, right-angled triangle can provide a
good result after a scale drawing is made.

f. Eventually some children may well
devise an accurate trigonometrical method.
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After my colleague had explained all
this to me, he told me about Jeremy, a boy
who forged ahead after having been intro-
duced to new methods, whereas he prob-
ably would not have made anything like
the same progress if he had been kept on
with the old methods.

Jeremy had transferred from a formal
school to one where practical activities and
individual approaches to mathematics were
encouraged. During his two years of very
formal work in his first school, ‘he had de-
rived satisfaction [rom habitually obtain-
ing full marks for all his sums. On arriv-
ing at his new school at the age of 9, he
was at first somewhat bewildered by the
different emphasis. After an initial period
where he was allowed to maintain his se-
curity by continuing familiar work, he was
gradually encouraged to strike off in new
directions on his own. He was soon able to
talk about what he had been doing. Shortly
after his tenth Dbirthday, he described his
work as follows:

“I saw in a book about there being a
relationship between the squares of whole
numbers so I wrote down the cubes of all
the numbers from 1 10 20 and decided to
see il T could find a similar relationship.
First I found the differences between them,
and then the differences between the differ-
ences. I found I got part of a six times
table. So I thought that I ought to be able
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to work back from this and I carried on
the table starting with the differences be-
tween the differences and so got the cube of
21, the cube of 22, and so on.”

He set out his work:

DIFFERENCE
DIFFERENCE

13 1
7

23 8 12
19

3 27 18
37

4 64 24
61

5 125 '

He eventually went on to generalize his
answer, and said: “I thought that this
showed that there was a way of working out
the cube of any number from the cube of
the previous number and I found that it
any number was called ‘n’ the cube of the
next number would be

‘0w + 3n2 4 3n + 17

Jeremy had also developed his own work
on ‘“Magic Square,” finally constructing his
own squarc ol 16 or 17 rows and columns
and explaining to a visitor: “It is very easy
to work out once you've understood the
ipattern.”

In Jeremy's case, one must, ot course,
make allowances for exceptional brilliance,
but even so, one cannot help contrasting
the way in which he had been allowed to
think along his own lines and develop his
own mathematical ideas with the way in
which his previous mathematical educa-
tion had been restricted to routine work
with arithmetical processes. And one
should also contrast the demands made on
him in his new way of working with the
demands of the former situation where he
always obtained full marks without really
being asked to exert any mathematical
“thinking” as he worked.

A Summing Up

What, overall, can we expect to find in
an English primary school today that re-
flects changes that have been made? Let
me put it this way: When I go into what
I would call “a good school” today, whether
the building is new or whether it was built
in the last century, I would expect to find
light, colorful classrooms with a broad
band of pin-up board around the walls on
which examples of work from all the chil-
dren in the group are carefully and lovingly
displayed at one time or another. In the
main, this work would be painting and
drawing, but there would also be some
mathematics and some written expression—
poetry and prose. In all likelihood, I would
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In Jeremy's case, one must, of course,
make allowances [or exceptional brilliance,
but even so, one cannot help contrasting
the way in which he had been allowed to
think along his own lines and develop his
own mathematical ideas with the way in
which his previous mathematical educa-
tion had been restricted to routine work
with arithmetical processes. And one
should also contrast the demands made on
him in his new way of working with the
demands of the former situation where he
always obtained full marks without really
being asked to exert any mathematical
“thinking” as he worked.

A Summing Up

What, overall, can we expect to find in
an English primary school today that re-
flects changes that have been made? Let
me put it this way: When I go into what
I would call *‘a good school” today, whether
the building is new or whether it was built
in the last century, I would expect to find
light, colorful classrooms with a broad
band of pin-up board around the walls on
which examples ol work from all the chil-
dren in the group are carefully and lovingly
displayed at one time or another. In the
main, this work would be painting and
drawing, but there would also be some
mathematics and some written expression—
poetry and prose. In all likelihood, I would

be discreetly invited to admire the work of
some pupils who, at that moment, stood
most in need of a word of praise.

Desks and tables would be arranged in
groups rather than in rows. Somewhere in
the room there would most certainly be a
table on which were set out natural objects
that were both beautiful and scientifically
interesting. Elsewhere in the room there
might be a well-arranged display of fabrics
and other objects of interest and beauty,
designed to emphasize textures, colors, and
shapes. There might be some small ani-
mals kept as pets in the room. And there
would certainly be a generous and easily
accessible supply of books of reference and
fiction.

Some children would be standing, some
sitting, some talking, some walking, some
working intently. One child might be
painting; another might be arranging flow-
ers, Two children with a stopwatch might
be observing ball bearings rolling down a
plank, while a third child tabulates the re-
sults. One group might be potato printing
on fabric; others would be reading, writing,
measuring, modeling, or calculating.

After the initial activities period, it is
likely that the class might settle down to
pursue a piece of work resulting from a
recent visit to a water canal lock, a post
office, a sewage works, a power station, or
some other place of interest and excitement.
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Under the stimulus of this experience, some
would paint, some write, some calculate,
some read and investigate. Other children
might be pursuing a completely different
topic. But, under the stimulus of a first-
hand experience, and with abundant inter-
est, all children would be engaged in some-
thing that in other, more formal schools
would fall into the often arid compartments
of history, geography, English, and math-
ematics.

In the school I am talking about, such
technical matters as spelling would be dealt
with as adults would deal with them—by
looking up in small dictionaries the word
that is needed in the context of the moment.

In a classroom in this school, I might
have some momentary difficulty in locating
the teacher. He would be acting more as
a consultant, and would speak when spoken

to. But his main task—and this is a profes-
sional task of the highest order that I, as a
schoolmaster, didn’t exert because I taught
the whole class at once—would be to keep
a watchful eyc on what each pupil was
doing in order to be certain that the child
did not forego or neglect any important
area of learning. There would, of course,
be times when the whole class was called
to attention to deal with a teaching point
ot common concern, but the teacher would
be spending much of his time giving indi-
vidual help, particularly to slow learners.

When a child raises a question and the
teacher does not know the answer, he would
not hesitate to admit it. Often, if he knew
the answer, he would be reluctant to give it
lest an opportunity [or drawing out the
child’s initiative be lost.

There would, of course, be activities
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to. But his main task—and this is a profes-
sional task of the highest order that I, as a
schoolmaster, didn’t exert because I taught
the whole class at once—would be to keep
a watchful eyc on what each pupil was
doing in order to be certain that the child
did not forego or neglect any important
area of learning. There would, of course,
be times when the whole class was called
to attention to cdeal with a teaching point
of common concern, but the teacher would
be spending much of his time giving indi-
vidual help, particularly to slow learners.

When a child raises a question and the
teacher does not know the answer, he would
not hesitate to admit it. Often, if he knew
the answer, he would be reluctant to give it
lest an opportunity for drawing out the
child’s initiative be lost.

There would, of course, be activities

shared by the whole class as, for instance,
when they sang together, or went into
the hall for what we call, unfortunately
perhaps, a “movement lesson.” This is
a physical activity—sometimes gymnastic,
sometimes dramatic—based very largely on
the inspiration from Rudolf von Laban, a
refugee from Hitler, who introduced this
work and modern dance into England and
whose most distinguished disciple is prob-
ably Martha Graham. This activity will
be discussed in more detail later.

In a school such as I am describing, I
should expect pupils to start work first
thing in the morning, whether the teacher
was there or not. Indeed, on the previous
evening, many of the pupils would have
been able to say what they intended to do
first thing in the morning. The number
able to do this would be an indication of
the responsibility that the school success-
fully laid on its pupils. And I have seen
not only children of 10 or 11 settle down
to a day's work with no teacher present
but also tiny children no more than 5 or 6
years old.

These, then, are some of the things we
can expect to find in a good English pri-
mary school today.
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THE CLIMATE OF CHANGE

This publication is concerned with the
change that has taken place in our primary
schools—schools for children of ages 8 to
12—since World War 1. The harbinger of
the move forward was the change that oc-
curred in the carlier decades of the century
in the tcaching of much younger children.
In 1918, the new Education Act recognized
the nursery school on which so much work
had been done by Margaret and Rachel
McMiltan in the Gity of Bradford. The
Malting House School, directed by Susan
Isaacs. had also made conspicuous forward
strides in the university town of Cambridge.

In 1926, Bertrand Russell published his
book. On Education, in which he, like
Whitchead, his great collaborator, sought
to turn the minds of teachers away from the
imparting of sterile facts to the develop-
ment of character and personality. An
aristocrat himself, Russell berated the aris-
tocratic  cducation devised by Thomas
Arnold of Rughy, of which he said sym-
pathy. kindliness, and imagination were
sacrificed to toughness, energy, and unalte: -
able belicfs. He was against the classical
tradition of education because, as he wrote,
“this tends to produce a kind of cold cor-
rectiness in which originality is replaced by
respect for authority.” He believed that
every child should have the joy of success;

that each child should work at his own
pace; that the infunt’s urge to work is so
strong that all we have to do is to provide
the opportunity. He also believed that all
children, including the youngest, should be
treated with respect, that the most severe
punishment that ought to be necessary is
the natural spontancous expression of in-
dignation, that children are often best
taught by children, that to kill fantasy ina
child is to make it a slave to what exists.
He believed also that vitality, courage, sen-
sitivity, and intelligence are the four great
components of character and that their de-
velopment should be the main target of the
educational process. There is no doubt
whatever that these views are held by all
good teachers of infants and juniors in
England today and are strikingly exempli-
fied in their schools.

The ideas of the McMillan sisters and of
Susan Isaacs began to be sensibly applied in
the new nursery schools and eventually
moved up into the infant schools, but an
unfortunate mishmash of the ill-understood
ideas of Bertrand Russell, Caldwell Cook
and his “play way,” A. S. Neil, John Dewey,
and others began to coagulate into what was
known as progressive education based on
so-called free play and free expression. This
movement ran its course in the 1920°s in the
progressive schools of Great Britain and
America, and only a few schools then in
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that each child should work at his own
pace; that the infant's urge to work is so
strong that all we have to do is to provide
the opportunity. He also believed that all
children, including the youngest, should be
treated with respect, that the most severe
punishment that ought to be necessary is
the natural spontancous expression of in-
dignation, that children are often best
taught by children, that to kill fantasy in a
child is to make it a slave to what exists.
He believed also that vitality, courage, sen-
sitivity, and intelligence are the four great
components of character and that their de-
velopment should be the main target of the
educational process. There is no doubt
whatever that these views are held by all
good teachers of infants and juniors in
England today and are strikingly exempli-
ficd in their schools.

The ideas of the McMillan sisters and of
Susan Isaacs began to be sensibly applied in
the new nursery schools and eventually
moved up into the infant schools. but an
unfortunate mishmash of the ill-understood
ideas of Bertrand Russell, Caldwell Cook
and his “play way,” A. S. Neil, John Dewey,
and others began to coagulate into what was
known as progressive education based on
so-called free play and {ree expression. This
movement ran its course in the 1920°s in the
progressive schools of Great Britain and
America, and only a few schooss then in

existence survived the ill repute into which
the whole movement fell. It should be
noted, however, that the progressive move-
ment fell into disrepute, not because the
ideas of Russell, Dewey, and Neil were
wrong. but becuse these ideas were misin-
terpreted and misapplied by lesser people.

In the early 1930, the teaching of pri-
mary school children came under official
scrutiny. The Consultative Committee of
the Board of Education, sitting under the
chairmanship of Sir Henry Hadow, pro-
duced the Report of the Primary School.
Two sentences of this report are probably
the most quoted of all educational words
uttered this century in England. The first
of these is, “What a wise and good parent
would desire for his own children, that a
nation must desire for a1l children.” This
was but an expansion of Rachel McMillan's
statement, “Educate every child as if he
were vour own.”

The second statement is even better
known and has been much more often
quoted: “We are of the opinion that the
curriculum of the pritary school is to be
thought of in terms of activity and experi-
ence. rather than of knowledge to be ac
quired and facts to be stored.™

The extraordinary thing about this state-
ment is that when it was written there
could have been very few teachers in Eng-
land, particularly teachers of children of
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ages 7 to 11, who had any idea at all of
what this might mean in practice.  Yet
today, I know of no more moving edu-
cational experience than to go into schools
in which these precepts are being put effec-
tively to work. Using these precepts, schools
are achieving results, not only in terms of
the three R’s but also in the development of
initiative, imagination, sensitivity, and crea-
tive effort, which, I suspect, even Russell did
not foresce.

It is likely that this 1931 report was the
turning point, and it is the first chapter of
the report Jhat is so telling, even today. The
following sentences are taken from it:

“The aim of the school is to introduce its
pupils to such experiences in an orderly and
intelligent manner, so as to develop their
innate powers and to awaken them to the
basic interests of civilised existence.”

“Teachers must be guided by their own
insight and experience, and must use the
methods which they are conscious they can
use best. With these qualifications. how-
ever, we are with the majority of our wit-
nesses strongly of the opinien that primary
cducation would gain greatly in realism and
power ol inspiration il an attempt were
more generally made to think of the cur-
riculum less in terms of departments of
knowledge to be taught, and more in terms
of activities to be fostered and interests to
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be broadened.”

“The essential point is that the curriar
lum sl:-ald not be loaded with inert ideas
and crude blocks of fact, which are devoid
of significance till related to some interest
in the minds of the pupils. Tt must be vivid,
realistic, a stream in motion, not a stagnant
pool.”

“A boy is interested in steam engines; let
him start from his interests, make a rough
model of an engine, discover something
about the historical process ol its invention
and improvement, read a little about the
changes in the life of society which have
been produced by it, make a map of the
transport system of his own town and coun-
try, learn something about the lives of
famous engincers, and study in outline the
part which steam plays in linking together
different parts of the world.™

“Children visit a place of historical in-
terest, a church, a castle, the site of a British
or Roman camp; let their work before and
after the visit be plmned round it, and the
pupils be told of its place in history, paint
such features of it as they can, make a map
of the surrounding region, and act where
possible some of the famous scenes associ-
ated with it, making the dresses and scenery
for themselves.™

“If there is a place. and a place of high
significance. for collective teaching, and for
lessons that bring together a class of pupils
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be broadened.”

“The essential point is that the curricu-
lum should not be loaded with inert ideas
and crude blocks of fact, which are devoid
of significance till related to some interest
in the minds of the pupils. Tt must be vivid,
realistic, a stream in motion, not a stagnant
pool.”

“A boy is interested in steam engines; let
him start from his interests, make a rough
model of an engine, discover something
about the historical process of its invention
and improvement, read a little about the
changes in the life of society which have
been produced by it, make a map of the
transport system of his own town and coun-
try, learn something about the lives of
famous engineers, and study in outline the
part which steam plays in linking together
different parts of the world.”

“Children visit a place of historical in-
terest, a church, a castle, the site of a British
or Roman camp; let their work hefore and
after the visit be planned round it. and the
pupils be told of its place in history, paint
such features of it as they can, make a map
of the surrounding region, and act where
possible some of the famous scencs associ-
ated with it, making the dresses and scenery
for themselves.”

“If there is a place, and a place of high
cignificance, for collective teaching, ard for
lessons that bring together a class of pupils

with the heightened glow born of common
cffort, there is also a place, and a not less
important one, for individual study, and
for the cooperative work ol small groups
of children, who teach themselves in assist-
ing cach other, and in the guidance of
whom the function of the teacher is less
that of an expositor than of an adviser and
consultant.”

I must again emphasize that these points
can be only partially understood unless onc
has scen the ideas that they offer being put
into practice, and this one can now do—
easily and often. But we must not delude
oursclves. The ideas can be badly put into
practice by people who have only hall-
understood the principles that lic behind
them or by people who are far too hasty in
their implementation of change. When this
happens, the effect is perhaps not as had as
it can be in the most fear-ridden of formal
schools, but it is nevertheless bad. More
will be said about this later.

There is one further step to which refer-
ence should be made in any attempt to
describe the climate in which educational
change has taken place.

In the late 1930°s, education over most
of the country became static because of the
war. It was all that most local authoritics
could do just to keep the schools staffed and
equipped. However, in 1940, a man named
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Arthur Stone was appointed Headmaster of
Steward Street Primary School in Birming-
ham., There were 240 children in this
school. Most of them lived in back-to-back
houses with no bathrooms, and with [ew
window panes because much of the glass
had been blasted from their windows by
bombs. The playground of this dismal
school was overlooked by tall factories; no
blade of grass grew near it. The teachers
were “‘just an ordinary inartistic lot.” But
Stone believed that children must be free
to develop and “that it is in the creation of
beauty that the true development of the
individual emerges.” He knew little of the
great thinkers on education such as Froebel
and Rousscau and Dewey, but he had
learned of the work of Cizek from the lec-
tures of one of his disciples, Dr. Viola, who
was working in the country at the time,

I visited this school in the early 1940,
To me, a Cambridge Modern Language
graduate who had done four ycars of gram-
mar school teaching and a year or two in
administration, it was a very odd place in-
deed. They were so short of space in this
lamentably inadequate building that there
were children in the cloakrooms painting
on sheets of paper spread on the floor.
There were children “acting” in the hall,
having dressed themselves up in all kinds of
odd garments and picces of cloth. But the
thing that struck me about this school was
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the fact that the children were utterly en-
grossed and absorbed in what they were
doing. This quality of absorption has been
the criterion of efficiency in teaching to
which, from that day onward, I have at-
tached the greatest importance.

Arthur Stone eventually wrote down his
experience in a pamphlet entitled The
Story of a School. It was published for the
Ministry of Education by His Majesty's
Stationery Office in 1949, It has since been
reissued six times. Stone, with whom I have
had the satisfaction of working as a col-
league for 20 years or more and to whom I
am indebted for a liletime of interest in
eclucational ideas, now claims that he i
horrified by much that he then wrote. But
[ continue to believe that his pamphlet is
the most effective statement so far produced
in England on the development of new
ways in lamentable social and material cir-
cumstances. The fact that it is still in de-
mand more than 20 years alter it was writ-
ten is some evidence ol the influence it has
hadl.

But national recognition and support for
all the changes that were taking place came
in 1966 when the Central Advisory Council
published their massive two-volume report
of some 1,200 pages, entitled “Children in
Their Primary Schools.” The Advisory
Council at this time sat under the presi-
dency of Lady Bridget Plowden and the re-

port has bec
Report. It is
of the whole
existed at th:
an answer to
better than b
be added that
200 hunclred
thinker Edm

“I am con
teaching whic
the method «
ably the best:
up a few barr
to the stock o
set the learnc
vention and t
in which the
coveries.”




Headmaster of
ol in Birming-
tldren in this
i1 back-to-back
and with lew
iy of the glass
v windows by
ol this  dismal
it factories; no
The teacliers
istic lot.” But
p must be [ree
the creation of
pment ol the
w little of the
itch as Froebel
but he Iad
K from the lec
r. Viola, who
1 the time,
¢ carly 190,
crn Lianguage
vears ol griam-
Car or two in
- odd place in-
¢ space in this
ing that there
homs ainting
on the floor.
" in the hall,
in all kinds of
oth. But the
nis school was

ERIC 5

Aruitoxt provided by Eic:

thie fact that the children were utterly en-
grossed and absorbed in what they were
doing. This quality of absorption has been
the criterion of cfficiency in teaching to
which, from that day onwiard, I have at
tached the greatest importince.

Arthur Stone cventually wrote down liis
expericnce in a pamphlet entitled The
Story of a School. It was published for the
Ministry of Education by His Majesty's
Stationery Office in 1919, 1t has since been
reissucd six times. Stone, with whom I have
had the satisfaction of working as a col-
leaguce for 20 ycars or more and to whom 1
am indcebted for a lifetime of interest in
cducational ideas, now chiims that he is
horrified by much that he then wrote. But
I continue to believe that his pamphlet is
the most cffective statement so fur produced
in Englind on the development of new
ways in Limentiable social and material cir-
cumstances. The [act that it is still in de-
numd more than 20 years aflter it was writ.
ten is some cvidence of the influence it has
had.

But national recognition and support for
all the changes that were taking place came
in 1966 when the Central Advisory Council
published their massive two-volume report
of some 1,200 pages, entitled “Children in
Their Primary Schools.” The Advisory
Council at this time sat under the presi-
dency of Lady Bridget Plowden and the re-

port has beccome known as the Plowden
Rceport. It is a full and forthright account
of the whole primary school scenc as it
existed at that time and its main thesis is
an answer to the question “is finding out
better than being told?” It might perhaps
be added that this thesis is an old onc. Some
200 hundred years ago the great English
thinker Edmund Burke wrote:

“I am convinced that the method of
teaching which approaches most nearly to
the method of investigation is incompar-
ably the best; since not content with serving
up a f{cw barren and lifeless truths, it leads
to the stock on which they grow: it tends to
set the learner himsclf on the track of in-
vention and to dircct him into those paths
in which the author has made his own dis-
coverics.”
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HOW CHANGE CAME ABOUT
IN ONE AREA IN THE
FPOST-WAR YEARS

It has been a matter of intense interest to
1we—an administrator used to dealing with
lection for secondary schools, awards to
e universities, and free meals and cloth-
1 tor needy children—to watch, over a 20-
ar span, the development of the funda-
wntals of education as seen, not in intelli-
‘nee tests or reading techniques or history
[lubuses, but in the way childven dance
i paint and write and behave one to
hother.

Just after the war, a very small group of
cople had become interested in the work
 Rudolf von Laban, a fugitive from Hitler
ho had come to England with [ascinating
was about the use of movement in the
ince, in work, and in education. Another
nall group was interested in the children's
t revealed by the great teacher Cizek who
orked in Vienna,

1 was fortunate in that I recruited Diana
wdan, Basil Rocke, and Arthur Stone to
v staft as advisers to schools. Diana Jordan
asadisciple of von Laban and in 1938 had
titten i book entitled The Dance in Edu-
ion. Basil Rocke was a painter in his
v right and had worked  with Cizek.
ithur Stone had experimented on his own
count in his school on Steward Street in
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Birmingham.

n 1948, these three people and other
kindred spirits formed the staff of a vaca-
tion course (or workshop as it might now
be called in the United States). The course
was attended in the main by men and
women who had recently returned from His
Majesty’s Forces. By and large, they were
a “tough bunch” and their wants were
simple. "T'hey wanted to know what changes
had occurred in education while they were
away and how to put them into operation.
They expected that chalk and talk would
tell them “how to do it.” Instead, they
were required to dance and to paint. They
were skeptical, and at times ribald.

In their “movement™ sessions, instead of
being given gymnastic lessons, they ex-
plored the time and force of movement in
space.  But the movements they made were
theirs: they did not follow a pattern pre-
scribed by the  teachers. Almost  despite
themscives, the course participants became
absorbed in what they were doing,

The art session was taught by an ex-
tremely gifted and dynamic colleague, Ruth
Scrivener, who hats since written books on
the teaching of art and on the imagination.
Her account ol what happened was written
for me some vears later. The following is
an extract from it

“I think T devoted fonr sessions to draw-




ing and pamting (there were others in
which we did modeling) and I took as
topics:

“l. the practical organisation of the
media and equipment and of the room to be
used for ihe art class;

“2. the various media which are likely to
be helpful and inspiring to a child and the
possibilities in the use of them;

"3, the subjects which will extend a
child’s visual curiosity and appreciation
both of the natural world and of the mate-
rials at his disposal;

“f. the quality of development and im-
provement which the teacher can justifiably
expect and look for in a child’s work and
how hie can assess it.

“I chose these topics becanse T wanted to
give the teachers as much practical help as
possible at a time when materials were still
in short supply and most schools were ill
cquipped for creative work. 1 also wanted
to emiphasise the importance of the quality
of the medium in drawing and painting
and that each child must develop his own
control of it if the ..ork is to have any sig-
nificance as a personal expression of his
visual experience. I discussed subjects at
length to show how a wise choice of subject
helps a child to realise—through his own
interest, and thercfore most profoundly—
some new aspect both of the visual world

! M
ERIC 00

Aruitoxt provided by Eic:

and of the media he is using. Finally 1
hoped that the teachers would learn to
enjoy and appreciate a child’s natural—and
considerable—achievement in drawing and
painting, to reitlise how he develops at his
own time and in his own way, and to under-
stand that while one never awn, or should,
anticipate the results of an art class—for
every picture should be a surprise as the
original expression of an individual experi-
ence—there are certain efforts which we
must cncourage, particularly in concentra-
tion and control.”

The significant thing about the move-
ment and the art was that neither followed
the teacher’s pattern; both thrust the initia-
tive on the child and drew expression from
him,

The results of the course initially were
meager. In fact, for some time they were
hardly discernible. Then I received a note
from Miss Jordan, at that time a physical
cducation adviser, that ran as follows:

“The ‘progress’ of this school in the new
approach is steady. The ‘art’ side still leads
and flowers even more fully cach term. 1
think that the art is really the best T have
ever seen or imagined from a junior school.
But the result of the whole philosophy in
practice is that this interest and learning
process so evident in the art is beginning to
affect the academic side. T have not had the
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and of the media he is using. Finally 1
hoped that the teachers would learn to
enjoy and appreciate a child's natural—and
consideralie—achievement in drawing and
painting, to realise how he develops at his
own time and in his own way, and to under-
stand that while ene never can, or should,
anticipate the results of an art class—for
every picture should be a surprise as the
original expression of an individaal experi-
ence—there ae certain efforts which we
must cncourage, particularly in concentra-
tion and control.”

The significant thing about the move-
ment and the art was that neither followed
the teacher’s pattern; both thrust the initia-
tive on the child and drew expression from
him,

The results of the course initially were
meager. In fact. for some time they were
hardly discernible. Then I received a note
from Miss Jordar, at that time a physical
cducation adviser, that ran as follows:

“The ‘progress’ of this school in the new
approach is steady. The ‘art’ side still Ieads
and flowers even more fully each term. 1
think that the art is really the best T have
ever seen or inigined from a junior school.
But the result of the whole philosophy in
practice is that this interest and learning
process so evident in the art is beginning to
affect the academic side. T have not had the

3

opportunity to investigate this fully this
term so do not wish to say more, and Mr.
Armstrong (an educational psychologist) is
now following up his introduction to the
school and, T gather, is amazed.

“But one practical problem is arising,
i.c.,, adequate provision of materials. This
is affected in one or two ways and I quote
an example or two:

“I. The development of the art rests
upon sufficient paper and art materials and,
since every child is pouring out his ideas
boldly and increasingly, naturally there is
more and more demand. In addition, on
wet days in the dinner hour there have been
as many as 180 children found in the class-
rooms working unsupervised, scriously and
fully absorbed in painting, modeling, writ-
ing and reading. (This has necessitated hav-
ing the materials available to them and has
been neatly organised. It is to be noted that
there is no waste of materials, owing to the
children’s control.)

“II. Composition books: Whereas a child
took 18 months to fill & composition book,
they now in some cases use as much as 1%
books a term. I am sending you this evi-
dence with notes on the ‘cases.” When you
look at the books you will see what I mean.
The awakened imagination and freed ex-
pression is beginning to produce a flow of
language that can’t be stopped. The requi-
sition for exercise books is becoming a prob-
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and of the media he is using. Finally 1
hoped that the teachers would learn to
enjoy and appreciate a child's natural—and
considerable—achievement in drawing and
painting, to realise how he develops at his
own time and in his own way, and to under-
stand that while one never can, or should,
anticipate the results of an art class—for
cvery picture should be a surprise as the
original expression of an individual experi-
ence—there are certain efforts which we
mst encourage, particularly in concentra-
tion and control.”

The significant thing about the move-
ment and the mt was that neither lollowed
the teacher’s pattern; both thrust the initia-
tive on the child and drew expression [rom
him.

The results ol the course initially were
meager. In fact, for some time they were
hardly discernible. Then I received a note
from Miss Jordan, at that time a physical
education adviser, that ran as [ollows:

“The ‘progress’ of this school in the new
approach is steady. The ‘art’ side still leads
and flowers even more fully each term. 1
think that the art is really the best I have
ever seen or imagined from a junior school.
But the result of the whole philosophy in
practice is that this interest and learning
process so evident in the artis beginning to
affect the academic side. T have not had the

opportunity to investigate this [ully this
term so do not wish to say more, and Mr.
Armstrong (an educational psychologist) is
now following up his introduction to the
school and, I gather, is amazed.

“But one practical problem is arising,
i.c., adequate provision of materials. This
is affected in one or two ways and 1 quote
an example or two:

“I. The development of the art rests
upon sufficient paper and art materials and,
since cvery child is pouring ont his ideas
boldly and increasingly, naturally there is
more and more demand. In addition, on
wet days in the dinner hour there have been
as nany as 180 children found in the class-
rooms working unsupervised, scriously and
[ully absorbed in painting, modeling, writ-
ing and reading. (This has necessitated hav-
ing the materials available to them and has
been neatly organised. It is to be noted that
there is no waste of materials, owing to the
children’s control.)

“II. Composition books: Whereas a child
took 18 months to fill & composition book,
they now in some cases use as much as 1%
books a term. I am sending you this evi-
dence with notes on the ‘cases.” When you
look at the books you will see what I mean.
T'he awakened imagination and [reed ex-
pression is beginning to produce a flow of
language that can’t be stopped. The requi-
sition [or exercise books is becowing a prob-
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lem as are pens and pencils, besides art
materials. This all being on capitation is
about to produce it problem in this school.
Mr. Jones, the headmaster, has discussed it
all with the divisional officer, Mr. Stock-
dale, who is also very interested in the
school.  Mr. Joncs is now approximatcly
£10 overdiawn on his capitation allowance
with the spring term to go and the ‘pincly’
will come about March at the latest. He
told me that two heads of schools had said
they didn’t know how they could spend the
capitation allowance! It is thought to be
very fair, not to say generous—but on the
approiach which Mr, Jones is making and
which we hope will spread it is going 1o be
a problem, He said he would be willing
for me to tell you this as a matter of prin-
ciple, and not as o complaint—a bare state-
ment of & problem now very near to him.
“Il you would like any particulay evi-
dence and facts will you let me know?”

There followed two incidents that made
a deep impression on e at the time, One
of our advisers came to me one day with
some children’s drawings, the quality of
which T had not seen before. The drawings
were from the school about which Miss
Jordan had written. Children in the in-
fants’ school had been arranging flowers,
and their older brothers and sisters in the
junior school had asked to paint them. 1

08

was so surprised that 1 visited the school
and spoke to the headmaster, Mr. Jones,
who told me what had happened in his
school, following the Bingley course. He
had spoken to his stafl and had been met
with blank disbelief. He, also disbelieving,
had taught the children himself and had
achieved results that had astonished both
himsell and his staff. Not wishing to get in-
volved in obstinate argument with his col-
leagues, he left a few paintings carclessly
on the staffroom table, and the disbelief ol
his colleagues changed to a mounting en.
thusiasm as the children's worl developed.

The second incident occunred at another
school where the headmaster, Mr. Gordon,
had been deeply atfected by the course at
Bingley. “T'he school he divected wis situ-
ated in a tough mining arca, imd one day
when I visited it T was deeply impressed by
two facts. “T'he first was that a group of 38
ten-year-olds, using powder paint, were left
working on their own, entirely unattended
and deeply absorbed in what they were
doing. ‘T'he other was that around the
school hall were hung 38 paintings ol
flowers, the like of which I had not seen
from children of that age. The corsistency
of their (quality was remarkable, and it had
not been achieved by “instruction.”  Each
child was painting in his own way from his
direct observation of what was before him.
A thought occurred to wme then that has




ERIC

Aruitoxt provided by Eic:

often occurred to me since: Any group of
38 clLildren working in this way would
achieve these results, I have kept these
paintings because of their effect on my
thinking, although their quality has been
far surpassed by what has been done in our
schools in more recent years. "T'he effect of
the Bingley Vacation Course on Mr. Gor-
don was recorded in his words some years
later:

“I came out of the Forces in 1946 after 5
years service. ‘Those 5 years had seen inten-
sive activity in rethinking and re-planning
on many national questions such as the
Inunching of the Welfare State, nationalisa-
tion, and the 1944 Education Act. But it
struck me, on returning to teaching, that
the school had nmintained a sort of monas-
tic indiflerence to the changes going on out-
side it. T was amazed, for instance, to find
my pre-war current aftairs charts still on the
display panels showing Hitler shaking hands
with Chamberlain at Munich!

“In order to bring myself up to date I
turned to a refresher course offered by a
university on the Psychology of Educ
tion, It is perfectly true when I say that
I found the same stuff repeated that 1 had
notes of 20 years previously--with onc
magnificent change—an instinct was 1ow
referred to as ‘a propensity.’ I can remem:
ber, along with others in the course, fecling

R e D RN —r—

very disgusted that a Universit; Fducation
Department had nothing more to offer in
20 years than a pedantic re-hash of old ideas
and methaods.

“In 1948 however ! had the good fortune
to attend the Bingley Course on Primary
Education. It was there that 1 realized
most forcibly that all had not been standing
still in the world of education as I thought.
The course for me brought meaning to the
1931 Consultative Committee’s Report on
the Primary school.

“. . . 1 became aware of the immense
value of art and craft work, of movement
and mime and creative physical education
in helping a child to express those other
qualities that were in him over and above
the purely intellectual. I realised that |
had expected the slow-learning child to ex-
press himself in written and spoken English
only, sometlhing he found extremely diffi-
cult and where constant failure led to des-
pair and apathy. In art, mime and move-
ment he was given other media through
which to release his thonghts, emotions and
imagination. Success here gave himn con-
fidence and a new incentive to overcome
his academic failings.

“I realised too that all my art and craft
teaching had been based on wrong prin-
ciples. I had imposed my own interpreta-
tion of a subject on the child, leaving no
opportunity for him to interpret it in his

09
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own way. Every subject I gave him to do
[ drew first on the blackboard myself (carc-
fully copied from a hook or some teachers’
journal) and told him to copy it. At the
end of the lesson there were 50 to 60 paint-
ings, all identical as if run off on a duplica-
tor. During the lesson I would nip smartly
round the whole class to touch up here or
overcome a difficulty there. At the end of
the lesson the six best were always exhibited
in a picture frame kept for the purpose.
‘That was the hardest part of the lesson—to
choose the six best—because they were all
alike. Everything we did in art was judged
on its photographic likeness to the subject.
It was a standard set by the unenlight-
ened and unappreciative adult who lacked
sensitivity.

“, .. Bingley made me realise how much
we had imposed ourselves on the children
and stifled creativeness. In art we had
shown them how to do it and they had
copied. In craft they made models out of
cardboard to our instructions. In drama we
had made talking marionettes of them. We
had supplied the language for them in writ-
ten Luglish. We drove them from poetry
by forcing it on them. In PT we drilled
then to numbers. In most other subjects
we rammed the facts home.

“Since, we have tried to give the child
more guidance, more opportunity to ex-
press himself in a variety of ways and with

60 37
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imagination, to observe and to search for
himsclf, to give out more as well as to take
in, and to establish a personal and sensitive
relationship with his tcachers, his fellows
and the world around him.”

About this time, there followed develop-
ments in two other schools out of the 1,000
or so in the country. In each of the two
schools, developments were in what we
called “movement.”” These schools used
“basic movement” as their point of depar-
ture, and from this they branched out to
gymnastics and games and also to “expres-
sive” or “dramatic” movement. Nothing
I have cver seen children do has touched
me more deeply than the dramatic move-
ment in one of these schools.

T well remember that in those early years,
1948 to 1952, 1 was more than a little ap-
prehensive about what was happening. It
was clear that in movement and art, our
standards were soaring. But what about the
three R’s? I was still uncertain, but T was
certain enongh to appoint a headmistress,
distinguished in teaching children from
ages 8 to 7, to headmistress of junior school
children of ages 7 to 11. The move was a
success. The school achieved a mational
reputation, and its staff became a nursery
for gifted heads of schools, many of whom
are still teaching with distinction.

Common to all these schools was the en-
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their personal relationships. One assistant
teacher in Mr. Jones' school has written in
these terms:

“Many of the things which were novel
then are now commonplace, and it is not
casy to say why the work which was done
was so vital. One thing is certain: a great
deal of the vitality sprang [rom the excel-
lent personal relationships which existed
in the school, teacher to teacher and teacher
to child. The teachers [elt excited about the
revolution which was taking place, and this
excitement was transmitted to the children.
The teachers were eager to visit cach others’
classrooms to discuss the newest piece of
work. The staffroom was always littered
with work, and much useful discussion and
inspiration came from looking over the
work at break time.

“I have never since experienced quite
the same atmosphere as existed at Thurns-
coe The Hill at that time. The credit, of
course, must go to Mr. Jones who [ostered
our enthusiasm and from his own rich per-
sonality was able to enrich the vital growth
that was taking place.”

By the mid-1950's, we knew, from what
was happening in a few of our schools, of
the cffect of good, personal, expressive work
on the behavior and discipline of pupils.
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From Mr. Jones' school camg, for instance,
this comment:

“We have seen that Art can give rclease
to some children, Drama to others, Move-
ment to others, and 1 fecl surc that Music
could accomplish it for some, It would
appcar that many of our academically
brighter children have always obtained it
through their English and arithmetic.

“Whatever it is that happens has a pro-
found effect upon the child. Your apathetic
child becomes a more normal and happy
child who will talk to adults, Where they
can be natural and move about as whole
persons—not as a number on a school regis-
ter—they are very different. The naughty
child, the socially backward child, usually
the result of continued repression of his
vital energy, finds that he has a contribu-
tion to make and so takes his place in the
school community.

“Complaints [rom residents in Thurnscoe
East and visits from the Policc or Probation
Officer are now almost unknown. Cases re-
ported by the Police have dropped from six
or morc per year to thrce in thrce years.
(Proccedings taken in one casc only—at the
wish of the parent.)”

There is no gainsaying police statistics,
and statistics similar to the preceding are
now available from many schools. In recent
years, convictions have soared among the

tecnagers deprived of these methods, bt
they arc actually beginning to declir
among 10-ycar-olds.

By the late 1950's, the cffect of develo
ments in movement and art on our schoo
was clear enough and was visible for all 1
sce, but the effect on the three R's was as yi
less obvious. Then, in the early 1960', «
adviser colleaguc who was very knowledg
able about school library books and abot
the ability of children to express themselve
in writing told me that some remarkab
expressive writing was being produced |
many schools and he suspected that th
was a dircct outcome of the frecr wo
being done in art and movement.

My own knowledge and understandii
of such work was negligible, but I asked [«
samples of work [rom some 50 schoo
These I read diligently over and over agai
discarding as 1 procceded, until exampl
[rom 15 schools were left.

So interested was I in this work, whic
was personal and sensitive, that I asked [
samples of straightforward recording fro
the same schools. We discovered immec
ately that, by and large, children who wro
scnsitively also recorded with clarity a
precision and that the ability to use wor
well is an indivisible achievement,

And so we printed the anthology of wo
from some 16 schools, and the teachers wl
produced the work told how they produc
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teenagers deprived ol these methods, but
they are actually beginning to decline
among 10-ycar-olds.

By the late 1950's, the cffect of devcelop-
ments in movement and art on our schools
was clear enough and was visible for all to
see, but the cffect on the three R's was as yet
less obvious. Then, in the early 1960’s, an
advisar collecague who was very knowledge-
able about school library books and about
the ability of children to express themsclves
in writing told me that some remarkably
cxpressive writing was being produced in
many schools and he suspected that this
was a dircct outcome of the [reer work
being done in art and movement.

My own knowledge and understanding
of such work was ncgligible, but I asked for
samples of work from some 50 schools.
These I read diligently over and over again,
discarding as I procceded, until examples
from 15 schools were left.

So interested was I in this work, which
was personal and sensitive, that 1 asked [or
samples ol straightforward recording {rom
the same schools. We discovered immedi-
ately that, by and large, children who wrote
sensitively also recorded with clarity and
precision and that the ability to use words
well is an indivisible achievement,

And so we printed the anthology ol work
from some 16 schools, and the teachers who
produced the work told how they produced

>3

it. 'We stressed the point that children
whose personal writing is scnsitive are
likely to record well; we included a chapter
on the changes that were taking place in
the writing of English; we included a page
or two ol tcachers' views on spelling; and
we did our best to expose the harmful folly
ol most ways ol “testing” English writing.
This anthology was published by the Au-
thority and issued privately to schools. A
publishing firm very soon sought and was
granted leave to publish the book, which
has now gone through five impressions.

Clearly, we had made advances in physi-
cal education and drama, in art and in
writing.

Mathematics followed, and by the late
1960's, we had cvery reason to belicve that
children understood far more of what they
were doing than we did when we learned
our arithmetical tricks.

The right cducational use of speech, per-
haps the greatest step forward of all, alone
cludes us. I have seen it developed in onc
school only, and I never cease to wonder at
the effect it had on cven the slowest of child
lcarners in that one group.

We shall know in the next five to ten
years whether the successes gained in our
primary schools are to invade the sccondary
stage. Certainly, a start has already been
made.
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HOW DOES THE NEWS
OF CHANGE SPREAD?

So.called change can be brought about
by imposing it on schools, just as so-called
education has in the past been brought
about by imposiug it on children. In cither
casc, the effect in many instances is a lack of
conviction, a lack of sincerity, and inert and
sterile results.

At worst, a gronp of pundits remotc {rom
the classroom think great thoughts as to
how improvements shall be brought about,
and these are then :ccepted by the school
authority and “required” by them {ron the
schools. LEven il this docs not occur quite
so blatantly, there arc always promotion-
seeking teachers who are prepared to mount
the current bandwagon and do what the
pundits or the paying authority say should
be done. Where the punditry is less blatant,
groups of teachers arc brought together in
authoritative conclave, and they decide
what shall be done by their fellows. Again,
the doing of it hecomes an official require-
ment.

Both of these procedures court ultimate
failure, LEither of them, however, and
particularly the sccond, may achicve a meas-
ure of success. But real progress in cduca-
tion is best brought about when it is drawn
convincingly and sincerely from good prac-
ticing teachers. One of the great joys of

administering cducation in an arca the sizc

of the West Riding of Yorkshire, with its

12,000 teachers, is that any day its senior
officers can sce teaching genius at work.
Indeed it is onc of the major aspects of
their job to sce that good ideas spread.
How is this best done?

In 1952, the Authority purchased,
cheaply, an cightcenth century mansion,
Woolley Hall, which was sadly falling into
disrepair. The Authority then restored it,
furnished it in a civilized and attractive
mannecr, and appointed a warden, a deputy
warden, a domnestic and gardening staff, and
made it capable of taking into residence 45
to 50 teachers plus half a dozen visiting staft.

Initially, “punditry,” as I have called it,
was well to the fore in the minds of thosc
who prepared the weckend and mid-week
courses the Hall was providing. Experts
told the teachers what to do.

Soon, however, those who ran the courses
realized that what they were doing with the
tcachers was the opposite of what they were
recommending the teachers do with their
pupils. Very rapidly the ways of handling
the courses changed. Formal lectures were
reduced; discussion groups and seminars
were increased. As often as possible, teach-
crs were put in learning situations where
they were conscious of an inadequacy simi-
lar to what their pupils so often felt. They
painted and modeled and explored the
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administering cducation in an arca the size
ol the West Riding of Yorkshire, with its
12,000 teachers, is that any day its senior
officers ca sce teaching genius at work.
Indced it is onc of the major aspects of
their job to sce that good ideas spread.
How is this best done?

In 1952, the Authority purchased,
cheaply, an cighteenth century mausion,
Woolley Hall, which was sadly [alling into
disrepair. The Authority then restored it,
furnished it in a civilized and attractive
manner, and appointed a warden, a deputy
warden, a domestic and gardening staff, and
made it capable of taking into residence 45
to 50 teachers plus hall a dozen visiting stafE.

Initially, “punditry,” as I have called it,
was well to the fore in the minds ol thosc
who prepaved the weekend and mid-week
courses the Hall was providing. Experts
told the teachers what to do.

Soon, however, those who ran the courses
realized that what they were doing with the
teachers was the opposite of what they were
recommending the teachers do with their
pupils. Very rapidly the ways ol handling
the courses changed. Formal lectures were
rcduced; discussion groups and seminars
were increased. As olten as possible, teach-
ers were put in learning situations where
they were conscious of an inadequacy simi-
lar to what their pupils so often [elt. They
painted and modcled and explored the
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environment at their own level of compe-
tence, and in this way their scnsitivity to
children’s uceds and their knowledge ol
their own capacity werc both greatly cn-
hanced.

The demand [or the use of Woolley Hall
by advisory staff wishing to raise standards
and spread good practice was very heavy.
More and more, however, they came to
rcalize that the best way to raise standards
and spread good practicc was to get good,
practicing tcachers to say what they did
with children and what happened to the
children with whom they did it.

I remember once listening to a slow-
speaking, not very articulate, not very spec-
tacular headmaster who spoke quietly and
with the wtmost sincerity of the work he
was doing in his school. He showed some
children’s work and talked with the utmost
conviction of the children who had pro-
duced it. It was very moving, and as we
went out of the room after the talk, I
heard one rather brash and inadequate
tcacher say to another. “Well, what’s good
enough for Old Hanson is good enough for
me.” I felt we had made one small step
forward.

it is important that such a center, which
can be—and in the case of Woolley Hall was
and is—the powcrhouse of the area, should
receive the direct concern and attention of
the head of the scrvice. Believing this as I
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do, I am always present when the program
of courses for the year is compiled. In the
carly years, I was present when the warden
and the director ol the course discussed
what they were going to do. Some of the
questions I invariably asked were: What
docs the course aim at achicving? How do
you propose to achieve it? What staff do
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you proposc to employ? What talks will
they undertake?

I learned carly on that it is fatal, for ex-
ample, to place before a group ol indiffer-
ent teachers an exponent of outstanding
brilliance. Some will hate him, many re-
ject rim, and about all will dishelieve him.
These are the only reactions available to
them il they are to retain their sell-respect
in the presence of this luminary, The right
practice is to place belore any group some-
onc who is just far enough ahecad ol them
that they have every hope of catching up
with him.

{t is of paramount importance, of course,
that the teachers themsclves should have a
major say in many ol the courses. In the
case of Woolley Hall, every year we have
called in a number of teachers associations
and put at their disposal not only Woolley
Hall itsell but any ol the advisory staff of
the Authority whose help they want,

A course, however, is not enough. It has
to be followed np. A teacher who has paid
for his weckend at Woolley and learned
much [rom it may be hesitant about taking
the first step in his own school. He nceds
encouragement, and this comes best [rom
visiting advisers who know about the course
and the kind of inspiration, understanding,
and advice that it proclaimed.

What should be the approach of such an
adviser? The most gifted exponent that 1




you proposc to cmploy? What talks will
they undertake?

I lcarned early on that it is fatal, for ex-
ample, to place belore a group of indifter-
ent teachers an exponent of outstanding
brilliance. Some will hate him, many re-
ject him, and about all will dishelicve him.
These are the only reactions available to
them if they arc to retain their scll-respect
in the presence ol this luminary, The right
practice is to place belore any group some-
onc who is just far ecnough ahcad of them
that they have every hope of catching up
with him,

It is of paramount importance, ol course,
that the teachers themselves should have a
major sty in many ol the courses. In the
case of Woolley Hall, every year we have
called in a number of teachers associations
and put at their disposal not only Woolley
Hall itsell but any of the advisory staff of
the Authority whose help they want.

A course, however, is not cnough. It has
to be lollowed up. A teacher who has paid
for his weekend at Woolley and learned
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know of the art of drawing the best out of
the schools that he visited was an adviser
who, when he entcred a school, however
poor in quality it might be, would look
around until he could find something he
could commend and that might, if devel-
oped, prove productive. He would praise
the teacher for it, invite the head to sce it,
and leave the school with the idea that the
school would be a better place il there was
more ol it. At his next visit, there would be
morc of it, and the tecacher who had pro-
duced it would have begun to think why it
was good, and his insight and understand-
ing would decpen. )

As the teacher developed, he might be
invited to address a group at a teachers’
center. The result would be apprehension,
support and encouragement, much thought,
and a growing confidence which would
cventually affect the whole school. Tt is in
this way that schools wax and {lourish and
give birth to new and cffective ways, It is
a slow process; but it is sure, sincere, and
founded with a firmness that seldom results
[rom an attempt to improve from above by
ncw blanket techniques.

There is a world of differences between
new ways born ol conviction and new
ways introduced by those who mistake the
shadow for the substance and who, having
jumped upon the bandwagon, find that
they cannot play the instruments,
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THE RIGHTS AND WRONGS
OF CHANGE

I would like now to state what I believe
to be the right conditions for successful
change and then to list the signs of a poor
school in which change is needed—or in
which it has been attempted but has not
been understood,

The first requirement for change is that
one or two people must work us “encour-
agers” and advisers, They shonid be people
who have proved to themselves, by their
own work in schools, the berefits of change.
They must be sensitive, patient, undoc-
trinaire, and unauvhoritarian people who
will avoid all temptation to impose rapid
change on schools; rather, they will look
for growing peints in cach school and move
on from there.

These people must accept the fact that
to enlighten and develop the dull mind is
the real test of a teacher, and that the pur-
pose ol education is to get the best outof all
children and not merely to provide a rich
diet for the gifted few.

They must be persons whom teachers
will enjoy having in their schools The ad-
visers themselves must have sufficient humil-
ity to recognize that many of the teachers
with whom they work will be far more
gifted as teachers than they have been.

They must be able to recognize high
standards of achievement and to discern
what has inspired them. They must under-
stand the subtletics of obtaining such stand-
ards by awakening in children a desire to
produce their best and to take a justifiable
price in it, rather than by imposing arbi-
trary standards on children.

They must have a center in which to do
inservice training, a center to which teach-
ers will enjoy coming and where they are
made welcome. Such a center should serve
as an cducation powerhouse throughout
the area in which it is situated. It should
be a place that is well equipped with teach-
ing resources that are available for inspec-
tion by teachers who attend the courses,
But those who dircct the center must be
fully aware that right personal relationships
and right attitudes will do more [or educa-
tion than all the gadgets, kits, tests, work-
books, imposed discipline, and rules in the
world.

‘The program of such a center will con-
sist of a certain amount of “chalk and talk”
by acknowledged experts whose main func-
tion is to stimulate discussion. More time,
however, will be devoted to interchanges
among teachers; the center will be a place
where teachers explain to each other what
they do, describe how the work they display
was produced, and tell what happened to
the children as a result of producing it. In
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They must be able to recognize high
standards of achicvement and to discern
what has inspired them. They must under-
stand the subtleties of obtaining such stand-
avds by awakening in children a desire to
produce their best and to take a justifiable
pride in it, rather than by imposing arbi-
trary standards on children.

They must have a center in which to do
inservice training, a center to which teach-
ers will enjoy coming and where they arc
made welcome. Such a center should serve
as an cducation powerhouse throughout
the avea in which it is situated. It should
be a place that is well equipped with teach-
ing resources that are available for inspec-
tion by teachers who attend the courses.
But those who direct the center must be
[ully aware that right personal relationships
and right attitudes will do more for educa-
tion than all the gadgets, kits, tests, work-
books, imposed discipline, and rules in the
world.

The program of such a center will con-
sist of a certain amount of “chalk and talk”
by acknowledged experts whose main func-
tion is to stimulate discussion. More time,
however, will be devoted to interchanges
among tcachers; the center will be a place
wheve teachers explain to each other what
they do, describe how the work they display
was produced, and tell what happened to
the children as a result of producing it. In

the ceuter, there will be an ever-changing
display of children’s vork.

The center will be the base for learning
that will affect teachirg. Here, teachers will
paint and maodel and write and make music




Q

ERIC

Aruitoxt provided by Eic:

e S TS S S
T N =~ st e, § _ .

s

e

and cxplore the environment at their own
level. In doing so, they will grow in their
understanding ol children’s problems.

In the preceding paragraphs I have iden-
tified some of the conditions for successful
change. Let us now consider the signs in
a school that betray the need for change.
There are many such signs, ol course; here
arc some of them:

the acceptance of low standards
work poorly displayed and labeled
only the best work displayed
litter, untidiness, noise
torn and tattered books
too much reliance on competition

e children of varying abilitics, back-
grounds, and maturity all being taught the
same thing at the same time

e [car of bare walls

e walls covered with tawdry commercial
illustrations

e walls covered with a display ol chil-
dren’s work which has not been changed for
months
shabby display tables
jam jars for flowers
sentimentality
meaningless projects
jargon without thought

e workbooks that demand little of the
teacher and are mere filling of blanks or
underlining by the child
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o [ollowing the fashion

e indiscriminate use of handwork and
gadgetry

e [ailure to build on the strengths of the
staft

e attempts to measure aspects of learn-
ing not susceptible to measurement

o change for the sake ol change

o [ailure to recognize that change must
come gradually

o change that lacks both understanding
and conviction.

The preceding list suggests some of the
signs in a school that indicate the need for
change; there are other evidences of [rilure
that are [ar more difficult to eradicate or to
avoid. Oneof thesc is the influence of social
pressures. At any time and in almost any
country, schools arec subjected to sometimes
fierce social pressures. In England, the 11
plus  examination afflicted the primary
schools and inhibited development. Itis no
coincidence that development has taken
placc as the 11 plus pressures have been re-
moved. At the secondary stage, however,
the public external examinations at 16 and
18 plus still dominate what is taught to the
quick learner and corrupt what is taught
to the slow.

In the United States, I had the [eeling
that pressures from the universities, social
pressures exerted by parents and alumni,
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pressures excrted by the graded system it-
self, and pressures of competition, all tended
to make teachers teach relentlessly as they
themselves had been taught. Moreover,
it seemed that the administration often
dared do no other than support these pres-
sures, all of which stem [rom a status-
controlled structure of society as hierarchi-
cal in its way as anything we find in Eng-
land.

Such pressures arc fierce. Interestingly
cnough, their impact varics [rom one seg-
ment of society to another. In England at
the present time, we have the seemingly odd
situation that change in the schools is most
likely to succeed in areas where parents are
really intelligent and knowledgeable about
education and seek change when it is neces-
sary, and in areas where parcnts don't
know enough or care enough to ask ques-
tions about change. It is in the middle
arcas of suburban social aspiration that
change is resisted and that schools are
pressured to groom and train traditionally
for the great rat race of life.

Let me conclude this section with the re-
sponse a teacher made to a question that I
raised.  The teacher was working in an
inforinal school, and my question was:
“How do you maintain standards when so
much of the decision making is lelt to the
children who work nowadays so much more
on their own and at their own pace?”

He replied thus:

“It scems to us that high standards of
academic achievement were obtained of old
for just the same reason they arc obtained
today—somebody was determined on get-
ting them. Yesterday, it was a matter of
command; today, it is much more a inatter
ol influence. But there would not be high
quality results in either sitwation unless
objectives had been clearly defined.”

We must be careful, I think, in our cfforts
to assess the achievements of today and
thosc of yesterday. Sometimes I wornder if
we may not be comparing today's worst
with yesterday's best. II, however, the level
ol achicvement drops because of the new
ways of learning, I must suggest that, [or
onc thing, the teachers have lowered their
expectations. They have [ailed to convince
the children of the nccessity [or choosing
that which is right and pursuing it with
discipline. Here, of course, the teacher's
cxample gives us the important clue. To
my mind, education is something to do with
learning together, and il the adult lcader
docs not lead, or opts out ol giving guid-
ance, or leaves the children to initiate,
choose, and decide without his constructive
influence, then morale will decline and
there will be an awful lot ol underachieve-
ment. The teacher’s job, among other
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He replicd thus:

“It seems to us that high standards of
academic achievement were obtained of old
for just the same reason they are obtained
today—somebody was determined on get-
ting them. Yesterday, it was a matter of
command; today, it is much more a matter
ol influence. But there would not be high
guality results in cither situation unless
ohjectives had been clearly defined.”

We must be carcful, I think, in our cfforts
to assess the achievements of today and
those of ycsterday. Sometimes I wonder if
we may not be comparing today’s worst
with yesterday's best. If, however, the level
of achicvement drops because of the new
ways of learning, I must suggest that, for
onc thing, the teachers have lowered their
expectations. They have [ailed to convince
the children of the necessity for choosing
that which is right and pursuing it with
discipline. Here, ol course, the teacher’s
cxample gives us the important clue. To
my mind, education is something to do with
learning together, and if the adult leader
does not lead, or opts out of giving guid-
ance, or lcaves the children to initiate,
choose, and decide without his constructive
influence, then morale will decline and
there will be an awlul lot of underachieve-
ment. The teacher's job, among other
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things, is to inspire. He can only do that
if he is there in the *hick of it—and enjoy-
ing it; there can be no virtue without
enthusiasm.

We must not forget the headmaster’s in-
fluence either. His job is to inspire the staff
with what is possible, and he must help
make sure that goals are very clear.

A lot of woolly thinking and jargon have
been associated with modern methods of
education and have done damage. One of
the culprits, I believe, has been the notion
that you must “let the child follow his own
interest.” This worthy and excellent idea
often ends with a [ull stop, and the wholc
point is then lost. The injunction should
continue ““. . . and work together with the
teacher toward a clearly understood ob-
jective.”’

About two years ago, I had the beneficial
experience of looking into some half a
dozen or so “progressive” schools in the
South of England. In the interests of [ree-
dom, the children were often to be seen
going about quite happily, and there was
certainly a friendliness and easy social grace
between staff and children. But nowhere
did I sce much evidence of disciplined plan-
ning toward worthwhile objectives, and
that, in my thinking, is essential if learning
and growth are to take place.
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WHAT HAVE WE GAINED
FROM THE REVOLUTION
IN THE PRIMARY SCHOOLS ?

When we seck to answer this question,
we must keep clearly in mind just what we
want. Il what we want is the learning ol
the basic skills and the ability to acquirc
information [rom books, we have gained
somcthing—but not all that much. Il we
broaden our goals, however, to include free-
dom to learn by exploring, choosing, and
making judgments; an cager interest in
nature and in human socicty; the ability to
express personal ideas and feelings {luently,
forcelully, and, as occasion demands, inag:
inatively; the development of self-respect
and ol compassionate regard [or others; and
the capacity to cnjoy those great aspects of
civilization designed to be enjoyed—such
as music, art, and literature—then there is
no doubt at all that the newer ways arc
vastly superior to those that preceded them.

Perhaps the first and most important gain
derives [rom the fact that because the child
learns from his own explorations, he’s eager
in his learning. Artificial goals, such as the
competitive lists, merit marks, and examina-
tion results, then tend to be redundant.
Once this situation comes about, the well-
endowed child is no longer exalted beyond
his desserts; the endeavors of the least able
are more easily cherished; the sell-aggran-

46

dizement of the quick in the presence
the slow and the envy ol the slow for t
quick are both reduced. Each child mak
his mark and reccives “that recogniti
which our natures crave and acknowled
with renewed endcavor.” This is a quo
tion [rom a statement made a hundr
years ago by a school inspector who kn
then what we must continue to keep
mind: We all crave recognition; it is t
spur to nearly all our endeavors.

In the “new” schools, the individual ca
be lost in the mass. The talking and list
ing that go on in the early years arc p
of the love that is the start of life for
pupils. Painting, drawing, acting, mot
ing, singing, and dancing offer to our cl
dren the beginnings of an cnjoyment
beauty that later enriches adult life. 1
opportunity pupils have to learn [r
natural phenomena gives them their |
acquaintance with scientific truth. Thu
is that love and beauty and truth arc cha
ing our schools, and we arc moving
from the obedience that is so important
the Old Testament law to the truths of
New Testament which affirm “that kn
edge puffeth up, that charity edifyeth, :
that love is the fulfilling of the law.”

One ol the intcresting aspects of
changes that are taking place in my ¢
county, the West Riding, is that they
completely spontancous, as far as I
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dizement of the quick in the presence of
the slow and the envy of the slow for the
quick are both reduced. Each child makes
his mark and reccives “that recognition
which our natures crave and acknowledge
with renewed endeavor.” This is a quota-
tion from a statement made 2 hundred
years ago by a school inspector who knew
then what we must continuc to keep in
mind: We all crave recognition; it is the
spur to ncarly all our endeavors.

In the “new” schools, the individual can’t
be lost in the mass. The talking and listen-
ing that go on in the carly years are part
ol the love that is the start of life for all
pupils. Painting, drawing, acting, model-
ing, singing, and dancing offer to our chil-
dren the beginnings of an cnjoyment of
beauty that later enriches adult life. The
opportunity pupils have to learn [rom
natural phenomena gives them their first
acquaintance with scientific truth. Thus it
is that love and beauty and truth are chang-
ing our schools, and we are moving away
[rom the obedience that is so important in
the Old Testament law to the wruths of the
New Testament which afirm “that knowl-
cdge puffeth up, that charity edifyeth, and
that love is the fulfilling of the law.”

One ol the interesting aspects ol the
changes that are taking place in my own
county, the West Riding, is that they arc
completely spontancous, as [ar as I can
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determine. I know the schools in which
the changes began and I know somcthing
about how the ideas spread—and what has
happened had nothing at all to do with
“educational philosophy.” I don’t believe
that the people who started the changes had
cver heard of Caldwell Cook or Dewey.
They owed nothing to the progressive
school movement of the 1920’s and 1930's.
What is most intercsting, however, is that
the good cducational theorists and philoso-
phers of the past would have given full sup-
port to the people who arc making today's
changes.

Support would have come also from
many other people, because the newer ways
lean heavily toward the aesthetic and moral
convictions ol many thoughtful and sensi-
tive and compassionate persons. The new
ways, for example, agree with Plutarch that
the soul is not a vase to be filled but rather
a hearth that is to be made to glow. They
agree with Erasmus and his love ol the
liberal arts; with Rabelais in taking Gar-
gantua  through the meadows and over
grassy places to observe all that grows; with
Montaigne in urging that the child obscrve
the curious in his surroundings; with Locke
in his opinion that learning must be had
but as subservient only to the greater quali-
tics; with Rousseau in his avoidance of ver-
bal lessons; with Gocthe who said that to
digest knowledge, one must have swallowed
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with a good appetite; with Ruskin who held
that the spirit needs several sorts of food, of
which knowledge is only onc; with White-
head in his condemnation of inert idcas and
his conviction that every child should ex-
perience the joy of discovery; with John
Dewey in much that he said in Experience
and Education; and certainly with a great
deal that is set out in The Humanities in
the Schools, a little book published in the
United States in 1968.

To be a bit more specific about our gains,
I would say that children certainly express
themselves in painting and writing and
dramatic movement as they never did in
the days of formal instruction. In mathe-
matics, thcy may not manage the grotesque
calculations of our grandfathers, but their
understanding of the whys and wherefores
of mathematics is far greater than it used
to be. In one of the schools that I know
best, the quality of tcaching is completely
upsetting the national norms. The really
significant gain, however, is the dramatic
change in children’s behavior, and how this
has come about is soracthing that I cannot
readily explain. _

Onc thing I know is that the changes in
our primary schools are affecting the human
spirit just as much as they are affecting the
human mind, despite the endless succession
of pressures that conspire to focus our at-
tention on what can be mecasured to the

neglect of what cannot. Perhaps I had bet-
ter explain what I mean Dby “spirit,” an
archaic word that has dropped out of
fashion in this age of measurement. My
spirit deals with my loves and my hates
and my hopes and my fcars and mny ambi-
tions and my enthusiasms and my enjoy-
ment of what is beautiful. My mind tells
me that six times seven is forty-two; my
spirit responds to the kindness of my friends.
As Isee it, when the human spirit is wrong,
it makes for evil and cruelty and strife and
warfare. When it is right, it makes for
gencrosity and compassion and nobility.
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neglect of what cannot. Perhaps I had bet-
ter explain what I mean by “spirit,” an
archaic word that has dropped out of
fashion in this age of measurement. My
spirit deals with my loves and my hates
and my hopes and my fears and my ambi-
tions and my enthusiasms and my enjoy-
ment of what is beautiful. My mind tells
me that six times seven is forty-two; my
spirit responds to the kindness of my [riends.
As I see it, when the human spirit is wrong,
it makes for evil and cruelty znd strife and
warfare, When it is right, it makes for
gencrosity and compassion and nobility.
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The education of the mind is relatively
casy. We bring it about by the processes of
mathematics and science, by manipulating
the facts of history and geography, and by
all our school programs where measure-
ment is so important. We bring in effective
gadgetry to make these programs more effi-
cient, we build splendid buildings, and we
write textbooks. Education officers and su-
perintendents of schools evolve new systems
of organization. And 90 percent of all this
business is aimed at the mind. We over-
value the mind and extol its products—from
the two times table to the technicalities of
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the space program. We let these things take
on more importance than the actual growth
and development of the child himself.

And since the things of the spirit are im-
palpable and cannot be measured, they are
difficult to deal with and are conveniently
put aside. As we all know, the result is that
the growth of knowledge and mental acuity
has far outstripped the growth of humanity
and compassion and other manifestations
of the qualities of the spirit.

The kind of teaching and learning that is
developing in our best elementary schools
does not exalt mind over spirit; it starts and
ends with the individual. From the outset,
the child is thrown on his own resources.
Once this happens, initiative and sensitivity
and determination and many other quali-
ties emerge as by-products of the learning
process. The child learns to recognize and
value his power of expression, and this
power of expression is central to the new
forms of learning. Sensitivity to beauty in
a variety of forms is deliberately cultivated.

And more and more, the teacher comes to

realize that what really matters is not the
quality of the picture that the child has
drawn or the excellence of the writing he
has produced but what has happened to
the child during the process.
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