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AN APPRECIATION
OF MONTESSORI
Buckminster Fuller

All children are born geniuses. 9999 out of every 10,000 are swiftly,
inadvertently, degeniused by grown-ups. This happens because
human beings are born naked; helpless, and—though superbly
cquipped coerebrallv—utterly licking in experience. therefore utterly
ignoraut. Their delicate sensing equipment is, as vet, untricd. Born
with built-in hunger, thirs, curiosity, the procreative urge, they can.
only Tearn what humanity has learned by trial and error—by billions
upon billiens of crrors. Yet liumanity is also endowed with sclf-
deceiving pride. All those witnessing the errors of others proclaim
that they {the witnesses) could have prevented thase errors had
they only Heen consulted. “People should not wmake mistakes™ they
mistakenly say. Motivated entirely by love, but also by fear for the
futures of the children they love, parents, in their ignorance, act as

though they know all the answers and curtail the spontancous

- exploratory “acts of their children, lest the children make “mis-

takes.” But genius does its own thinking; it has confideuce in its
own exploratory findings, in its ewn intuitions, in the knowledge
gained from its own mistakes. Nature has her own gestation rates
for evolutionary development. The actions of parents represent the
checks and balances of nature’s gestation control. Humanity can
evolve healthily only at a given rate. Maria Montessori was
fortunately permitted to maintain, sustain, and cultivate her innate
genius, Her genius invoked her awareness of the genius inherent in

N
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a1l children. Her intuition and initiative inspired her to discover

ways of safeguarding this genius while allaying the ignoran! fears of
parents. But the way was not always casy. Flers was the difficult

frontiering task of gemius.
BucxminsteR FULLER

Sunset, Maine
August 19, 1975
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INTRO‘DUCTION
Paula Polk Lillard

Maria Montessori began her pioneeriug work on behalf of children
at the turn of the century. The centenmial of her birth was
celebrated viot long ago. However, during the intervening vears,
there have been fewer commentaries adding new insights to her
work than one would expeet,! The following chapters help to fill
this void in the Montessori literature. They are based on lectures
origally presented. for the most part, at Montessori meetings in
various countries during the 1960s and 1970s by Dr. Mario M.
Montessori, Jr., a Practicing psvchomalyst in Amsterdan, vice
president of the lnternational Psvchoanalvtic Association, and a
grandson of Marix Montessori, ‘These lectures, given in English, were
prepared in response to requests from Montessori teachers and
parents for information on various topics. Thev represent an
endeavor o the author's part to highlight the originality of sonic of
Montessori's viewpoints and show their inportance for education

“today.

Oui¢ fact is clear from the essavs in this book: Montessori was
alling for a revolution in soeicty’s approach to human develop-
ment and cducation. Because of her revolutionary ideas. Mo
tessori’s philosophy and methods historically have not been casily
understood or accepted, by cither her critics or her adinirers. One
area i which her revolutionary approach is apparent is in her
attitude to the child himself.

]
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Xii . Introduction

Montessori had a (lccp reverence for creation. This reveresice
and her knowledge of the physical sciences combined i # focus on
children and their role in the creation of adult human beings.
Phillipe Aries points out in Centuries of Childhood? that the
rcto?nition of the child as i uniqm' cntitv 18 rcluti\'eiv recent in
prnmtne bungs to be p]n Sl(d”\' cared for but \\hosc unpmtancc
except in the continunuin of human life, was given little thought. As
early as the age of seven or cight thev were regarded as miniature
adults, expected to reason, to accept responsibility, and often, to

plan for their own survival,

Gradually, with the advent of the Industrial Revolution, a
concern for the state of childhood began. Children plaved a inore
realistic role in the arts—in the novels of Charies Dickens and the
paintings of the Impressionists, Society’s new awarencess of children .
may have been partly a result of the development of family life as
we know it today, with parents, particularly mothers, able to spend -
more time i the home3™For the most part, however, this new
awareness grew out of the psyehological and cultural framework of
nincteenth-century Europe and America. The traditional emphasis
of the Christian Churcli on man’s evil nature and the necessity for
the salvation of children througl: baptisii had led to an approach
to children that was often one of rigid control and manipulation.
However, at least one philosopher, Rousscau, had taken an
opposite view—that children were innately good and needed ouly
to be freed from the contamination of civilization for their true
nature to be exposed. This theory often contributed to a sentimen-
tal and idealistic view of the cluld. To add to the confusion,
Freud's work with adults had revealed the sexuality of the very
voung child. Adults, made aware of their own repressed emotions,
became less sure of how children should be treated.

The varied approaches to children current in the nineteenth
century had one aspect in common. They were based, for the most
part, on the experience of adults with other adults. ‘They were not
derived from direct observation of the behavior and development
of children. Montessori, however, reasoned that the way to a deeper
understanding of men and women was through observation of
chudren.

)



Introduction il

The child should not be regarded as a feeble and helpless ereature
whiose ouly need is to be protected and helped, but s a spiritual
embryo, possessed of an active psvchic life from the day that he s
born and guided by subtle instinets enabling him to actively bnild up
the human personality. And since it is the child who becomes the
adult man, we must consider him as the true builder of mankind and
recognize hine as our futher. The great seeret of our origin lies hidden
vithin him, and the lTaws that will lead man to his rightful state of
being can be manifested only within him. In this sense the child is
our teacher:? ‘

Dr. Moutessori's medical background led her logically to this
conclusion. She noted that biologists had not really understozd
organisms from studying them in their fully developed state. Only
after the invention of the microscope and the observation of cell
division was a breakthrough in cmbryology, and hence in biology.
made. By the same token, it was not until physical scientists could
peer into the atomic “window,” the spectrum, Hl‘lt a breakthrough
in the understanding of matter came.

Although trained in the scientific approach, | \lontcsson did not
pursue lier study of the child in the vecessarily restricted environ-
wment of the laboratory. This fact has caused misunderstanding,
even mistrust, of Moutessori's work. It may be well, therefore, to let
her speak for herself in explaining what thoughts went through her
wind when she worked with children.

When T am in the undst of children I do not think of myself as a
scientist, a theoretician. When | am with children 1 am a nobody,
and the greatest privilege 1 lave when [ approach thent is being able
to forget that 1 cven exist, for this has cnabled me to see things that
one would miss it one were somebody—little things, simple but very
precious truths. kt is not always imperative to see big things, but it is |
of paramount hmportance to see the beginnings of things. At their
origins there are little glimmers that can be recognized as soon as
something new is developing, . .. The child is a spiritnal embryo that
develops spontancously, and if we foliow him from the beginning, he
can reveal many things to us®

This thought introduce: a second revolutionary approach of
Montessori; it is the humnanity of children at which we must look in

10
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order to discover the seeret of their life. What is specifically lnnnam
abont children, the spoutancous nature of these developing spir-
itnal embrvos, cinnot be uncovered i the strict scientific it
mosphere of the laboratory.

There are, of conrse, scientists who have studied the likenesses
between men and animals in the laboratory: Darwin and Wallace,
and more recently, Lorenz and Skinner. Although what they telk us
cin be nsefnl, we shonld not exaggerate the help behavioral
psychologists can give us. It is the unigueness of man that we st
penetrate if we are. to solve the problems of owr existence. As
Montessori points ont,

Man's soul is an enigma. 1t has reniained an unknown that inhabits
an ustknown domain. Not cven psychology has been able to
enlighten us, to shed light on the mystery

Since the 1960s ther. has been a shift away from the emphasis
on laboratory techniques and animal research in Zhe study of man.
‘The discovery by biologists that we are not what we thought we
were, even physically,” and by physicists that all inatter evolves, has
ended the age-old dream that the universe and our observations of -
it can be reduced to precise mathematical formulas. As Bronowski
notes in The Ascent of Man,

we had hoped that haman errors would disappear and that we wonld
ourselves have God's view. But it turns ont that the errors gannot be
taken out of the obser-ations. And that is true of stars, or atoms, or
just looking a* somebody's picture, or hearing the report of
somebody’s speech ®

This new humility toward the results of laboratory research may
result ina more receptive attitude toward Montessori’s approach to
the study of the child. For, though she was a careful experimenter
and keen observer, she had no expectations of reducing her
contribution to irrcfutable scientific theories through laboratory
procedures. Her concentration on the unigneness of man and his
spontaneous development preetuded any such dream. Rather than
arguing the scieatific merits of her work, it may be more vseful to

i1
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consider it as belonging to the realu of natural philosophy: in arca
of study somewhat neglected in recent vear, perhaps, but oue that
is once again begiuning to receive attention—cven from scicntists.?

Dr. Mario Jr. also discusses two further revolutionary concepts
ot Maria Montessori in his lectures: her view of education as a
neeessity in the formation of the huwman personality and the
relationship of man to the cosmos. Her development of “cosmic
edncation™ in respense to her convictions concerning the latter is
particularly important for onr world today.

Education for Human Development succeeds in conveying the
depth of Maria Montessori's contribution to hunum knowledge as
no book Dbefore it has done. Montessori made revolutionary
discoveries regarding human development that have implications
far bevond a simple shift to new educational approaches or
techniques. 'The anthor’s unique background, combining as it docs
psychoanalytic experience and an intimate knowledge of Mon-
tesson, Tas made possible an articulate discussion of these discov-
eries and their relation to the problems and opportunitics of the
modern world. His discussion of modern psychology and psycho-
analytic concepts as they relate to Montessori, and of the role of
work and play in the development of human personality, are
particularly outstunding. " ; :

Because the original “audience for Mario Jr.'s lectures were
Montessori parents and teachers, they presuppose some working
knowledge of classroom procedures. For those who may not have
such knowledge, an appendix containing impressions from a
morning visit to two classes in a Montessori school has heen
included. Hopetully, it will convey to the reader at least the flavor
of Montessori classroom life.

Paura Poik Litcarp

12
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1/ THE cONTRIBUTION
OF MARIA
MONTESSORI

Maria Montessori was originallv no pedagogue, but a physician
with a deep interest in the human person, both as a social being
and as a participant in the fundamental ontological order. In the
course of her career as the first woman physician in Italy, and later
as Professor of Anthropology and Hygienics at the University of
Rome, she actively participated in the emancipation of women. She
enjoyed an international reputation for a decade before the onset
of the educational experiment with which she eventually came to
be identified by society. She gained woild fame as a pedagogue, yet
this role, and its instantaneous effect on public opinion, actually
took her as much by surprise as did the discoveries on which it was
based. It was insight into the significance of these discoveries for a
better understanding of the human being that motivated her
subsequent behavior. It compelled her, on the one hand, to

‘concentrate on this particular investigation to the exclusion of =

everything else, and on the ather, to communicate her findings to
her fellow men and to fight whatever prevented their ucceptance.
This attitude generated from the start a cultural movement of
growing impact, one that is still going on. It was not Montessori's
intention to start sucli a movement; it was merely a byproduct of

‘her activities. Her concern was to bring to light her newly acquired

kriowledge of human development. She dedicated herself whole-
heartedly to this task, advocating the cause of the child (i.e., of man

in becoming) throughout her long life.
1
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Because her experiences indicated that edncation plaved a more .
essential role in this process of becoming than was generally
assuined, Montessori focused her attention on this particular reahn
of human activity. Hence her reputation as a pedagogue. However,
her approach was so radically different from what is generally
encountered in the pedagogical world that it is questi~uble
whether the label reallv fits her. 1 believe this to be one source of
the many controversices that have arisen in connection with her
work. 1t is, in any case, certain that she herself never fully identified
with the role of pedagogue nor, for that matter, with many other
images that have been projected on her. She followed her own
course, giided by what had impressed her as a basic truth, so far
ignored, that shonld be brought to the attention of those con-
cerncd with the human situation. So intent was she on her purpose
that she took little notice of cither the ensuing praise or criticism of
her aetivities. Fler goal was to enable others to see the basic truth
she had discovered, so that they could be guided by it in their own
way regardless of what they thought of her or her method.

i regard to her method, she was indeed strict in requesting
those who wished to apply it in her name to follow her directions.
They would otherwise confuse the issue with regard to her own
experiment. However, her contribution to human knowledge had a

* broader scope, and has had a wider influence, than what is generally

known as Montessori education. Even if we consider only the ap-
plications of the latter, it is clear that her position as a pedagogue is
unique compared with that of other educators. A brief survev of
the Montessori movement shows growth und development in three

different directions. Its horizontal growth is evident from the
- Montessort schools -and training: institutes -found throuvghout-the- -

world. Montessori's books have been translated mto twenty-two
languages, and interest in her work ceutiznes to spread, But these
achicvements are only geographicai  %lore interesting is the
ramification of applications of her method bevond the reahn of
regular school education. The Montessori approach is followed in
homes, in chld care centers, in work with the hospitalized, the
maladjusted, the crippled and otherwise handicapped children, in

“teaching the socially deprived and the mentally retarded, in

educating the blind, and i combating analphabetism in adults. Tts

i6
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restriction 101 soine areas is also interesting. Montesson education
has been forbidden in totalitarian countries. Montessori schools
were closed in Russia after the revolution, and. in Gernmany and
Italy at the height of imperialism. Few, if any, educational systems
have received this kind of attention from politicians.

The vertical growth of the Montessori movement is elear from
the extension of its application from the upbringing of infants to
the education of children up to university age, and the only reason
the Montessori approach is not in use in universities is because no
opportunity to put it into practice at that level has oceurred. The
Montessori method s applicable i all social strata among the
population of the ghettos and slums, amorg the middle class,
among the very rich, and i public as well as in private institutions.

A third direction in which growth has occurred is through time.

“The Montessori movement has, sinee its inception, retiained its

spoutancous character, its freshuess, and its stamina, notwithstand-
ing much direct opposition. In many arcas where it had flonrished,
wars or changes in the cultural climate paralvzed its course, or cven
eliminated it altogether, for long periods. Sooner or later, however,
it reappeared with new impetas and strength. A typical examgle is
its revival in the United States. After having been abandoned and
largely forgotten for many vears, the Montessori approach was
revived in e late 1950s. ‘There are over three thousand Montessori
schools in the United States today, and the number increuases:
rapidly cach vear. Montessori education is equally in demand in the

-developing countries of the world, It appears, then, to have a

promising future; its major concern at the moment is not one of

gaining acceptance, but of training sufficient nnmbers of persons to
..cape adequately. with its.own growth. .

What 1 have hoped to point ont here is the exceptional
position of Montessori education in the pedagogical world. 1 do not
believe that there is any other method of education that can serve
the objectives »f all the different sitnations | have mentioned.
Clearly, then, there mnst be something unusual about this one. 1t is
certainly not that it can offer empirical cvidence of success in all
those fields in which it has been adopted. Montessori originally
worked only with small children. Later, she also wo.ked with those
in elementary schools. bat her pedagogical experience stopped

17
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there. Nor is it because her views are so clearly fon. alated or casily
understood that her approach has such wide appeal. She was not a
theeretician. She did not construct a differentiated theoretical
framework that paved the way for later applications of her work.
On the coutrary, in her struggle to give expression to phenomena
that did not it any existing theories. she often borrowed terns
from them, dissociating them from their frame of reference and
using them i 'her own context. This has been the source of many
misinterpretations of her ideas by her critics. From the start, the
Montessori movenment has been accompanied by vivid discussions
of her method ending in a variety of divergent views, ranging from
strong opposition to fervent approval. An anthology of the most
relevant of these contrasting opinions has recently bheen published
in Germany,! What impresses one most in it is the renewed
actuality of the method thronghout the yeurs. .

What is it in Maria Moutessori’s work that can explain all these
phenomena? f we turn to her for enlightenment, we find that her
own conclusion was both simple and puzzling. She maintained that
she had “discovered™ the dhild. If, refleeting upon forty years’
experience, Montessori condensed the essence of her contribution
into this one phrase, then it is important to try to understand what
she meant by it. ‘

One of the striking qualities in Maria Montessori’s personality
was her deep respeet for creation. She never ceased to marvel at its
numifestations. hu ber philosophical ontlook, man's’ cosmic task is
to continue, collectively, the work of creation on earth, to discover
with his intelligence the endless latent possibilities of the world’s
creations and make them manifest in new forms. 1t is o this way

_that man creates his cultural enviromuent. 'This conception_of man_

encompasses his potential greatness as a creator, as well as Ins
smallness and limitations in relation to God and His creation. This
deep-rooted conviction about hunan destiny, based on her faith i
God and man, gave Dr. Montesson the moral strength to pursue
her objectives in life. It was also the basis of the humility and

- respeet with which she approached the world and her fellow men

throughout her life.
It was in this spirit that she undertook fuether scientific study of
children. They were to her fellow human beings who should be

13
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considered such. This attitude freedd her of the common prejudices
ddults hold toward children: and eventually enabled her to discover
the extremely important function of the child in the formation of
the hman personality. 'This discevery was not made by phifosoplhi-
cal methods. It was the direet result of careful, patient, and
systematic observations of the spountancous behavior of children in
a prepared environtnent adapted to their needs—of a scientific’
experiment based on previous experiences and penvrmed with the
detached imvolvement tvpical of a scientifically groomed mind.
Montessori’s philosophical outlook, however, was responsible for
her ability to see beyond the superficial manifestations of the
children’s behavior she observed. She distilled from them basic
phenomena relevant to human development and integrated them
into a' comprehensive and coherent vision of man that took into
account the full complexity of his existence on carth.

It was this anthropological orientation in its widest sense that
determmed Nontessori's revolutionary conception of education as
an aid to life, and it is to wy nund the most valuable aspect of the

‘spiritual inheritance she has left us.

Professor N. Perquin of the University of Nijmegen, in high-
lighting Montessori’s contribution as the starting point of a new
vision of education, remarks in this connection, “Without knowing

_it, she made possible an encounter between pedagogy, modern

psychology, and sociology, even theology and philosophy.” 2 Mou-
tessori’s aim, from the start, had been to contrils=de to a com-
prehiensive science of man. This science could not, aco+:fing to her,
be based on any siugle discipline, but should result from the
concerted endeavors of different scientists studying human beings
from whatever angles modern science permitted and the integra-

“tion of their findings into a sufficiently broad and differentiated

conceptual matrix. This integration should not be done in an
eclectic manner, which would only confuse the issues. Rather, it
should be based on a tentative blueprint encompassing the
different fundamental aspects of the human situation. This global
model should be related to findings from the different branches of
scicnce, and the imodifications indicated by an investigation of their
interrelationships should be made.

Although this pluralistic approach is by no means currently
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accepted, tendencies toward a more articulate: investigation ac- -
knowledging importaut differences in hunan behavior, and ainnng’
at an integration of the relevant findings, are slowly wiiruing ground
i the human sciences? Montessori herself contributed a Slueprint
for this investigation by the various sciences. One of its “najor
aspects is the adaptive and constructive role of the child in human
life. In one of her writings Montessori states that

the great power of man is that he adapts to every part of the
erwvironment and that he modifies it. For this reason every nni that
is born mmst prepave his personality anew. There is no hereditary
adaptation in individuals: each must develop shmething which
corresponds to it. At birth a child does not Iuve the behavior
characteristics of the group into which he is horn; he has to create
and prepare them. He has to leam their language and the customs
and the use of their implements, ete. In other words, while
developing himself he unconsciously develops his own adaptation to
his’ enviromment. To understand the child’s tendencies with the
purpose of cducating him, we must cee man in corrclation with his
environmen:t and how his adaptation to it is created.

Tlis implies that human development i the result of an wicon-
scious creative activity of the “individual, and that this process is
ouly possible in association with others. It is ouly in the conmiunity
that man’s potentialities cun be realized. This is the work of the
child, guided from within by special sensitivities inherent m the
various stages of development.

Children need more than adults’ love and protection to perforin
this double task of adaptation and coustruction. They need their
active help. This implies that education 1s a fundamental aspect of

“thie" formation of-man; a concept that will-be dealt with at greater..

length in later chapters. 1t is suffcient here to mention that
Moutessori’s conception of the mnature of human experietice
envisaged the complexity of human beings and the nunierous
factors determiniug their behavior and further existence in real life,
without cver losing sight of the unity of their personalitics. Of
course, she was 1ot able to study all aspects of human development
herself. Several of her ideas were inferred from her own experiences,
others were conclusions based on her work, or conjectures based on

29
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intuition, or mere ghinuners of possible avenues of further investiga-
tion. It is for this reason that the term blueprint has been used with

regard to her theoretical formulations,

I consider it significant that Montessori’s model of develzmment
corresponds it the main with that arrived @¢ by psvchoanalysts. In
my experience,” psychoanalysis is the only brarch of empirical
science that has accepted the challenge of studying man with this
type of composite frame of reference. Neither Montessori a10r
psvchoanalysis tries to simplify or reduce the complexity of the
picture o man to fit a special theory. Iustead, both zcknowledge
the diversity of factors determining human devefopment and
belhavior. Fheviendeavor to cope with them in concordance with
the findings obtained by observations of spontancous behavior in a
specially  prepared setting. The sitration in both cases is so
structured that it activates certain aspects of behavior that wonld®
not otherwise manifest themselves with the same - clarity and
continuity. This makes it possible to study phicnomena not noticed
before. '

The situation is a complicated one in the sense that the same
person must function as an observer and as a participant in the
relationship that ensues. Another "set of behavioral factors “is
brought into play by the dyvnamics of the situation: in the case of
the classroom, those pertaining to the teacher. In addition, the

“classroom situation involves a wirole zroup of oti-=rs as well. These

are necessary conmplications, hewever, tor human behavior can only
be studied in the sétting of human relations if it is to be considered
from the viewpoint of spontancous development. We cannot avoid
this circnstance,

In both the psvchoanalvtic and the Montessori approach, the
“relatisii of observer-participant wid” participant shovld be one “of

alliance based on mutual respect and confidence. The observer-
participamt should be carefully trained. e should be interested in
the* phenomena he is observing and understand them. He should
allow situations to develop freely, abstaining from intervention
whien it is not Necessary and acting appropriately when it is. Flis

“actions should be determined by the situation and its objccetives,

never by his owlt impulses or wishes, which might interfere with the
process at hand. His aim should be to remove obstacles that inhibit
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the natural course of events, to promote insights that further it, and
to hielp work these througt. His attitude should be one of empathy,
cooperation, and patience. 3

Of course, the objectives of psychoanalysis and Mowntessori
education are quite different, as is the materiad that is studied.
Their findings. however, tend to confirm and to complement each
other. 1t is especially significant that the odels to which they lead

have a sinilar structure. Montessori herself explicitly identified her

method with psvehoanalysis. Regarding modern pedagogy, which
had previously heen limited to the study of external phenomena,
she remarked, *To borrow medical terminology, we might say that
it was an attempt to cure the symptowns without secking the

essential but obscure cause.”™ She then proceeded to-illustrate the

limitations of svinptomatic therapy, contrasting it with psycho-
analvsis, which dgals with the causes of behavior.d This similarity
hetween Mountessori education and psychoanalysis may, inciden-
tally, explain the striking parallel in the vicissitudes each has
encountered. ‘

Montessori's view of the specificity of mankind as a species
differs from that of the sciences, even psychology. To my knowl-
cdge, 1t is-only that train of psychological thought based on
philosophical anthropology. the imfluence of which is mainly
confined to German-speaking countrics, which departs explicitly
from this assumption. Empirical psychology in general does not.
Montessori's position i relation to it requires, thercfore, some
further consideration. Her medical studies gave a sound biological
basis to her later conceptions of man’s development and behavior,
but they in no way shook her firm conviction of his specificity ‘in
relation to other living beings. One finds it postulated even in her

clinical psvehiatric treatise.8 In her very last book she still eld this
vosition, stating that

What causes ns to distinguish between species is always their
differences, never their likeness. What constitutes another species is
alwavs something new. . . . The human species has a double
cmbryonic life. . .. [t is built to a new design, and has a fresh destiny
in relation to the other creatures. . .. This is the point at which we
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must pause, and make a fresh start in all our studies of child
developient and of man’s psychological side.?

Modem psyvchology has not yet made this start, although some

‘tentative recent developiments seem to indicate that it may yet do

so. In the main, however, psychology is still strongly influenced by -
American belaviorisin, which explicitly ignores the existence of a
fandamental difference between man and other living beings.
Behaviorism’s impact on wodern learning theory is particularly
strong. But whatever merits this approach may have in highlighting
certain features of hunman behavior that are common to other
animals, and which can therefore, in principle, be studied through
experiments with the latter, it is too limited in scope and t¢o one-
sided to further our understanding of the human being as such. Tt
perforce excludes from investigation all aspects of his personality
that cannot be encompassed within its artificially restricted frame

“of rcference. 1f its findings are not integrated into a more

comprehensive scientific conception of man, modern psychology
and modern learning theory will lave no contribution to offer in
the solution of the ever-incréasing social problems with which
hunumity is confronted in our technological era. These will always
bring us back to the study of the individual personality in its own
right. If one considers man as an anima! and explicitly ignores those
fundamental differences that distinguish the one from the other,
one will convincingly demonstrate that man is, for all practical
purposes, just a naked ape, as Desinond Morris has so enter-
tainingly demonstrated.® However, the resulting conception of man
will be restricted and distorted, and therefore unscientific.

In sccking to understand the uniquenéss of mankind as a
specics;a distinction should bemadc between growth and-develop-~
ment. These two concepts are often confused or misused in modern
psychology, leading to ambiguous or arbitrary conclusions in some
studies. For example, cousider the findings of Coghill,® who has
made such a marvelous analysis of his concise anatomical studies in
relation to behavior, and Bruner,’® who has carefully studied
relevant patterns in the unfolding of intelligence as a basis for a
theory of instruction. Both use these two concepts alternatively,
writing of the growth when, in fact, they should refer to the process
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involved as development. 1 do not believe that this is because they
would not understand.or could not accept, the difference between
the two. Nor do [ believe that their choice of one term rather than
the other is random, although they may not be couscious of their
motivations. *Vhatever the case may be, the. terms they use
mfluence their conclusions, even if in different degrees, and affect
their contribution to a better understanding of human behavior.
What is the difference between: growth and . development?
Growth implies only an enlargement, or self-multiplication of an
existing form. Carrel describes, for example, the cellular colonies
proceeding from a particle of the heart of the embryvo of a chicken,
which continued to multiply for a period of twenty-three vears in a
controlled enviromment, The modifications in the original are only
quantitative, not quahitative.!! Development is growth directed
toward the production of un organism in accordance with a
predetermined design. What exists at the start is only the design.
This design includes an organizing and integrative principle that
deternines the course of growth and maintains the unity of the
organisim throughout the growth process. It does not include the
form the organism will take. To create this form requires qualita-
tive, as well as quantitative, transformations of the original, and
hence an interaction with the environment. - Furthermore, it
involves an anticipation of future nceds. That is, there exist
potentialities for the formation of special behavior patterns related
to future functions that may or may not be realized. An example is
the impressive development of the embryo from conception to
birth, During a relatively short period of time, an infinitesimal cell
becomes a being capable of a totally different form of life. To talk
in extremes, if one used the term growth for this process, one would
-be-reverting- to- the: preformation-theories adhered-to-hefore- the—
onsct of cmbryology; if one used it for postnatal development, one
would be reverting to the theories of faculty-psychology. Of course,
nobody would do this today. However, the idea that developmental
and maturational aspects of behavior are predetenmined, and
therefore exclusively the result of the growth process, is wide-
spread. The counterpart of this idea is that the aspect of behavior
complete in the embryonic stage, man accomplishes in his postnatal
conditioning and instruction. "The two scientists mentioned above,
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- Brunier and. Coglhiill, have now accepted the fact that the creative

process comes tuto. play in growth and learning. They were
reluctant to do so;-however, and ounly the evidence obtained from
their own investigations convinred them it was neeessary.

Montessori's insight in this connection is quite fundamental
and indeed simple. At birth man is relatively tnunature compared
with other primates. This is a statement of fact. Consequently, part
of the -process of growth aud development that these animals
complete in the embryonic stage. man accomplishies in his postnatal
state, when he is exposed to influences from the outside world. This
is what Montessori incans wheén she refers to the double erabryonic
life of the human species. She sees this further development as a
continuation of the embryonic process, during which the individual
actively participates in the process and it is related to the outer
enviromunent. 1t is therefore a psychiological order. The postnatal
stage is-a foruative period of intense activity during whicl the elnld
must create in himself the basic structure of ‘his personality.
Nothing is preestablished. The child has only the potentialities
nceded to give form and content to his psychic life and, subse-
quently, to coustruct the basie patterns of behavior necessary to
function independently in his euviromment, ‘

The fact that this stage of development is still so little
understood is, it my opion, a parainount obstacle to the progress
of the behavioral sciences. Biological evidence corroborating this
principle in embryonic life was produced in 1940 by Coghill. Maria
Montesson attached much importance to it. It seewmed as if Coghill
had reached conclusions similar to hers when he wrote, "Man s,
indeed, a mechanisn, but he is a mechanisin which, within Ins
lwitations of life, seusitivity, and growth, is creating and operating

Chhmself" o

Because of his relative freedom from heredity, man must create
within himself the organizing principle for directing his behavior.
I a profound and detailed study of this subject, Dr. André Berge
explains how nuan ean ouly find his way in a world that he can
conceive of as structured, physically as well as psychically. Man
spoutancously elassifies chaos according to a certain order, He can
eventually replace this order with another order, but he cannot do
without some kind of order. Dr. Berge sees in man’s basic need for
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order the universal root of the moral phenomerion, a phenomenon
that mitially appears as an organizing principle. It is eventually
incarnated in the moral apparatus of man and penuits us to exist
with @ minimwn of damage to others and to ourselves. It can,
morcover, be the source of a special kind of pleasure: that of doing
what we believe to be right. Henee, morality 1s not simply an
internalized penal cade, The great niotor of our moral apparatus is
love. ‘This love is shifted, more or-less, from the senses to the spirit
but it is nonctheless the same foree that takes an individual out of
himself and toward something for which he is capable of forgetting
personal mterests. 14 .

The acquisition by an infant of its mother tongue is the best
demonstration of that snecial quality of the child in the fisst years:

cof Jife that Montessori calls the absorbent mind. - *A special.

mechanisun exists for language,” she writes, “Not the possession of
language in itself, but the possession. of this mechanism which
cuables e to nake languages of their own, is what distinguishes
the human species.” 1 Livery normal child is able to speak its native
tongue at the age of four. The actnal kinguage is dependent on the
environment of the child, and there are individual differences in
the moment the first intentiotal words are spoken and in subse-
quent progress and accuracy, However, the characteristic ability of
an infinrt to master a language in this intensive way is universal. An
adult no longer possesses this ability. Phenomenologically, there is
an essential difference between the infant’s congnest of its mother
tongne and an adult’s learning of a new language, which entails
cffort and detenmination. An infant leams i limguage plavtully, and
it becomes part of him. This niracle can only be achieved through
some et nrge—a special sensitivity and a heightened direction of
activity.1s

“I'he embryonic state of the human-infant lasts approximately-——-

three vears. At this time the human personality reachies a first level
of integrationi. In the next three vears a conscious elaboration and
enrichient of what has been aegnired unconsciously takes place.
The type of mind is the same, but the child is more susceptible to.
adult influence with regard to leaming. In the first period this
influence is mainly the result of unconscious mechanisims deter-
mined by the emotional development of the child, which, in turn,

(53
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is dependent on the child’s close rciationship with the adults who

care for it. Introjection, imitation, and identification arc of .

‘particular importance in the formation of behavior patterns and”

the acguisition of cultural attitudes.
In the second period this continunes, but adults are now

. consciously acknowledged by the child as the source of information

on social and cultural aspects of its existence. Because of its growing
interest in these, the child turns spontaneously to adults with its

_queries. If it is not rejected, it responds with feelings of gratitude,

trust, and respect for these superior beings who are willing to help it
orient itself in its world. Its development continues to be guided
from within by sensitive periods—time spans in which the child is
sensitive to an incredible degree to a particular activity or interest.
Discovered by Montessori in the earlv part of the century, thesc
sensitive periods were completely ignored by academic psychol-
ogists until the late 1960s, when it was noted that iodern rescarch
on the acquisition of linguistic skills had introduced the concept to
account for data that could not otherwise be explained. 16

Seunsitive periods occur throughout the whole period of youth.
This process is so long iz man simply because all aspects of his
personality must be formed by his own expericnces as he interacts
with the environnient within a given community. The process of
growth, maturation, and individuation, the result of the actualiza-
tion of individual potentialities, is slow, These potentialities must
be adapted and internalized in accordance with the developmental
pattern typical of the human species. This cannot be achieved
without the help of adults, help which is ouly available if love is the
binding force in their relationship with the child.

Work is often considered as something forced on human beings
by circimustances, Many forms of work in modern socicty certainly
coufinn this view. It may also have been applicable when self
preservation inevitably involved work, However, work is also linked
with man’s creativity and is a universal phenomenon characteristic

-of the hwman species. One of Montessori's discoveries was that

there are potentialitics i the humnan personality that correspond to
all such univessal phenomena, directing the growing individual to
perform specific activities. The experiences that result from these

" activities are needed to prepare him to perform functions that will

27



O

ERIC

Aruitoxt provided by Eic:

14 EDUCATION FOR HUNMAN DEVELOPMENT

be relevant at a later level of integration. This principle of indirect
preparation 15 an essential feature of development. It is indirect
preparation that eventually enables an individual to participate as
an independent adult in those activities tvpical of the human
species. The carliest roots of development are formed in the first
vears of life. These are the most important because, like language,
they become part of the child. Since these developmental processes
are unconscious, it is difficult to change them once the personality
has been consolidated at the end of the first formative period, at
about six vears of age, and even more difficult after puberty.

The impact of carly experiences with regard to emotional
development has been fally confirmed by psvchoanalytie studies. It
15 Montessori’s achievement to have created conditions that
permitted children to manifest their natural developmental pro-
pensities as part of ongoing working behavior. She gave children an
appropriate environment and guided freedom within it so that they
could act according to their imier needs, thythm, and tempo, and as
a result, they exhibited characteristics not generally attributed to
them. These included deep and prolonged concentration, the
repetition of exercises for their own sake, an urge to make a
waximum ¢ffort, control of movements, a sense of order. and other
phenomena. Perhaps the most astounding result of her approach
was the mtensity with which children approached activities. Their
whole personalities were involved in them, and it was obvious that
they were finding in their experiences the kind of pleasure and
satisfaction that ouly results when basic needs are gratified. The
aim of these activities was not to be found in the outer world, but
within the ¢hildren. They were forming their ‘own personalitics,
constructing the men and women they were one dav to become.
Even alter a forceful international campaign by Montessori for half
a century, this difference in the aim of children’s activities and
adults’ activitics is still generally disregarded. Children's activitics
are still evaluated primarily from an adult point of view. Even those
dedicated to the study of dcvc]op?ncntul psvchology  camiot
sufficiently free themselves from the ingrained idea that a child is ‘
an inferior being. Therefore, they cmmot discern the characteristics
that can casily be observed when one is able to approach the child
as a human being in his own right.

28



O

ERIC

Aruitoxt provided by Eic:

-

The Contribution of Maria Montessori 15

It is clear from an analysis of l.man development that
education is an indispensable function in the formation of man.
Montessori has pointed out that man’s present predicament is
caused by the lack of balance between Inm and lis environment.!?
Education is the only means whereby we can hope to alter this
situation. However, education can ouly help if it is reformed, if it 1s
based on a better understanding of the human being, and, in
particular, of the function of the child with regard to the formation
of the human personality.

The panoramic view of Maria Montessori’s fundamental and
origitial contribution to human knowledge that 1 have tried to give
in this chapter necessarily leaves out a wealth of detail and perhaps
crowds too many adeas into a few pages. 1 hope, however, that it
will serve as a base for the succeeding chapters, which deal in more
detail with the relationship between Montessori and the sciences,
the Montessori approach to work, and Montessori and traditional
education. Chapter 2 is devoted to the Montessori materials, in
particular their psychiological background and their role in the
social development of the child. It also attempts to clarify
Montessori's position on play, which is so often niisunderstood.
Later chapters treat the role of education in today’s world and the
contemporary revolution in values as it relates to Montessori
education.
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2 THE MONTESSORI
MATERIALS: Their
Function and Relationship
to the Child’s Work, Play,
and Social Life

Montessori saw education as a means whereby children might
develop their personalities so as to eventually achieve a mature and
independent adulthood. She designed her edueational material to
aid them i this endeavor. This fundamnental function of the
material is generally disregarded when it is compared with the
equipment found in most preprimary classrooms. Disappointment
with the Montessori material results because the comparisons that

care made are only superficial. T'lis superficial approach is encour-

aged by adherence to cither of the two main trends of current
thought ‘in education. One of these holds that young children
should be free to express their urges and fantasies without restraint,
thus experiencing a minimuwin of frustration. Objects should mainly
serve to offer possibilities of gratification. In handling them, the
children will also discover some of their objective qualities, but this

is.more or less a side issue. Learning at this carly stage is held to

hamper the uninhibited development of the child’s perscnality,

“and therefore to be something that should not be enforced by

organized teaching, From this point of view, the Montessori
material appears too rigid. ‘

The second approach to education popular today considers all+
development an integral part of the learning process, and all”
learning to be the result of conditioning, deconditioning, or
reconditioning originally simple reflexes. Kuowledge can therefore
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be gained from experiments with rats and other animals, and then
applied to human beings in a learning situation. Although the
himnan organism achieves a higher level of differentiation, the
chains of reactions encountered basicallv correspond to the same
mechmical model. Whatever new theoretical constructs may be
envisaged wmust obey the laws inherent in this basic theory. This is
considered to be true even before the switeh to the experimenta-
tion and observation of humans is made. Any imagiuable skill
within the abilities of the nervous system at a given stage of
maturation can thus be acquired by the individual, providing an
appropriate conditioning based on the accepted theoretical laws

can be undertaken. Those accepting this view will find the

Montessori material lacking in detailed svstemization; for instance,
inn the programming of mstructions. They will, therefore, consider it
too limited in scope for proper learning.

This is an incomplete and oversimplified exposition of two
widely accepted approiaches in education, but I hope it will serve to
make my point concerning Montessori education clear. It does
include the more fundamental viewpoints of these schools of
thought. However, they are scen only as parts of the basic

educational pattern; a pattern that is derived from a broader

conception of human development. The discussion above also
illustrates an important point concerning education in general,
Whether it is being explicitly postulated or not, the aims of
education and the..methods used to achieve these aims are
determined by the psvehological matrix resulting from the under-
lving general conception of human development.

Montessori actually presents a third, more comprehensive
conception of education. As [ have mentioned, she sces a basic
biological difference between men and ammals, This difference is
clearly visible in the patterns underlying the behavior of individual
liuman beings, which are not predominantly determined by hered-
itv. Man must build these inner structures from which he evolves
his personsl behavior during his lifetime, and from his own
experiences. [n animals, instinct predominates and other functions
are subordinate. An animal’s general behavior and the relation of
its species to its specific environment are included in the pattern of
instinet with which it is born, and are therefore hereditary. [n man,
that which correspords to this aspect of the animal instinct
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materializes only after birth. It is an inner creation accomplished by
man i the course of his vouth, which is more protracted than that
of any other living being. This creation takes place in a relationship
of dependence on the community in which the imdividual develops.
and from which e cannot be considered a separate cntity,
However, this does not imply that man is a product of his
environment, or that his development is left to chance. It is, rather,
a complex process directed by inner drives that succeed one another

Lat certain periods i lis life. These drives are closely interrelated

with the sequences of maturation and development, as well as with
outer reahty. These iuner directives, however, are of a different

order than animal instinets. Montessori called them “guiding

isticts.” They indicate the route man’s mental development will
take. Because this development can only take place within socicty,
the cuoltural values of the time will help define its form.

Inner development must precede independence. Therefore, it 1s
this inmer development that is the child's major task. To accom-
plish it, the child is equipped with certain potentialities that do not
exist, as such, in adnlts. One of these Montessori called “the
absorbent mind.” "T'hrough their close emotional ties with those
who take care of them, children actively absorh, during the first
vears of life, the basic patterns they encounter in their social
environment. From these their personal behavior will take shape.
This pronounced sensitivity to and cagerness to assimilate impres-
sions from the outside exists not only in relation to other living
beings and their behavior, but encompasses everything that goes to
make up the child’s world. His emotional relationship with the
external world is so intense that it strongly influences his whole
being. This is why Montessori has called the child in this phase of
development the “spiritual embryo.” In later stages of develop-
ment, children are jed toward maturity by “sensitive periods™ that
stimulate them to carry out certain activities and to acquire certain
expericnces, These are necessary for the further structuring of their
own persoualities in relation to their environment. The possibilities
offered by the surrounding world determine whether this pre-
disposition towuard new experiences with their resulting enrichment
of the personality, is fully stimulated, merely used in part, or cven
quenched.

According to Montessori, education should be an aid to life.
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Therefore, it must be an instrument for the support and guidance
of the child in the monumental task of constructing the foundation
of his personality, Three factors determine the course of this inner
constriction. The first is the child’s own psvehe, with its specific
needs, potentialitics, and sensitive periods, which determines the
pace and direction of its imer development. This development
does not oceur in straight lines, but shows fluctuations and
wdividual differences. The second is the cultural conmmunity, with
its standards, habits, patterus of behavior, ideals, religion, and
knowledge of all other aspects of its civilization. It is the prevailing
order of this connnunity that pennits the child to achieve an inner
harmony. The third ‘is the material world with all its objective
qualitics, to which man must adapt himself in order to be able to
utilize his own faculties frecly.

The environment of modern man is highly differentiated and
complex. A being confronted for the first time by the present world
could not help but feel confused. Yet a child, once it has left the
confinement of its mother's womb, must eventually come to terms
with this world. 1t can only do this through experiences. Adults
must give it the freedom to gain this experience in its own way. At
the same time, they must help it, when possible, to explore and
assimilate its world and the principles prevailing in it. They must, -
therefore, construct a bridge between their world and that of the
child. Montessori cducation provides this bridge through the
prepared enviromment. It is here that the Montessori material plays
a fundamental role. The idea is not to reproduce the adult world in
niniature. or to distort reality into a make-believe paradise in
which catldren’s wishes and fantasies are the only things considered.
Rather, the prepared enviromment should bring the world at large,
and thus the adult world, within reach of the child at whatever
stage of development it is at a given moment.

I order to achieve this, the prepared environment should meet
certain general requircinents. First, it should be attractive, acsthet-
ically and practically, from the standpoint of children of different
age groups, but reflect that mmount of organization and order
necessary for a conmmunity to function properly. The rules used to
achieve this should be valid for all. They ought to be derived not
from the adult’s wish to impose his authority, but. as in regulating
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traffic, from a desire to allow every individual freedom of indepen-
dent activity as long as his freedom does not interfere with that of
others. The prepared  enviromment should also stimulate the
mterest of the children in the kind of purposcful activities they
need to further their general development. It must also be so
arranged that they can carry out these activities in their own way
and at their own rate. The environment should not be centered on
a single function or skill, but call to a child’s whole personality.
Morcover, there should be ample opportunity in the environmment
for the child to practice, work through, and integrate with previous
skills any new function or skill that has been acquired. This should
also be true with regard to general behavior. Children should feel
comfortable in the prepared enviromment. Their imitations as well
as their possibilities should be taken into consideration in creating
it. It should be made to mcasure for them so that they have the
opportunity to behave independently whenever they have learned
o do so. Adults should guide and help the child when necessary,
but not unnecessarily. If, for example, toilet training has been
successful and children can be independent in this regard, they
should not have to ask the aid of an adult just because the utilities
available are too big for them. These should be adapted to the
children’s smaller stature. So should the fumiture and any other
objects in the environment that are there for their use. If the
emvironment is not so arranged, the children .are coustantly
confronted with tasks which they sec adults perform and which
they know they could do also, if they were not too small in relation
to the objects involved. They may come to regard adults, therefore,
as powerful rivals instead of models. Finally, the prepared environ-
meut should contain material purposely constructed and selected
to provide the children with the means of having certain basic
expericnees pertinent to their development. The Montessori mate-
rial is not purely didactic, nor does it consist of toys, although the
children learn from it and play with it, and, what is more, love
doing so. .

The Montessori material is only one of several devices by which
the Moutessori principles find expression. Now that its position has
been established within the general frame of reference of the other
two approaches to education, we can cousider its special function.
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When used properly, this material serves two main purposes. On
the oue hand, it furthers the inner development of the child:
specifically, the indirect preparation that must precede the develop-
ment of any new ego function. On the other, it helps the child to
acquire new perspectives in its exploration of the objective world. Tt
makes it aware of certain qualities of the objects, their interrela-
tionships. " existing principles of differentiation within a given
category, organizational sequences, and special techniques for
handling the objects. It challenges the intelligence of the child,
who is first intrigued and later fully absorbed by the principles
involved. If a spark is lit, a principle discovered, it awakens in the
child an urge to exercise its newly acquired insight through endless
repetitions of the action that led to it. When the child has fully
mastered the principle involved, it spontaneously proceeds to apply
it in handling all kinds of objects. The material does not, in the first
place, teach children factual knowledge. lustead it makes it possible
for them to reorganize their knowledge according to new principles.
‘I'his increases their capacity for learning. Because the matenal
serves this function, Montessori referred to it as materialized
abstractions.

I should like to illustrate these two main aspects of the material
with some examples. All ego functions, like perception, thinking,
language, the comprehension of objects, and the coordination of
movements and learning processes in general, require a long period
of indirect preparation before they emerge as integrated aspects of
the personality. This results in certain activities on the part of
children which make no sense to adults. Often, children abandon
themselves to these activities with such tenacity that it is very
difficult to distract them. '

I once witnessed the following scene. A small girl who was not
yet able to walk, but who could move around quite adequately,
pulled herself up by gripping the side of the living room coffee
table. She then began to investigate a little vase of flowers on top of
it. She held herself upright, supporting herself by putting her left
hand on the table, and started to pull the flowers, one by one, out
of the vase with her right hand, putting themn on the table. While
thus engaged, she exhibited all the seriousness and concentration
one expects from a surgeon in an operating theater. The water on
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the doilv did not disturb her, nor did her mother, who enjoyved
looking at this performance because of the intensity of purpose it
expressed. As soon as all the flowers were on the table, the little girl
started putting them back in the vase, one by one, with the greatest
qare. When she was finished she commenced to remove themn again.
This had been going on for sonie time when | entered the room.
The little girl disregarded my entrance completely. She was on her
fifth or sixth round and had no intention of stopping. It was as if
the rest of the world did not exist for hier. The mother and 1 kept
watching ler, fascinated. However, it was lunch time, and rather
late at that, so after a while, when all the flowers were once more in
the vase, the mother suggested going to lunch. ter daughter paid
no attention whatsoever, and started again with a new round. The
mother, although appreciating the fact that this activity scemed
nmportant to the child, did not want to have her or the rest of the
faanily niss lunch, so she continued with her summons in a friendly,
but persistent, mamer. Finally, the child, without looking up or
witerrupting what ‘she was doing, said with some vehemence *No,
no!”, and went on. At this point the flowers were again on the
table, and the mother said, *Well, just put thcm back in the vase,
but then we shall have lonch.” The child said “Not™ again and
went on until the flowers were all back in place, ouly to start the
procecdings all over again. This time her mother was firm in her
intention and took her daughter up smilingly, promising her nice-
food and permission to continue with the flowers after lunch. The
child was simiply desperate, wailing and crving big tears, even when
she was sitting in front of her food. It took quite a lot of cuddling
and comforting before she calined down. Happily, she was hungry,
so that once she had detached her attention from her previous
activity and her fit had passed, the alternative of cating was also
attractive and she couid again smile at the world.

This example is typical of the sort of activity that, to superficial
observers, seccins quite superfluous, especially if they judge it by
adult stanclards. What is the use of putting flowers in and out of a
vasc endlessly? Still, for a child, it can be a very serious matter. The
purposc of the activity, however, must be sought within the child,
and not 1 the action itself or its objective aim.

The other function of the Montessori material, to help children
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acquire new perspectives, is illustrated by the following experience 1
had with a girl four yeirs old. We were sitting on a large couch with
a cretoume covering that she had crawled and jumped on a great
dcal throughout her short life, as it was just under a window looking
out on the street. We were chatting a bit in a gay mood. All of a
sudden she lost interest in me, and looking quite scriously at the
cushion on which we were sitting, said nothing for a while. I was
wondering what might have caught her attention when she pointed
with her small finger at ‘a spot of the decoration in the flowery
cretoune and said, “This is dark green.” A little while later,
pointing to another spot, she added, “And this is lighter green.”
She then found a still lighter spot and said, *“T'liis is the lightest,”
When the green shades were exhausted, she started cxamining
another color, then another, and so on. [ then joined lher, following
her statements with questions about other shades, and we con-
tinued until [ had to go. Now, the interesting part of this story is
that what the little girl learr :d with the Montessori material was
not the colors themselves, nor their names, which she already knew.
It was the concept of shades, which enabled her to rediscover this
piece of furniture she had been so accustomed to all her life. She
was looking at her own world with other eves, as it were, and with a
more differentiated perception.

Thiese effects can only be expected when the material offered to
a child corresponds to the kind of activities in which it has a special
intcrest at that stage, and when its intelligence is sufficiently
developed for it to grasp the idea involved. If material is given to a
child too soon, it seccns too difficult; if too late, it is boring. [f, how-
ever, the time is right, it will be experienced as something the child
can conquer, Montessori material offers children symbols and a

means of interpreting their world in a more coherent and difz,

ferentiated way. [t therefore stimulates their wish to learn by
making lcarning ncither frustrating nor burdensome, but plea-
surable.

Whoever has seen a Montessori child at the moment in its life
wheun it discovers that it can rcad will never forget its happiness, its
beaming face, its pride that a new world has been opened to it. 1
have had this privilege with my own children, and it has convinced
me that something very fundamental and constructive happens to
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children in Montessori schools: No matter what theories are
involved, I should not wish to have-deprived any of my children of
this unigue experience. It has also bronght something new to our
relationship. The children now not only have the joy of reading and
making sense out of formerly mysterious symbols, but they also
experience the jov of sharing something with adults, something
which until that moment belonged exclusively to the latter’s world.
Now the children have entered this world as well. They have
sonething new in common with the parents with whom they
identify. The bond between them has been strengthened and made
more realistic, and the children’s still weak egos have been
streugthened too. All this has come about in a wmiraculous way
without the children knowing that it would happen. It is this
element of discovery that makes the Montessori approach to
reading a unique and gratifying experience.

The Montessori materials are generally used individually in the
classroom. Therefore, it is important to consider whether a method
that emphasizes their use can do justice to the social necds of
children.

Mistorically, the Moutessori method has been called an indi-
vidual approach, to differentiate it from the classical approach, the
only method in use in schools in the early part of the century. The
fact is, llowever, that social education has always had an hmportant
place in Montessori scheols. A nmuber of factors contribute to this
education: the role of the teacher, the free method of work, the
prepared environment—which encourages respect for others and for
materials—>ud the inclusion of children of varying ages in one
group. o

Mo:sicssori described the adult’s function i the classroom as
one of guiding in contrast to teaching. In fact, she discarded the
tern teacher altogether, preferring that of directress. Without
guidance, no single community can come mto being. Somebody
must sce to the maintenauce of the patterns of behavior that are
deemed neecessary for ordered coexistence within a given group.
Although the seliool connmnunity bears some resemblance to the
family, it also differs from it, and therefore demands further social
growth. Teachers uare the representatives of this wider connmunity.
They must help the children by gradually familiarizing them with
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its rules, [Furthermore, this must be done in @ manner that makes
their inner geceptance by the children possible.

Teachers must uphiold the ruies of the school community for
the benefit of the group as well as that of individual children.
Accordingly the only punishment in Montessori education is
isolation from the group for a temporary period. If a child.behaves
i a way that disturbs others, the teacher explains to him that
others cannot continue their activities. She suggests that they go
and look for something he would hike to do. If he continues to be
disruptive, he is set apart with his table, chair, and material. He ean
still sce the group, but he is isolated from it. Iowever, hie is free to
rejoin the others when he thinks that he is once morge able to
participate. It is the social situation that detenmines when sneh
measures are neeessary, and it is the child’s positive desire to belong
that motivates him to correct his behavior.

The balance between freedom for the individual and the needs
of the group is another special feature of social education in the
Montessori method. One can only speak of a true community when
cach member of the group feels sufficiently free to be himsclf or
herself, while simnltancously restricting his or her own freedom for
the sake of adjustment to the group. It is i seeking an optimal -
solution to this tension between  personal independence and
dependence on the group that the social being is formed. Too
much individual freedom leads to chaos. Too much uniformity,
ninposed by adults, leads to impersonal conformity or to rebellion.

The prepared euvironment cncourages social development by
making it necessary for the children to consider both objects and
others. Because the enviromment is adapted to their imner needs, it
is attractive and stimulating to them. It invites them to engage in
all kinds of activity. There are certain restrictions on this activity,
however. First of all, the waterials impose certain conditions.
Controls of crror are built into them. Whenever these conditions
are not satisfied the objects themselves confront the children with
their propertics. The children are thus presented with problems for
which they must seck better solutions if they wish to fulfill the tasks
they have chosen to perform. This factual relation to the objects
promotes inner adjustinent to their environment. )

Shiilarly, an outward adjustment is also required, for evervthing
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in the prepared environment has its own special location. After

waterial has been used, it must be returnéd to its original place and
condition so that other children can work with it or, not finding it,
can know that it is already in use. This outward adjustent is
achieved through following the instructions of the teacher, through
the chiidren’s awareness of the needs of others, and through the
order of the enviromment itself, which arouses the children’s desire

to collaborate in maintaining it. These forms of adjustment are

important aspeets of the process of adaptation that detenmines the
social development of the individual.

Respeet for others is further developed through the children’s
relationship with the teacher in the prepared environment. When a
child first comes to school at the age of two and a half or three, it
has little direct contact with other childien. This is becanse

cemotionally the voung child turns mueh more to the adults in its

surroundings. 1t develops a personal tie first with its mother, then
with its father, and then with other trusted adults in its first
milicu. A tie with its teacher becomes a further extension of this
sequence. Teachers occupy just as umportant a place in a class as a
child’s mother does at howme, and children turn naturally to them
for help. Fhe relationship that develops is less personal than the
mother-child relationship, but a positive tie between teacher and
child is the only satisfactory basis for education, . For this reason
Montessori called education a techuique of love. ‘
Teachers must actively strive to establish a positive relationship
so that children will approach them with confidence and uccept

their authority as a matter of course. In order to do this, they

should make themselves as attractive as they can, not only in
appearance but as a source of new, happy experienees, They must
respect the children’s personalities, nnderstand their developmental
needs, and appreciate their achievements. Tu this way, they avoid
standing opposite the children as a representative of arbitrary
authority and take their place beside them as wiser persons who
understand them and who are willing to help than m their
endeavors to grow toward adulthood. The clvldren in tur respond
with affection and a willingness to accept the teachers” guidance.

" Onice: this type of relatiouship has been established, they can
gradmlly. help the children to become wmembers of the class
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community, something that is only possible when they respect the
ingerests of the group and help to maintain the existing social order,
They learn to use the material with care so that it remains in good
condition for the use of others, to assist in keeping the mutually
shared enviromment attractive and orderly, to behave in such a way
that others can work undisturbed, to develop good minmers that
make them at case in varions social situations, and to postpone the
satisfaction of their own wishes when they conflict with : the
demands of reality and the needs of others. All this is done in as
matural @ way as possible whenever the occasion arises.

Moutessori was one of the first to realize how . important
colleetive work s for mental development. Therefore, she strove to
create optinal conditions for its realization i her schools. The
excercises of practical life for the voung children promote social
contact both because of the nature of the task and because of the
wav in which they are orgunized in the classroom. 1t is a common
sight to sce little groups of two or more children who have
voluntarily begun to do these exercises together. Collective work
contimies to be emplasized in Montessori education all through
preprinry and secondary education, At the bheginning of a working
periad, ashort Jesson s given on a general subject that may interest
the whaole group. When this proves a success. it often results in a
wave of activity among the children. Sometimes this results in their
working together directly. At other times they may work indi-
vidually, on their own level and according to their own insight and
abilities. However, they are at the same time takiug part in a group
event, for their separate contributions are on a commmon subjeet
and can later be seen by evervone as a collective achievement.
There are, of course, class discussions when, for example, on a
Monday morning the teacher gives the children the opportunity to
tell about their weckend experiences. In this way they learn to
speak before a group. to give cach other a chance to speak, and to
make relevant cont-sbutions to a line of thonght. At the same time
they hear about one mother's daily life, Especially after a vacation,
this gives rise to compositions and drawings based on  their
experiences. I addition, the children often react actively to things
the teacher reaas to them, what the teacher says to them about a
subject that cvervone in the wdult world is discussing, in the

42



O

ERIC

Aruitoxt provided by Eic:

: The Montessori Materials 29

cpreparation of a science display, and so on. There are also

imdividual activities in the service of the group, such as the care of

“the plants and animals in the classroom, the cleaning of the shelves
—and materials, and the distribution of food for snacks. There are
~group activities such as making decorations for the classroom for

festive davs and celebrations, the silence lesson, exercises on the
line, dancing, and singing. Plays and dialogues are created, and
there are indoor and outdoor games of all sorts. In short, a good
Montessort classroom will be the scene of a variety of collective
activities,

It remains now to consider whether the individual emphasis of
the Montessori materials is suitable for young children, for it is
indeed true that children who are working with the materials are
guietly doing so on their own. In psychological literature this
solitary type of occupation is gencerally labeled egocentric. In my
opinion, this term is only correct if the behavior of the child is
judged by adult standards. This, of course, is what the psychologists
m question actually do. .f, however, one takes account of the
child’s own nature, it 1s inuediately clear that this term caunot be
used to describe its activity. A simall child is capabic of becoming
wholly absorbed and fascinated by what it is doing. But it is
occupied with the materiads on which it is concentrating, and not
with itsclf.

Of course, children in o Montiessort class do much more than
work with the matenial. ‘They are well aware of those around them,
aud one often sees the smali ones watching the work of - +hers,
particolarly the older ones, mtensely. In doing this they absorb
much more than it seeims, and are alrcady preparing themselves for
more active social participation in the commnunity of the class. The
contribution of the Moutessori classroom to the development of a
social life sometimes goes mmoticed because of the ephasis on
the nmier growth of the child. Often one thinks of social develop-

cment i terms of mutual contact. This is to underestimate the

process involved. A long period of indirect preparation is indispens-
able if a child is to develop the capacity of relating to others. As in
all arcas of human development, nothing is achicved immediately
and rectilinearly, ‘

Children quietly precticing on their own with Montessori
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materials are unconscionsly preparing themselves for participation
in the commmnity in which they will later have to find their places
as independent adults. The Montessori method is specifically
designed to aid them in this important task. If there are Montessori
teachers who have not grasped this goal of education. to which the
method owes its highly dvnamic character, it is due to their own
limitations, and not to the method itself. Any teacher or other
adult who fails to appreciate the importance of this inner develop-
ment devalues man to the level of a gregarious animal and denies
the child the help it needs to become truly what it is intended to
be: a soctal being.

I would like now to discuss a third area related to the
Montessori waterials, that of play, because it has alwavs been—and
still is—surrounded by misunderstanding and  criticism. In the
course of time, however, the direction of critical comment has:
shifted. Where formerly it was held that children in Montessori
schools could do what they liked, and thus played all day long,
today the reverse is contended. It is said that the children nuy only
do what Maria Montessori wanted them to do, so that their need
for free play is not satisfied. .

In order to sce Montessori’s view of play in proper perspective,
it is necessary to recognize the historical context in which she began
her work. First of all, schools for children under the age of five or six
were the exception rather than the rule. in cases where sepatate
facilities could be provided for very voung children, they were
mursery facilities where toys were plaved with nnder the watehful
eye of a governess and where they were more or less left to thcnr
own devices.

Since young children were not deemed capable of anything but
play, they were given only those objects which, in the opinion of
adults, seemed wost suitable for this typical and rather scnscless
form of behavior. The toys that could be bought were generally-
pretty and ingenious, but they were not sufficiently adapted to the
children’s own nature. ‘Their design was mainly determined by what
attracted adults. They were therefore based on a projection of
adult likes onto children, and not on what children themselves
needed to p]d} with. The practice of giving toys to children implied
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a sense of superiority on the part of adults, who did not take the

~children’s play -criously, but merely wanted to please them. 1t

reminds one ¢: che behavior of the white traders who offered hand
mirrors and colored glass beads to the chiefs of primitive tribes to

‘establish good trade relations. Children’s play was regarded by
adults more as a childish business than as fundamental human
‘behavior at an emly stage of development. Onlv when a child did

something that fitved adult expuectations, that is, when it was being
least a child, could it expect appreciation. -

Montessori, however, wanted to study children in their own
world. Therefore, in secking the optimum conditions for her
scientific experiment, she let herself be guided by the spontancous
activity, reactions, and expressions of children. She: started by
offering them all the usual tovs that were supposed to please them;
but she also introduced new ones, some of which were the sane as
the materials foomd in - Montes.ori schools todav, From the
children’s point of view, they simply continned playing, but with
more intriguing plavthings. For the observer, however, revelations
of lusting importance resulted. The exterionzing of the contents of
the child’s owu experience by creating shapes out of formless
material, the elaboration of impressious from dailv life by acting
them out alone or with other children, the expression of dominat-
ing cmotions through fantasies of all, kinds, and inexhavstible
physical activity were the accepted forms of tvpical childlike
behavior thronghout the ages, although they were never completely
understoad. The new aspects of child behavior that came to light
through Montessori's work clearly demonstrated for the first time
that children have an inner need to learn to know themselves and
their woild: to develop their intellipence and other mental fune-
tions through purposcful activity, to develop control of their
nmovements through the use of their bodies in specific structured
situations, to organize the contents of their experience according to
the order thev. encounter in the world, and, finally, through an
acquanitanee with the propertics of things, to grow familiar with
their enviromment and with their own capacitics in order, even-
tually, to become independent,

Allthis happens in a mauner natural to children and of their
own volition, and therefore. should be termed plav. Yet, when
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children are adeqguately aided in this respect, one is struck by the
new qualities they develop: the wmaximum effort very young
children put forth, the repetition of exercises time and agam—not
for the sake of the end result—Dbut for the sake of the activity itsclf,
the sense of order, the intensive concentration once a task has
aroused a child's interest, the joy in work, the growivg self-
confidence and social ease, and all the other manifestations that
inspired Montessori to develop her educational method.

Two wmain attitudes can be distinguished in the spontancous
behavior of children. 'The first is a desire for self-cxpression. The
dircction of events is, as it were, from the inside to the outside.
Obijects serve as a means to express the contents of a cluld’s own
experience, its capacitics, and the products of its fantasy. That
which lives in the child itself is exteriorized by its use of objects and
the meaning it gives them in free play.

The less structured objects are and the more they function
merely as rw materials, the more apprepriate thev-are for this
purpose. Clay, sand, water, beads, coloring materials, blank paper,
art materials of many kmds, can serve very well in this connection.
A boy runming with a stick between his legs and acting out the
fantasy that he is a mighty cowboy on horseback chasiug a group of
odians singlehandedly, would not benefit from being given a real
hosse, or i toy horse, in cxchange for his stick. The stick does not
even function as a syuibol of a horse. It is actually no more than a

~ sign: a sign that indicates the transition between reahity and fantasy

and also maintains the connection between the two. It is similar to
the signposts in medicval theater that indicated the scenario, which
the stage sctting itself left to the imagination of the spectators.
When children, cither alone or with others, are busy with such
fantasy play, adults can offer them little help. The uscfulness of
objects is also limited, for they must fit, or be made by the children
to fit, into the fantasy world. The children alone know how that
world has to be organized and what significance to assign to the
objects. ‘The objects should lend a quality of reality to the ’
children’s fantasy without disturbing its free course by having too
specific propertics or by being too differentiated. In all fantasies,
especially those with an emotional content, a child is confronted
with its personal experience. They enable it to achieve a conscious
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elaboration of this experience. On the other hand, the child gets
none the wiser about the world's objective qualitics, the properties
of things and their interrelations, or the organization of its
environment from a fantasy. Children themselves give for v to their
fantasies, and reality must comply with the dictates of ima rination.

When reality does not support a child’s fantasy, «r when
occurrences in the immediate enviromnent or events conmected
with the child’s own body claim its attention, the child’s attitude
toward the outer world changes. If, for instance, a screaming fire
engine races past, the bov with the stick horse forgets for the
moment to be a cowboy and tums with curiosity to that real
occurrence. It is characteristic of such situations that children do

" not create their own world but are, as it were, drawn out of it by the

call of reality and venture forth to meet the things that exist in the
world in their own shape. Compliance must now come from the
children’s side if they want to get better acquainted with these real
events and real things, and test them on their own merits. Things
have their own significance and organization, their own characteris-

‘tics, values, and possible uses. The world ‘exhibits a definite
structure in which various principles of order, laws, and mutual

relations can be discerned. Objects in the world therefore make
demands ou the children’s power of combination, on their insight,
and on their ability to coordinate their movements. Unless these

- conditions are met, they cannot make adequate use of real world

things that thev encounter.

The form of inmer construction taking place when children are
engaged in fantasy play, or whether any kind of self-construction at
all is occurring, is not known: However, as a spontancous forin of
activity in children, fantasy play deserves serious study. Montessori
did find that, given s choice, children chose the activities that
eventually came to compoase the Moutessori environment, She
herself made no value judgment about this choice. She merely
observed it, and accepted the children’s behavior. The fact that
Montessori children gencrally chose activities that inforimed them
about the world outside themselves, may be in part the result of
two aspects of their lives. First, the practical life activities, based as
they are on actions the children see adults performming in their
environment, may partially meet their need for dramatic play
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(which seems to be based on copying what they see about them).!
Second, children in our culture tend to have more opportunities for
sclf-expressive play thuan for activities that develop their knowledge
of the outer world. Therefore, given a choice, they tend to choose
the latter. :

In this chapter, 1 have discussed the role of the Montessori
materials in some detail: their vrimary role as an indirect prepara-
tion for cgo functions und the differentiation of the child’s
intelligence; the position they hold in its developing social life; and
their relationship to its necds both for self-expression, as in fantasy
play, and for self-realization based on contact with outer reality.
The role of the materials has been misunderstood by both admirers’
and erities, but it need not be. If one understunds Montessori’s
basic approach to education as an aid to life, the role of the
niaterials falls logically into place. They are, quite simply, :vds to
the child in its self-construction, ‘

NOTE

1. Montessori's appreciation of drama in general is often forgotten. For
very young children, she suggested such activities as extemporaneous acting
inspired by a beginning sentence such as " Maria went to the window and
cried. ... The older children in Moutessori schools write and produce
original plays. ' In some classrooms the afternoons are devoted almost
exclusively to various kinds . of artistic expression, including plays. The
latter are often based on history or literature. For example, an original play -
may be put on depicting a historical period or event, with aathentic
costumes, props, and scenery. One school 1 visited (the Montessori School
of Northern Virginia, 6820 Pacific Lane, Annandale, Virginia 22003) had
been to a production of Shakespeare a few weeks earlier, and one of the
children had asked to sec the slides the teacher had taken during the
performance. While the slides were being shown, several children spou-
tancously spoke the lines from the scenes being depicted. The play was
Midsummer Night's Dream, and the entertainment superb as one nine-,
vear-old boy in particular raised his voice to take the leading female role,
acting the part to perfection.
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Since the Montessori method grew out of a scientific investigation,
it scems appropriate to examine whether this method meets the
demands that wodern science, and psvchology in particular, make
on cducation, To do this, it is necessary to recount Montessori's
view of man and the principles on which the rest of her work is
based so that they can be compared with the findings of modem
psyvchology.

Of course, the term “modem psyehology™ mmplies a unity of
outlook that does not in fact exist. A certain mmount of disunity,
theoretical controversy, mud mutual negative criticism has naturally
resulted from the great expansion and progress that this voung
science has experienced within a short time. Furthermore, it is still
far from reaching its final goal. Perhaps one reason for this is the
fact that ite object of study=human behavior—is so very complex.
It is certainly more difficult for us to pencetrate than something
with which we are less direetly involved, In spite of this, and
notwithstanding the contradictory opinions held by individual
psychologists, there is sufficient essential agreement on certain
points for a general view of man to be outlined. Some of its
fundamental charucteristics are as follows:

» Man is, above all, a social being. That is, he is dependent on his
social environment not only for his physical survival but for his

3]
i
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psvchic and spiritual development. Of all living cieatures, he
alone possesses language. Language s not the product and
possession of an individual, bhut of society,

Cultural heritages, which are inconceivable without socicty, give
conteut and form to human existence; they indicate paths by
which man can fulfill his particular destiny. Since this destiny is
interpreted differently from eulture to culture, human beings
need cach other to realize, collectively, the possibilitics of
hunianity. ‘The great human values, such as faith, justice, beauty,
and truth, are created and supported by the community. Within
it they have general validity as aims indissolubly related to human
talent. They have a suprapersonal, supraindividual nature, and
cannot, thercfore, be understood or explained by looking at the:
individual. : :
The individual is only potentially hunmn He is, as it were, a
promise that can only be fulfilled by society. He is different,
therefore, from an animal, which reaches the limits of its
development soon after birth and mayv then be censidered
complete.

The continuity in human history is a enltural continuity, whereas
the continuity in the animal world is in principle biological. The
fundamental psvchosomatic unity is another principle that comes”
strongly to the fore in contemporary psvchology.

Mau finds in his organism the source of his own activity. Tlis he
dircets toward his environment, cither strivingly’ or resistently,
through his behavior, '

Behavior is the term used to deseribe the meaningful activity by
which man enters into a relationship with his environment. Since
he has alternatives in this regard, human behavior is the physical
manifestation of a choice.

Man's behavior is only partially determined by the laws of nature.
Insofar as he has alternatives, he must make choices. He possesses
the widest range of possible choices of all living beings because he
is capable of creating alternatives that do not, as such, exist in
mature. On the other hand, an alternative that was originally
present may be lost, and then a pure automatism comes into
function. Therefore all addiction and ngidhty is, in a sense, a
deficiency when measured by the yardstick of human possibilities. -
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+ Behavior is always in reference to something and has meaning.
The setting of and striving after aims is a fundamental aspect of
human existence. ‘Even before a child can speak, or for that
matter before anyone can explain to it what an aim is, it already
has aims. Because man experiences himself as the source of

“activity, he is also aware of intentionality. He has this awareness
at an early age.

Modern psychology begins with the conviction that human
behavior is not purely accidental, but is determined by something.
In other words, it occuss in a context of determinants.

+ The totality of relationships from which man determines his
behavior is called a situation. Man coustantly finds himself in
situations. As his development progresses, these situations become
richer, and cousequently his behavior beconies more differenti-
ated. However, this differentiation varies from person to person
according to the individual's' interests, abilities, and circum-
stances.

How does this brief outline of man as he is presented to us in
psvchological literature today compare with the view of man Maria
Montessori presents to us? Montessori held the following beliefs:

« Man appeared on the evolutionary scene as a new being: In spite
of his biological resemblance to the higher animals, he is
fundimentally different from them. This difference is not one of
overall superiority. Man as an individual is weaker than many
animals, and certainly weaker than those animal species presuined
to have inhabited the carth when he first nade his appearance. It
is said that his weapon is intelligence. However, the intelligence
of the individual means little when he lives in isolation.

In amimals, the ability to adapt is Hinited. Their consciousness is
confined to their needs and the striving to satisfy them. They live
in bondage to hereditary patterns of behavior from which they
can deviate only slightly and then only in special circuinstances.
Man is different. He is far more flexible. He too possesses certain
instinets, but they arce less structured than those of animals and
thev do not detennine the patterns of behavior that give form
and countent to his existence. 1le must construct these patterns
himself, and he can only do this in assocation with his fellow men.
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Man canot bes understood as an individual. It is only i a
community that he becomes lmman and that his potentialitics
can be redlived. :
The animal biosphere has an organization that appears to be
more or less static. Man has called into existence a psychosphere
that is dvnamic and changeable. Since his behavior is not
determined hereditarily, he seeks self-realization. In the course of

this search, he has learned to change his natural errvironment and

has made discoveries that have gradually brought about the

present state of civilization. What is generally referred to as our

social environment—a  milicu that in the course of history

acquired its present form—is no longer natural, but is.a su-

pranatural creation.

Work is inherent in human existence. Most people, therefore,

work, and many discover new things; but individual discoveries

only become valuable when they are accepted and applied by a

larger group! :
However convinced somceone may be that he is working only for

himself, lic is in fact working for the community; and ouly the

results of this contmunal activity, which we call civilization, show

continuity and progress. ‘

I'he link that makes this continuity possible is the child, with its

specific potentialities. '

People do not unite by holding onto one another. Their hands

must be free for the activity by which the individual tries to

realize his own destiny. He does this independently, in accordance

with his personal capacities and possibilities.

The bond between human beings is their common intelligence,

and language is the vehicle that makes the abstract intelligence of

a connnunity possible. It is ouly as a member of a group that the

individual can accomplish his task as a human being. Yet man’s

existence within the group must also be safeguarded by agrecinent

on the general rules of conduct, since patterns of behavior are not

determined by natural laws. : :

The higher values generally accepted by a conmiunity constitute

the spiritual pole according to which the individual dirccts his

striving toward sclf-realization and, in doing so, constantly

sacrifices some of his self-interest. Their content and interpreta-
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tton vary from culture to culture and also among the various
groups withiin a greater community. But the need for religion and
for norms is an essential characteristic of lnnman nature,

The conglomerate of spiritual and material values which we term
civilization and _which determines the cultural climate of .a
community is no static entity. It is constantly being added to and
revised. ‘The dominating patterns in it change and evolve in the
course of time, affecting man’s behavior. '

The parallels between the two views of man presented here—
that of Montessori and modern psychology—are certainly striking,
Her personal contribution is her identification of children as the
link that guarantees the continuity of human evolution, which is a
cultural evolution. Because of their close emotional bond with

‘those into whose care theyv are given. children turn, with their

special sensibilities and potentialities, to adults. From them, they
unconsciously absorb the fundamental patterns on which they base
their personal behavior during their childhood. Their minds absorb
and digest impressions of the social euvironment as they travel the
road toward their own destiny in society.

A convincing example of the child’s capabilities in this area is
provided by Narie-Yvonue Vellard, a child of the Guavaki Indiaus,
a South American tribe living a hidden, nomadic existence on the
Stone Age level. In 1932 she was abandoned in the forest by two
wonten of the tribe when they were surprised by members of an
expedition led by Dr. Jean Albert Vellard, director of the French

- Institute of Indian Studies at Lima. She was adopted, and

subsequently raised, by Dr.. Vellard and has become an educated
wontan who speaks several languages and who, apart from her
appearance, does not differ from the Latin American friends with
whom she shared her upbringing: During a UNESCO couference in
Paris ou rucial problems, her case was quoted as evidence that all
men are cqual at birth.! Tt took our ancestors two hundred
centuries to go from the Stone Age to the Atomic Age. This girl did
it in one leap. An adult member of her tribe, even the most
intelligent, would not have been able to adapt to the modern world
iti this way. Some indication of what might have been achieved can
be  found in a touching human document relating the bricf
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encounter with twentieth-century civilization of Islu, the last
survivor of a California Indian tribe. He emerged from the Stone
Age into the modern world in 1911, and although wtelligent and

" sensitive, his cultural being remained unchanged.? Only children
possess the spiritual ability (the absorbent mind) necessary for the

formation of the future man.

So. far we have examined ouly Montessort’'s globat view of muan,
and the prineiples on which-she based her method. Although tlns
view is in accordiiice with modern psychology, it does not follow
that its practical applications are. A brief sunnnary of Montessori's
reasoning and that of psychology will indicate whether, n fact, they
are. An analvsis of the various trends and schools in psyehology
shows that there is agreement on several fundmmnental points, which
consequently mav be considered representative of modem
psychology:

-

A psvchiic event only aequires meamng when it is related to a
lhigher totality, in the final analysis, to the personahity as a whole.
The relevant organizing prineiple is not the law, but the tvpe.
I'he total individual should be studied and his psyehological
structure compared with the psvchological structures of other
individuals so that its type ean be determined.

‘The organic - totality of personality is directed tm\‘lrd the
realization of certain aims and values. It is important to
understand the internal striving of psychie life toward aims and to
cousider psvchic activity from the viewpoint of finality.

Phenomena and functions have meaning in the life of the
idividual, who is not a passive mechamsm, but an active, striving
heing.
The meaning of a phenomenon cannot be understood from
studying the unrelated process alone, but only from examining
the meanmgful whole of which it forms a part.
Man is a spirttual being and strives for certain cultural values.
All psychological processes are related to the subject, which is
active. The ego is the center that gives direction to these
psvchological processes.
Not only the content of experience but the action fmlchon of the
ego comes to the fore.- ‘
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M:m s emotional and volitional life is important, as is his social
aspect.

The psxchosomatic unity of man is fundamental.

Behavior is the physical manifestation of a cholce It springs from

an alternative.

Let us now consider a few principles of Montessori education:

Education must help the child develop its personality in accor-
dance with its nature and possibilities, and at its own rate, so that
later it can fulfill its task as an iudependeut balanced human
being in the adult community. The aim, therefore, is always the
formation of the total personality, uot of independent functions
or processes.

= Optimal relationships between children and adults and an opti-
nal enviroument stimulate and give positive support to this
spontaneous inner dexelopment When it occurs, a change takes
place in the child called normalization.

* Children want to become adults and, prompted by their inner
needs, strive to achieve this goal independently. Education must
assist them in this task of inner development. In order to offer
them adequate help, it is necessary to understand their psychic
activity from the point of view of this final aim.

Many activities of small children appear meaningless. However,
the concentration with which they devote themselves to these
activities makes it evident that they are important to them.
When children are engaged in such activities, the Montessori
teacher must withdraw and allow them to proceed without
interruption. Much of the Montessori developmental material
has been been constructed to further this kind of indirect
preparation for functions that will only l:-ter become manifest.
Only when this happens can the meaning of a single phenomenon
be grasped or interpreted in its correct context. Therefore, in
Montessori education the self-directed activity of the child is

. respected. Any atteinpts to penetrate into the secret of childhood

are made through its spoutaneous nanifestations. Montessori
teachers.are trained to observe the child and to report on their
observations. In this way, the behavior of the child can be studied
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in the meaningful context of the whole personality acting in the
pedagogical situation. ‘

The school must be a cultural environment, so that children have
the opportunity to become familiar with the basic aspects of their
own culture. During the first vears of life the child's absorbent
mind enables it to incorporate the fundamental patterns of
culture it has come in contact with through association with
adults. It then proceeds to give them form and content in a
personal way. Schools must offer children this possibility for a
cultural environment and enlarge their cultural horizon in such a
way that not only intellectual, but also spiritual development
occurs. The spiritual core of man is already present in children. It
directs their psychic development from within by means of special
sensitivities and needs that, if given the opportunity, spur the
conscious ego of the child to specific activities,

The Montessoni material is constructed to appeal to these inner
needs. In addition, it offers children the opportunity to work
independently and to have their own experiences with it. Siuce
handling it demands the coordination of different functions, the
entire personality s involved. Tlowever, one single property is
accentuated i cach subdivision of the material. A child is thus
invited to direct its attention to a special objective quality. The
latter is so chosen that it is attuned to a specific psvehic activity
and requires, at the same time, speeific actions for the manipula-
tion of the material. "Uhe material itself makes the ¢hild aware
when something has not been done correctly. Tts intelligence is
then challenged to find a better solution. In this way the ego
functions are differentiated, trained, and integrated without
strain, more or less plavfully, while the child is stimulated to
perform meaningful acts.

This ws possible because the material takes into account the inner
s ef the child in the course of its development. It therefore
has wn wwviting character and an emotional appeal. 1t arouses the
mterest off the child and stimulates it to activity as well as to
concentration. The motto of Montesson education, derived from
the utterumee of a toddler (“Help me to do it myself™), implies an
acknowledigment of the child as a striving being with its own aims
and needs. The latter are also indicated by what.we call sensitive
periods.
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Social development, dealt with in' Chapter 2, is one of ‘the
fundamental characteristics of Montessori education.
« As far as teaching was concerned, Montessori believed that the
emphasis oa the intellectual aspect of learming was Lirgely wrong.
The role of the personality as a psychosomatic unity in the
learning process must be fully acknowledged. No passive absorp-
tion, but intelligent action is required. Learaing is a dynamic
process in which the whole personality of the child must be
actively engaged. The Montessori material iuvites this. The
coordination of movements, the self-activity, and she freedomn of
nmovement in the classtoom characteristic of Montessori educa-
tion are also applications of this principle.
In conclusion. it may be mentioned that a free choice of activity,
which confronts the child with alternatives and which thercfore
teaches it to become independent, is a Montessori principle par
excellence. The formal, classical approach to education excludes,
by definition, the possibility of taking this fundamental aspect of
man’s existence into accomit. linposing the same task on an entire
group degrades an alternative to a necessity.

It is clear from this brief statement of the principles followed in
applying the Montessori method that they are consistent with the

principles of modern psyehology. Let us now examine the scientific

method emploved in Montessori schools to see how it relates to
other methods emploved in modern psychology. Method is the
most important characteristic of all science. The onlv difference
between an unscientific opinion and a scicntific judgment is that
the Tatter is based on method. Having a method is essentially no
more than working in a systematic way, It is a kind of discipline, or
self-control, that consists of constuntly querving whether and how
far that which one asserts is really Dased on experience or supported
by it. Experimentation is no doubt the most ideal method of
mvestigation in the empirical sciences. Tts advantages are not
exceeded by those of any other method. Laboratory experimenta-
tion, lrowever, has practical limitations. That is why ways are sought
to retmn the advantages of the experimental method in the
systematic study of phenomena which cammot be studied in the

laboratory. One of the most important ways of doing this is through

ficld experiments, where the field is a normal environment, for
example, a school. Even closer to everyday experience is so-called
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action-research in which a conmmunity (such as a school) cooperates
with experts i the research program. These experts not only
investigate existing conditions, but seek to improve them. Such
research thercfore has a normative character. Another method of
investigation outside of the laboratory is to make the observer or
researcher a imember of the group under observation. The use of
this mcthod in psychoanalysis and in Montessori education was
discussed in Chapter 1. However, making and recording cbserva-
tions, it should be remembered, is a very difficult tusk for most
people. I teachers are required to do this, it is important to give
considerable attention to such matters in their training, Otherwise,
the danger of mechanization and rigidity will be great. It is
precisely because a scientific attitude requiring constant observa-
tion is important that the Montessori method makes great de-
mands on teachers wishing to apply it. All the scientific methods
described above are compatible with Montessori education, al-
though there will be differences in the way they are applied in
practice. .

. If we view the relationship between Montessori education and
modern psychology as a whole, the following can be observed: Until
World War I, applied psychology was predominantly laboratory
psychology. Montesson education, which is based on an empirical
experiment with clildren in concrete life situations, could do very
little with it. As I have mentioned, Maria Montessori herself was so
struck by and involved in what she called the discovery of the child
that she never felt the need to build up a theoretical system. It was
not theories that were impeortant to her, but the child itself. The
revelations of its spontaneous behavior touched her so profoundly
that she devoted the rest of her life to acting ou its behalf. Indeed
she referred to herself as an “ambassadress for the cause of the
child.” ‘

Since World War Il psychology has developed rapidly, and
there has been a growing interest in the concrete behavior of man
in ordinary, everyday situations. Because of this, the divergence
between Moutessori education and psychology has decreased, and a
possibility of bridging the gap between them may well exist. | hope
that the thoughts presented here will be a spur to efforts in this
direction.
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NOTES

1. From a report in the daily paper De Dordtenaar (August 12, 1950),
p. 5. Requests for more details of this case from UNESCO and Vellard
- have remained unanswered. ‘
2. See Theodora Kroeber, ISHI in Two Worlds (Berkeley and Los
Angeles: University of California Press, 1962).
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4 THE PSYCHOLOGICAL
VALUE OF WORK
IN SCHOOL

An endeavor to assess the psychological value of work in schiool
necessitates a sunnnary of both the psychological significance of
Maria Monicessori’s contribution to human knowledge and work as
a human phenomenon. 'I']lésc two main issues must i turmn be
related to the educational situation. It will then be possible to
evaluate work within the school setting and, at the same tine, to
estimate the psychological merits of the Montessori approach and
traditional education as it is practiced today.

The driving force giving impetus and direction to Moutessori's
thinking was a truly profound vision of man and his position in the
world. This vision was based on her conviction that when nan
appeared in the world a new species came into being. She called for
a new begineing in the study of child development based on this
conviction. {t was her anthropological orientation that eveutually
resultzd in her “uiscovery” of the child. This discovery consisted of
a realization of the specific function of the child in the formation
of man aad s wie link between generations in mankind’s cultural
evolutiens. The behavior pattems typical of the human species are
not hereditary—only the abilities to forn them are. Man reaches
umaturity only in his postnatal state, wher: he is already exposed to
envirenmental influences. The continuation of the entbryonic
process that oceurs after birth is of u psychological order because it
requires the active participation of the individual involved. The
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child has special powers that facilitate self-construction: an absor-
bent mind and sensitive periods. But it needs the help of adults.
Education has a fundamental role in the formation of man, and its
foremost aim should be to offer adequate aid and stimulation to

the intricate process of inner coustruction,
Of course, we all realize that whatever we are now, whatever we

can do, is the result of a previous period of development, and a
process of learning influenced by the education we have received.
Montessori, however, believed that a lack of education would not
merely restrict our- capabilities as adults bu would, if extreme
enougli, preclude the possibility of even becoming human beings.
Let us, for example, imagine a healthy normal baby separated from
its mother at birth and brought up with the hest of foods in an air-
conditioned, soundproof space with sufficicat light and all other
material conditions mechanically regulated in an optimal way but
empty of further objects and human contacts. If such a being
remained alive through puberty, which in itself would be extremely
unlikely, it would not be a Inunan being but merely a creature
resembling a human being. It would not be a question of its simply
having lost fifteen years of tutoring that it would have to make up.
It would actually possess none of the attributes we consider
essentially human and of which we are so proud. If such a luckless
creature were admitted to society at maturity, it would not be able
to recover the ground it hiad lost. It would remain a misfit, however
long it might be kept alive, in spite of being given whatever it had
been deprived of during its isolation. It would, of course, be too
cruel to prove this by an experiment. Humanity is often cruel,
however, and there have been instances where children wlho were
deprived in one way or another lost forever certain faculties

“inherent in human beings. A well-known historical example is Dr.

Jean Itard’s account of the “sauvage de I' Aveyron,” a wolf child
found i the woods shortly after the French Revolution. The
descriptiou of Dr. Itard's experiences with this clnld interested and
inspired Montessori long before she started her pedagogical work.
Let us now consider work as a human phenomenon. In one of
his relatively rare discussions of work, Freud remarks, “After primal
man had discovered tiat it lay in his own hands, literally, to
imprave his lot on earth by working, it cannot have been a matter.

(o))
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of indifference to him whether another man worked with him or
against him. The other man acquired the value for him of a fellow
worker, with whom it was useful to live together.”! 1 should like to
add “and to achicve peaceful coexisteuce and coitaboration he
mvented a language to commuunicate with him.” In the quotation
above, which one could casily belicve to have come from Mon-
tessori’s writings, Freud defines the essence of work as a human
phenomenon. What he actually tells us is that man has a purpose
in life. This purpose is to improve his lot, which necessitates an
intrinsic relation between him and his environment, It also brings
him to discover that it is only through his owis activity, namely by
using his intelligence and its tools, the hands, that he can change
his enviroument. Work is a fundamental feature of the hunum
being as a species, and an adaptive, creative, and social function par
excellence. Although its meaning, social role, and specific objectives
have changed throughout the centuries and have differed from one
community to another, it has always mamtained its position as one
of the main spheres of human behavior.

It is curious that relativelv little has been written about work as
a human phienomenon. Even in modern studies on the subject, the
ability to work, which may well be called a major human
phenomenon, has received little attention. 1t has cvidently been
taken for granted. Psychologists have given mnch attention to the
problews of work, and there is a vast literature on the subject, but
most of it concerns secondary aspects of the problem. It does not
auswer the question of why people work at all, or why thev fail to
do so. Learning theory, which pretends to give an answer, does so
only in terns of conditioning. In reality, this is only one aspect of a -
very complex phenomenon. It is also the less human one, for it
deals with that which man has in common, on the one hand, with
animals and, on the other, with machines. Its fzilure to explain
adequately some of the crucial phenomena in humans has finally
engendered a promising reaction in the direction of a rehumaniza-
tion of psychology. ;

The contribution of Professor Walter S. Neff of New York
University to an understanding of work and human behavior is of
special interest.? His comprehensive approach coincides in principle
with that of Montessori. As a clinical psvchologist, he has worked
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closely for a number of vears with people for whom work is 2 major
difficnlty. Drawing on this experience, he has undertaken to study
work as a human phenomenon from all relevant angles. He has
focnsed on the ability to work in its own right and also in relation
to the general  problems of the human personality. He sces it,
therefore, in its true complexity. His definition of work coincides
with the views expressed above in connection with Frend's remarks.
The latter, however, are in regard to work by adults, not the ability
to work as such, nor how it develops. Nett endeavors to investigate
this process. e sces the ability to work as an agpect of the
development of the personality, with which it is interrelated,
althongh it is eventnally differentiated into a relatively autonomons
sphere of behavior, 1le does not see it as limited to particalar

aptitudes and skills, but as adaptive and hence transactional. He

thereby acknowledges the different stages of development.

Neft suggests that the conditions for becoming a worker “may
be certain necessary kinds of experiences o carly and middle
childhood.™ This is interesting in comnection with Montessort's
sensitive periods. (American psychologists refer to “eritical pe-
riods.”) However, Neff's msight is not sufficient for him to over-
come certain ingrained prejudices. It works to some extent with
regard to emotional influences, but there it stops. -+ .-

In sunnmanzing the components of what he calls the work
persomality, Neff states three conclusions: First, the geueral sonrce
of the will to work is the precepts of society. The fact that socicty
expects an tdividnal to play a productive role deterimines his
behavior, not inmer promptings at varions stages of development,
Second, the eritical periods for the formation of the work person-
ality are middle childhood and adolescence. Third, the compulsion
to work is initially entirely external to the organisni, but it becomes
internalized to varving degrees and in different forms.

In cunnciating these conclusions, Professor Neff tdtally aban-
dons Ins onginal goal, which was to study the meaning of work i
general and to foens on the ability to work in light of the
devclopmental process. Tnnaking the three points above, he has in
mind a special form of work: that of the adult. e has evidesttly
looked for the carliest period it childhood when snch work occurs,
which is, of conrse, when the child goes to school for formal
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instruction at approximately six vears of age. Thus hie sces this as
the first of the critical periods -relevant te work. However, the
behavior pattern of children at this stage resclts from an integration
of experiences related to critical periods in previous stages, during
which their ability to work was developed to the extent of
permatting them to attend school. If the compuision to work is
mitially entirely external to the organism, what is the significance of
Neff's first critical ‘period? Perhaps by then children have been
sufficiently manipulated and indoctrinated by adults, that they
conform to the precepts of society without protest! In his
introduction, Neff writes, *Oue of our major conceris will be to
consider the manner in which a non-working child bhecomes a
working adult.” Apparently, this transformation is to be achicved
by molding it from the outside. We are back to the age-old
prejudice of adults who think that because a child functions in a
different way it is void of the qualitics one encounters in adults. In
actual fact. the child is building these qualities within itself, but in
its own way.

The concept of development is inconceivable without a goal.
There must be something in a developing being to guide the
process from within. Evervthing that manifests itself as new in that
long-range process must bhe the result of a period of indirect
preparation. 1f that preparation process is a tvpe of adaptation,
which must not be confused with cither adjustment or conformisin,
then there must be something that drives the child to shape its own
behavior patterns to harmonize with its enviromment. Otherwise it
would he like a cireus animal being drilled to perform in a way that
was alien to it. Behaviorists may believe that this is the case, but |
do not. This kind of view, which is dominant. in traditional
education, preeludes the development of the kind of flexible work
behavior that is needed in the world today.

Before psychoanalysis, it was believed that because the sexual
function in the adult form had its onset at puberty, infant sexuality
did not exist. Neff has adopted the same attitude in regard to work.

In reality its roots must be looked for in the very first crucial

formative period of the spiritual embrvo. Sowe time ago, I was at a
wedding reception. The bridegroom’s sister was helping to receive
guests, so she let her husband babysit with their one-and-a-half-vear-
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old boy. The father took up a position with his back to once of those
strav tables where the food offered remains nearly untouched. As
his little bov was at the~age when humans grab and examine
whatever they can lay their hunds on, lis father kept lum on lus
arm so that he could not reach the objects on the table. IFrom time
to time, the father gave the boy a cookie, bat instead of cating it
himself, the child enjoyed pushing it in his father’s mouth. As I do
not much like receptions and am always fascinated by the
spontaneous reactions of yonng children, 1 parked myself behind
the father's back, facing the child and holding a pretzel stick in my
wouth like a ¢igarette. I wanted to see whether the child would do
the same thing with me as he had with his fatlier. He looked, with
an intent, inquiring expression, first at my cves, then at the stick in
my mouth, then again at my cves. He hesitated as if he were
considering whetlier I was a friend or foe. Finally, the temptation
became irresistible. Very carcfully, he stuck out his right index
finger aud, with the precision of a scientist working in a laboratory,
he slowly brought his arm forward until the tip of his outstretched
finger contacted the end of the pretzel and gently pushed the stick
inside my wonth. His eves watched me carefully to see when the
pretzel completely disappeared. When it was gone, 1 took a new
one and the child began the whole performance again, but now
without any hesitancy, fullv engrossed in what it was doing. When
there were not too many sticks left, 1 let the same one reappear.
The child continued to repeat his pushing action with enormous
concentration until all of a sndden, he grabbed the stick ont of my
mouth and ate it with a beaming fuce, The cvele of activity was
completed. From a hvgienic point of view, it was most deplorable,
of course, but as a uumifestation of a human being in the act of
buildirzg within himself the ability to work, it was-too precious to
stop. o

What a perfect coordination of intelligence, perception, and
movewment, and what an intensity of absorption was demonstrated
in what to Neff would have been a senseless little game. ‘T'rue, the
activity had no apparent purpose; it was performed for its own sake,
and it was thus play according to his definitions of work and play.
But it did have an unconscious purpose. 1t was not directed toward
mastering the outer environment, but toward the construction of
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what Montessori called "the organs of the mind.” These mental
organs are formed by this kind of iiteraction between the immer and
outer world, the motivation for which comes from within. This
motivation numifests itself through the sensitive periods. 1owever,
even after their conclusion, the urge to learn, to form one’s own
personality, adapted to bot? one's individual potentialities and the
conditions of one's environment (and hence the ability to work),
accompiniies the growing individual thronghout the whole lengthy
period of vonth, Specifie sensitive periods end when they have
performed their function or when the matuorational Hmits within
which they can oceur have been passed, but the intensive attraction
to the environment, the love for it, renntins a basic attitude of the
growing individual. At least, it does if it is not inhibited or
repressed by inner anxicties or by restrictive casures or taboos
nnposed by adults. ‘

Education should take this mto consideration and usc it as a
guide in structuring the pedagogical situation. We have disenssed
the fact that the task of educators is ¢o help growing human beings
to develop. They can do so by offering children an’ environment
that stimulates their inner potentialities at different stages of
development. The psyeliological value of work in school depends
on whether we suceced in doing this when we decide how to
organtize a school: what to include in the curriculmm and which
method of instruction we should follow. The children themselves
should serve as onr gnide. Our snecess is determined by their
responses. I they work with concentration and pleasure, then we
have found the link with that hmer force which directs their
developinent. If their spirit (i forbidden word i psvehology! is not
touched, they may comply with our demands for work: but the
psvchological value of their work will be restricted to a more or less
mechanical learning of techniques. This process does not involve
the total personality, and consequently has little formative value.

To illustrate this point. I sometimes use the case of a male
paticnt, twenty-eight vears old, who came to me for psvchos2:2 tic
treatient. He complaized of anxiety, crving bouts, depressian ad
an inability to work. He had not worked since leaving seeuigst iy
school. His first breakdown took place at college. It was followed by
similar crises every time he tnied a new occupatian. At last he gave
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up all attempts at working and began living a solitary, inactive life

in an attic. He had lost his father, whom he was very fond of, when

he was three vears old. This death was followed by a sequence of

tramnatic events, including a move to a different country and a

change in the family's social status that disrupted his rather

paradisical world drastically. He tried to save himself from this

emotional wreekage by warding off reality, taking refuge in a

fantasy world. His attitude toward the outer world was one of
passive conformism, which actually covered up deep feelings of

rancor and superiority.

At the age of four, he was sent to a Montessori infant sehool,
where he felt completely at a loss. The freedom espeeially terrified
him. By allowing him independence and holding him responsible
for his own actions. the school challenged him to leave the sccurity
oi his selfanade prison. His mode of existence was jeopardized, and
he felt paralyzed. e was then moved to a Dalton school where he
was given specific tasks and told more or less how long he was
supposed to work at them. The rest of the time he could work by
himself, unless he wished to ask something. He managed to avoid
doing that as he was intelligent and did not need assistance. He did
not mix with the other pupils, but he appeared happy to be left in
peace. Tle prove " to be e brilliant pupil throughout both clemen-
tary and high school, anel his high marks indicated that he would
have an casy time at college. Instead, lie collapsed there.

OFf course. e had always remained diffienlt at home, leading a
solitary life in his reom, He considered his schoolwork a tedious
duty which he had to perform in order to keep exigent adults off his
back and he free to withdraw into an imaginary world where he
formd soluce for' his wounded ego in fantasies of grandeur.
However, as long as his work at school was satisfactory, things went
reasonably well. He passed for a normal boy, although he was not,
It took seven vears of analysis to restore his grip on reality and
enable im to find a meaning in life again.

the case of this patient was not very unusual. A number of
students sent to we by their university health eare departinent for
counseling had very similar histories. ‘They had achieved apparent
soctal adjnstment by complying dutifully with the reqguirements of
the school’s curriculiin, without, however, taking part in school life
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proper, and they had deep-scated emotional problems that went
unnoticed. What is the psychological value of work in school in
these cases? Clearly, it is as a defense. Normal development has
stagnated at some stage, partly inhibiting the process of adaptation.
This neurosis, however, has not affected the ability to work,
because of the relative autonomy of this sphere of behavior. The
work demanded by schools is onesided, focused only on certain
aspects of intellectual functioning. Socicty puts so much value on
snceess i this quarter that it permits these ndividuals, throngh
conformity, to build up a fake state of nonnality. However, when
they leave the protected and artificial enviromment of the school,
they collapse, like hothouse plants exposed for the first time to the
hardships of a natnral dimate.

It is interesting to note in this connection that the psychological
importance of education for the formation of man in the different
stages of development, whether at school or elsewhere, is in reverse
proportion to the value usvally accorded it by socicty. This is
reflected clearly in the progressive level of training, social status,
and remuneration of the educators involved: the domestic person-
ucl caring for infants at home, the workers in child-care centers, the
teachers in preprimary, elementary, and secondary schools, and
finully, university professors at the top of the academic tree. Thanks
to the ever-growing specialization and mechanization of instruc-

- tion, the latter really contribute very little to the formation of the

student’s personality, and their role in this connection is on the
decline. :

Let us now consider how the edncational process resulting fiom
the Montessori approach coincides with pedagogical psychology. In
a historical survey of the development of pedagogical psychology,
Professor Max Hiliebraud stresses the necessity of an anthropologi-
cal orientation in both pedagogy and psychology for a fundamental
understanding of the human being. This is av acknowledgment of
the basic thesis that “muan as animal educandum is a being that
without learning and education camot become man.™ e points

~out that edncation cannot work without the concept of dispositions

(Moutessori's potentialitics). 1t aims at them as its result and cffect.
Educators must find ways to reach the deeper lavers of the
personality, periittmg the dispositions to come into play. Professor
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Hemrich Roth, inconcluding a discussion on problems of cdu-
cability, rennarks that edication mnst of necessity appeal to the
child’s growing sclf-insight and auto-cducation. What s most
important is the remforcement of the child’s increasing ability to
act independently ina responsible way 4

This may suffice to show that the Montessori approach to work
in the school corresponds  to what s considered  basic when
cducation is oricuted toward the formation of man. Praditional
education in a classical setting, on the other hand, concerns itself
too exclusively with the transfer of knowledge, ignoring its respous
sibility with regard to the inner development of personality,

Montessori considered the ability to work to be an important
aspect of the independence of the individual throughout lite. As
carlv as adolescence she believed  that economie idependence
hased on one’s own initiative was essential to a sense of well-being.
Succeeding by one’s own efforts, she felt, and at the same time
being in contact with the reality of life that work represents,
culianees the personality. This is true all through adult life and into
old age. It is not the kind of work one devotes oneself to that is of
most importance, but the principle of work itself. Al work
noble,” she wrote, *“The only ignoble thing is to live without
working.” hitellectual work and mannal work are complementary
and “equally essential in a civilized existence.”™

A socicty constructed without an awareness of maw's need for
work would be a hazardous one indecd for man’s future health,
owever, it is not likely that such a society will eve: be built. Ttis
only the work that ¢+ be done by machines that man may be
relicved of. Te will stin have the ability to work, and the iuner urge
to do so, if it is not mpped in the bud when he iy a child.

Montessori gave a new orentation to work in school because
she realized its psschological value. Topefully, a sufficient number
of educators will share this insight, and the responsibility that goes
with it, so that there will be real and lasting changes i the
cducational approach of the future,
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We shall now consider the process of education within the special
setting of the school. It should be clear from previous chapters that
school is only one aspect of the educational process in Montessori’s
thinking. ‘The Montessori approach is based on the riolutionary
idea that education has an indispensable role in the formation of
man. Without some kind of interaction with a human being
whereby a minimum of caltural data is transmitted, a newborn
child cannot complete the basic development necessary to become
one of its species. ‘This conception determines the aim and the
general principles of Montessori education.

This aim is to offer adequate aid to the development of the
growing lnman being. Education starts at birth, and thersfere
concersss parents as well as all other adults who take care of a ehiid
in the different milicus in which it grows. It should be directed
toward the future and we shou’d take into account the whol
contimrtn of growth m establishing its objective. Also, to be
scientific, cdecation inust be based on a theory of development.

Thiz It pomt, which may seem self-evident, is in fact little
understood by educators even today, aud is far from being applied
in any comprehensive way, The only American-made plan to do
this that T have come across is one by Professor Helena Miller of
Duquesne Universitv.! T And it promising because it is not an
outcome of simple theorizing. Rather, it has grown ont of twenty-
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seven years of experience teaching “students of every age level,
from all strata of socicty, in every type of school.™

The technigue used to educate children must be one of love. |
do ne* nse the word in the sentimental sense, of course, but to
designate that most powerful of all cmotions by which human
beings are attracted to and relaie to persons and objecis that gratify
their most fundamentst necds. The psychoanalvtic approacht to
cducation is based on a simadar principte and reaches sumitar
conchizions. For exanple:

Good education follows the development of the child

The emotionas selaticushay with the educator ‘s the central aspect of
Il educatic n. Evorsihing thit benr fits 2, penehits education.

The child’s capacity to tolerate teus.ons ¢ unly be incréased if
tensions never snrpass what the child o st

Progress from one plise of dey clopment t the next is optimal whaen
there has been safficient grstification: wot tos much, not too
little. :

A good educator should have a positive attitude towards the
mstinctual life of the child, and understand its developmental
potential,

The good edneator oflers the ehild naterial adapted to fis develop-
ment and at the-moment i time when he is most realy to
respond. ‘

Seerets should be avoided in education 2

The object of education is an entity in the process of becoming
a human being. Edocation should not focus on special functions,
facultics, o skills, but on the whole personality. Educational
planning must be longitudinal, taking into account the continuity
as weli as the discontinuity of different maturationsl sequenees.
Adults mwst stiinulate and guide the spontancous activity of
ciildren by offering thein an envirowment that appeals to their urge
for self-realization, and by disconraging behavior that may block it.
Respect for a child’s personality and trust in its inner potentialitics
are prereguisites to the establishment of an adegnate educational
lliance. ‘

The dynamic aspect of edueation stems from a recognition of
the child's relation to the world. Its open communication with the
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world is a fundamental factor in its development, "Fhis gives the

coneept of adaptation a central position in the process of educi-

“tion. There is a two-way dvnanism involving exploration of and

adaptation to the outer world on the one hand, and insight into an
organization of the inner world on the other. "These two aspects of
education are interhinked, and result from the spoutaneous activity
of the child in its environment. Adults are the representatives of
the outer world and the most important source of information and
guidance for the child, Older ehildren also play an important role in
this connection,

The situational aspect of education involves the prepared
enviromment. Man is not born with preestablished behavior pat-
terns but with the ability to forin them during vouth. e does this

“through his personal experiences in his nteraction with the

emiaromment. These experiences are internalized, and thus struc-

“ture Ins inmer world,

The ego functions, including intelligence, are developed in this
way. Intellectual growth “depends upon intemalizing events into a
‘storage system” that corresponds to the enviroument, It is this
svstein that makes possible the child’s inereasing ability to go
beyoudd ¢ information encountered on a single occasion. He does
this by making predictions, and extrapolations from his stored
model of the world,” 3 Montessori's term for this “storage system’™
1s the absorbent mind.

This is a verv important issue, often disregarded or misun-
derstood. It is of the utmost relevance in deciding what type of
assistance is the most adequate in connection with intellectual
growth. It is a common misconception that children, being so
inexperienced and incapable of dealing with abstractions, should be
offered an introduction to the world in sections chosen by an adult
and made to size, starting with pieces of their inmediate envirou
ment and progressing iu ever-expanding circles to more distant arid
complex situations. e

If this kind of approach is followed, young adults, who are
supposed to be readv to start functioning: iadependently in the
world, will have a ven restricted, hapharard, and arbitrary knowl-
edge of it at their disposal. Unfortunately, this is often the case.

However, this presmined model of education does ant corre-
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spond with the actual way in which children can e oiserved to
acquire knowledge. Young children learn o mass of things without
any pazsticular forue of teaching By the age of three or four, they
lve aircady fonned the basie patterns of their personatity. Tie,
are therefore prepared to tuke o petjor step toward further
independence by entering @ new milieu, that of school. Nobody
has, up ‘o this point, separated and reduced sections of the world
for them wo digest. They have been confronted from an early age
with the warld at Lirge end thieir “storage syestans™ are well stocked.
What theo intesealize at iy given time s never: entirely new.
There bz e na previous internal aind indireet preparation for it,

The cho. 2 of wiwat is internalized and #the different activities
ivolved are detenmingd by o child frore, within, Nobody would
know how to teach it lasguage, for crample. Hew could anvone
shew it how to select, out of all the sounds m its ~avirommnent,
those of langnage, or hew to exereise the organs of speceh and
reproduce sounds in order to express itself. The child does this, and
ndeed wuch more, on its own, This is why it must be offered what
iv necessary or useful - for it and then left free to function
amdependently, Marian Montessori originally used the term “auto-
education™ to designate this process.

Many aspeets of personality can be tested, and some predictions
can be made: but no one can predict what the destine of any one
mdividual will be. The only thing we can do is offer every child the
opportumn’y to develop according to its own potentialities, and to
acquire new perspectives that will facilitate its exploration and
mternahzation of the caltural world around it. This is the purpose
of the prepared environment, inelnding the Montessori materials.

Any apphcation of Montessori education derives its meaning
from these general principles. To see how it ean contribute to the -
mainstream of inmovation with respect to educational .process in
the school setting, T have chosen relevant sections of Jerome
Bruner's brilliant report on the Woods Hole conference as foeal
puints for disenssioi.

This conference, which was hield on Cape Cod in 1959, was
called by the Nutional Academy of Science. Some  thirty-five
renowned scientists, scholars, and educators participated in the
discussions on the problems of modern education. Bruner, who was
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“chairman of the conference, published his report under the title

The Process of Education.t | shall not follow the¢ same sequence of
topics in comparing my views with those described by Bruner, but
the headings are the same, and indicate the portion of the book to
which they refer.

Readiness for Learning

Under this heading the hypothesis is presented that any subject
can be taught effectively in some intellectually honest form to any
child at any stage of development. It is called a bold hypothesis,
although no evidence exists, it is stated, to contradict it, and much

Jhas been amassed that supports it. It was certainly a bold

hypothesis when Montessori started to test it in 1907, and the
world was startled by the results she obtained. Since then, her
original experiment has Leen repeated and elaborated upon in
schools the world over. When the right methods are used, one still
sees the same results. Her thesis, therefore, should not really be
called a hypothesis any 1ore, bold or otherwise. However, it is
certainly a hopeful sign-that scientists have started to take it
seriously at last. :

If onc asks oneself why it has taken so long for this to happen,
the only possible answer is that therc is evidently a prejudice in the
realm of pedagogy and developmental psychology with regard to
the voung child. This has so far prevented any widespread scientific
consideration of what can be observed with convincing clarity in
Montessori schiools. ,

The cxistence of a biased attitude within this realin of science

~was confirmed by J. McVicker Hunt in a treatise called “The
- Psychological Basis for Using Pre-School Enricheient as an Anti-

dote for Cultural Deprivation.™ In it, he outlined six “beliefs”
dommnating the thinking of psvchological theoreticians until the
mid-1960s that led to biased conclusions. One of these beliefs was
that preschool children have not reached the level of maturation

- necessary to understand certain fundamental ideas required for a

specific type of operational thinking. Any attenipt to stimulate
such operational thinking was regarded as overburdening the child
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intellectually, generating frustrations that would inhibit intellec--
tual performance later. Progressive education consequently over-
emphasized the importance of freedom, fantasy, “creativity,” and
sclf-expression. ‘

These are of vital importance to the child, but they must be
integrated into a comprehensive setting where other aspects of the
personality, particularly intellectual growth, are also taken into
account. If this growth is ignored, children’s fundamental needs are
neglected. Psychoanalytic experience shows that this tends to foster
aggressive behavior. Frustrations are simply displaced from one
realm of psvclne functioning to another, from the cmotional to the
cogmtive sphere. ‘
It is not clear to me why it is so difficult to accept that if

‘maturation is sufficient to permit what Piaget calls “concrete

operations™ it can only be thanks to an inner development that has
been going on in the preceding period. It is particularly puzeling if
one knows that the child has developed a quantity of functions
pertinent to intelligence in that period. Nothing comes out of the
blue in a developmental process. In addition, what is acquired in
the first six vears of life in terins of learning becomes a characteris-
tic. forming part and parcel of the personality set-up, as both
Monitessori education and psychouanalysis have demonstrated.

Althengh Bruner does not preclude the wossibility of instructing
vounger children, he seems inclined to share the position of the
Ceneva schwol, which does not endeavor to do so because their
mvestigation has shown that the “preoperational” child (i. e., the
prescliool child) lacks the concept of reversibility.6 As this concept
is basic to understanding fundamental ideas underlving mathe-
niatics and physics, it would be useless to try introducing these
subjects at that stage. Bruner remarks that teachers are in general
severely limited in transmitting concepts to a “preoperational”
child, even in a highlv intuitive mamner,

Both statements may be true, but | have some objections to
make. The Geneva school rightly describes the mental develop-
ment of the preschool child as being resultant of the child’s
manipulating the world through action. My point is that this
manipulation is evidently wircessary to obtain the experience from
which the first conceptual wainking eventually emerges. It does not
happen without previous indirect preparation.

”y
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This is one of the fundamental discoveries of Maria Montessori.
It is to her eredit that she~devised a means of introducing highly
abstract concepts in a concrete way so that children could explore
them at this carly stage. This means is the alrcady mentioned
“materialized abstractions,” materials that isolate a general prinei-
ple or concept. A child manipnlates them, performing actions
(which it loves), aud in the meantine, through this sensomotoric
experience, gets acquainted with the principle or concept involved.
It is also taught the tenns that go with it. This experience quickens
its progress toward the next stage, that of “operational thinking,” 7

The Geneva School

It is particularly bewildering to me that the later developments
in Montessori education have been ignored by the Ceneva school.
Jem Piaget, the grand old man of this school, knew Muria
Montessori- very well and was, in fact, president of the Swiss
Montessori Society in the 1930s. He worked along very much the
sume lines as Montessori, basing his thinking on dircet observation
of the behavior of children, and taking into account the sequences
of development he observed and the interaction with the environ-
ment {albeit emphasizing in my opinion a bit too much the role of
the latter).

I believe this overemphasis is related to the two things 1 find
fault with in his otherwise very impressive contribution. I<irst,
Piaget scems to identify what is outwardly observable in the child's
behavior or what it verbalizes, with thut which takes place in its
immer world. “T'his is a istake made by many other behavioral
scientists, and is, in my opinion, the result of an unfortunate
prejudice.

T'o give a simple example, most adults have not cultivated their
artistic potential to the extent that they are able to draw an
accurate und realistic picture of another person whom thev know
very well. Nonetheless, T am quite certain that thev have such a
picture in their own minds. There is clearly, then, a gap between
what is in the mind and what can be expressed. This is particularly
true in leaming processes, when ove is dealing with something
previously unknown. First, there is a pussive acquisition of the new
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information. This is assimilated, but it is ot vet internalized. Only
when dati becomes part of a persou is he able to actively useit.

In the case of development, the process is even longer. Here,
there is first an unconscious acguisition of information which
corresponds to a particular function that is to be formed at a given
stiuge of maturation. We can, therefore, be certain that @ child’s
frrst primitive drawings of people are not the same as the image of
haan beings inits mind. (1 have in mind the wellknown drawing
of a hind of egg with four sticks sticking out of it designating arns
and lezs, cacl with ive stripes for fingers and toes, imd a smaller egg
for the face, with rudimentary signs to indicate the eves, nose,
mouth, and lairs))

What has happened is that the child has pereeived a great
quintity of people. It has claborated its impressions of them to the
extent that it can reduce them to a scheme common to all, which
reflects thedr essence, as it were, This rudimentary drawing is the
result of an abstraction. 1t has taken place unconsciously, that is
true, but it has nevertheless taken place. The product cannot be
used to judge the capaaty of the child's mind for abstraction.
Something can be learned from it about the way in which this iuner
activity s manifested in observable belavior, ‘but this is not the
sume thing. The child's capacity for sensory di=erimination, the
quality of its perception of reality, its sense of proportions, its
artistic evaluation of pictoral representations i general, canmot be
determned from what it has drawn. Yet this is what Piaget tends to
do with the material he assembles from his observations.

Ny oseeond objection to Piaget is that he then proceeds to
mterpret and categorize this material using standards of adult
logic.® The system is perfect, but the image of the clild thdt results
from it s distorted. In one of her writings ¥ Montesson discusses
the resalts of judging the newhorn child meorphologically by adult
standards. From this standpoint, it is a monster. She also pointed
out how painters in the Middle Ages and later, not vet being

«conscions of the morphological differences between adults and

children, gave children the proportions of adults, so that they
resembled dwarfs. These painters were very skilled in perceiving
aud reproducing reality. However, their prejudice regarding what
childreti were like prevented them from representing clildren as
they really were. .
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I believe that something similar occurs in Piaget's psychology,
and that it is the reason he overlooked the fundamental discovery
of Montessori mentioned above, 1 have discussed this matter at
length because [am convinced ‘that no real progress can be made in
the study of intellectual growth if this a priori attitude prevails.
The view of the child as an imperfect adult is based on- prejudice,
and only if this prejudice is rooted out can unbiased rescarch on
human development be done. It is particularly important that this
be done now that scientists of Bruner's stature have, at last, paved
the way for an approach to education based on this kind of
rescarch. v

We can already predict, from Montessori's experience, some of
the phenomena that unprejudiced researchers will encomnter with
regard to the readiness for learning of the preschool child in a
prepared enviromnent. For example, children have an inner need to
learn, If they receive adequate help, they respond to this need with
an astounding iutensity of involvenient and concentration on a
given task, and, what is more, they perform the task fully. They
derive satisfaction from their own activity, which is highly meaning-
ful to them, not from the teacher's appreciation of their work or
grades. The acquisition of information is felt to be a discovery. The
formation of a4 new function is experienced as a conquest. The
children’s egos are. strengthened, and they develop a love of work
and a respect for the enviromment that offers them the sources of
the satisfaction described above.

This is, in my opinion, of particular importance in our time. If
human dignity and joy in living are not to be smothered by the
Industria) Age, the true value of work as an aspeet of man’s
creativity and cosniie task must be restored. This is only possible if
education takes into consideration the earliest roots of work, the
activities related to the inner construction of the personality, and
not merely directed toward an eaternal goal. It is from this source
that the child gets its motivation to learn, and it is a strong one.
Teaching has a dcxc]opmcnm] function ouly if it Corresponds to
this iotivation.

The child’s own rcsponsc is the best guide in this respect. 1f it is
one of interest and concentration, then one is on the right track. |
am, of course, speaking of children who have gone through the
process of normalization. On this foundation a curriculum can
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indeed be built around the great issues, principles, and values that a
socicty decims worthy of the continual concern of its members. This
can be accomplished even on the preprimary level, as Mountessori
education has demonstrated with a great deal of success.

The Importance of Structure

In discussing the function of learning to serve the future,
Bruner points to the distinction made by psychologists between
learning as a transfer of specific training (the utility of which is
liniited in the main to skills) and learning as a transfer of principles
and attitudes that involves the continual broadening and decpen- -
ing of knowledge in terins of basic and general ideas. He rightly
states that this second type of transfer is at ‘the heart of the
educational process. He also states that a great deal of research is
needed to know what it takes to produce this kind of learning but
that “it would seem that an hmportant ingredicnt is a sense of
excitement about discovery—of regularities, of previously unrecog-
nized relations and similarities between ideas, [and the] resulting -
sensc of self-coufideuce in onc’s abilities.”10 I believe that Mou-
tessori education can serve as a focal point for much of this
research. ‘ ,

I have already cxplained the function of the Montessori
material. However, I wish here to connect it with the concept of a
trausfer of priiciples and attitudes just mentioned. This is an.arca
even Montessori-trained teachers sometimes find difficult to under-
stand. The role of the Montessori material is not to prescut afl

" knowledge in concrete form. That would be too difficult for a child

to understand from verbal instructions ouly. Nor is it to break
down a complex thing into its elements. If that were the case, it
would only serve the more limited goal of lcarning in the sense of a
specific transfer of training.

Teachers who think of the Moutessori material in this way still
have in mind the old conception of school education. Couse-
quently, they find the Montessori material too limited and proceed
to “improve” matters by flooding the classroom with quantities,of
additional material. I can testify from my own experience to what
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extremes of monklike devotion and paticnce these misguided.
Montessori teachers ean go. What time and motney they are willing
to spend to produce this mass of most attractive-looking ballast!
And how proud they are of it.

It places one in a most uncomfortable position. It is hard to
react adequately when a loval puppy juinps into our sitting room to
deposit a dead sparrow it has gone to great lengths to catch for us.
It looks at us with tail wagging, full of expectation, waiting for its
reward. Still, a dead sparrow is what it has brought us. Psvchologi-
cally speaking, what these teachers actually do is destrov the true
function of the Moutessori material.

The material is intended to facilitate a transfer of nouspecific
knowledge, that of a general ides or principle that can later be used
as a basis for recognizing special cases or applications of it.
Moutessori material should be developmental. 1t should be limited
to essentials, and should be constructed so that a particular general
idea or principle is isolated. The children then become conscious of

~ this idea or principle by handling the material in the way they are
-instructed. The built-in controls of error show them when they are
- wrong. The insight they gain into the underlying gencral principle

or idea is felt as a personal discovery. Thev are fascinated by it and
will repeat an exercise time and again with great concentration
until they have fully absorbed the principle or concept it illustrates.

The subsequent applications of what is learned in this way may
be limitless. And, as Bruner writes, "1'hic best way to create interest
in 4 subject is to render it worth knowing, which means to make the
kinowledge gained usable in one’s thinking bevond the situation in
which the learning has occurred.” 't Educational material should
facilitate this kind of learning. Classrooms should not be chuttered
with other ‘material that distracts the child. For example, if
siclling bottles were specifically for the development of smelling as
a skiil, one might well want to have dozens and dozens of different
fragrances all bottled and ready for matching. Our young students
would soon be connoisscars of odors. However, the purpose of
smelling bottles is not a knowledge of odors, but an awakening of

the sense of simell, since the intellect is built upon the alertuess of

the senses. A few bottles suffice for this purpose. A huge quantity
would not only be confusing, but would result in overkill.
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Intuitive and Analytic Thinking

I stressing the importance of a student’s intnitive, rather than
formal, understanding of subjects, Bruner advises that we should
distinguish between inarticulate genius and articulate idiocy. He
maintains that the emphasis of much of traditional schooling and

traditional types of examinations leads to the latter. Students can

reproduce verbal ommmmerical formulas, but they have no ability to
use them in a meaningful way, Brner snggests that intuitive
thinking should cotplement analytic thinking, and that cnrricu-
Juins shonld be planmed accordingly. *The objective of edueation,”
lie points-out, “is not the production of self-confident fools. T

1 fully agree. 1 shonld like to stress in this connection that
curriculums should not be plumed in such a manner that cach
snbject is treated-as a separate entity, disconnected from everything
clse. At a time when eeology was still a fairly unknown branch of
scicnee. Montessori proposed to introdnee it as a vehicle for the
coordination of different subjects and as a model to be adopted in
other ficlds of instruction. In this way, the interrelateduess of
natural  phenomena wonld become apparent - to . the children.
Furthermore, thinking wonld be combined with action and experi-
mentation, so that not onh the mind but the whole personality of
the child would be involved.

Aids to Teaching

With regard to the nse of technical devices other than the
Montessori material (such as filins, tapes. and television) as aids to
tc.lclnng we can, in the main, adhere to Brmner's conclusion that

“the teacher’s task as communicator, model, and identification
fignre can be supported by a wise nse of a variety of devices that
c\p.md experience, clarify it, and give it personal significance.” ¥
Such devices must. however, fit in with the general approach
described at the beginning of this chapter in order to serve their
purpose. This cannot be stressed sufficiently.

This means that whatever the teacher brings into the environ-
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went st have o defimte purpose, and it must have a defnite
purpose for idividual children. The teacher determines this
purposc from observing the children, It is wise to remember that a
material added to the environment is stimulating to a child. P it
has always been there, it becomes part of the scenery and is not
noticed. What 1s not in use should be removed. no matter how
professional it nukes the enviromment appear. Classrooms where
this principle 1s not observed somctimes look like they should be
captioned “IBM for Children.” Another principlie to remember is
that it is the adult who has a purpose in bringing material into the
classroonn. The chiidren are 1ot aware of this purpose. This lack of
awiareness 18 what leads them to feel that thev are in fact teaching
themselves. 1 just tanght myself™ is a phrase that is often heard in
a good classroom. If the opposite is true, if the children feel it is the
material that is doing the teaching, its presence in the environment

1s suspect.

Motives for Learning

Although this topic has alreads been discussed. 1 would like to
conclude by guoting once more from Bruner's remarks on the
subject, for thev indicate what Montessori's contribution  to
contemporany education can be. “NMotives for learning.” he writes,

must be kept from going passive v an age of spectatorship, they
unnt he hased as nuch as possible upon the arousal of interest
what there s to be learned, and they must he kept broad and dive. e
i exprosaon. The danger sighs of meritocracy and a new form of
competitiveness are already m evidence. Alrcady it is posibie to see
where advinee plinning can hielp. Such planuing, and the rescardu to
support at, should be given priority 14

Montessori education not ouly works along the lines proposed
in Briner's report, but it makes certain contributions that are more
far-reaching. Therefore, Tsuggest that the rescarch proposed in The
Process of ducction should certainly include a serions study of
Moutessori edducation and its application m the school.
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When we consider mankind as a whole, it seems apparent that it
does not adapt easily to changes, even thase it has brought about
itself. Yet, man is proud of .~ free will, his freedom of choice, and
his independence. He also has a greaier capacity for adap® rtion
than animals, as well as greater intelligence, which enables Liim to
learn through experience. In practice, however. this is not so
evident. Fgocentricity, intolerice, prejudice, stubbormness, nar-
“awnnndedness, conformism, and intellectual and moral confusion
are rampant the world over. -

"This state of affairs, in comiaation with the steadilv accelerat-
g technical proge.+ .nd the growing population cone: utration
new industrial arcas, is certainly not favorable to a harmonious
development of the personality. The struggle for life is clearly
aggravated. and the tensions in interpersonal relationships have
mateased. Automation of labor s accompanied by ever-increasing
specialization, which tends to preclude an overall view of the field
oue is working 1. The individual pursues immediately attainable
goals. Dedication to work is eroded by the lure of wages, which
then become an end in themselves. Competition increases, and
iclatiouships become more superficial and casual. Bureaucracy
increasingly restricts personal freedom, and man becomes a mere
digit. This diminishes his serse of responsibility toward the
community and its political st-actures. 1le becomes nereasingly
lonely.

-

9
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Survival as a person in this turbulent and ever-changing world is
so difficult that even man's capacity to love and give of himself
scets to give way before the cruving for power. opportunism, and
hvpocrisy. The old valnes aud institutionalized patterns of behavior
no longer provide adequaté norms. Yet they are still clung to, and
as a result there is growing discrepaney between conscious and
unconseious motivations, ‘

I 1946, 1 a lecture considered npressive at the tune. though
now perhaps largeh forgotten, Maria Montessort deseribed the

mpasse now tlreatening mankind.! She pointed out that we are

living i a new world, a v orld coustructed with wonderful rapidity
in the past century through' the cooperation of intelligent men and
with the help of maclines. This world wis not consciously willed by
nun e was, i fact, surprised by it. Nevertheless, humanity is now
united by commuon interests, and its home is no longer a speaific
nation, but ihe whole planet. Formerly, the unity of men was only
an ideal. Now, exterior developments are creating a real unity of
material interests, and thus laying the groundwork for the realiza-

T

tion of that spiritual ideal.

However. this surprising acliievement does not seen: to us to be
a triwmph It seewms. rather, to be an awesome menace because
man’s development has wot kept pac with his technological prog-
ress. N is not cons soris of his changed position in the world
around him and therefore continues to chenish all the prejudices
mgratned i lus soul during the course of lustory.

The need to help wan toward a new consciousness of, aud
new adaptation ti, e world 1 which he lives, is evident. In our
time, man. whether conqueror or conquered, is the slave of his own
cnmvironment. Seldom, if ever before, has he reached «uch aw
extreine of impotence. We are all, today, living in iusccurity «nd
fear. We are in bondage, even though we are not willing to o hnit
it. and therefore repeat ‘the stereotvped refrain that we sice fos
freedom and mdependence. Real freedom will only be possibie
when the balinee between man and his environment has been
restored: in other words, when man has developed new valires sad
has a more complete mastery of his envirommnent. Only taen will be
be able to break his self-made and useless bor s and develop a firm
orientation in the new circumstances of his world.

-~
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Montessori presented these ideas in 1946, Today, it is all too
evident how difficult it is for adults to change their views. let alone
alter their wayv of life. Tt is onlv <hen one studies man's
development that his capacity for adaptation and the fexibility of
his mind become apparent. Children have special potentialities
that enable them, through interaction with their environment, to
Aavhieve selfrealization. They do i, first, by becoming one with
their immediate caviromnrent. Tins unity enables them to achieve
freedoin within their world as adults. "Fhe basic patterns of their
beligvior and their basic atttudes toward themselves, other people,
anid their environment are all determined in this carly perind. In
Montessori’s words,

Beciause man is borun m different periods of history, to which he
always has to adapt himsclf, it is imperative that his being must fist
of all receive and colleet. until the foundation is laid for every
specific adaptation to the specifie environment of that historical
moment in which he was born. Thus, the first vear of lifc ippears as a
peniod of exceptional activity in whicl: the whole environment is
absorbed by the psyehie. Tn the second year, the child approaches its
phusical completion: its movements become determinate. This
proves plainly how, in accordance with the natural pattern of
development. the movements are determined by the psychic life:®

However, children need-the guidance of adults as well; their
development into independent and nisature personalities depends
on their further education. It s a mistake to think that this
development will happen of its -awn accord, or that the personality
traits considered necessary for welladjusted  behavior within
conmmunity come into being ondy during adolescence. A long und
indircct process of preparation 1s necessary before these traite
become manifest. Personal evperiences during carly childhood
determine the role they play i the mature persomality, as well as
how they are expressed.

Because the basic patterns of human behavior are not deter-
mined by heredity, as in the case of amials, children must build
these up through their ov:: activities. From the béginning, they
stiic to achieve their personad aims, but they are dependent for
their realization on the possibilitics provided by their environn
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Reulity imposes restrictions on what can be accomplished, educa-
tors posit norms, social life preseribes specific rutes of conduct,
saciety expects vanous skills and knowledge of its merabers, and
their own bodies have their demands.

Further, the pattern of development mherent in the fornmtxon
of man and which intrinsicallv gnides the nuinidual  toward
maturity, must be considered. Vhis is manifested 2 the form of
muer ueeds, differing according to the level of miatnration, that
direct the personality toward specific objects, activities, and experi-

ences necessary for healthy development and adaptation, These
needs serve to maintain the balince between the psvehosomatic

nnity of the person and his environment.

Professor A. AL Schueiders of Boston College calls all physiologi-
cal and psychological imer needs of this kind the intrinsically
deternined motivating factors of human behavior. e also points
ont their fnndamenal importance to the harmonious developiment
of personality. The fact that so many different factors play a part
in the developiment ¢t thie personality preclndes the prevention of
conflicts. This is not in itself hanmfnl, provided solutions are sought
that lead to a further integration and enlargement of conscionsness.

Here, the aid of edncation is indispensable. For example, the
striving for independence is a fandamental characteristic of man
that manifest- tself from early youth on, provided a child feels
safficiently seenre. If too much, or too little, is asked of children in
this respect, they make no attempt at independence. Their physical
growth may continue, bnt as persons they remain dependent and
uncertain, even as adults,

lua paper reaq some years ago to teachers of secondary schools,
I discassed another aspect of this problem—the emergence of gangs
and juvenile delinquencey among teenagers who are left to their own
devices as they advance toward independence. Neither their
parents nor their schools seem to be able to give them the aid
necessary for them to orient themselves in their world# Some years,
ago, J. Lidgar Hoover, the late head of the .B.1., called the
mcreasing ammber of juvenile delinquents dangerons to the futnre
of the country. More recently, a report was published in England
dealing with the increasing mmount of venercal discase among
teenagers and pinpeinting the laxness and indifference of parents
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regarding the cducation  of their children as a co-determining
factor. ’

f'he attitude of parents toward their children in carly vouth, as
well as during puberty, is unguestionably g very important factor in
deternuning thetr tuicre attitude toward: themselves and  therr
fellow hunmn beings, The first phase of life s of special importance
becanse it is then that the development of personality < akes place

in the unconscious aud. provides the basis on which further

individuation takes place.
These insikhts come from the pioncering work of Siginund
Freud, whose theory of personality av be regarded as the most

“influential audicomprehensive to date. Psvehoaralysis has brought

to light fundamental and previonsly auknown features of human
develop: ient, and thus contributed considerably toward a better
understandmg of the unconscious dvivnmics inherent in the gcnk-sis
of personality. The model constructed from it indicates both the
continuity and the successive vanety of the basic pattern of
development. At the same trme, it takes into account the psyeho-
logical as well as the biological and sociologica! determinauts of
behavior. Psychioanalysis has not only estublisl «d the influence of
the mfantile situation in the formation of character. It has alse
shown how obstinately the patterns of adaptation established at
this carly stage persist in the adult personality, even if they prove
inadeqgunate to cope with the adult’s life situation.

‘The decisive role of infantile experiences and eu »tional reac-
tions has been demonstrated again and again. It is, ot present,
accepted i the majority of the theories of personality, though.
there are shurp  differences of opinion -ubout the nature and
interpretation of fiudings. ‘The following views are quite generally
accepted: One, the way in which a child experiences different
methods of education and infant care has a lasting effect on its
personality, Two, the feeling of insecurity and fear experienced by a
baby when ats need for food. comfort, seearity, or love is too
strongly or abrupth frustrated has an especially unfavorable effect.
It may result in a deeply ingrained attitude of distrust of other
people and the world in general. Three, still more anportant is the
parcut-child relationship during the whole period of developiment,
particularly the first three years.
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ould like to discuss some of the most common problems in
this regard and  their consequences for the adalt personality.
Rejection of children may lead to uncertainty and self-devaluation,
often accompanicd by hostility, rebelliousness, or other negative
belivior, or else to apathy and indifference i adult life. Their
ability to give and receive love will always.be problematic. Matermal
overprotection, if indulgent, may lead to cgoism, cgocentricity,
irresponsibility, and a reduced tolerance of frustration; if dominat-
ing. it iy lead to submissiveness, awkwarduess, a Luck of initiative,

and passive-dependence T both cases. a heightened. ambis alence -
in relationships with the opposite sex s to be expected. Too strict

- apline nay stimulate o basic attitude cither of conformism or of
rebellion. Inconsistent or madequate discipline wav weaken a
person’s self-control and ability to reach decisions or confront
nonmal difficulties. An anthoritarian and intalerant attitude oun tie
part of  parents with regard to tixe behavior of their children
generally ucreases feelings of gult and conflices of conscience, and
there is a high probability that the children will develop into rigid
personalities. The gencrally daqceepted theories of ].)L'I'S()ll;l]l.f}' also
take into account family relationships, the position of the child in
the fawily, sibling rivalry, and the educational sitwation in general,
all of Whicliie held to influence the devclopment of the
|>cr5}9'n;llit_\'.""

Nany more examples could he given of the fact that modern
psychology regards the adequate gratification of inner needs as
indispensable to the optimal development of the personality.
These needs are not only for fod, rest, and affection, but also for
stupulation, sclf-development, exploration, independence, and re-
sponsibility. There may be v diffaence of opinion about the way in
which s gratification should come about, but its necessity for
healthy development i aceepted by all.

These views are wholly in accordance with Montessori princi-
ples. Tt would scem useful, then, for other educators to study these
principles, regardless of eventual differences of opinion abont their
practical applications. The method is not i itself of particular
importance. What is essential is e realization that cducation
plays a fundamental role in the development of the persorality, [t
it esscatual to give form, content, and direction to personal
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existence. ‘Thns fanction of education can only be realized to a
significant extent if educators are guided by the knowledge of the
muer needs determining human developmient and the influence of
unconscions edncation is taken imto acconnt,

In our time, especially’ in view of the necessity for collaborating |
1 our construction of a peaceful niclear age, we may not disregard
our responsibility to edncate our children properly. It is not an casv
task, but one we must attempt. Althongh we live in a world of
contradictions, it is. nevertheless, rupidly becoming a common
world. As a result, we become involved in an everincreasing

number of social contests.as we come mto contact with views,

customs, ways of life, und valnes that differ from our own. FHow can
vouny people orient themselves in a world where they are being

overwhehned by incoherent impressions, artificial stimuli, threats of

war, matenialistic phitosophies, and double standards of orals;

“when they are surrounded by adnlts who often do not understand

them becanse they themselves cannot adjust to too rapid changes,
who are too busy to he bothered, or whe only emphasize the
tnmatnrity of the voung without providing any constructive visions:.
to guide them: when their niost obvions sonrees of inspiration are
television and the bizarre products of industries specializing in the
juvenile market and apocaling to the most superficial aspects of
their still unstable selves?

It is not snrprising that, on the threshold of adulthood, voung
people tend to shrink from responsible participation in this
apparently chaotic reahity, that they take refuge in a world of their
own making, one that reflects their inexperience, their labile
cmotional life, and their immatnrity. ‘There is something demon-
strative, even dehant, abont this phenomenon, as if the voung
wonld like to say, "If vou can’t be bothered about us, we will assert
oursclves in our own wav,” "This often takes the form of a forced
attempt at adulthood. even to bringing into the world children
whom they are totally incapable of raising. In this way, they add to
the increasing number of unbalanced people in our culture.

We have no right to dissociate ourselves from these phe-
nomena, from “the youth of todayv.” The difference between them
and us resides not in their vouth itself, but in the cirennstances in
which they are growing up. We. the adults, are responsible for these
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crrcumstances, ad henee for their consequences. It is our duty to
look for the means that will enable the adults of tomorrow to live
in peace with themselves and their world.

Education will, in anv case, have to devote itself to the
development of world citizens. The conception of “cosmic educa-
tion,” which Montessori introduced on the occasion of the
Intemational Montessori Conference in Amsterdam in 1950, and
which is discussed i1 Chapter 8, was intended as a coutribution in
this direction. o

The idea fonnd no aceeptance then. Apparenth, the time was
notripe for such a reform. Perhaps the present world situation is
mnore conducive to it. The interdependence of nations is constantly
increasing. The prosperity and adversity of one is reflected i the
others, and the necessity of accepting the ides of a world
conmmuty has become more obvious.

Those who are aware of this should give the coming generation
both a vision of the common destiny of huaanity and a more
adequate preparation for active cooperation to further connmon
interests. We have already shown that adults do not casily change
their accustomed views and that man has been nnable to keep pace
with the too-rapid changes brought about by his own inventions.
Ouly a minority are mature enough to use these inventions
constructively. In general, our situation can be compared with that
of an unbalunced child in pessession of a loaded gnn. 13 his pursnit
of progress, man has ignored his own development.

Maria Mous. sori said on tlis subject that “man has not vet
built the same spiritnal defences which hygiene prescribes for the
body; no scientific aid whatsoever has been given o help the
adaptation o radically changed ways of life, Whie he is in
commund of the riches and power of the earth, man has neglected
the supreme energy of his own intellect.” ¢ The accuracy of her
words is well illustrated in the pithy, brillimt description Jacques
Burzun gives of our democratic culture, particularly with respect to
the degradation of the human intellect.” ,

It is, thercfore, an urgent necessity that the emphocis in
scientific thought not be only on the qualities of the objective
world. qual weight shonld be given to the study of forces
determinmg subjective behavior, which are still Targely unknown.
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Hopefully, then, new ways of coping with our changing world in a
more cfiicient wav will be discovered.

The situation is complicated by the rapiditv. with which the
hiuman sciences have developed and branched out. Because of this.
they possess few certainties. At the same time, certainties uare
demanded in increasing measure by society. Scientists are thus put
under pressure. They have to bebave as authorities while being -
daily confronted by the insuffciericy of their knowledge concerning
their objects of study.

Man is not so easily fathomed. Not only are there many
determinants to his behavior. but the vagueness and fluidity of his
psychic life and the elusivencss of the spiritual aspect of his being
make scientific research difficult. There is also the lack of distance
between subject and object (which in this case coincide; to contend
with. It is not mere chance that it took the empirical sciences so
long to turn to the study of man’'s inner life.

Perhaps partly because of the speed with which this develop-
ment did take place in the past decades. we find within this vast
field of activity much the same situation as that in society in

-general. In reasing specialization has made it difficult for scientists

to obtain an overall view of their own fields of study. As a result,
they are inclined to retire to their own small arca of experience and-
to ignore or vehemently combat their neighbors™ findings. Because
of this. their work often lacks an integrative purpose. They seem
like drifting boats in the cver-inereasing stream of practical
problems. Sometimes they collide with one another; sometimes
thex are aided by another’s wake. Actually, they lead nowhere. The
general impression is often one of pseudo-science.

This unsatisfactory state of affairs makes the nced for integra-
tion obvious. A growing number of scientists are becoming
conscious of the conumon destiny of their efforts. Consequently, a
willingness to cooperate to create “a comprehensive science of
wnan” 8 is hecoming apparent. Partly because of poor communica-
tion, this cooperation is only laboriously coming about. Actually,
not mnuch of it is evident, as yet. This is true even in particular
disciplines and subdisciplines. It is also trne in education, and for
that matter in developmental psychology, which is no more than an
umbrella for a large varicty of views and findings.9
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I have poiated out that Montessori's vision of man is the most
valuable and scientifically fruitful aspect of her spiritnal heritage. |
believe that it is 4 uscful point of departure for a new, compre-
hensive study of wan, Ty it we may find a catalvst for the kind of
cooperation mentioued above, particularly in the service of educa-
tion. hn my opinion, the study of man should primarily  he
concermed with man ininfauey. when his existence is marked by
sceming helplessiiess, but when he s actoally involved in a potent
imer activity. The esseuce of what is created by this inner activity
cludes us. Nevertheless, it is of greater significance than all nn's
Liter creative achievements,

In infancy, the hunum being possesses specific potentialities
whose nature is unknown to us, but whose effects have struck many
scientists. The discoveries of Maria Montessori and Sigmund Frend
have coutributed ereatly by our vuderstanding of mun at this carly
stage of dovelepent, Freud studied unconscious drives and their
manifestations m- cmotionally disturbed adults within a special
therapeutic situation: Montessori studied the manifest behavior of
normal children ma specially prepared pedagogical situation. Both
sought to explain the phenomena they observed, ind both found
general patterns in the development of the human being. In
essence, these seem to confirm and to complement cach other,

Psvehoanalytic thought has undergone, in later vears, - shift -
toward the consideration of normal development. Since this was
the starting point of Montessort edncation, greater collaboration
between the two disciplines may be conceivable in the future. In
any event, they do have many principles in connmon. We should
start from these, and adapt our cducational aims to the basic _
patterns of development found. We will then be giving education
a wider scope, that of helping in the formation of man. We should
do this from the very beginning of life. Some will think that this
Fay will take too long to be of any practical use in the solution of
the problems confronting education today, We should remember,
however, that the stimulus for our present technical progress was
not the study of the macrocosmos. It was the study of the
ncrocosmos, of particles too minute even to be seen.

The forees within the atom, for so long unknown to man,
appear to be so potent that they will enable him to visit other
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plancts, or to destroy himself cutirely. s it, then, so strange to
assume that the stndy of the still mysterious forees of the mind,
which enable the young child to construct within itsclf the
foundations of its personal existence, may reveal things beneficial
to man’s development? 1 do not think so. Nor did Maria
Montessori, or for that matter many others. 10 ‘

In my opinivit, education can only hielp to solve the present
impasse in hmnan affairs if it abandous its. traditional preocenpa-
tion with the teaching of skills and the transfer of knowledge. Its
gual should be, instead, to aid the basic patterns that direct man
from within, so that balanced development can take place. Only in
this way can modern man develop a personality flexible and strong
enough to cope with the complex requirements of a rapidly
changimg world.

NOTES

L. Dr. Montessori was speaking to a congress organized by the Dutch
brauch of the New Education Fellowship, the histitute of Child Care and
Fdae ttion, and the Dutch Montessori Socicty in Utrecht. Her topic was
e Family,” - ‘

2. Maria Montessori, Aan de basis van het leven (Bussum, Nether-
lauds: Vant Holkema en Warendorf, 1949), p. 86.

3. See A. A, Sehneiders, Personality Development and Adjustiment in
Adolescence Milwaukee, Wis.: Bruce, 1960).

4+ ML AR Montesson, "Gedragsmotivatie bij de opgrociende mens,” a
paper tead to the principals and lecturers of the Montessori lyeea, The
Hague, Febroary 28, 1964. :

5. A very lucid exposition of the psychoanalytic - viewpoint on
assessmients of development is given by Anna Freud in Normality and
fathology in Childhood: Assessments of Development (New York: Interna-
tional Universities Press, 1966).

6. See note | above.

7. Jacques Barzun, The House of Intellect {New York: Harper &
Brothers, 1959), - . . ,

8. C. Kluckhohn. Mirror for Man (New York: McGraw-Hill, 1949),
p-l. ‘ :
9. M. M. Montessori, Some Remarks on the Anthropology of
Montessori Fducation (Amsterdan: A ML Communications, 19653).

1. Sew, for example, Rene AL Spitz and Godfrey W, Cobliner, First
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Year of Life: A Psychoanalytic Study of Normal and Deviant Develop-
ment of Object Relations (New York: International Universities Press,
1966). -
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IN VALUES

As long ago as the 1940s, Maria Montessori was aware of the social
crisis confronting us today. She described in powerful language
human helplessuess in the face of the forces of progress. Man
himself, she wrote, had unchained these forces by his own creative
action, but he had not been able to keep pace with them in tenns
of adaptation and development. There was “a lack of balance
between num and lis environment from which humanity must
deliver itself by strengthening its own resources, developing its own
values, healing its own madness, and becoming conscious of its own
power.” !

Little has been done, as yet, to correct this imbalance. On the
contrary, not only does the situation seem to have deteriorated, but
predictions for the ncar future are not at all reassuring. Professor
Zbigniew Brzezinski of Columbia University foresees, for example,

A society culturally, psychologically, socially, and economically
shaped by the impact of techmology and clectronics, with computers
able to produce “creative” thought and, if wedded to robots, human-
like action. o

Humaii- conduct itself Being increasingly subjected to deliberate
“progranmming,” extensive chemical mind-control and [a] loss of
individuality.



O

ERIC

Aruitoxt provided by Eic:

56 EDUCATION FOR HUMAN l)l'ﬁ\‘t‘.l,()l_",\‘l_!i:_\’_'l

Atomized social life, fucreasingly purposeless nusses in an amuse-
ment-foensed society, {andf active work beiug the privilege of the
governmg wmentoceritic clite ? '

Brzevinski is aware of the potential dangers of such a world.
However, he also suggests that the capacity of govermment to assert
social and political conttrol over the individual will vastly increase
and that this in its turn may éucourage a technocratic dictatorship
1 the next several decades. He points ont several factors that allow
at least some optimism about such a society's capacity to neet the
challenge of the future. C

This hope, however. is diluted by Iis concluding remarks on the
mupict confrontation with a new technetronie society will probably
lave on the world at Large. Some local wars may oceur, he argues,
resulting perhaps in the total nuclear destruction of one or several
smaller nations before the universal moral shock generated by the
destruction resudts in the nuposition of greater international
controls.

The possibility of avoiding this catastrophe scemns to him
remote. The instantancous character of the clectronic intermeshing
of mankind will create intense confrontations that will strain sociu,
and international peace. The resulting trnima may ereate catirely
diffcrent perspectives on life, with insceurity, envy, and hostility
becoming the dominant emotions of increasingly large mumbers of
people. Brzezinski mentions in this connection a threeway split
into rural-backward, urban-indnstrial, and technetronic wavs of life.
Such a restructuring of society wonld further divide man, and
increase the obstacles to global understanding. e also remarks that
the rest of the world can learn what is in store for it by observing
what happens in the United States—not a very reassuring prospect.

[ would like to point out a fourth disruptive factor if the
developments Brzevinski foresces take place. He mentions as one of
the positive features of the techmetronic age the expansion of
knowledge and the entry into sociopolitical life of the intellectual
community. In the United States, though wany urban dwellers
ntay be college trained, only a minority of them will belong to the
privileged meritocratic clite. The majority will form part of the
purposeless nrasses deseribed carlier, who enjoy a longer lifespan
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and a large amount of leisure. Presumably, the selcetion of the elite
will be by computer. This may result in a subtler,“but far more
devastating, form of discrimination than that which causes us so
nuch concer today. The college-trained citizens judged unfit for
adnssion into the elite will, nonetheless, have becn taught to think
and to act intelligently. It is inconceivable that they will accept, for
loug, being branded as second-gridle citizens by machines. Because
they will still be human beings, a iajor revolt will probably occur,
perhaps disrupting the whole system,

Breezinski states that increasing attention must be given to
improving the quality of life for man as man, It secins to me that
this is the most urgent issue of our time. The situation of man,
trapped by his environment, can be described by the following
metaphor: God created man in His imoege, and man ereated,
miachines in his image. The machines are now reshaping man, and
God has been declared dewl. The guiding and unifving principle in
humnan existence has beea eliminated. The individual is being
deprived of his share in shaping his personal destiny. His life is
being determined, more and more, by impersonal institr tions and
techuological devices that keep him in bondage. Meaning and
identity are being lost in the process. Anxiety and a growing fecling
of disorientation, futility, helplessness, and frustration are taking
over. I the cirenmstances, revolt is the only way the individual can

“recover his rights as a man, -

We must keep in mind that when we speak of revolutions,
whethier they involve techuology, social <alues, or pelitical ide-
ologies, we are always speaking of man and his behavior. | will

~clarify this point later. Tt is important to remember here that

whatever conception of inner or outer reality we have, whatever
values-we possess or whatever meaning we attach to life, we are
always deahing with psvchic entities, and hence with subjective
propeisities. No matter how “objective” the outcome of a situa-
tion nuay seem to be, the human personality is involved.

However, because the educational and scientific establishiment
has istukenly concluded that it is dealing with an objective
situation, it has cultivated in its students only those faculties that
have an objective purpose, leaving the development of the other
aspects of the personatity in abevance. Technological progress has
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contributed this pragmatic amd one-sided approach to education,
demanding  increasing specialization, and hence an mereasing
fragmentation of knowledge. At the same time, its very extent is
shaking the basis of science, modern man’s last hope of security.

Actually, man should find security within himse¥, but he has
received no aid in developing his own resources to this end. Reason ,
having failed as a source of stability, the exacting conformity
required by modem  techuology becomes an insufferable and
seuseless burden, tolerated only for the material profit and social
status it offers. Many cannot stand the strain and want to throw all
rules and 1egulations overbozrd. They indulge in irrational wavs of
life, in which subjective feelings are the only things that count.

It is not accidental that the buman sciences have developed so
rapidly. Paradoxically, they have helped to increase our confusion.
[faving been modeled on the natural sciences and mathematics,
they have adopted their perspectives and methods. They conceive
of man as a machine, thereby serving the very systom from which he
is trying to escape. And to what avail? As Godfrey Cobliner puts it,
“From the worship of authority we have shifted to the worship of
the collectivity. Iustead of acquiring diversity, we have drifted into
conformity.” 3 [t becomes more and wore difficult for modem man
to find appropriate criteria to evaluate behavior. Standards tend to
be-considered more as styles that are ™in™ in certain groups and

“rejected in others, and have no special validity per se. What scems

most dominant is confusion—particularly in the realn of values.

In view of this, it is my opinion that one cannot speak of
revolution in this connection. Revolution implies having new
values for which old ones must make way. We are far from this yet.
There is no doubt that the rapid envirommental changes of which
we have spoken, with their emphasis on the material aspects of
human existence, rive their impact on our value svstem. However,
enviromnental influences are only one side of the coin. Values are
the result of an intricate process of development of the individpal
personality, by which interactions with the outer world are replaged
by imer reprisentations, RTCIIPP,

This process of internalization—of which the matuiation of
carly ego functions is a precondition—has different stages. It starts
witi imitation, identification, and introjection with regard to the

100



O

ERIC

Aruitoxt provided by Eic:

Muontessori and the Revolution in Values 59

attitudes of parents and other significant persons in the child’s
environment. [t colminates in the individual's views, ideals, and
standards, as evidenced by his behavior and his role in the society i
whicl he livest This is what is understood by his ego ideati tv, It is
nsnally considered to be achieved developmentally. during thc
nornutive crisis of adolescence. However, if the environment i
suitably benign. the maturation of specific ego functions con-
tinues to oceur in the normal mdividual well into adnlt life. Tt is
evidenced by a steadily increasing capacity to love, to work, and to
adapt to the world,

This does not happen in cirenmstances that canse anxicty.
Generally speaking, what we see then is a backward movement, or
regression, to more primitive and infantile cmiotional responses.
Anna Fread remarks that the normal citizen does not internalize
the law as such. Rather, his attitude toward it perpetaalizes “the
infantile position of an ignorant and compliant child, faced by
parents who are onmiscient and omnipotent. The delinguent or
criminal perpetuates the attitude of the ehild whe ignores, or
bclitt]cx‘ or disregards parental authority, and acts in defiance of
it.”> The smine phenomenon can ecenr with regard to the social
svstem as i whole when it is too coercive. In my opinton, this is also
the cause of the existing confuston in values, When freedom s
confused with license$ adaptation with couformism, 7 disaipline
with submissiveness. independence with antianthoritarianism,?
equality with uniformity,!? and so forth, we are dealing with an
wfantile attitude to the social system. It had its beginsings in the
child’s reaction to an ommipotent aud, I may add, intolerant
parcait. Hois clear that those who harbor these misconceptisas will
also be mnotivated by them.

More specific value distortions are those rcldtc(l to prmntnc
defens: mechanisms, activated by the regressive phenomenon
mentianed, above. These can he seem, for example, in a rigid
adherence to a specific value systemr maintained by denving those
aspects of reality that canse anxicty, guilt. or pain. This rigidity is
generally compensated for by a fantasy of umnipotence,

In still another form of value distortion, those aspects of reality
that are felt to be the most disruptive elements of the goviruing
social system are adopted as personal values to be adhered to and
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propagated with the determination of a crusader, This is achieved
by a combiuation of prinntive defense mechanisin.! We then see,
for example, chunge being considered a guiding principle in its own
right, Fvervthing most be continuously changed whether it makes
sense or not. Ta fact, of course, change 15 a neutral coneept. It cun
lead equally to improvements or to disasters. ‘The same can be said
of speed, rescarch, techniques. svstems, procedures, actions all these
and many more sinukar means are dissociated from the aims they
should serve. Thev are promoted to the statns of autononmous
values, und thereby lose their purpose. Consider the rage for
innovation, How well we are all aequainted with it!

This brings: us' to the - conflict between  generatious. The
following obscervations give the gist of the situation:

An excessive desire for liberty at the expense of evervthing clse is
what wadennines demecraey and leads to the demand of tyranuy .-
it will penineate private life ... it becomes the thing for father and
son to change places, the father standiug in awe of his son, and the
son neither respecting nor fearing his parcuts, in order to assert his
independence. . .. The teacher fears and panders to his pupils. who
in turw despise their teachers and attendants: and the young as a
whele imitate their elders, asgue with them and set themselves ap
against them, while their elders try to avoid the reputation of being
disagrecable or strict by apitg the young and mixing with them on
terms of casy good fellowship.12 .

These words could easily apply to certain aspects of today’s
social turbulence. ‘They were, however, written by Plato some four
centuries before the birth of Christ. T do not quote him with the
intention of downgrading the present problems between genera-
tions. but to put them in the right perspective—to show that
although times, conditions, und interpretations change, there is
something basic detenmining human behavior that does not. 1 will
come back to this point later.

A better understanding of modern youth and its problems calls
for a consideration of some general points. First of all, we should
acknowledge the fact that the impact of Worid War il on those of
us who were voung at the thme was much more profound and
disturbing than we generally care to admit. [t undoubtedly had
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repercussions on the way we hrought up our children. Often,
covering onr insceurity us educators by culling ourselves modern or
progressive, we gave them a more permissive cducation than we
received. More often than not, we neglected onr true responsibility
i respect to what Hammah Arendt calls the double aspect of

-childhood: that of being newcomers in a strange world and

unfinished beings m the process of hecoming.’3 We offered them
more material advantages that allowed them to enter the adult
world cardier, but we did not give them a meanimgful perspective on
it. Their wost direet preparation for the world at large was the
kaleidoscopic explosion of iimages by which television brings its
inconsistencies honie to us. The poet A=, Housinan deseribes well
what the vouug must feel on encowntering: the adult world:

[, u stranger and afraid,
[ a world [ uever made. 1

A sccond thing we must consider is that whien we speak of
voutl:; or the yvounger generation, we are making a siigle entity of
sometluing: that is not. The only thing young people have i
common, and thiat only within a bread margin that should be
specified in talking abont them, is their position i the continuum
of hunan life from birth to death. That we can talk about such an
abstraction as vouth at all is evidence that there is an intrinsic
pattern determining human development. It manifests itself in a
specific way and gives a speeial quality to the belavior of a group of
peers. However, the individuals in that peer group differ, as all
human beings do. Fugthenmore, individnals car: oniy be considered
in relation to all other members of the communities in which they
grow and live, and to the environment at large.

Now, the great majority of modern youth neither rebels against
society, nor ¢<ithdraws from it. They do look at it cntically and
realistically, with a great deal of insight and understarding. In
additiou, what they demand from adults is fully reasonable. They
wish to be treated as fellow hunan beings in their owu nght. It is in
this sense that they request equality. They know very well that they
Luck expericuce, and they are willing to learn; but they do not want
to take things for granted. They want to participate in what goes on
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and, at the very least, be inforined of the motives behind decisions
that influence their existence. They are all too aware that they will
presently have to find their place and function independently in a
warld of which they know themselves to he eitizens, but which
appears, on the surface at least, to be a thorougl.ly chaotic place.
They arc not prepared to accept any of the roles they are offered by
society uncritically. In addition, they will keep their inmer resetve
until they are quite sure of their choice. Any genuine help their
clders can give them in this conncction will be  sincerely
appreeiated.

This is why we do great injustice to our children when we speak
of them as part of “modern yonth™ instead of as individual human
heings. especially if we identify them a priori with one of the
minorities that reccive attention begause they happen to be in
conflict with society. We then force them to assume that role,
whether we are conscious of it or not. In face? rébeifion agamst er
withdrawil from society is an extreme. reaction that occurs only
when circumstances cause intelerable tensions in interpersonal
relationships. It occurs, for example, where a pocket of poverty
exists in an otherwise affluent socicty,. where housing probleims
preclude a livable environment, where a minority is discriminated
agaiust for some reason, or in the cuse of studepts, where the
situation is complicated by a svstem that is the most conservative
ever to exist, and which by tradition requires that one endure
willingly. o ‘

Of course, in these cases a typological generalization of yvouth
also docs a further injustice to the individuals concerned. Not only
does it highlight only one side of the picture, but it iguores the fact
that there are great differences in individual motivations, which
may range from sineere convictions and a wish for a more livable
community to pure destructivencss.

However, because of their damaging effect, some general
behavior patterns should be considered that Tead to the phe-
nowtenon generally called the generation gap. YWhen young people
have genuine grievances that are not taken seriously by the
authorities, they protest; they scek support from others in similar
circanstances.

Pearl King, in a study of racial prejudice, describes aptly what
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happens next.® When an individual starts to behave contrary to
o expectations, it gencrally arouses unconscious anxiety, aggres:
sion, and guilt feelings. As a result, we teid to categorize actions as
typical of an existing stercotvpe such zs “vouth,” "the poor,” or
"blacks.” Stereotyped beliefs develop that are mistaken, in whole or
in part, for established facts,

The person against whom this type of prejudice is directed has
no way of escape. The resulting stress leads to a regression te more
primitive forms of social and interpersonat behavior, When indi-
viduals function even partly in this way, they begin to treat others
as inanimate objects devoid of hunzan feelings. The span of time
over which thev feel responsibility for their actions shrinks, so that
the conscquences are felt to be the responsibility of others.
Morality deteriorates to the law of Talion: Who does not agree is
an enemy. Their world and their relationships are experienced in
terms of opposites: as all bluck or sll white, all good or all bad. They
desperately need a person or group to blame as the source of every
discomfort and evil in order to maintain some degree of psychic
equilibrivi, Their chief defenses or methods of adaptation are
projection, splitting, and denial. They create stercotyped images
onto which they can project all those aspects of themselves that are
not' congruent with their preferred elf-image. Such stereotyped
images can be commumicated quicklv chrough normal communica-
tion chanuels and, with the aid of modern propaganda twehniques,
can rapidly become widespread. ‘

King's remarks shed a great deal of light on the processes under--
lying what is commonly called the generation gap. These processes
are operative among both the voung and the representatives of the
establishment. They reinforce the initial distrust and hostility
between the two, thus precluding the' possibility of a -genuine
dialogue. ‘

This is a complex picture, but such is the human situation.
What can we deduce from it? One thiug is certainly clear. From
whatever angle we look at it, we are always brought back to the

individual human being, his development, and his behavior, This

appears to be the basic issue, to which all others are related. We
cannot avoid the fact, cither, that the transition to a postindustrial
society is creating a serious human crisis that could casily get out of
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hand. C]cur]\-, all those who have chosen as their profession the
studY or guid‘nncc of human heings must coordinate their efforts to
achi€Ve sygtematically plamed objectives. Only in this way can they
help 1o reduce the existing confusion regarcing valnes, and to
reor Mt pan with regard to his position and role in handling his
affarrs.

We have called for concerted detion based on a firm connnon
body of knowledge concerning man and his bebavior, We have
disct™Sed the problems involved. The realm of science is not any
freer from prejudices, struggles, and contradictions than any other
seetOT af fyuan activity, The situation is particularly confused
whet! We gppdy man because of his compleaiy, ou the one lamd,
and Dis great _;-nl)iccti\'ity on the other. The combination of these
two f“(‘t(,rs often leads to oversimplification. 1f modern science has
taught us auyvthing. it is that truth is clusive and that no one
approdc]y leads to it. The best we can do is couverge on it from
seve™ pergpectives.

I the human sciences, this is only possible if a consensus can he
reached oy, 4 geueral scheme, This scheme should serveé as a matrix
for i“tk‘grgltillg the findings obtained by different approaches. ft
.shml]“l nclude and explain all aspeets of man's developmeut, his
beha¥1or g his relatians to others and te his environnient at large
as they really are, This weans that a coherent network of
|)r()]703iti()115 c(')uccming the human personality as an entity must he
constiucte),

The Latter can be seen as evolving in interaction with the
envif®Miment, passing through distinet stages of development and
teadit8 to cver more complex behavior. This conception acknowl-
edges the complexity of the humau being and his behavior in
differnt gipations and cultures. ‘Through such a conception, the
Andings of 41 those studving his behavior from differeut approaches
can P coprdinated juto o comprehiensive picture that will fit the
requi™ents of science. b is the only conception 6 man that can
he o day eyl help in ‘ﬁn(ling adequate solutions for the social
prol)lcf“s we have been discussing.

'é'l”_‘ concept is of particular importance in connection witly
educittiog One of the wmost persistent prejudices in the realm of
huma™ Scienerg is that against the child. s fundamental function
in 1€ forgation of man continues to go unrecoginzed, althongh
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Maria Moatessort began discussing her diseeeries in this field in
1912, Tler observations of the child revealed that characteristics
related to the value system were developed through spontaneons
activity in a prepared envivonment. Adults mnst help the child to
function freely in this enviromment. This help corresponds to the
intrinsic needs inherent to the pattern of development, and follows
his own tempo. Montessori demonstrated that uwnder these cond:
tions the child is nrged from within towards certain specifie
activities which he perfonins with great concentration and joy,
These activitics are linked to the inner formation of functions that
only later are integrated and appear as manifest characteristics,

The goal of Montessort education is the formation of the child’s
whole personality. In the beginning, the. child works mainly
independently, but it observes what others around it Jo, especially
the older children.. Presently, it starts to collaborate with others.
The older children pasticipate in the activities of vounger ones and
help them in a naturai way that both enjoy. Instead of competitive-
uess, there is cooperation, This enhances the children's feeling of
security and stimulates them to further exploration of their world.
Respeet for others and for the environment conies as a natural
byproduct of the freedom within a community they experience.

It is iuteresting to note that several of the characteristics so
often exhibited in Montessori schools are considered basic to
human welfare and development by social scientists. In a list of
propertics of hiosocial and: sociocultural systems, Sric T'rist men-
tions self-regulation, integration, independence, interdependence,
coordination, and e :peration as basic to welfare and maturation,
learning extended adaptability, the accomulation of culture, and
expausion of the environment.’® Because these are all properties
that are explicitly encouraged by Montessori efucation, it certainly
deserves serious consideration in the search for the best means to
prepare towmorrow’s citizens, As Montessori wrote i her last book,

One of the most urgewt endeavors to be undertaken on behalf of the
reconstriction of society is the reconstruction of education [to
awaken] those nnarvellous poswers which today remain hidden, . ..
Then there will appear the child who is destined to form a humanity
capable of nnderstanding and contiolling our present civilization, 17
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One of the most fascinating characteristics of Maria Montessori was
her ability to connect life at the moment with life in the distant
past. A simple task would start her sketching a panoramic vision of
man’s evolution up to the present time, irresistably stimulating the
hmagination of her listeners.

I remember her pecling potatoes and looking at them with
profundity, as if they could reveal some secret of great importance.
She  continued her task, wondering aloud how man originally
discovered the value of the potato plant, outwardly a weed with
insignificant little flowers and producing poisonous fruit. 'What
made him look. further? By what trick of chance did he discover
that its usefulness to him lay not in the part of it that appeared
above the surface, but in the part that was hidden in the earth?
How did he learn that this part was not poisonous, but edible?

--Potato plants apparently. came-from -the  New - ‘World-Howhad ~~ - -~
“they come to be introduced, adopted, and cultivated throughout

Western Europe? .
The way she could talk about things like potatoes brought one
immediately to a higher level of thinking and vies o reality, while,
at the same time, one remained immersed in hunan life. It was a
unique experience. It was connected with a special quality of her
personality and a profundity of insight fundamental to her success.
Although she may not have made the connection consciously
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herself, 1 beheve her development of cosmic education grew out of
this unusnat ability to connect the past and the present throngh
mnagmative thinkmg. As she herself has pointed out,

Imagiative vision is quite different from awere perception of an
object, for it has no himits. Not only can imagination travel through
imfmite space, but also through infinite thne: we can go hackwards
through the epochs, and have the vision of the carth as it was, with
the creatures that inhabited it. To make it clear whether or not a
child has understood, we should see whether he can form a visicn of
it within the mind, whether he has gone bevond the level of mere
understanding. .. The seeret of good teaching is to regard the
child’s intethgence s a fertile field in which seeds may be sown, to
grow under the heat of faming imagination. Our anm therefore is not
merely to nake the child understand, and still less to foree him to
menorize, but so to touch s imagination as to enthuse him to his
inmost core.

In general, we seem to make little nse of our iimaginative powers
m worldly affairs. We sre involved in a continuous cycle of chaos
that cventually evolves mito order only to lapse into chaos once
more, Lately the impetus of this eyele seems to have increased. As a
result, numy of man’s spiritual values are being prematurely
destroved. Changes are so violent and contain so much potential
for destruction that it is questionable whether we will find the
wisdom withm ourselves to redivect the situation so' that we move
towiard a more constructive future.

Wit impresses e most in reviewing the social sitnation is that
we go randomly from one extreme to the other. Our attitude
towiard pollution is a good example. People had been talking abont
the damgers of -pollution for decades: Nobody Listened. - Suddenty -
the message was hieard; evervone became aware of poisons in the air
and threats to wildlife. Something had to be done, and quick!
Lvervone denminded an innnediate solution to the problem. Of
course, this wiis not possible. Sonie short runge measures were taken
to stop the shouting. These had other consequences as destructive
as the itial pollution.

ln reviewing history, it does not appear that political systems in
themselves are the answer to human problems. Rather, solutions
seam to depend on certain hunman beings who happen to be in
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positions of respounsibility, on their personalities and their vision, or
lack of it. Others, sometimes stlent and cometimes shouting, merely
follow their lead. The individual personality must develop the
mdependence and maturity needed to see the present situation
clearly and to viswalize the future. It will then be possible to
consider the direction we are going and how to influence matters so
that we, with our powers of adaptability, our intelligence, and our
creativity, can find a constructive way to handle our world, a world
whicl in itself is o beautiful place to live and which could be much
more agrecable than it happens to be at the moment. This kind of
mdependence and maturity, however, seems to be scaree,

I believe that Montessori education aids the development of
these qualities and, in this seuse, provides a more realistic basis for
hope for the future. This is most readily apparent when one
examines Moutessori’s coneept of cosmic education. There are
three separate aspects of this conception that should be considered
in this regard. The first is the underlying conception of man and
humau development, particularly between six and fourteen vears of
age. The sccond is the role of education and how to find the
appropriate way to help the children of this particular age group
develop as they should. The third is the practical techiigues to be
used in the schools, the didactic aspect. As T am not a teacher, 1
shall limit soy remarks o the first two aspects.

Recently T chanced te see a television docmmentary on the life
cyele of the pink salmon. Tt was a report of one of Captain Jacques-
Yves Causteau’s experiments with Ins oceanographic rescarch vessel

Calypse. The site was a lake.in Aluska that had once contained a

great quantity of pink salinon. However, sahimon factories had been
built around it, and eventually the salinon had been exterminated.

~The site had then been abundoned: What Cousteau had done was

to place fertilized pink salmon ceggs in this environment that had
originally proved 50 propitious for harkoring their kind.

The cggs, which had been fertilized in quite a different location,
were brought in containers to the lake and left there to hatch. Asa
result, a new cycle of salmon life was started. The young salmon
eventually went down to the open sea, where they remained for
four to five years, and then retumed to the lake where they had
been hatched. )

When one stops to think of it, it is very curious that these fish
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were prompted by an imner urge to abandon a rich and calm
environment of sweet water to go down a turbulent river to the sea,
to adapt to a salt-water environment, to remmain there for vears, and
then, cventually, to come back—as if directed by some hidden
device—to the spot where they were bor. To return, they had,
once again, to midergo a physiological adaptation this time from
salt-water life back to that of sweet water. To do tis, they had to
live for some tinie in the area where the river entered the sea, il
this readjustment had been completed. Then they started the
laborious journey up the stream. Many of the fish died in the
process, dashing-themsclves against rocks or jumping too far from
the river bed. All kinds of aninals inhabited the shores of the river,
feeding off ‘the fish. Thus the enviromment was kept clean of
decaying bodies. However, the majority of sabnon remained alive.
At a certain stage of the trip, the males chose mates, and fought off
other males. The couples thus formed continued upstrcam to the
lake, where the cggs were laid and fertilized. Soon after, the adult
fish died and their bodies decomposed very quickly. The lake
became a true cemetery of salmon, their decomposed bodies
providing plankton for the next generation of salmon to feed on.
When this next generation is grown, it too will travel scaward, and
the life cycle of the salmon will continue.

What_can we learn from this captivating story? First of all, it
teaches an ecological lesson: the interrelation between different
aspeets of the natural environment. Second, it shows the very close
relationshiop between living beings and their enviromment: their
adaptation to its more rigid features and their contribntion to
mantaining the conditions necessary for the existence of their
species. The latter is what Maria Montessori calls the cosmic task.

 ‘Her ultimate ‘explanation of this task as a finality, intended by ™~

creation to maintain the zosmic order in nature, belongs to her
personal philosophy and we:t not be accepted by all. But the
phenromena to which she altudes in explaining it are observable and
belong to the natural order of things. T'oday this is referred to as
the natural equilibrimn. Scientists remained blind to it for a long
time, considering those few who pointed it out eccentrics.

Oue final thing we can learn from the history of Captain
Coustean's salimon is the difference in the instincts of animals and
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men, as well as the special position of the latter in the cosmos. let
me explain these different -aspects belonging to the cosmic or
natural order in contradistinction to the social order. .

[ shall not expand on the general interrelation of all the
cotponents of the natural environment, which would bring us too
far aficld. We know, however, that the original movements of the
surface of our planet left recesses that retain fresh water produced
by the cycle of evaporation and the condensation in the at-
mosphere. T'he resulting lakes divided into stremns or rivers flowing
toward the sea, creating a special enviromment for certain animals
siich as the pink salimon. By what whim of nature we do not know,
but through slow changes in the interaction of this species and its
environment, a detailed pattern of behavior became hereditary.
We could call what happened a programming, covering in this case
a period of some five years and comprising such contrasting
clements that they seem to the superficial observer to e unnatural.
QOue would expeet that, once accustomed to sweet water, these
animals would find any other enviromment unpleasant and hence to
be avoided. But this is not what happens. On the contrary, they
find an arca where sweet water from the river and salt water from
the sea mect and patiently remain there, slowly adapting to the
nev. condition. They then go off in schools, secemingly forgetting
their piace of origin. They may wander quite far, finding new
depths and meeting new dangers, yet feeling at howe in their new
envirommnent. What happens then is quite incomprehensible, vet
happen it does, with computerized precision.

The different schools of salmon, all of 4 sudden, and more or
less at the same time, change their course toward their place of
origin. They again remain in an estuary for the time necessary to
readjust-to sweet water; and then start their dramatic trip-against
the current to the protected environment in which they were born
to lay their eggs. Their life cvcle then completed, they die quickly,
providing the environment with the substance most necessary for
the new life to conic.

The detailed way in which hereditary iustinctual patterns can
structure the behavior of animals, and the precise timing involved,
is extraordinary. In humans, certai. fundamental patterns and
sequences of development are hereditary, but individual behavior is
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shaped through experience and interac. on with the environment.
ufants can be brought from one environment to another: they will
adapt to the environment in which they grow up. This experience:
will forin then into adult members of that particular con munity.
They will then act as if their belavior was hereditary, like the
instinctual belavior of the sulmon. Being human beings, however, .
they have built up their behavior patterns, through education and
with the aid of the other members of the commumity, i

What makes Montessori ¢ducation so speetal s that its

objective is to help human beings with the enormous task of inner
construction necessary to pass from childhood to fult adulthood.
Education is an essential aspect of human development. We
camot become fully adult without it. The level of formation the
individual personality can reach depends on it.

Montessori education aims to further this formation of person-
alitv. 1t is, therefore, astonishing that so many people have the
nunpression that it is only wmeant for small children. The Montessori
approach can be applied from birth, and even hefore birth throngh
the preparation of adults for parenthood, and Montessori educa-
tion can be continued until a clild reaches maturity. In Hollind,
sccondary ‘schools based on Montessori principles have been in
existence stnee 1931, ‘

To returu to our theme, when a child has had the help it needs,
an integration of the personalite takes place in approximately the
sixth vear, This integration matks the end of a phase of life lived in
a protected environment. during which the child was directly
dependent on the adults responsible for taking care of it. During
this period, basic behavioral patterns and attitudes were inter-
nalized and integrated into the child’s personality. At the same

~thme, a differentiation of sensorial -experiences and - an-indirect— -

preparation for new functions began developing.

At a certain mowment, the child atself wishes to come out of its
protective shell, and to explore the bigger world. Of course,
amergence from a protected environmient is relative, hecause it is
not vet capable of really going out and about ali by itself. However,
one can notice its increasing independence from its parents. At this
stage of development, one can ebserve a growing nterest in the
behavior of peers.and the wish to join others in groups. In addition,
adults other than parents are idealized. There is 2 marked tendency
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to identify with group heroes who serve as models. At this time, a
new attitude towsrd the world clearly begins, Cosmic eds: sation
offars the kind of help that will activate the new potentialities
consoliduted at this fizst level of integration. Fhe stage has been set
for this activation through indirect preparation ia an earlier phase.
All the experiences that were offered to the ¢hild previously in the
prepared environment were basic experiences, needed either for the
formation of later functions, or as key: to help it to explore and
orient itself in its world. When it reaches this second stage of
maturity, it should be given a broader view of that world; that is, a
vision of the whole universe.

This is a different approach from the one usually found in
schools. The idea, as mentioned above, is to try to awaken the
mmagination of the child, to give it a vision of the order of things.
The immer order of the personality must be coustructed through
experiences i i structured world. Thus the child must have a
coherent picture, on the broadest scale possible, of the ambience in
which he is growing. Chaos will never stimulate it to real

participation.

bier order is necessary to be able to see meaning i one’s
existence, to find one’s identity, to achieve independence, and to
act in a meaningful wav. Interest in special details is never activated
without a prior interest in the whole. Generally, in elementary
education one finds an endeavor to teach faets as clearly as possible,
starting with the most simiple and elenr st2rv and proceding to the
more complex and absiract. The student: #3271 this boring and must
force themselves to learn by an act of will. 'Fo arouse their “aterest,
they mst first be shown the interrelation of things in the world—
the different aspects of knowledge that can be shldicd, how they

.relate to-cach other or how they have come about. . R

One way to give children the global view of thc universe thcv
nced is by introducing the ecological principle in education. The
mterrelation of hiving and nonliving things can be considered—what
plants, for example, need from the earth to be uble to grow, what
special functions they have with regard to carbon dioxide, oxyvgen,
water, ind so on, Or the story of the pink salmon can be told in an
interesting way that appeals to the imagination of the listeners.
Different aspects of their life cvele can be introduced that arouse
curiosity and that subsequently can be studied in -letail by the
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children. They will do this with pleasure, because one of the normal
traits of a happy human being is its desire to use its intelligence and
endless curiosity to know, to explore, and to dizcover new things or
new ways to use familiar tings.

It is to this trait that education must appeal. Learning should
not be an effort for children, a burden, or # tedious duty performed
for the sake of the approval of sommeone in authority. Ou the
contrary, it should result from a personal interest and involvement
in the world, and an understanding of the meaning of things.
When it sloes, a child is able to orient itself with regard to society,
te the history of man, and to the future If children are under six,
history, for instance, can be taught in a way that helps them to
determine their own identity by knowing how others lived in the
past and in other cultures. However, what interests older children
far more is a broader view of man: when he appeared on earth and
how he evolved through the centuries. The idea then is to give a
dynamic global view of how human life on earth has evolved,
eventually forming what Maria Montessori called the *“*Supra
Nature.”

Children at this stage sre faseinated because this story concerns
them personally. They are ])egmnmg to be aware of their own
situation as developing human beings. It also makes themn conscious
in a natural way of the difference between man a:d other living
beings. There is an interrelationship between both and the
environment. This interrelationship is evident in what Maria
Montessori referred to as the cosmic task—the service that must be
rendered by the individuals of each species to the environment on
which they are dependent for their existence to maintain it in such
a way that it will support their descendents, genecration after

.generation..Some..do. this. through their -death,. like- the- salmon. - -

whose decaying bodics provide plankton for their young. Others do
it during their lifespan. Bees, for example, need flowers so that they
can gather nectar *o make honey. One might call this their main
concern, if one could credit them with consciousness, During this
process they inadvertently fértilize the flowers they visit by earrying
pollen from one to another on their hairy legs. In this way they not
ouly make use of the environment, but they preserve and cultivate

‘that part of it which is needed for the survival of their species.
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Man's interrelationship with the environment is different,
however. He is an agent of change. e does not have the same fixed
corrclation with the envirenment as animals. He has the urge not
only to adapt to the enviromment, but to cha:ae it as he goes .llong
and as Ius needs and his imagi-.ation {or lack of 1t) dictate. This 1s
what Maria Moutessori called the casmic task of man: to continue
the work of creation.

Lver since his appearance on carth, nan has continned chang-
ing and enriching his environment. Man hae the power to create
fantastic new possibilities. He may travel zo other planets, or totally
destroy this one. Fhs power needs guicance. Bees, needing nectar,
also see to the fertilization of the local Aowers. Humans, needing
salmon, fish for it in an area until it is exterminated, and then go
elsewhiere. It would have been quite easy to avoid destroying all the
salimon in the Alaskan lake described carlier. And it would have
been in the fisheries™ i erest to have dong so. [lowever, the vision
for such long-range pluming was lacking. Man does not have
mbuilt programmmning, as does the sahnon. He mmst program
himself, thvough conscious effort. It is obvious today that man
desperately needs the intelligence to nse his power to chiange things
constructively. This is his only hope; if he is to maintain his self-
made environment in a condition that may permit hwnan life to
evolve toward a dignified existence for everyone. This can only be
achieved with the aid f education

It is important, then, *o reahize that the real aim of Montessori
education is no* the imparting of kuowledge for the sake of
learning itself. Rather, it encourages learning because learning is a
feature of human development, a need that cannot be met without
education. Counscquently, it is first necessary to study humin

- development and to. gain..insight .into-the special -necds--of the . - -

growing individual in different phases of his life.

By special needs I do not mean what Jolm, or Mary, or another
child wishes at a particular moment, but the inner needs that guide
the development of the individual personality. An adult who wants
to help growing individuals with "this great task of construction
nust understand the multiplicity of factors determining human
behavior and their relationship to the developmental profile of

human life, ~
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Historically, the complexity of this process has uot really been
taken into coveideration in conncction - with ceducation, Lately,
however, its relevance s hecoming more and more understopd,
particularly at higher levels of education, Universities and high
schools are beginning to nwderst:und how mueh the effectiveness of
their work depends on what their students lave been able to
achieve within themselves during the preeeding period. Thete s
more understanding of human  development as a continuous
process in which the individual remains the same psvchosomatie
eatity while constantly adapting to changes in his enviromment, 1t
is, then, not so smportant which facts one teaches the student,
because very often these facts are already obsolete by the time they
can be used. 1t is wore important to help him to develop his
potentialitices so that he can rely on his own ability to-cope with the
unexpected .and solve whatever new problems may crop up. In
other words, he must be helped to feel independent in his own
world ind to develop the vision that will help him as an adult to
nuuntain the environment ins such a wayv that the unending,
creative, and gigantic cosniic task of man can continue.

The common intelligence we all share has, for all practical
purposes, no limits. NMan can go on finding new possibilitics forever.
It is to this common intelligence, a dynaniic communal entity that
is created by the individual personalities forming the community, -
that cosmic education is dirceted. The progress, or lack of it, of the
human conununity is detenmined by the concerted action of the
mdividuals in it. If we merely react to ad hoc happenings and crises,
our progress will be poor and our actions will be shortsighted. If we
arc inspired by vision and creative imagination, our progress can be
very great and our actions future oriented. Cosmic education secks

o - offer . the. voung,. at. the appropriate . sensitive.. period, the.

stinmlation and help they need to develop their minds, their vision,
and their ereative power, whatever the level or range of their
personal centributions may be.

NOTE

I. Maria Montessori, To Educate the Human Potential (Adyar,
India; Kalakshetra, 1948). pp. 14-15. ‘
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A MONTESSORI
CLASSROOM
Paula Polk Lillard

It is difficult to develop a feel for Montessori education until it can
be experienced as an ongoing involvement with children, The
following 'scenes from a Montessori classroom are "presented for
those who are nnfamiliar with the Montessori approuach in action.

At eight-thirty, there are six or seven <children out of a possible
twenty or so aleeady i the room. They are three to six years old,
but I am surprised at how tiny several of them seem,

1 am aware first of two bovs sitting opposite each ather on a
small rug on the foor. I call them A and B for convenience. There
is a basket of solid geometric shapes (wooden ones, smooth and
shiney with a blue enamel pait) between them. A is blindfolded.
He is turning one of the solids over in his hunds. “You’'re peeking!
Cun’t peek!” Says B, who is not blindfolded. “I feel it,” says A,

--rolling -it-carefully- between -his-hands.- “What is it?>-*Qvoid"---

answers B. A takes off the blindfold und looks. “Right,” he says.
Now B tukes a solid. He has apparently decided to dispense with
the blindfold and has simply closed his cyes. “Ellipsoid,” he says. A,
with the blindfold still pushed up, says, “No. Sphere.” “Sphere,” B
repeats, A little girl who has stopped to watch says “‘sphere,”
prononncing the “sp” distinctly; then she moves on, watching me a
bit. B now picks up another solid. “What is it?” he asks.
“Cylinder,” says A. “Okay.” B takes another object. “Cone,” he
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suggestS “No™ A tells him, “triangular prism.” Both boys are’

having  fine time. | sense no competitive feelings, but there is a
good dt:fll of teaching going on as one names objects for the other.
A says. Pli make a house.” I expect a switch to dramatic play, but
A takes a tri;mgulur-buscd prisimn and places it on a rectangular-

bused Plswi, mgking what looks like a house with a roof. “Oh

yeah,” Sdvs B
A Bttle gif) standing by me says, "'See that lady in the red shirt

gnd paits iy the hall? That’s my mother.” She sits down at the

table N€Xt to me, which has bells on wooden stands on two shelves,
she be&Ms to sound them with a small mallet, moving up and down
the scd!€. She stops the sounds with a felt stopper similar to the
mallet.
I not"_cc the chart behind hier on the wall at the height of “small
coplc's eves, It's an ccology chart. 1t says “Save our parks. Save
out birdS: Suve gur air.” There is an attractive pictore under cach
saying. 'Lis quite simple and casy to sec from a distance. It is the
only prited 1paterial hung on the walls of the room. In fact, I now
notice That the walls of the room are largely blank. There are only
two othier objects on them. One is a mural behind me which the
childref? haye made. It is of animals, plants, and birds. The other is
opPosit€ e, 4 montage of the sun, earth, and stars in colored paper

showing the simple relationship of cach to the other, also made by

the childrey

1 100k at the room as 4 whole for the first thme. Simplicity is its
chicf chTacteristic. The shelves (which are low and sct along the
walls) bive many naterials on them, but they appear lnllclllttqrcd
and cuf"fl_ll]y aranged. They are obviously divided into areas: one
for mat®Nals ysed in practical life exercises (nostly small baskets

~contaitM8 vyrioys-materials), one for sensorial-materials: (nny-in

wooden boxcs), one for gcademic matenals, one for artistic
mzlteriﬂ]s' There are no colored tapes or marks to show the children
where t"f‘ different materials go. Fven though they are very young,
they ob¥1Ously mianage to remember.

1 109X about the room to sec what's happening. I'm taking

notes, 31 the Jiple girl who stopped to watch the boys with the .

solids €OMes gyer to see my writing. She sighs, hands on hips,
seeming 4 bit sleepy- Several other children are walking about, and
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some are working at tables. A girl watches a l)oy working on a
puzzle map. She savs, “I've g()t new shoes.” "Oh,” he replies. "Who
bought those shoes for you?” She watches him for awhile and they
talk a little more.

A tiny girl takes a furry animal out of a cage, ho]dn.g, it partly by
the neck. | feel a little concern for them both. The teacher, whom |
have not really been aware of as vet, speaks to her. The little girl
then carries the animal carefully to the table, cradling it in her
anns. She holds it up now and then—gently for such a little child—
but I mu glad the teacher has quictly spoken to her assistant, who
appeirs to be staving nearby. The animal is one | am not familiar
with—not a gerbil, hamster, or guinea pig. It washes its face with its
paws and wianders quictly about the table top. After fifteen
minutes or so, the little girl carries it safely back to its cage, und |
breathe an apparently unneeessary sigh of relicef.

The teacher now speaks quictly to the little girl who had
watched me earlier. The girl goes and gets a tray, chooses a metal
inset (2 blue geometric shape in a red metal frame—in this case a
circle), three colored pencils, and a paper the same size as the
frame. She carries all this to a table and begins to trace the inset.
She talks a little to a girl working next to her. By now, she has lost
her sleepy look.

There seetus to be some pro])]cm with A and B, the geometric

solid boys, wlio have now been joined by a girl. It sounds like s ™

dispute over who is going to put away what. The teacher comes by,
listens @ moment, says in a quict manner “Decide that among
vourselves,” and moves on. The girl rolls up the rug, and the 1)0\5
put the materials away. It is now nine-fifteen.

I notice a girl next to me who is washing dishes. There are two

~.large bowls,.a sponge,-soap, and a pitcher, .all carcfully-laid out. She--

has a bright vellow apron on. She is quite involved in what she is
doing und seems to be especially enjoving the feel of the suds.
The teachier is in front of me on the floor with a little girl
working with letters. They are in a wooden frame box. The
consonants are blue, the vowels, red. The teacher seems to be
saying a word, and the girl then makes it with letters on the rug.
The little girl who had been playing with the animal comes and
stands by the teacher. “Do vou need help?” the teacher asks. The
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child is really quite young, I realize, as I see her up close. The
teacher buttons her apron for her. The girl goes to get a basket

from the shelf, sits at a table, cnrcful]\' avs out its Lontcnts, and

begins to pohsh a small mirror.

" “T'here 1s a boy using a button frame (a wooden frame with
picces of material that button together). He repeats the buttoning
and uabuttoning process a number of times. It appears to be quite
casy for im, and he is in no hurry. He looks around at what the
others are doing while he works,

Aunother girl is working intently with clay. She is sitting next to a
boy who is drawing a picture with watereolor pens. He puts Ins
work away and walks by the boy with the button frame. lle says
something to him, and the frame is quickly put away. They make a
bit of a buzzing noise and rush about a hittle, so 1 know something
is up. I lalf expect them to start running around, but it turns out

they are just excited over what they plan to do next. “You get the.

rug,” one boy savs to the other. They get out a puzele map of the
hemispheres. ((These are wooden puzzle maps, - carefully hand-
erafted. The edges are all smooth, and the pieees brightly painted.
Tiny kuobs on the picees make them casy to handle) They discuss
where the picees go. “*No, no, no! Right here. Okay.”

As-all this goes on, I notice that they, and ‘in fact all the

children, are speaking in ordinary voices. There are none of the
muted tones and wlhispers heard in some Montessori classrooms.

Yet, the overall sound level is somehow not loud or obtrusive in any
way. I had to choose one word to describe the atmosphere, 1
would say “natnral,” and my second choice would be “relaxed.”

I turn back to the map boys. “I know we need this,” 1 hear.
Then one goes to the teacher, who cuts some paper for them the

and there is some discussion of colors. “I'll get orange, cte.” They
take a bowl, return to the rug, and trace two circles the size of the
hemisphere map. One boy begins to make a map of the Western
hemisphere by tracing picees from the puzzle in one of the circles;
the other does the Fastern hemisphere in the other. They then
begin to color the drawings, using the same colors for the
continents as the wooden map docs. ‘

1 see a little girl with a block into which movable evlinders fit,

size- of -the-puzzle-map. T hey-both almost-run-for-colored. pencils,
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She has taken the cylind=rs (which are graduated in size) out of
their holes and placed them in front of the block. She drops a tiny
one and gets up to retrieve it. She secns to be watching what others
around her are doing as she works. She is at one of the individual
tables in the Toom, bur other children are nearby, some also at
tables and some on rugs on the floor. '

Next to ine, the little girl at the bells savs aloud, but seemingly
to herself, “These bells don’t seem the right way put together to
me. Let’s trv them again.” Two other girls come up, and they talk
for a few minutes as she continues with the bells. {There are two
sets of bells: one arranged so that the sound each bell makes
corresponds to the next note in the scale, the other arranged by the
child to match the first set.

Cradually, 1 become aware of another sound in the room:
“Beep, beep. beep,” oue boy is saving. He is at a table, and I can't
sec what he is doing. A boy goes between this table and another
with a tray on which there are two porcelain pitchers. He is careful,
but the other boy is causing a minor disturbance with his
“beeping.” The boy with the pitchers sits at a farther table and
begius to pour water from pitcher to pitcher with great care, using a
funnel. The teacher comes up to a girl next to the beeping boy and
helps her rearrange her pencils. (She is tracing a metal inset.) She
{the teacher) then speaks to the beeping boy very quietly. I cannot
hear what she says. But the next moment he is crying, and she has
picked him up. e is resting his head: on her shoulder. There is an
obvious warmth and tenderness in their relationship. The teacher
carries the boy into a small room adjoining the classroom. In a few
minutes she is back, still carrving him. They go to a tissue box. She
hands him a tissue and puts him down. He blows his nose, wipes his
eves with his hauds, goes to the small room to throw the tissue
away, and returns to his table. Whatever happened, he seems back
together again. I think once more how small he is. He must be
barely three.

Another girl is sitting at a table, folding squares of material
along sewn-in lines to make triangles, squares, and other shapes. She
works with great concentration. Next to her the girl with the
cylinders continues working and watching. The girl washing dishes

_is now. begiuning to clean up. She brings in a bucket for the
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dishwater. The assistant teacher is working with a boy with movable
letters, a different box from tke one used by the teacher and the girl
earlier. These letters are smaller, and she appears to be asking for
sounds, not whole words. The map boys are working away on the
fioor, talking to cach other at the same time. Another girl is looking.
at a paperback book of reptiles.

It is now nine-thirty, and I go into another room. This time the
children are five to seven vears old. They seem busy, but again in a
relaxed and sociable fashion. There are several children working on
rugs on the floor by the door. They are making books of the
continents. 1 notice that the continents are the same size as those
traced by the younger children in the first room. These voungsters
have apparently used the same map as an ou tline. They have
written the names of the continents on the book covers, which are
spread out on the rugs together with pictures to be pasted on them
representing life in each continent. The children also have lined
paper, and they tell me they are going to write a story about each
continent for their books. Since several children seem to be working
on this same project, I ask if they are all going to do it. “Yes,” say’
the girls next to me, who are busy getting snacks out of their -
lunchboxes on the floor. Just then a boy comes up to the teacher
and says, “I'm ready to do my continent book now.” That answers
my next question, which is “Who chooses when to do what?”.
There seems to be a good deal of eating going on at various tables.
Work is out everywhere, too, but a fair amount of it appears to
have.been abandoned for the moment in favor of the snacks.

This room, [ notice, is not as simple as the first room. It is far
from cluttered, but there is more on the walls. Also, the shelves go
up higher, which creates a fuller impression. Many materials are the
same as those used by the younger children.

A child comes up to the teacher who has brought me to the
room. She hugs her. I can’t tonch you,” the child tells her. “I have
gooey hands.” (Cupcakes seem to be a favorite snack.) Gradually, |
notice, work is being returned to as the snacks are finished. ‘

A boy comies up to where the group is working on the continent
maps. He unrolls his rug, causing the pictures which one girl had
laid out to paste, to blow about. “Sorry about that, Noel,” the boy
tells her. “Tom, I'm going to punch you,” she replies. But her tone
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is casual. “Now, don’t do that again,” she cautions Inm, *'Look out,
vou're stepping on Brian's.” (tle was, in fact, but barely. He was

-actually trving not to) “Too bad,” he auswers. “You mess
everything up,” she complains, but her still-gentle tone sounds

more like flirting. "Yeah, but you hadn’t pasted vet,” savs Tom,
getting back to the crux of the matter. Now the girl closest to Noel
says, " You don’t know how hard it is for me to sleep at night. I have

- baby Dbrother. He sleeps right next to me.” The conversation turns
.casual,

The teacher shows the bov who was “rcady” to start his
continent book how to go about it. They have a hemisphere map
(like the one in the first room) on the rug, but this one has two
kuobs missing. That’s not ideal. That is, however, the only missing
part I notice in any equipment that moruing, I think about the
amount of work involved in keeping all the materials in good
condition, and the collecting of all those pictures to be pasted.
Later I notice an assistant and several children cutting out pictures,
So that’s how the teacher manages that, 1 think, at least for this
particular project,

I walk about. A boy is working on the stainp game. This is math
material and consists of a box of small tablets with nummbers on
them. On his paper the boy has written "five plus two is seven.”
The box lid says “*Steven’s fact box.” He is still eating, and I feel
that he is not particularly happy with his work. Next to him are
several tables. At one a girl is doing decimal work with a wooden

chart. Another is working with a staimp game,

Nearby, one girl is sitting with a closed reference book in front
of her. Thiuking she really isn't engaged with anvthing at the
moment, and that such a reference book is a bit much for even a six
or seven vear old, I ask her what she is doing. She opens the book
promptly to a page that has a marker in it. "Ol,” she says, "we're
going to write a stery, and then we’re going to build a tunnel of
mud up there in the front of the room and plunge a stiek in it, ad
rocks fly- out.” Needless to say, the picture in the book is of a
volcano. I'm impressed with the very confident, but nice and warm,
manner in which she describes all this to me. A bov comes up to her
with some paper, for writing the story. “Oh, that’s plenty,” she tells

him;
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I kneel down by a table where a girl is still eating her cupcake.
“Land forms,” she savs to me without being asked, her legs swinging
back and forth under the table. " You color them in. One is named
an istlnmos.” There are papers with a peninsula and other land
forms ontlined on them on the table, There are also cards with
definitions on them: "A gulf is a large part of an ocean or sea
extending. .. She has copied one of the definitions on a piece of
paper. 1 know that her first introduction to land forms when she
was in 2 Montesson classroom for vounger children, was through
travs a which the kimd foris were built up of clay and she poured
water into the open spaces—thus creating lier own gulfs, peninsulas,
or whatever.

A bov walks by another table and a girl drops her colored
pencils. (There are as numy as five children working very closely at
tubles.t “Ol. Maria, pick them up.” one girl says to another
working with her. Then, to the boy, she says “Wonld yvou get to
vour work?” "We're just starting our work and now they have to
start bugging us,” she telis the other girl. " You guys are being too
nosv,” she goes on. Again, there is a teasing, flirting quality to the
children's voices, as there was i the coufrontation between Tom
and Noel,

My “land form™ girl now talks to me again. “Andre is doing the
same thing,” she savs, pointing to a boy several tables away. e has
i fact done a nutuber of written defimtions.

A girl standing by a boy doing a decimal chart says, [ kiss your
mother sowetimes.” “Okav,” he replies. “So vou appreciate
mothers.”

A girl comes up to me, “What are vou writing?” she asks. “Gh,
well,” she savs, "' doing the thousand chain.” She goes back £
the corner of the room. [ notice there are four chains out. (These
are chains of siall glass beads for counting. The thousand chain is
in bars of ten beads. Phere is a chain for nines, eights, and so o,
There are also matching cubes of a thousand, squares of a hundred,
and so on, All these are used in the counting process to show what a
thousand is, what a hundred is, and so on.) The girl begius to count
the beads, marking cach bar with a counter and the appropriate
numeral. 'The particular chain she is using extends most of the
length of the room. It is on the floor on a long felt mat. A little boy

oy 3
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working on another chain savs, “'sixty, sixty, sixty,” as he searches for
_the counter he needs. “I'n doing the longest chain,” the girl says.

“That's the easiest one!” he replies. " Yeah, easiest but the longest,”
~she answers, undaunted.

One boy is practicing writing in script, and another girl is
writing spelling words. Neither has a workbook. Otherwise, the
approach to spelling secins conventional in  this  particular
classroom. ,

A girl is writing a storv to go with a picture she has drawn. She is
talking to the boyv uext to her, who is doing land forms, as she
works. Next to them is a girl writing numerals and defining them:
“twentv-five means two tens and five units....” She has no
-numerical material out, but I know that she has probably learned
these concepts originally from teen boards (wooden boards with
numerals on them and tablets that slide into place making a
number). These are used in conjunction with the glass bead bars.

It is time for me to leave, and I slip out quietly.

Obviously, Montesseri classroomss in which the children are so
plainly self-disciplined and self-motivated and the atimosphere so
filled with purposeful activity and sociability as the ones I've
described don’t just happen. Counsiderable preparation is required
ou the part of the teacher—who must study Montessori theory,
learn to observe children and their spontaneous development, and
develop considerable organizational skills. In addition to this
preparation, the key to success for a Montessori teacher lies in his or
her ability to understand the role of the “teacher.” Montessori
herself substituted the terms “director or directress” for teacher.
They are not often used in English translations of Moutessori
literature because these terms are generally used today to refer to
administrative heads of organizations and could therefore be
misleading. However, Montessori’s original idea cannot be stressed
enough: The teacher is not to teach; he or she is to guide the
child—to plan its education for it. o

Teachers should gradually introduce very young children of two-
and-a-half and- three years to more and more materials, extending
the range of their options fromn one toy or one kind of material to
one toy and two kinds of mnaterials, and so on. Extending their
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options gradually gives the children an opportunity to be snccessful
in choosing activities they are ready for, and therefore enjoy. In this
way, their confidence in their ability to choose for themselves
grows. They also learn that they can trust their teachers to present
them with challenges, but not to overwhelm them wiin activities
which they have no idea how to carry out, and which must
inevitably end in frustration or boredom. The serurity this knowl-
edge gives them makes them eager for new expiiences.

The future success of the relationship between teachers and
children in Montessori classes will depend on the teachers’ ability
to choose new challenges wisely. They must use their powers of
observation, their knowledge of sensitive periods, and their under-
standing of the Montessori material. They must direct the children,
but on the basis of their own observations of the children’s needs.
In this sense, it is the children who must direct the adults. It is not,
therefore, a case of the director and the directed. The adults and
the children work together to further the children’s development.
Thus, both are directors and both are directed. ‘

sk
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