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In our previousdocument IDAC 16/17 - DANGER, SCHOOL
we have sean that the Western world's model of school
education, which is supposed to dfer equal chancesto

all, in fact merely reproducesthe inequalities between social
classes.

2 have seen that our school education, which we had expeded
to bring emancipation and enfranchisement, isin fact merely
an experience of dependency. But we have seen, too, that the

school - like society, of which it isonly one mechanism among
many isin processof changing.












Not very long agq doubtlessas a legacy from mediaeval scholasticism, schoadlingin
all subjedsused to consist principally of learning dreary listsby heart - surely
beause, in an age when bookswere still rare, that wasthe most concentrated formin
which knowledge could be acquired.

Thus, lesonsin your native language meant lear ning the nomenclature of different
kinds of words (definite and indefinite articles, posessve and demonstrative
adjedives, relative and personal pronouns; all sorts of exceptionsto spelling rules;
conjugation models, etc.).

Studying aforeign language meant lear ning the same clasgfication with, on top of it,
long lists of vocabulary terms detached from any context.

In geography you learned lists of countries and their capitals, counties and their
county towns, citieswith populationslarger than 100 00Q the highest mountains, the
longest rivers.

In history you learned the chronology d events, dynasties of kings, hor des of
generals, flocks of poets, coveys of playwrights, galaxies of scientists. What was |
required to reel off in my Schod Certificate history examination? A list of the
romanesque churches of France.

In those days, being goad at natural science meant having assmilated the
clasgfication of animal species, being ableto list the most representative spedmensin
each speaes. Likewise for the vegetable world, and you were wmnsidered the most

lear ned of botanists.

You were a perfea chemist when you knew thelist of the principal metals, metall oids
and acidswith their symbol and speafic weight.

We aould carry on in definitely with thislist of false knowledge, monastic knowledge
designed for people who neither live nor do and who will never usetheir knowledge
asatod.

Times have changed.

what has changed?



the subjects taught

The subjectstaught at schoad are developing. Every now and again, schod syllabuses
are dusted off; new subjedsareintroduced (thisis often a matter of fashion, with all
the exaggeration which fashion implies): modern maths, new grammar, data
processng, the New Novel... obvioudy, schod learning must run along the same lines
as university learning, of which it isboth the preliminary and the outcome.

What these dhanges actually mean in practice, and how they are integrated in the
great schod machine, remainsto be seen.
Modern mathsisatypical example.

Theintroduction of modern maths, asits champions themselves pointed out, called
for a fundamental changein teaching methods and teachers' attitudes. It was
supposed to gohand in hand with a spirit of discovery, with creativity: to be
intimately linked with group research (and therefor e to encourage - operation):
and, perhaps, to be less ®lective than traditional maths. Some teachers went so far as
to seein it a means of synthesizing the whole variety of knowledge dispensed by the
schoal and, consequently, a possbility of remedying, however dightly, the lunatic
compartmentation of schoal subjeds.

What happened in fact? Barr ing a few exceptions, all that modern maths has become
isjust another subject, consigned to textbooks of the same type asall therest and
taught in the traditional manner.

A subject often felt to be more abstract, more remote from reality and from the
pupil' s everyday experience, than traditional maths. Asfor the decompartmentation,
which was once hoped, not a traceof it remains.



teaching methods

A development istaking placein teaching methods and equipment, the most spedacular being
the development in school equipment, whose quality and complexity are continually growing.
In the last few decades, textbooks have steadily improved in terms of clarity and attractiveness
In addition to this, one of the greatest changes has been the increasingly generalized use (at
least wher e the school budget permits) of audio-visual equipment of various kinds.

Schools, which represent a vast mar ket not only for the publishing trade but also, and more
particularly, for the great optics and eledronics companies, are acquiring quantities of
machines of all kinds, fed by a more or less extensive supply of slides, films and cassettes.
What are weto think of such technical escalation? There can be no doubt that some of the
machines and materials are most attractive and highly valuableto the pupils. But oneisentitled
to wonder what fundamental change they bring about so long asthey remain the property of
the teacher who usesthem as he seesfit - asa mere prolongation or amplification of hisone-
way message. On the other hand, the same equipment gains a very different kind of interest if it
entersinto the possesson of the pupils (development of creativity and of a sense of
responsibility, familiarization with the techniquesinvolved).

Lastly, we must ask our selves whether the fact of having the surrounding world presented to
them in such an attractive way within the four walls of the class oom does not absolve both
teacher and pupils from the neaessity for real-life contactswith their environment.

Let uslook alittle further ahead: beyond the audio- visual teaching aids which, today, are more
or lessuniversally accepted, can we not discern other machines or super-machines. computers?
How long before we have theroboticized schodl, where each child is connected up to hisown
computer and engagesit in conversation as though that were the most natural thingin the
wor ld?
Science fiction, you may say. No, not at all, in atechnocrat's mind nothing is science fiction. The
costs have already been worked out. Let uslook a little further ahead: beyond the audio- visual
teaching aids which, today, are more or less universally accepted, can we not discern other
machines or super-machines. computers? How long before we have the roboticized schod,
where each child isconneded up to hisown computer and engages it in conver sation as though
that werethe most natural thing in thewor|d?
Sciencefiction, you may say. No, not at all, in atednocrat's mind nothing is science fiction. The
costs have already been wor ked out.



Interpersonal relations

Children and adolescents, long reduced to silenceon their schod benches, arein some schools
permitted or encour aged to speak out, to expresstheir views, sometimes even (but thisisrare)
to take dharge of their work. Some official native-language syllabuses actually give pride of
placeto free expresson, take account of the pupils interests and concerns, advocate resped of
the spoken language.

These are indisputable improvements: but it should be recognized that they are often limited in
their application by the weight of traditions and mentalities. A redistribution of the right of
speed (not to say aredistribution of power) impliesaradical challenge to theteacher'srole
and personality. Other limits are imposed by practical considerations aich asthe number of
children in aclass. And the gap between good intentions and actual practice leaves many
teacherswith an uneasy conscience.

In any caseit isnot easy to create a new relationship between teacher and taught within an
institution which in other respectsrefuses all fundamental change. It isdifficult to find the
middle way between the hard line taken by the teacher who, " for the pupil's own good" , never
yields an inch and the over-permisgve attitude of surre nder which leadsto total collapse. We
are aware, too, of therisk of slipping into the demagogical all-pals-together pose, which isa
serious pitfall for teacherswho refusetheir status both asteachersand as adults.

Relations between teacher and pupil are changing. In thisthey follow the general development
of the relationship to authority -- authority which, in many areas of life, no longer dar es assert
itself in broad daylight with the violence and arbitrarinessit once did. The age of corporal
punishment is (almost) past, like the age when children were forbidden to talk at table.



educational structures

Educational structures are changing. The last decades have seen the abolition of
streaming in primary schoals. Today, wherever political power - for reasons of
emnomic necesgty or asa matter of principle - favors the democratization of
schoals and equal chancesin education, this development goes further than the
primary schod: in order to avdd the for mation of ghettoes, all adolescentsare
taught under a single roof; the age for the traditional seledion is postponed by one
or two years, or even until the end of compulsory schodling. The stakes are dearly
political, and blatant differences between progressve and reactionary forces are
brought to light.

Such structural changes can undoubtedly bring apredousrespiteto acertain
number of individuals; they can even raise the general educational level of a
particular nation. But we are bound to note that they make no differencewhatever
to theinequality of social classesin faceof the schoadl institution, and that,
moreover, they do not automatically lead to the thorough changesin teaching
contents and in mentalities which would be needed.

The same could be said of structural innovations of another kind, namely, so-call ed
remedial measures for pupilsin difficulties. Some schodls offer, at great cost, many
hour s of remedial teaching, either as a supplement to the schoadl timetable or as
part of it. But in many cases these measures produce no ather effed than that of
giving everybody concerned a clear conscience.

(If - consciously or not - a child refuses the nourishment offered by schoadl, stuffing
the same nourishment down histhroat will hardly make him absorb it better).



Spurious changes

Schoadl ischanging as aresult of social presaires, scientific innovations
and eaconomic needs: inded it is changing dl the time, continuoudly
adapting itself to changing conditions.

But these dhanges, innovations and reforms do not touch the heart of the
matter.

For all the goad intentions of educators, for all the new subjeds taught
and new techniques employed, the knowledge transmitted at schod is gill,
in the majority of cases, divorced from

the context of the pupils lives, their experience and their neels.



What isneaded isno longer to transmit knowledge or to follow an official syllabus
but to equip the pupil with resources, offer him an opportunity to construct
concepts appropriate to hisintellectual development, give him the meansto react to
his environment. Seen in thisway, teaching has a meaning only if the educator is
capable of putting himself at the pupil’ s disposal, of adapting himself to the pupil' s
language, behavior and modes of socialization.

In a schodls system which, despite all that has been said and demonstrated time and
time agan, continues to defend the false notion that development is achieved by
lear ning instead of recognizing, with genetic psychology, that it isthe child's
development which makeslearning possble, qualities sich asinventiveness,
creativity and up-to-datenessare still regarded as subversive. R.D.O. and P.D.



CHAPTER TWO

FRIENET



Thestory beginson 1 January 1910 with Celestin Freinet’ s appointment as assistant master at
the two-class village school of Barsur-Loup in the French department Maritime Alps.

Freinet was called up for servicein the First World War at the end of his scond year at teacher
training college. He never completed his professional training. Severely wounded in the lungs,
hewas shuttled from one hospital to another for four years, and when he decided to enter the
profession, which was going to be hislife, he did so against the adviceof the doctors, who
prescribed completerest.

He discovered children, their diversity, and their delightfulness. But he could not stand the
atmosphere of the dassroom. Speaking for more than a few minutes on end tired him out.
Prevented by ill health from teaching in the traditional way, he had to look for other solutions.
He began taking his class out on " study walks" . Physically exhausted, Freinet decided to read
for a primary schoolsinspector's diploma. I n thisway he became acquainted with educational
theory. In 1923 hevisited some schodsin Hamburg where experimentsin " anarchic
education” were taking place

In the autumn of the same year, appointed as a teacher in a high school, he decided not to take
up the post and went back instead to hisclassat Bar sur-L oup. Some important innovations
were made during that school year. Visitsto local craftsmen opened a door between the schod
and real life. Becoming more solidly integrated in the life of the village, the schoolteacher began
his career as a militant.

He ampaigned among the villagers, urging them to join the m-operative movement, which was
starting to develop in the region. The new school activities made Freinet aware of the contrast
between the dhildren's enthusiasm for study arising from such outings and the dullnessof the
traditional classroom.

In 1924 Freinet attended the congressof the International L eague New Education at Montreux
in Switzerland. Here he heard talks by Genevese alucators- Ferriere, Claparede, Bovet - and
met Cousinet. But conditions at the village school of Bar sur-L oup were far from ideal for the
application of the " active schod" principles developed for the use of Geneva's enlightened
middle dass.

At the start of the following school year he had theidea of making use of printing asalink
between the dhildren'sthoughts and their schoolwork. Thisled tothefirst printed textsand to
thefirst colledion of such texts, the" real life book" .

At the sametime, by a symbolic act, Freinet abolished the teacher'srostrum, thusturning the

teacher into his pupils workmate. At the end of 1924 he published the result of his experiment
in atradeunion journal. Theearliest reactionsled to acorrespondencebetween Freinet's class
in Provence and Rene Danidl'sin Brittany, opening up fresh perspedivesfor the new teaching
practicethat was gradually evolving.



Among the numer ous attempts to make teaching and education less constrictive,
Freinet'swasthe only one, which reversed the educational process for him,
knowledgeisthe fruit and end product of lived experience, analyzed and
expanded by study.

Freinet's dory showsthat a combination of apparently unrelated factors and events may
sometimes sufficeto bring up a fundamental reassessnent and development in a spedfic area.

L et usexaminethe process with thisin mind. Freinet, as we have said, found speaking too
tiring. His <hool at Barsur-L oup was poor, especially in books, which madethe teacher's
windpipe the only source of information. Taking his pupils out of the class oom on walks, he
eased hisown respiratory system and at the same time discovered that infor mation was not to be
found exclusively in his own knowledge or in books but also in the experienceof people met on
such walks, in watching animals, in the ancient stones of the village fountain.

He also saw that the dhildren did not necessarily require his mediation to acquire such
information: that, in some @ases, the teacher isactually in the way, e.g. when interviewing a
manual wor ker who will express himself more freely when thereisn't an " educated” man
present.

Wasit also because he had difficulty in speaking for long periods that Freinet introduced
tedhniques, which eventually substituted " education by work" for education by the spoken
word? Printing transformed a bunch of competitive dildren out for high marksand prizesinto
co-operator s, the newspaper motivated and encour aged expression and gave riseto
communication and exchange with others; exchange led to corr espondence, a sour ce of mutual
curiosity to be satisfied by inquiries, interviews and reportages.

Thus knowledge deposited on more or lessfertile ground from outside was replaced by
knowledge drawn from lived experience Sometimes, when such knowledge was svallowed a
little greedily, the teacher could help the pupil to digest it. That isall. Therein liesthe essence of
Freinet's practice. The only thing that mattersisthe approach. You start with lived experience,
with what has already been acquired, and you offer opportunities for multiple and varied
experiment in every field: the master intervening only to nourish thisliving environment, to
suggest or establish communicationswith the outsideworld. That iswhat Freinet's" good"
followers do.

For Freinet's story isalso that of the militant who, after he was sacked by the Ministry of
Education in 1934, built his own school with the help of some erly friends; who succeealed in
convincing thousands of teachersin state schoolsto adopt the " Freinet method" , so that, unlike,
for instance A. S. Neill's, hisexperiencemore or less understood, more or lesstaken over by the
Establishment - has at least not remained unique.



other experiments

Freinet appears, then, asthe man who rever sed
the educational process: knowledgeisthe fruit
and the end product of lived experience Since
then, numerous attempts, almost always limited

In scope, have been madeto trandateinto practice
the principles of " educational training" to med
the aspirations of new generations. Many books
have been published describing these attempts.

In order toillustrate the changes, which, in our
view, are necessary to med the principlesand
social requirements of the development of
educational training, we have selected three
examples, each of which representsan extreme
position vis-a-vistheinstitutions existing today.

1.Theisolated experiments conducted by
Raymond Fonviellle at a barracks-type urban
school in the outskirts of Paris, with very rigid
structures and extending from the fir st school
year to the school-leaving classfor 14to 15- year
olds.

2. A global community experiment carried out as
part of the Folk High Schodsat Tvind in
Denmark.

3. The" schod-in-a-boat" , an experiment entirely
outside any institutional framework, which forms
part of the spontaneous " unofficial schools"
movement but, because of itsitinerant nature, is
partly proteded from the usual social pressures.
In order to enable the reader to placethese
referencesin their proper context we proposeto
givea brief description of each projed and of
their authors intentions.



1. the dasssat Gennevilli ers

Gennevilli ersisa suburban town of 50.000inhabitants stuated in aloop of the
Seine north- west of Paris. For a long time market gardening was a major activity.
Gennevilli ers, which isonly 4 kilometer s away from the apital, has also been for
long the home of folk employed in all kinds of marginal trades. Today it houses
many industries, which, at first, found the unskill ed manpower they needed among
thelocal population, poor and of a very low cultural level. This has gradually been
swelled by large numbers of immigrant workers, who now account for morethan a
guarter of the population.

The schod s population, which results, isvery difficult to deal with. The children
are poorly motivated because they lack any per manent referenceto social success
dueto schoadling; and their families, which, because of their own low educational
level, soon find themselves out of their depth, poorly support them. The educational
innovations we already spoke of are not helpful. And these difficulties are multiplied
tenfold in the case of children from immigrant homes where French is not spoken.

|n my thirty-one yearsas ateacher in a barr acks- type schod of 30 classes (primary
and junior comprehensive), working under a variety of principals ssme of whom
were mor e authoritarian than others but all were swamped by the sheer numbers
of children that had to be taught, | have cnducted two distinct and significant
experiments.

From 1955to 1960l stayed through the years of their primary schooling with a class
of children whose parents had agreed that an educational method based on Freinet's
should be applied throughout that period.



My aim was, above all, to conduct a gobal experiment. Time was not a problem:
wewere going to stay together for 5 years. Neither wasthere any problem asto the
syllabus, except possbly during thelast year, when any gapsthat were left by our
everyday activities could easily befill ed.

First, | was going to experiment with ways of learning: --

L earning to addressothers, to communicate one's experience, one'simpressons,
sensations, fedings, and ideas,

L ear ning to write down one's own experienceand, onceone knew how to read, to
read the experience of others,

L earning to identify the problems arising from daily life and from on€e's activities
and, having posed the problems, lear ning to solve them with the help of figures,
experiments and projects.

Also | maintained a very close coperation with the parents (reinforced for atime
by our common resistance to an inspedor who wanted to dismantle the experiment).
Thishelped to accomplish some spedacular projects, such as a corre spondence
conducted regularly for several yearswith schoolchildren in L os Angeles and with
the French schod in M oscow; corre spondences with schoaols nearer home which led
to exchangetrips, especially oneto Brussals; and, above all, the organization and
financing aganst all odds (which included the Ministry and the town council) of a
month's gay in the mountains.



From 1962to 197Q an experimental class(unofficially recognized as such) for boys
aged 14 and 15who had failed in their previous shooliing gawe me the opportunity
to test an important branch of teaching science These boys had failed either at the
end of primary schoal or after one or two years at junior comprehensive, especially
in " transitional" classeeswherethese existed. Asaresult of their failurethey were
condemned, almost without reprieve, to become technical apprentices. and the
choiceof apprenticeship was extremely limited by the requirements of the local
industries and, in the case of non-industrial apprenticeships, by the small number
of places available.

These dasss, later to become known as" practical" and eventually as" pre-
vocational" classes, were not obliged to stick to aprescribed syllabus. The only
subjedsrequired in order to qualify for apprenticetraining are, French and
arithmetic. What mattered, after suitable reasauranceand arekindling o the ability
to wont, wasto gvethese boys- all of whom were all too convinced of their
limitations and shortcomings - the means for making a genuine choice Thanksto
the freedom, which for the reasons described above, | was ableto enjoy, thisclass-
together with three or four others, some of them run by former disciples of Freinet's
- becamethe birthplaceof institutional pedagogy:.



The principles of institutional pedagogy ae the following: -

The adoption by the teacher and - asan aim at least - by every member of the
group of an attitude of unconditional acceptanceof the others, of a desire to
understand, and of personal commitment.

The exercise of self-management by the group in all itstasks and problems; this
implies:

Choaosing what isto be learned organizing the available time

(within the limitsimposed by the larger institution)

Managing the mlledively owned equipment

Choosing and organizing activities

Choasing one'sgroup

Developing, establishing and running the necessary institutions

Defining the roles and responsibilities of each member;

Continuousinstitutional analysis:

Of thelarger institutions within which the group is functioning;

Of the spedfic institutions with which every member personally hasto deal;

every member of the group isinvited to do this;

And of every sequenceof the group’slife.
L astly, between 1971 and 1972, | had the experienceof a classof the sametypeat a
tedhnical college where my aimswere the same but the students mentality was
somewhat modified by the fact that speaal workshops were avail able on request.
R.F.



2. the travelling
Folk High School

It isn't easy to find the schools at Tvind, half-hidden in a sparsely populated rural areain the
north-west of Jutland in Denmark. The basic principle on which the teaching at these schoolsis
founded isthat you learn through doing and that education isacquired through practical
experience For thisit isessential that all the students, together with the teachers, should
assume responsibility for their own training, so that everyoneis, simultaneoudly, ateacher, a
student, and a worker.

The oldest and best known of the Tvind schoolsisthe Traveling Folk High School, established
in 1970 by a group of young teacherswho had traveled for long periodsin the Third World.
Feding the need to communicate to ather peoplein Denmark what they had seen and
experienced on their travels, they realized that just talking was not enough. People had to have
a concrete experienceof going to these placesin order to seg feel and understand what it was
all about. Thiswastheorigin of the Traveling Folk High School projed.

"We wanted to create a school where the students could study international problemsfrom
both a theoretical and a practical angle. Our objed wasto acquire knowledge so astotakeup a
position on fundamental social isaues, at home aswell asabroad" .

Taking full advantage of the institutional flexibility of the Danish educational system, which
will financeresidential schoolswithout insisting that they should train their pupilsfor a
particular tradeor prepare them for a particular examination, the Traveling Folk High School
obtained official recognition for its study programme centered on inter national and social
guestions.

At first the school had itsbasein an old hotel at the seaside. From there, five old buses, bought
cheap and reconditioned by the students themselves, set off twiceayear for a study tour in
India, each with eight to ten students and a teacher. Four months later they returned, summed
up their experienceand tried to share what they had lear nt with other peoplein DenmarKk.

The main purpose of the course (if that istheright term) was to make an on-the-spot study of
the living conditions of peoplein the Third World and to relateit to investigations into Danish
society. The most original asped of the projea wasthe lear ning process chosen: trying to get as
close as possibleto the subjea of the study, on the principle that the doser you are, the more
you will learn. Thus, in order r eally to learn something about development problems, you have
to plungeinto theworld outside the dasg oom. Y ou haveto say good-byeto the security of the
school building, venture forth among ather people and try to share their life and work.



On the basis of the accumulated experienceof several expeditions undertaken over theyears,
the Traveling Folk High Schod arrived at its present pattern of a cour se spread over 17 months
and divided into five periods.

1. First, for the spaceof two months, thereisthe whole business of preparing the voyage. The

group of students and teacher s hasto tackle the problem of organizing itsdaily life at the

school. Asthereisno cook, laundry or officestaff, they haveto learn to operate colledively asa
group, knowing that if they do not perform these basic tasks, no one dsewill do it for them.

Thisfirst stageisalso atimefor reading, researching, gathering infor mation about the country

to bevisited and planning every detail of the voyage.

Asthegroup isgoing to spend four monthstraveling in an old bus, there isa great deal to be
done, not only medianical repairs but also converting the businto aplacewhere people can
live, work and cook. In order to do all this, the group must assume responsibility for itself and
lear n to function successfully on the basis of co-operation and mutual aid.

2.The second stage ansists of a four months voyagein a chosen region of the Third World.
Usually the studentsare at first rather nervous about direct contacts with the population. But
oncethey have taken theinitiative of getting out of the bus and going to explore the
surroundings, contact israpidly established. They work together with the peasantsin small
villages, and the sharing o food quickly createsrelations of trust, which in turn, lead to open
discussion and a mutual exchange of knowledge. The experiences and explor ations undertaken
by each member of the group are systematically discussed in the bus. Learning is bated on
concr ete observation and common discussion.

3.Thethird stagetakes placeat Tvind and laststhree months. The group is back from the study
tour and it isnow timeto organizethe material and experiences gathered on thetrip and to find
the means of communicating them to athers. Thiswork of theoretical study of the observations
made hasto have a product - a book, film, play or something else - which will help to share with
othersthelesonslearned during the voyage. Thisdiscussion with peoplein Denmark givesrise
almost inevitably to a desire for better knowledge of living conditionsin Denmark itself.



4. Thefourth stageisdevoted to athorough study of social conditionsin Denmark, espeaally
those of theworking class. Direct lived experienceis once more the source of knowledge and the
starting point for research in greater depth. For a period of five monthsthe studentsand
teachers lit up into small groups, leave the school and, as a full- time experience, share thelife
of Danish workers.

5. Lastly, back at the schod, all try together for five monthsto sum up the experience acquired
during the months of living and working in the Third World, at the schod and in working-class
areasin Denmark.

the continuation schoo

The pedagogical principlesused at Tvind were tested and developed with young adults. In 1974
another school was opened at Tvind, intended for studentswithin the 14 to 18age range and
offering aprogramme, which corr espondsto thelast two year s of compulsory State schodling.

One-half of the school hours are set aside for practicing awide seledion of everyday activities.
Theother half isdevoted to theoretical work, linked as closdly as possible to these practical
activities.

At the beginning of theyear the students are divided into random groups each of which is
responsible for an activity essential to the day-to-day running of the schodl: secretarial work,
cooking, agriculture, building, medanics, information, etc.

Thosein charge of secretarial work, for example, receve and answer the mail, pay bills,
answer thetelephone. They are also responsible for bookk eging; and haveto keep all the
other studentsinformed of the school' sfinancial situation. The group in charge of agriculture
takes part in the daily work in the fields, grows vegetables, looks after the agricultural
machinery, etc. The medanical repairs group seesto the maintenance of the school' s transport
vehicles.

Boysand girls participatein thework of all groups on an equal footing. Each group draws up
itsown budget and kegps accountsreativeto itsown activities.

Thetheoretical work isdone asfar as possblein relation to, and on the basis of, the practical
activities. The studentsinvestigate the technical and social aspeds of the type of practical work
they perform by means of enquiriesand visits and through documents of variouskinds. The
enquiries may take the form of discussions with people having dired experienceof the
particular area being studied, visitsto work places, or systematic reading.



Thusthe studentsin charge of infor mation follow the national and international news, discuss
them and transmit them in writing to the others. They have also tried to find out why young
people's views on essential questionsare sorarely heard or read. They havevisited a TV studio,
a large daily newspaper and the School of Journalism. The" medchanics', in turn, have studied
the dectrical circuits of motorcarsand have resear ched the question of why present-day cars
have a much shorter working lifethan in the past. They have also visited a Volvo factory in
Sweden and have worked for two daysin a car repair workshop nearby.

Besides such investigations, the other aspect of theoretical work consistsin more formal study
of a certain number of subjects sich as mathematics, languages, history, chemistry and
physics, included in the syllabusfor the official examination which students are expeded to
pass at the end of compulsory schooling.

Of course, linking the teaching of these subjectswith practical experienceisnot always an easy
matter. But an effort is made to conned reading, writing and arithmetic; at least, with the
practical activities and language lear ning is often integrated in exploratory visitsto Germany
and England.

School lifeat Tvind is best described in the ssmple wor ds of one of the teachers: " Wework on
our occupationswhatever they may be, both from the practical and the theoretical point of view.
In the course of our practical work questions arise to which we have to find answersin our
theor etical work. And we apply the knowledge we get out of the theoretical work towards
improving our practical work." M.D.O.



3.the“School —in a Boat

L eonid Kameneff, the" promoter"” of the

" Schod a Boat" , deniesthat he forms part
of the" parallel schools' movement (1).
Inded, the definition he gives of his
objedives and, more espedally, the
experiment itself clearly show that heis
not. Yet definitely belongsto abroader
current in education, which challengesthe
schodls g/stem.

The parentswho send their children to
paralle institutions do so because they are
afraid of what the gigantic personality-
crusher of State education will do to them,
or because several years of bleak and
unhappy experience of State education
drivethem to do so.

Those who undertake these experiments
are dether teacherswho, for a period of
time, have been the systems accomplices
(usually misfits), or elsethey are people
who have had occasion to measureits
effects. L eonid Kameneff, a psychologist
and psychotherapist, wasin a goa
position to do this.



Parallel schodsare for children from privileged homes. Privileged in terms of
money, because the fees - although in a number of cases, particularly in that of the
Schodl in a Boat, they are scaled downwards - are neverthelesstoo high for working
classfamilies, which have great difficulties even with the asts of compulsory,
education, which in Franceis supposed to be free. Privileged also in terms of
culture, 90% of the parentsbeing - in the case of the Schoadl in a Boat - of middle
classorigin, including 50 do dof intellectuals. In this sense L eonid Kameneff's
experiment can be bracketed together with the parallel schodls. Where it differs
from themisin itsobjedives. Elsewhere, it isa matter of placing children faced or
threatened with failure in an environment, which will i ncrease their sense of
seaurity, so that they may meet the dhallenge of traditional examinations or
competitionswith a goal chanceof success

Hereit is, rather, a question of coping with all the demands, many of them
unexpeded, that are thrown up by an itinerant way o life: communication (hence
language), travel, shopping, food, etc. It isalso aquestion of maintaining, arousing
or reawakening aconstant curiosity about anything that may turn up while
traveling ar stopping a one placeor another.

In 1969 L eonid Kameneff, owner of a sailing boat and a keen sail or, proposed to a
few parents (in most casesthe suggestion was made through the dild) a year of
schoadling on board the boat while sailing in the M editerranean.

Sincethen, the form of the experiment has developed (2): ther e have been several
boats, ther e have been donkey caravans, and there has been a stay on a Greek
island. The most interesting development occurred perhapsin thefirst two years,
when the acquisition of knowledge and lear ning was imposed by the need to cope
with situations, which were vital to the group, and the mistakes of conventional
schoaling methods were brought sharply into relief.

"What remains fundamental isthis: -

Wetrave through theworld, encountering and getting to know whatever comes
our way: civili zations, customs, spedacles of all sorts; - We stay in small groups
composed for the most part of children. What isfundamental, too, in spirit but also
in fact is. the freedom of these young people who live according to the laws of men
the same laws as those which govern thelives of their elderswho do not lead alife
of " miners': of children, yes, but not of minor children." R.F.



We are now moreor lessfamiliar with the structuresin which
all these experimentstake place and the objedivesaimed at by
theinnovators. We have an idea dof their speafic concernsin
thefield of education and training. What we do not know as
yet arethe actual detail s of the approach adopted in each case.
Thisiswhat we shall examine next, always bearing in mind
that the choiceof approach may belargely symbolic.




The Mother Tongue
The erly stages

Thanksto the parents ability to guess at their meaning, a baby'sfirst effortsat communication
(crying, calling, imitating, smiling, ma- king gestures) are generally sufficient to expressthe
child'snedds, whether it be for food or some other smplewant. Yet it isnot long before these
are replaced by that unique medium of communication, language, which will continueto hold a
privileged position throughout life.

The dild'slanguage learning takes placein a natural way and within the family circle, of
whatever sizeit may be and to whatever extent it may be sensitive to his needs. It takes place
through imitation, whencefollows the importance of models during this period and of a good
use of language. L anguage will serve asa kind of visiting card for theindividual throughout his
life, presented not only to those around him but to everyone with whom he will have a
relationship of any continuity in the future.

It must be obviousthat early language lear ning suffers from great inequality because of the
vast disparity in thisresped between families depending on their social origin and the region in
which they live.

By thetime the dild goesto schod a deep ditch has already been dug between those who are
more and those who are lessadvantaged.

Thetranstion to reading and writing is, of course, less natural than the earlier acquisition of
spoken language - if only because reading and writing occupy a smaller placein everyday life
than speaking.

Nonethelessit istruethat the three activities belong to the same system, at whose origin liesthe
process of thinking - a discipline not listed in the syllabuses of today's educational
establishments and are linked by alogic which ought to make them appear in-dissociable from
one another.



| f we want to communicate what we think to aperson whoisin front of usor at the other end
of atelephoneline, we say it. If wewant to communicate with someone far from usin time or
space, we write our thoughts down for that person because we cannot speak them. When we
recave a message communicated by someone near or far, welisten toit (another skill which
finds no placein the elucational armoury and is 9 negleded in everyday lifethat no one seans
able, these days, to be" a good listener") or elseweread it.

Thusthe objective of the act of writing isthe same asthat of speaking. Thisisso truethat
many books published today are ssimply transcripts of tape recor dings.

The school, which decreesthat thefirst year of obligatory schoadling shall be the year in which
the dild learnsto read, thereby destroysthelogic of the communication process. Man wrote

what he could not say to athersbecause they were absent, far away or not yet born. And if no
one had written, there would be no question of reading.

The arrangement of the arr iculum mentioned aboveisfavored becauseit does not awaken
critical thought. Thisis surely the school's basic objective, and surely thisiswhy schools place
such emphasis on lesson-content, specially chosen to transmit a body of knowledge to servethe
interests and goals of the society (whatever it may be), which has established the school in the
first place Thisarrangement underlinesthe differencebetween the thinkers (thinkers of good
thoughts) whose wor ks are there to be read and the rest of humanity, who are lucky enough to
be fed with ready- made ideas and who, therefore, have no need either to think or to write.

A more logical approach along the lines suggested earlier was the basis of my own teaching of
reading in a homogeneous class of 32 children. The symbolic content first activity seensvery
Imp to metoday.

On thefirst day of term, all t year oldswerewaiting in theyard, under my supervision, divided
into thefivefirst dueto receive them. They found alarge cater pillar and some or watched it
very carefully before the aowd got hold of it and crushed to death.

As 0n asthe dildren had settled into the dasgoom, | asked them to tell stories. Timid
silence gradually gave way to afew nervous attempts, and finally someone mentioned the
caterpillar. Of coursethiswasthe story, which claimed the children's attention because had
just lived through it. | wrote on the blackboard, in my best writing, exactly what they had said:

thismorning
in theyard
therewas
a big yellow and green
caterpillar



The diildren copied this dory and soon were "reading” it or reciting it by heart.

During the days, which followed the process | have described developed into ahabitual pattern
of work. In thisway, each child could satisfy his desire for self-expression through story telling.
Asthey spoke, | carefully noted the stories down in order to submit them to acolledive decision
and reproducethe chosen story on the blackboard. Every day astory was %t in type and
printed in largelettersby our printing press Every day the printed page would takeits placein
the big folder belonging to each child, eventually constituting his" reading book" . Another
batch of the same printed passages was ®nt to another classof schoadchildren who, in turn,
sent ustheir printed stories. My pupilsdid their best to make these out.

Every day, asthey copied out the story they had chosen, the dhildren gradually mastered the
skill of writing, an indispensable tool that soon made possible the first hand- written exchange
with our correspondents. This, our first real contact with them, took the form of a letter which
we had put together orally and copied out al From the beginning of ~one of the more advanced
a boy who had been t; school, waswriting and r own stories. Several friends emulated him. This
meant were no longer tied to the colledively produced text for correspondents but could each
send hisown story, corrected and copied out, to an individual corr espondent of hisown. It is
worth noting that thefirst child to succed in transcribe without help what he wished to
communicate announced, not as one might expect " Now | can write" but " Now | can read!”

After this gage of all-round lear ning activities closely (with their own experiencethe dildren
entered a more tednical phase, in which the study of the words they had already encountered
led to analysis of their sounds and the cnstruction of new wor dswhich extended their control
of language. They became familiar; too, with other storiesfrom children's books, which formed
an important element in the altural environment of the classroom essential step, had already
been taken.

The diildren had understood that writing, talking and reading al form part of the same range
of possibilities of establishing communication with others. They had absor bed the knowledge
that their own personal stories, on which the whole dassconcentrated itsattention if only for a
moment, had value. They have found the means of telling those stories. They knew that the
spoken word does not belong exclusively to public speakers, that writing isnot an art reserve
for authors. They could never be condemned to silence



after communication comes exploring

Just at the child'sfirst stepsin language lear ning fulfill the
individual's overriding need to communicate with those around
him, so ather learning activitieswill enable him to satisfy his need
for exploration.

Exploring our environment and taking possession of it must entail
making comparisons, making judgments, measuring the relative
size and importance of the placesin which we grow up, the objects
we use, the exchanges we make with others.

Exploring also means under standing the why and the how of natural phenomena, and of
everything that makes up and peoplesthe natural world, aswell as under standing the complex
technology familiar to the young people of 1980.

Exploring involves going beyond the limits of our own immediate world, seeking to know and
understand faraway countries and those who livein them.

Exploring means deciphering tracesthey haveleft behind, the artifacts and written documents
belonging to them, rediscovering the paths of progress followed by our predecessorson this
planet.

And exploring also means griking out towar dsthe unknown, creating from out of the depths of
our own sea et sources what no one has created before.

codes...

Just asthere are codes - sounds, signs - which facilitate linguistic communication, so there are
other rules, which regulate and facilitate our more exact knowledge of materials, elements and
places, our natural surroundings.

Aswith language lear ning, so with these mdes. they all haveto belearned.

Traditional schooling on the Cartesian model in the French-speaking world, by partitioning
and fragmenting al things, by arranging all thingsin orders of precedence, rationalizing them,
imposing auniform value on them, has quite smply destroyed life and its for ms of expression:
curiosity, experimentation, trial and error, adventure, initiative.

other codes...

It also appearsimportant that the dild should become aware very early on that there are
different codesfor different countries, fields of activity and techniques and should realizethat
these are not inferior to but only different from the codes accepted in his own environment:
that it may be useful to know some of these codes, such as languages (anyway the languages of
countrieswe intend to visit), currencies (especially of the cuntries with which we are in
contact) or the specialized languages of the activitieswe engage in, bethey music, eledronics or
sailing.

We do not proposeto indulgein yet another theoretical analysis of what a truly dynamic

lear ning process might be, but, rather, to show by means of examples drawn from situations
actually experienced in the course of the educational experimentswe have describe that there
are other, more exciting and richer pathways to knowledge than those imposed by educational
institutions. R.F.



Mathematicsand Arithmetic

For the very young child, the early beginnings of mathematical knowledge are
included in the exploration of hisenvironment, in the efforts he makesto take
possesson of it.

Heisled towards a mathematical approach when placing himself in space, when
gauging the distance, which separates him from a desired object - will hebe ableto
reach it? When organizing hisideas of what is hot and what islesshot, or when
comparing something heavy with something lessheavy. In the same way his quest
for balance, the experiments he makeswith the various elements, materials and
furnishingsthat surround him lead the same child towards <ientific deductions,
which are often linked to mathematical ideas.

Within this subject area, too, and enabling the child to link together these first
experiments and communicate his data to ather people, isthe acode most commonly
used after that of language - the number-code. M oreover these number- words are
practically asfamiliar asany othersto the young child, for ssmple numerical data
are very closely related to his everyday concermns.

Aswith the language-code, children of the same age group show considerable
inequalitiesin their ability to learn these mathematical and scientific codes. A
mathematical or scientific cast of mind isfed, like a stream, by two springs:
curiosity and necessty. Everything depends on how the dild's environment has
proteded or given riseto those springs, how his questions have been answered.
Similarly, it would bewrong to think that the same problems are easy for every
child or complicated for every child.

a beginning...

At the sametime astaking chargein the manner | havejust described of the
language-development of some six-year old children, | wasalso required - asis
usual - to teach them to do sums. (In those daysit wasn't called mathematics at this
level. The year was 1955 and | was convinced - having seen how school was faili ng
the dhildren - that whatever | did couldn't be wor se than what had been done
hitherto. (My proof was provided by one little boy, kept down a year, who was
unableto write has name after a full year at schoadl, not counting thetime he had
spent in the nursery).



Thelarge number of perfedly normal fourteen-year oldswhom | had in my class
some time later on who couldn't add up confirmed this conclusion, and thisin turn
justified all my innovations.

Everyday life should provide the mntent of arithmetic lessons. But the dassoom is
still an artificial environment. The diildren's stories contained much in the way of
numerical data: the classfish-tank, for example, with its newcomersitstragic
fatalities, itstally of different species, gave us plenty of opportunitiesto do sums,
but of coursein everyday life the transactions most familiar to the children
involved handling change when they were sent to the shops.

So | thought of instituting aclasscurr ency system with counters which were made
by one pupil' sfathers and which looked like thereal thing. After afew false starts |
ended up in charge of the Central Bank mysealf, distributing paymentsin return for
jobs done (espeaally those cnneded with the printing-press type-setting,
cleaning, distribution of copy etc.) But there were also variousfinancial operations
which were perfor med by the children themselves. changing money, selling pictures
to be sent to aur corre spondents, the child responsible for r unning the service being
entitled in each case to draw a properly regulated profit. Soon everyone was
counting, exchanging, buying and selling: some became hoar ders, others, who
seemed always dhort of cash, arr anged loans. The system worked well until they lost
interest. Thanksto it, they asamilated the fact that counting is an everyday activity
in social life.

At thesametimea seriesof real life activities had come into being: weighing,

measuring, doing research with numbers, asthe example which follow will demonstr ate.
R.F.



Sums and lettersfrom abroad...

Some of our correspondents went to school in the suburbs of Brussls. Our first batch of letters,
sent at the ordinary postal rate, cost a great deal - 9 francs 10 centimes. L uckily the post-office
clerk discovered that " schod homework"” came under the official heading of " business
correspondence’ and could be sent at a cheaper rate: 0,20 francs up to 50 grammes and 0,10
francsfor each further 50. So we drew up atable of pricesand the cild responsible for posting
our material could put the crrect postage on his packages.

It was luck, too, which put mein touch with an American primary- schoolteacher from the
outskirts of Los Angeles; we arranged an exchange of individual letters between members of
our two classes. The Americanswrotein English, which | trandated; my pupilsreplied in
French.

Our detailed study of the information sent to usand the document received from this source
brought a vivid and valuable element of curiosity into our normal classroom lives.

My pupils wer e staggered, for example, to read the following statement: " it'svery hot here,
about 90 degreesF."

So we were plunged into the study of thermometers, their different scales (Fahrenheit,
Centigrade) and the complicated series of calculations necessary to establish an equivalent for
this 90F figure. We discover ed accordingly that the temperature in L os Angeles was about 31
degrees Centigrade, and one of the children remarked: " Well, it's not so hot there after all."
Thisled to astudy of different and of the summer tem recorded in Paris.

A similar opportunity arose when a boy told his French pen friend that he weighed 62 Ib. and
measured 4 ft. 6 inches. The necessary conversionswould have been tediousif they had not
served to establish the answersto important questions: “1shetaller and fatter than me?”
Along the samelines, but with my 14to 15-year olds, our English corr espondencebrought us
some hand drawn poster s which gave us examples of curr ent grocery prices (before
dedamalization) One was of a half-pound of butter (the English pound is equivalent to 453g.)
costing two shillings and three pence (2/3 d.) or a dozen eggs worth five shillings. R.F.



wor king out the budget

Our schoal farmers group produced calculations and estimates to establish which
sort of animal or plant would be the most suitable for them to breed or grow in
order to supply cheap food for the whole schodl. The building group made the
calculations necessary in order to build a new bicycle shed for everyone'sbi- cycles.
They also made estimates to show whether it wasworth keeping the old washing
machines or whether it would be better to buy new ones. (Folk High Schodl. Tvind)

sums and items of classroom equipment

When we dedded to set up a photographic laboratory with all its equipment
including an enlarger, plenty of sumsand even some quite advanced mathematics
were required - advanced, that is, to the normal level of thisclass— aswell as
calculations of focusing points and the distances required to dotained varioustypes
of enlargement.

Designing anew book-cupboard for the dasslibrary involved not only taking
acoount of factual data (the number of books we possessd) also projectionsinto the
future: we had to alow for the functional and aesthetic asped aswell asfor
ewnomic realities, and some fine mental gymnastics were the result. And of cour se,
the subsequent order for wood had to be taken account of our knowledge of
carpentry and of how we intended to put the cupboard together. R.F.



lear ning the basic skill s

With Leonid KAMENEFF
(School children out of Uniform),
let us £ehow vital needs help to shake up
the supposed logic of progressonin
leaning.

Normally, thelearning of basic skillsis progressive: you cannot do one thing until you have
lear ned how to do another. (Ed.: At least, thisis one of the items of received wisdom among
cerntificated pedagogues.)

Onceagain it wasthe dildren who led me towar ds the answer. When Johnny asked me how to
use the sextant, he didn't want me to teach him to do arithmetic (which, nevertheless, was
necessary in order to establish the ship's position). | tried to teach him the necessary
calculations, and we soon fell out with one another: he couldn't learn properly because that was
not what hewanted to I6arn, and | got angry because | didn't think he @uld fix our position
without calculations. So we gaveit up. A few dayslater hereturned to the subject, only this
time we were both wiser and his question was drictly limited. He had found out hislimitations
and set himself to over come them step by step. Instead of moving from simple operationsto
more complicated ones, he started in a more natural fashion with the end product, the result,
and with thisto guide him was able to reconstruct by a series of short steps the whole series of
oper ations and manipulations of figures, learning to do each as he went along. I n thisway the
wholetime was Pent to fix our position, which waswhat interested him, in- stead of getting
bogged down in a more general study of mathematicsjust because thiswas supposed to be an
essential prerequisite of thetask in hand. | was careful not to supply anything more than the
answer sto his question. And this sries of short steps brought usto our goal; he an now handle
the sextant without difficulty, aswell asreading the arithmetical tables he nedls.

| too made an important observation: at each stagein the process he made an effort to
understand what was going on. Hewouldn't learn in a medanical fashion because that did not
seem to bring him any closer to hisgoal. Asaresult | too wasled to reflect on the reasons for
what | was asking him to do, and the marveloudly clever and infor mative navigation tables and
nautical almanac we were using appeared to mein anew light.



exploration of the
natural environment

Every child isinstinctively drawn to explore his own universe and to study
everything that makesit up. Of cour se the world, which surr ounds him, differs
greatly from that surr ounding ather children, according to whether hisbirthplace
isa huge metropolisor alittle mountain vill age, the African bush or the Far North
of Canada.

The schod, enclosed asit is by four walls, scarcely seems ableto assst him in his
exploration. And yet, if only it will open itsgatesto the children's personal
experiences, it can show the various pathsto knowledge lying goen before them.

Thefollowing discovery isan example:

the mole-cricket

(Mole-cricket: insect of the family orthoptera so named because of the underground passages it
digs.)

Daniel, 9 yearsold, brought into classthis morning an insed called a mole cricket,
which hisfather had found while digging the garden. No one knew anything about
the aeature, myself included. We watched it, and Daniel told us everything he
knew, explaining that gardeners considered it a pest becauseit destroysthe roots of
plants.

Meanwhile Gill esalso 9, had goneto the dassinformation library to find, among
thethirty or so science booksat all | evels of difficulty, a sescond-year senior-school
textbook which he showed usin triumph, open at the page which gave an
illustration of thelittle aeature and described its characteristics. In thisway | was
reasaured of their ability to find out facts from the material availableto them. R.F.



A

Talk
About
Fishing

Another way of establishing communication when children and adolescents are herded together
for teaching purposesisto encourage them to talk in detail about some- thing they know alot
about, per- haps a hobby; this helpsthem to get to know one another, to make contact with one
another and pavesthe way to previously unknown activities.

By way of example, take Patrick'sleaure: heisa fisherman and animal-lover.

A member of a class of rg edsin which, for awhole month sincethe beginning o the school
year, no one hasreally listened to anyone else, Patrick has volunteeral to talk about fishing. He
arriveslate, asusual, but hasbrought all hismaterial with him. Normally, he doesn't say much;
how could he be expected to speak without visual aids? Neverthelessheis geaking, and, for the
first time, the dassislistening. What he says has nothing to do with the enpty, meaningless
phrasesthey have heard so often before; it isfull of mysterioustednical termsthey do not
understand. He mentions swivel-hooks, gentles, bait, size 12 hooks, 3-kil o-fishing line. One or
two fellow-fishermen in the audiencerealizethat here's someone who knowswhat heistalking
about. Nor isPatrick content with just talking. As he speaks, he never stops doing things; with
remar kable dexterity born of care and skill, he fixesinvisible nylon fishing line around tiny
hooks, making ready his equipment in front of hisadmiring classnates.

Next he embarks upon a precise description of various different techniques of fishing, and
replies confidently to thetrickiest questions.

I n addition, he has prepared lar ge drawings of some of the small objeds he has brought, and
showsthem to usin order to make his explanations easier to under stand. He has colleded and
displayed pictureswhich he hasfound in the infor mation sedion of the classlibrary for the
benefit of hisignorant audience, in which | include myself: these are pictures of different
species of fish.

With this piece of work, coming asit did at the beginning of the school year, Patrick achieved
several goals: hewon his classnates and teacher'sreaognition and he showed the others an
approach to study which would take precedenceover everything elsefor rest of theyear: a
constant linking together of knowledge derived from personal experiencewith knowledge
derived from books (more theoretical and based upon a wider culture) and the communicating
of one’sown experienceto others. R.F.



the
ned
to
explore

It took all the rest of that day to get there. Then, suddenly, it was as if someone had waved a
magic wand: scarcely had we entered the great bay before everyone felt better. No more
seasicknesd The excitement of our arrival cured it completely. When, at nightfall, Regis
dropped anchor in asheltered littleinlet, we were all fegling so full of beansthat three of the
children set out exploring straight away. The truth wasthat they were hungry, having lost
every scrap of what wasin thelr stomachs, and they werelooking for - a baker's shop! But we
were a long way from any- thing o the kind, and that wasthat. So far as bakeries were

concer ned, the placewas a desert island. They saw a little stream, heard some strange noises,
and imagined alar ming shadows. In no time they were back, chattering nervously, eager to
return to thewarmth of the cabin and thelight of the oil-lamps. We talked over the various
events of the aossng, delighted to have got there, pleased to have aossd the sea. Thistimewe
werereally away. When morning came, all were quickly drawn out of their bunks by the lure of
the unknown. The need to explore, if it hasn't been stifled, is one of man'sbasic neals. Once
outside their familiar, routine environment, the cildren rediscovered thisneed and ran off to
ferret about like young rats - even to the extent of forgetting their breakfast.

Luckily, thefollowing year brought me a good reason to abandon programmes and external
constraints: | owethisaboveall to Pierre Michel Hewas a twelve-year-old, full of curiosity
about everything around him, who went out in the rubber dinghy as soon aswearrived
anywhere and immediately started sight-seeing, looking for things, colleding sea creaturesto
observeor to eat, colleding plants and flowers, measuring the depth of the water, comparing
his findings with maps of thelocal sea- bed and correaing the latter if necessary, and so on.

Pierre-Michel wasthe precise opposite of what isknown asa “shirker" . |f someone else had
donethethingshedid, | might have thought he was simply dawdling. But coming from a boy as
conscientious as Pierre-Michel it soon struck me as | an interesting method of learning. Our
ship's cook of the previous year, Pierre, had already shown ustheway with hisindividual
project work: but | had been too firmly stuck in my traditional approach to realizeit.

Jimmy, the nine-year-American boy, was just as serious minded as Pierre-Michel, and followed
hisexample: he was alwaysin the dinghy, observing something, hunting for something, or else
he was on the quayside looking for an excuse to help out, or for something he could bring back
to work on. School children out of Uniform Leonid Kameneff.



The school fishermen's group had noticed that a growing
number of the fish they caught in a neighboring fjord were
diseased and could not be eaten. The group took samples of these
fish to alaboratory in Copenhagen and were told that they had
been poisoned by a chemical substance The subsequent
investigation carr ied out by our studentsin the locality led them
to suspect a chemicals factory, which made pesticides.

They went to visit thefactory and the land around it, and were
able to confirm that the factory was, indeed, depositing an

enor mous quantity of mercury in the waterswhere they used to
fish. An- other enquiry revealed that, asthe result of the death of
a former owner, thefactory had become the property of the
University of Aarhus. Our student group then decided to
compileall thisinformation in the form of a play, and later this
was acted for the benefit of studentsat the University asa way of
enlisting their support to prevent the factory from continuing to
pollute the watersof thefjord. (Folk High Schod at Tvind)

understanding our tedhnical environment

During thelast hundred years, Western society has, unlike any other, filled our environment
with various materials whose everyday use, from our early childhood onwar ds, makes them
seam indispensable.

Thus, for a Western child it isjust as natural for alight to come on when he presses a switch as
it isto seethesun risein the morning and set in the evening. It's such an everyday occurre nce
that a certain lack of curiosity, alack of desire to acquire a degoer knowledge of technical
mattersisthe result.

What must wedo in order that curiosity and the desire to explore are not put to e by habit,
but that, on the contrary, the univer se of technical appliances becomes more and more familiar
to us, so that we do not become over-dependent on the specialist technician who alone
understands its mysteries?

| believethe answer lies Smply in ensuring that wor kshops, laboratories, corners of class ooms
contain a great variety of different objedsto tempt the dhildren's curiosity; that every objed
which might raise questionsis brought in to be examined: that every interesting techniqueis
duly explained; and that everything that can beis made or re paired by the diildren themselves
rather than bought or replaced at great expense. R.F.

Below are a few examplesto illustrate this approach:
- an extract from a classnewspaper of 1965

- amotor car in the dassoom

- copper-plating of offset plates.



Thursday, 10th February 1965

Jacques Simard and Daniel Vogd installed the
telephone-bell. When we plugged in the connection,
the bell rangin Mr. B.'s classroom.

Our science laboratory isready at last and we did
several experiments. One of the boyswasin charge.

Saturday, 13th February.

Theworkshop group continued to dismantlethe car.
They took but the windscreen, the seats and the doors.
(Extract from "Paris-Port": a newspaper edited by pupils
from the dass at Gennevilliers)

the cr in the dassroom

During the few days which foll owed the beginning of the school year (autumn 1963) many
former pupils came to my classroom, impelled by nostalgia and the wish to seehow their
successor swere measuring up. This provided an occasion for them to speak with pride about
projectsthey had completed - setting up and equipping aphotographic laboratory, organizing
and financing aweek's gay at a youth hostel - and also about some that hadn't come off, more
particularly the acquisition of an old car " to tinker about with" .

The new studentstook up thisidea, and the class council decided to buy afour-hor sepower
model. It isn't a common type of engine and we searched long and hard before finding a
member of the staff who wanted to get rid of a Simca 8 which had been laid up in hisyard for a
year.

At last day cameto bring our new acquisition to the school. The dass chose two boysto help me
on this expedition, and it was Jean-Jacques who was at the wheel of their very own car as |
towed it behind mineinto the rear courtyard of the school. Guy was almost asrelieved as | was
that we had madeit.

From then on, after much discussion and decision-making, they worked hard at dismantling the
car so that we could bring it into the classroom. Thiswasto be another glorious episodein the
great enterprise, for it formed the subjea of a film turned at the suggestion of some social
psychologist friends of mine.

Then, finally, the real study of medanics could begin. They started with the main part of the
cooling system, the radiator, " to seeif it leaked" , and thiswas an opportunity for a proper
lecure by the keenest and most competent members of the class Our enterprise had got off to a
fine start, but our hope of reconditioning the car and seeing the engine working before the
school year ended cameto naught. It had been too badly damaged by frost.

Perhapsit's pure chance, but, as | write, fifteen yearslater, Guy the well-known dunceisa
technical lecturer at the llege for the mach- building trades. R.F.



Copper plating

On Tuesday, 21st May in the afternoon we went to Masg/-Palaiseau to visit the printing works
of the" Editionsde Montsouris'. Some well- known publications printed hereincludethe
magazine Echo dein Mode and Selections from Reader's Digest.

Next day, during our French period, we organized ourselvesinto groupsto write accounts of
our visit for the dass newspaper. When | went over to help Richard's team which was
struggling with the problem how to explain the wpper plating processin relation to offset
plates, | realized that their problem was not one of composition but of comprehension. The
copper plating processwas a mystery to them, and | wasforced to admit that my explanations
could do littleto enlighten them.

| told them that it would be possible to perform the experiment ourselves and asked them to
bringin four batteries so that each team could set up its own wor kshop.

The UNESCO manual says:

" Electroplating experiment: Having dbtained some mpper sulfate, dissolveit in a beaker of water
to producea solution of a deep blue wlor. Using ametal wire, connect the positiveterminal of a
dry battery with a pieceof copper, which isthen placed in the solution. With a second wire,
connect the negative terminal of the battery with an iron nail, which has been carefully cleaned
toremove every traceof rust or grease. Thisnail should then be placed in the solution, taking
care that it does not touch the piecebf copper. After a short timethe nail will be covered with a
thin copper film. You can also plate other metal objedaswith copper if they are conneded to the
negative terminal of the battery and covered with solution."

When we ame back into the dassroom after the midday break all the necessary equipment was
already there. Every member of each team was fully occupied; while some were preparing the
solutions others conneded up the batteries according to the instructions.

We began out experiment with nails and ended by copper plating awhole variety of different
objedsin theroom, including all the scissors. After vehement protests from the dild incharge
of the scissors, we were obliged to undertake an unforeseen variation, something we had only
glimpsed on our visit to the printing works: the process of de-copper plating. At the end of all
these procedures everyone under stood what was going on.

We made another discovery. Our statisticians had taken care to note down the amount of
copper used every month by the works, the number of plates covered with copper and the
thicknessof copper plating, which we weretold wasthree microns. Thisgave usthe dhanceto
become familiar with a new unit of measurement, the micron, and to compare it with the
measurements obtained with the various predsion instruments alr eady known to us.

Therewas nothing artificial about any of thiswork. R.F.



new energy sources

Theworking group concerned with the
problem of energy had decided to construct a
solar panel. Thiswasthe practical result of
their research on cheap alternative sources of
energy, which could supply the schools nedls.
They began by reading everything there wasin
thelibrary concerning energy. Then they
invited an engineerto help them digest this
infor mation and to explain to them how they
could build the solar panel themselves. L ater
the group decided to cover an entire wall with
a map of theworld and to show on this map
where the different raw materials, which can
be transfor med into energy, come from. Then
they divided into small groups and each

studied araw material in depth. Asthe
research went on, each new item of
information wasfilled in on the large map

lear ning practical skills as Don asit was gathered.
Tvind.

When it comesto practical activities, the approach varies depending on whether an experiment
can or cannot go wrong without danger. Overcooking rice for example, is not dangerous; the
crew will protest, and the ship's cook will attempt by trial and error to find the corr ect cooking
time. On the other hand, making amistake about a light- house ssmply because one hasn't yet
lear ned to tell them apart might not be so funny; and in this case the one who knows (child or
adult) stayswith the onewho doesn't and tells him what to do.

It may seem wrong-headed to leave someone to manage by themselves, to work out laws which
are already well known, to discover a better way of holding atool or doing something else. It is
of course possibleto intervene, to gvethe beginner afew hints. But if you start by saying " Do it
likethis' and " Don't doit likethat" you obvioudly risk, on the one hand, making the learner
completely passve and eternally dependent on " the one who knows" and, on the other hand,
shutting the door to other methods of work, other ways of solving aproblem. For years| had
brushed a car pet on board the Paladin in a certain way, sure that it was the best way, until one
of the children who had never seen me do it set about thetask quite differently and much more
efficiently...

Herein our school, the “oneswho knows" does not regard hisknowledge as a certainty and
takes care not toimposeit. He offersit asassistance should it is needed. Nothing more. Asa
result, the dhildren are-more active and inventive and the adultsreadier to learn, to degien
their knowledge and to make it more precise, readier too to noticewhat the dildren are ableto
teach them. | think that none of the adults here consider s himself as a teacher, and none of the
children as pupils, although we all know and willingly admit that we form part of the school.
Ecolierssanstabliers L. Kameneff



exploring
the
world
around
us

Trying to broaden the scope of the aurrent geography syllabusin schodsisarather complex
undertaking. Various movements, especially Freinet and the Centres de Vacances, have had
some success in promoting the study of children's permanent or holiday environment. But these
studies have often remained centered on the natural rather than the human environment for
lack of a coherent analysis of the reationship between man and the natural world. Moreover, it
israre for such studiesto provide a basisfor extrapolation, for comparison with other types of
environment.

Asaresult of modern ease of communication theterm " environment"” has gretched toinclude
thewhole universe. Many people discovered environments through television - and what a
superficial acquaintanceit is, fleding indeed like the image which conveysit.

I nter school corr espondence, as preached by Freinet, is certainly one method of degyening and
making more personal this acquaintance with the outside world, but not many classesare
fortunate enough to conduct a corr espondencewith a school outside France Asfor thetrips
young peopletake with their familiesor under the aegis of various associations, if they consist
In stopping a holyday villageswell proteded from local lifethey are not particularly
conductive to adeeper know- ledge of the country and itsinhabitants. Only afew privileged
children spend holidays, which allow of lifein the ar ea.

Experimentslikethose of Tvind and the" schod in a boat” serve a measure of the full absurdity
of those endlesslists our fathersused tolearn.

On amore modest scale, theweek’s gay in England which formed the dimaxto ayear's
cor respondence conducted with an English schod by my own class whetted their appetite for
travel and enabled them to discover a different milieu.

For those not lucky enough to have such opportunitiesthere remainstheintelligent use of
books, and research materials, now generally of excellent quality, varying from magazine
picturesto television programmes and videotapes. R.F.



breakfast at the hostel

On Tuesday morning the hostel served us
with " breakfast" . Everyone was already
downstairswhen | got to thedining room.
Therewas so much food that | wondered how
| was going to manageit all.

An English boy told methat | should put cold
milk on my cor nflakes. Then we had baked
beans, eggs and bacon and pie, all on one
plate. Then toast with butter and jam.

Todrink, we had teawith or without milk.
All that takes some getting used to! | really
prefer the bread-and-butter | have at home.
Thierrv Vulliemard

(Extracts fromthe diary kept by the children
from Gennevilliers about their stay in an
English youth hostel)

discovering local life

Bizertaisafriendly place A coast guard took Pierre under hiswing and taught him Tunisian
cooking, went to the mar ket with him and even came on board to help make couscous, “ bricks’
and tajin.

Cherif cameto sing and dancefor usand had the dildren singing and dancing too. He brought
reeds, which he madeinto flutes, and took usinto town to med and hear his musician friends.

Mount Etna was already visible on the horizon. Itsthreethousand meters of altitude make it
visible from quite a distance Sinceancient timesit hasbeen the great signpost for all sailors
cruising in the area. We watched it smoking from afar. The following year it wasto erupt,
pouring lava all around. But when we werethere it was gill behaving itself.

Pierre was fascinated. Before coming with ushe wuldn’t stomach text-books or encyclopedias
yet here hewas, devouring everything that could be found on volcanoes.
Kamaneff

The school journalist’s group welcomes all visitors and can greet them in Danish, English and
German. The members are responsible for producing anewspaper, and oncea week they
summarizethe eventsof that the week for the whole school’ s benefit. The pupilsin the food
group draw up the budget of food produced and consumed by the school and issue recipes for
healthy and inexpensive dishes. They have prepared a little book about different foods eaten all
over theworld. Tvind



exploring the past

Of all thedifferent types of curiosity, of all the urges
to explore with which humanity isendowed, it is
surely the urgeto explore the past which has been
most distorted by school. For the metaphysical
questions, " Who am | ? For what purposeam | on this
planet? What are my origins my immediate and
remote ancestors, my biological descent?" it isbut a
short step to the study of man'shistory. So far, so
good. But thereafter, it iseasy to dlip into the
exclusive study of the nations of theworld: their
emergence, their greatness (especially that of our
nation) and their conflicts (preferably those we won).

When | was at school, the peoplein charge of the history syllabus had clear-cut ideas about
what wewereto learn. Wewereonly to beinterested in the history of the French nation. This
began with " our ancestorsthe Gauls', whose resistanceto the Romans, personified in the shape
of Vercingetorix, wasthe symbol of our national spirit, and ended well before the modem
period, the study of which might have given ustheideathat history and politics have something
to do with each other and that the struggles of everyday life are at least asimportant asthe
exploits of Chevalier Bayard before the walls of Brescia.

It would take toolong to analyzehere how such biased teaching leads to inflamed and

danger ous nationalism or to hopeless resignation among people who feel themselves powerless

in the faceof destiny, both their own and that of the human race

Let ussmply ask ourselveswhat can be done to make the exploration of the past a meaningful
and comprehensive activity for every individual.

Thereisavital curiosity to be satisfied. This curiosity first expressesitself in words - in the
young child's disconnected questions about hisown origins, the history of hisfamily, how it fits
into history and society, about curre nt eventswhich are brought to him more and more
insistently by the media. All these questions must be answered, hisinterest must be encouraged
wherever he goes, and above all there must not be any institution (church, school) to comein and
confuse him with itslabels an its hotch-potch of William Tell, Buffalo Bill and the Joan of Arc.
He must be ableto explore at will, to follow the thread which leads backwardsin time from his
own birth (which, luckily, isno longer a mystery; | was gill born in a cabbage-patch) to the
mar velously preserved threemillion year-old specimen we know as Little Lucy. Hisway will pass
through all the stages of invention, effort and suffering which have led men from shaping stone
to the conquest of space, not forgetting (but only just not forgetting) the sorcerer's apprentices of
atomic sciencewho have mortgaged the future of our species, the renowned warr iors, both past
and present be sent, who prevent or have prevented people living together in peace, the slave
mongering colonists and the righters of wrong and prophets of all dispensationswho colonies
other men's girits. Let him follow thisthread by asking questions of people still li ving around
him about the events of their lives, and of people further away (on histravelsor by writing
letters) whose experiencediffersfrom hisown. Let him follow it by learning to read what is
written in the archives, by learning to interpret pictures.



Where we as educator s can and
should interveneisin pointing out
that all these components of the
past, gleaned here and there from
grandfather or the almanac, from
amonument or the TV set, from
the newspaper or alithograph or a
creek vase, are simply the pieces of
agiant jigsaw puzzle, and that,
onceput together in theright
order, they will not necessarily
provide a panoramic view of the
past but may cast light on it and
thusequip usfor a better
understanding of French colonies.

And let us hopethat through out
thisresearch, two types of answers
will go hand in hand: answersto
personal problems obtained by
self- analysis and answer s which
enable usto place ourselvesin the
pattern formed by the historical
evolution of society. R. F.

what others remember

From the exchange of letters mentioned earlier - our corr espondence
with a Californian class- | should like to select two extracts:

“Inyour last letter you sent lots of drawings of flags. Our flag has48
starsand 13 stripes. The 48 stars symbolizethe 48 States of the Un-
ion and the 13 stripesrefer to the 13 English colonieswhich were
here at the beginning."

" On the 22nd of February | had | my eleventh birthday. In America
thisday isa holiday becauseit’s Geor ge Washington's birthday, too.
Hewasthefirst President of the United States."

Thistook usintothe War of Independence, the part played by la
Fayette and - because we receved letterswritten in French from
some rrespondentsin Canada - the whole story of the colonization
of North America and theloss of the French colonies. R.F.



aworthwhile elucation ispart of
a comprehensive enterprise

More and mor e often, as we seefrom the experiments now in progresswhose faces
we have just described, thereis atendency to include the whole of learning in its
early stageswithin a single enterprise, which provides grong motivation for its
participants and makesthe acquisition of skill sand thelearning of facts a necessary
prerequisite for success

Thelength and breadth of this enterprise must certainly depend upon the age of the
children or adolescentsinvolved. It can also takea more or lessradical form. There
isawide gap between the desire to learn English manifested by afew schoalchildren
in my classand an enterpriselikethe" Schod in aboat" ; where the former wasthe
result of corre spondencewith a classof English children and takes asits objective a
journey to make their acquaintance, thelogical conclusion of a year during which
letter -writing was only an inter mittent part of their activities (and the journey was of
very limited duration), the latter mobilized the young peopleinvolved in it to create a
total enterprise, containing within it problems of safety and survival aswell as more
humdrum learning problems. R.F.

doing it ourselves

"Why must things be done for us, just because we are young o are still at schoal?
Why isthere always ssmeone who doesthe awoking for us, repairsour cars, grows
our vegetables, answers our telephone calls, does our book-keeping for us?

All thiswork isa necessary and useful dimension of our daily life at schoal! Why
should not we, who live and work at the schodl, assume the responsibility for doing
all thisourselves? Welearn a great mass of things while we do these jobs, and that
will be useful to usfor the rest of our lives'. Tvind



english

Thefollowing example will serveto extend a little further the notions normally held conceming
the limited competenceof a student council asan administrative body.

Thisparticular decision wastaken toolate (after we had come back from the Easter holidays)
toresult in really fruitful work. There were 24 boysin the dass. Six came from the general
secondary school, wherethey had begun to learn English; four werelikely to end up in the
lowest stream of third year (quartrieme d'accueil) and three hoped to enter the commercial
stream. They would all be following asyllabus, which included English. One of them asked
during acouncil meding: -

" Couldn't welearn English?"
| replied by outlining the limits of our possbilities.

"Weonly havea very short timeleft before the end of the schod year. Besides, | am not an
English no useasa model for your efforts." On the other hand, | could, even in 'such a short
space of time, show them one of the methods of individual study leading to abasic know- ledge
of a foreign language.

The oouncil decided that studying English would not be compulsory. Then they debated how to
put their dedsion into practice

" How can we get hold of the text-book for the Assmil method? How can we organize a
successful course? Whereaboutsin the time- table should we put the English sessons?"

And in a quite natural way the student council found that it had the administrative skill s
necessary to find a way round the problems posed by theintroduction of a new activity. From
our point of view, as adults, theimportant point isthat in this operation the dildren were able
to do three things: introduce a new subjed into the teaching programme, set themselvesa
limited and accessble goal, and modify the suggested timetable.

Thefact that they clearly understood the nature of the task before them —that of learning how
to learn on their own - isunderlined by the choiceof one member of the dass Hetold me: "I'd
rather seeif it wouldn't be possibleto learn Rusgan.” | explained all the problemsand the
much-reduced help | would be ableto offer, but in the end he ordered a smple Russian cour se
from Assmil. R.F.

Wearrive at about 8 O’clock in the morning. We get out the gramophone and tape recorder
and settle down to worKk.
We put on arecord to listen to the accent and follow the lesson in our book. Then one of us picks
up the mike and reads the same passage. We listen to his pronunciation and if he hasn't made too
many mistakes we go on to the next person, who doesthe same sort of thing. There are two o
three of usin the group and we carr y on for about half an hour. R.F.



an undertaking:
thevisit to England

Following the example of their immediate predecesors, my classof 1968- 1969was
keen to continue an exchange of letterswith an English classfrom our twin-town of
Birkenhead. This corre spondencewas intended to provide support for our first
unofficial attempts at learning English.

Unfortunately we could no longer corre spond with the same English teacher, a
dynamic personality who had given the ventureitsimpetus and had succeealed in
integrating the corre spondence into her teaching of French.

Her successor was lessenthusiastic; nevertheless we agreed that in addition to the
letters, which continued to arouse great interest and contained many enclosures
(aswe have seen earlier), wewould try to arr ange a meeting on the south coast of
England. Thiswould take the placeof the exchange visit, which had of- ten been
arr anged in previous years, but which had now become too ex- pensive. It became
the dhief under- taking of the year, and the children initiated various activitiesto
ensure that it would succea. Because of lack of funds (and, doubtless lack of
confidence), the English children never showed up at Brighten. But we arr ied on
regardless

Our desire to make the acquaintanceof this other world, which our corre spondence
had shown to be so different from our own, eventually won the day. We wereto
spend five daysin two youth hostels on the coast. As money had been our major
stumbling block throughout, the diildren had employed every possble means short
of dishonesty to raise most of the money to pay for the undertaking.

In the end we attained our goal. And indeed, such an undertaking must succeed if it isto be of
any use asan example! R.F.



maltese venture

In Maltathey speak Maltese. But the inhabitants speak English quite well, and
there are many English people there. Bernard and Regisand to alesser extent,
Salim and Michel had been studying the language with the help of Asamil tapes
for some weeks.

Their meeting a Sfax with Tony, and old sea dog from England, who sail ed,
single-handed, a huge schooner that was almost as old as he, had given them
alittle practice.

Malta off ered an excdlent opportunity to improve their fluency.

And so, after our stay in Tunisia, it was a completely different universe, which
greeted us. Lessobviously colorful, to be sure, lessobviously beautiful, but just as
fascinating. No more magnificent vegetables; here, the soil isso poor that for many
centuriesthe boats which put in at Malta paid their mooring feesin sacks of earth.

On the other hand, what ariot of tinned food! Pierreimprovised the craziest
dishes, juggling with huge green peasin tiny tins, with colored j€lli es, with
complicated sauces mingling swed and salt tastes. Our English neighborstaught us
how to prepare areal English breakfast. It was delicious, and quite substantial
enough to replaceour midday meal. But although we were happy to eat English-
fashion in the mor ning, by lunchtime our stomachs semed to demand a real
French meal onceagain.

But Malta was more than just a chanceto practiceour skillsin theinternational
language of travelers. It's an enormously interesting is- land. Traces of the for mer
British presenceare, of coursg, still to be found, and seemed surprising to usin this
M editerranean setting. (Trafficison theleft, and carsstop at metal-studded
pedestrian crossngs...

There are also unusual relies of thelast war, like underground chamber
constructed to alow submarines coming from the open sea to surfacein safety. And
then, from further back in time, theworld of the knights of Malta with their
palaces, their magnificent library, a huge exhibition of Armour r anging from the
most preciousto the most humdrum, from the most cunning to the most absurd...
And finally, from even further back, there remain the remarkable vestiges of
prehistory, man: an underground temple, which iscertainly uniquein theworld,
mysterious inscriptions, lofty cyclopean temples, and graveyards of enor mous
beasts... Kameneff



we explore ourselvesand others

lear ning through institutional

One of the aims of education should be that each individual learnsto know himself
and other people.

Knowledge of oneself ought to lead to true freedom. The freedom that enables each
individual to exert full control over hisown behavior and to recognize the barr iers
ereded by conformism for what they really are; obstacles which make every man
hisown prisoner and every other man’srival, if not his enemy.

Knowledge of others may lead towardsthe dawning o that day when cooperation
betwean men of all races; and of all regions of the earth will enable usto work
together for a better way of life and for the general goad.

It iswith knowledge of those dose to usthat this knowledge of one- self and others
should begin. The schoadl should encourage each child from the youngest upwards,
to study and understand the rdationships, which exist within hisclassasa g oup.
In thisway, asin a mirr or he will seeand understand his own behavior. For a child,
understanding other people also means being able to placehimself in relationship
to adults, not asan inferior, but asa potential equal, someone who isless
knowledgeable and physically weaker for the time being but not forever.

In the new type of working group, the kind we have seen develop in the situations
previously described (which has nothing to do with rows of pupilslisteningto a
teacher) it's easy to seethat when an individual triesto doserve himself, it isnot an
isolated self which he perceives, but a self surr ounded by others, acting upon them
and being acted upon by them. Hewill not (and neither will hisfellows) be ableto
understand these actions and reactions unlessthey are placed for him in an
institutional context; in other words, aswell astaking into account all the factors
which influenceone's own and other people's perception of oneself (factors auch as
race class and social status, religion, personal status, recognition, competenceand
so on), we must also include the surr ounding institutional context (its dructures,
premises and powers).

L et us attempt to see how questions sich asthese may be asked and answered by
means of the technique of institutional analysis. The following examples are drawn
from the day- to-day life of my own classes. R.F.



| nstit utional analysisin practice

| make a habit of introducing the dhildren to this method immediately, in the first
hour after the beginning of term, situating the dasswithin the institution and
asking each student to try to define his own placewithin the dass | have
transcribed a few digointed sentences from our long (three-hour) discusson aswe
recorded it: a discusgon full of information, questions and proposals.

"You have just beaome membersa classcalled... You will have the opportunity to
use our workshops, and can call upon the help of the technical teachers... It would
be a goal idea for usto get to know each other... Why are you here...? Some of you
had already started another course of study. There must be a reason why you
didn't carry on with it. Others... I'm going to introduce myself aswell... Why are
you here? What you have mwme hereto do?What, in fact, do you expect in the way
of help from this class and in what areas do you think you are in need of help?..."

When thisfirst sesson of introduction and discusgon is over, and we have placed
ourselvesin relation to the surr ounding exter nal organization, the Tedhnical High
Schod (LyceeTechnique), we attempt for thefirst timeto analyze our own
procealings.

" Lotsof things happened... Various proposals were made... One boy tried to make
the rest of the classdo what he had been doing last year in another class.. He got
up a sort of vote, but only five othersresponded... If | refuse to take decisions for
you, it's absolutely not because | want one of you to deddefor all the others but
because | hope each of you will participatein decisionstaken in common..."
(Beginning o the schoadl year, 1970

At the beginning of the year we plan to analyze our procedalings at the end of every
working sesson and the studentsare invited to speak about what they have been
ableto dbserve.

Thus, on 3rd October 1969

"1'd like usto stop work so that we @an seewhat has been going on. First, what do
you think of it all ?"

" - Theatmospherein our group isgoad. We've really done somework."

"- We haven't done much maths, we were always talking about other things."

"- (R.F.) | personally think we have to distinguish between two stages. During the
first... you weren't really working as a group. Each of you was doing hisown



individual work. For example, if | told one of you something, hedidn't bother to tell
theothers..."

During the aurse of the year certain exceptional situations demand mor e detailed
analysis. Such were the two episodes | have described in a colledive publication
called " Changing the Schod" . Thefirst of these analyses denounced the way in
which essential posts of responsibility within the dasshad been monopolized by a
particular group of students, which had set itself up asareal bureaucracy. The
result of this denunciation was a series of resignations by the studentsin question,
who atempted through thisform of blackmail to prove that they were essntial to
the smooth running o the class Our analysis had thrown light upon the subtle
inner working dof certain institutional medhanisms. Doubtlessit found its echoesin
theworld of politicsand trade union activity, which these boyswereto enter some
yearslater. All thistook placein 1965

The second event, which occurr ed at the end of September 1969 is ants, which gave
expresson to the student desireto throw in the sponge, faced asthey were with the
difficulties of taking char ge of them- selves and of the or ganization of such a
complex social unit. The analysis centered upon a demand made by one of the
group: " Wewant you to be the boss to be completely in charge. We are all going to
stop work until you take mmmand of the class" In this case, too, the cmnnedion
with tile wllapse of the workers' struggles of May 1968is an important oneto
make.

M ore fugitive happenings of the same type were also subjeded to analysis. Thus, on
26 January 1972, the studentsrefused to discussa vi- sit to afactory madethe
previous day. The reason wasthat a talk by one of their number was planned to
take placeimmediately afterwards. | analyzed the situation asfollows: the situation
asfollows: " Now we're all waiting for the talk because then the traditional schod
set-up will be reproduced. A teacher will do thetalking - never mind if it'sareal
teacher provided by theinstitution or atemporary one - and the rest of uscan goto
sleg with a clear conscience."

When the yearly balanceshed isdrawn up, it'stime for mor e personal analyses.
For example, Christian stated that what he was most pleased about was having
lear nt to expresshimself. He also analyzed the way in which the use of language
had evolved within the dass And, in contrast, he wondered about his own isolation
at the end of the year, and tried to understand why he felt he had become separ ated
from the others. Such public self-examination at the age of fifteen indicates
considerable cmurage and a considerable advancein self-knowledge. R.F.



an attempt at synthesis

If our definition of education includes every experience, every emotion bringing new
knowledge to an individual or a group working together; if it include experiences and emotions
which bring new competence a new way of looking at familiar things, a heightened curiosity
about the unknown, a better under standing of oneself and others, a greater ability to analyze
constituent elements of theimmediate and more distant environment: then the different
approaches we have recorded should enable the reader to elicit the basic principles of what
might become tomorr ow's education.

We @an make an attempt to bring together the guiding principles behind the experimentswe
have mentioned; in whatever institutional context they have been situated. Starting with
experiments, which have already taken place, all ows us to imagine new ways of behaving, new
ways of thinking, which might in-, form alarger educational movement conceved in this girit.

In my own case, apart from the results of my own classroom practice my participation in the
attempt to evolve a theoretical basisfor the" self-government” schod of educational thought
has enabled me over the past fifteen yearsto isolate three essential conditionsfor aradical
change in school education:

-A non-directive attitude on the part of theteacher;

-Control to be exercised by the students themselves over the task as a whole and over the
contents of their work (syllabus, activities, methods, organizations etc.) “ I nstitutional analysis’
of all the dements and eventswhich make up the enterprise asawhole.

Thefirst principleto be formulated usually concerned the attitude of the educator himself, for
it seems clear that within an institution that scar cdy accepts any rediredion of traditional
approaches, the decision to initiate different rules for the functioning of his class belongs (or
originally belonged) to the teacher himself. And apart from hisoriginal decision, he needed to
possessan attitude mmpatible with the transfer to the pupils of many prerogatives, which had
been hisofficial right, so that he muld take on hisnew rolein the educational process

But nowadays it seans preferable, if we are to arguefor afuture free from repressive
institutional constraints, to define the educator'srole and attitude only in terms of what the
seekersfor knowledge may expect from him.

The expedations of the real seekersfor knowledge whom | have known - and they are rare, for
children more commonly live through their schodling like geese allowing themselvesto be
crammed lead meto the bdief that every acquisition of knowledge, if it isto be properly
integrated with what has already been acquired, must spring from present and pressing
necesgty and/or from a formal request by thelearner.

They also lead meto realizethat lear ning which formsan integral part of areal enterprise, one
that has a certain amount of breadth and duration. Tvind, the“schod in a boat, a
cor respondencewith another school) has more chanceof leading to apositive result than any



isolated lear ning experience Moreover, theidea o an enterpriseimpliesalmost inevitably the
idea of collectivity. We must note, too, that group dynamics should prove beneficial to each
member of the group.

It follows from all thisthat the diild and the adolescent must, like the adult who isno longer
within the school environment, have the right and the opportunity to take part in such
"enterprises’ ashemay choose, in the company of othersfor preference but aloneaswell if he
iIsthe solitary type.

These deeper, more engrossing interests may only develop as a result of a more diver se but
shallower exploration of a variety of subjects, and will then engage the student'sresearch for a
longer period.

The dhoiceof avariety of possible activities also impliesthe chanceto choose one's fellow-
workers. And it impliesthe opportunity, together with them, to organizethe work, the activity
or enterprise, which has been deaded upon.

In this context, it goes without saying that " opportunity” includestheidea of resources- the
utilization of existing resour ces (especially material ones) and resour ces with which one
supplies oneself (these may be material or technical). When group work isbeing planned,
certain techniques ar e available which make the dassfunction more easily and with greater
efficiency.

And, finally, when coor dination becomes necessary within a group or between several groups,
it iIsnecessary to invent institutions which per mit tasksto be organized and difficultiesto be
resolved: whencethe need for the somewhat unusual form of study aimed at a knowledge of
institutional medhanisms.

In this context, the introduction of analysis be- comesindispensable. Here, too, if qualified help
Isnecessary we may have recourseto an "instructor" . Theaim of thisisto ensure that an
understanding dof the psyche-sociological phenomena, which have so much influence upon us
and upon our relationswith others, may become one of the faculties of which we ah havethe
use, aswe have of our handsor our voices, rather than remaining the preserve of specialists.

Thistotality of learning activities, manual, technical, intellecdual, organizational, analytical,
concer ned with relationships and with institutions, with things accomplished and learnt in a
whole variety of different situations, isthe only possible true education for alife of freedom,
creativity, imagination and responsibility, a life which will flourish in the full ness of self-
awar eness and confidence

Only conscious, thinking individualswill be ableto refuse and rged the supposedly
immutable law wher eby the strong have theright to crush the weak, the rich havetheright to
deprivethe poor of food, and one man hastheright to appropriate the use of other men's irit
and strength. Raymond Fonvieille






By reversing the educational process- by positing that knowledge isthe fruit and
god of analyzed experience- alter native pedagoges undoubtedly makefor aricher
clasgoom life and develop the schoalchild's creativity and self-reliance

Thetroubleisthat these experiencesrarely spread beyond their promoters radius
of action. So long as ciety remains centralized, specialized and hierarchical, so
long astheindividual in hiseveryday lifeis completely deprived of all power of
creative and self-reliant action, the spread - or even the survival - of these
experimentsin a different kind of schodling will med with suspicion and opposition
on the part of those in charge of the official educational system.

It isalso truethat these experiments, which take advantage of chinksin the
established system or of the margins of official tolerance, goto the very limits of
what is possble. The alucators, parents and children who succeel in creating for
themselves a free space for a different kind of school make of their practicealiving
negation of the dominant mode of social organization and, by extension, of the type
of schod which isfunctionally related to that mode.

Even if they are insignificant in terms of numbers, even if their development is
hampered by all kinds of obstaclesand barriers, even if their impact on the
educational system asa wholeisonly dight, these experiments have an exemplary
value. They serve asan inspiration and a point of reference for theimaginations of
those who would liketo lead a different kind of life. They challenge the dominant
system'slogic.



Yet wedon't think thisisthe heart of the problem. Many educational scientists
have looked for solutionsin trying to change the teacher pupil relationship, the
style of work in the dassoom, or the whole institution of the schod - remaining
prisoners, asit were, of a vision, which could not conceive of educational practice
outside the schod universe.

It isa commonplacetoday to say that schodsare going through acrisis- a
euphemistic way of saying that education haslost its sense of purpose. Today, even
those who recognize that education and schoadl are not necessarily identical with
each other are puzzled by the former and at a lossfor coherent ideas about the
latter. They don't know what to do about this huge ship they are on board of; they
know it isadrift, they seeit filing up with water, they panic, but they don't know
what isto be done.

In order to gobeyond perplexity and conster nation, we believe there hasto be a
fundamental change of outlook.

First of all let ustry to think clearly about the possbilities of a different kind of
education. L et us consider the role of the schoadl.

“Theinstitutional function which devolves upon the schoadl isto extend and

corr obor ate - and not to counteract or remedy - the disintegration, infantilizing,
deaulturing action of society and the State. If there existed an educative avil
society, i.e. a civil society founded upon aliving culture, schoad could not have the
effect it hasnor bewhat it is. "

M. Bosguet : Ecology and Politi cs, 45.
In athers words, we shoud stop tilting at the schod: it's only a windmill.

L et uslook elsewhere; espeaally as...






We used to think that History was the adventure of our mastery over a Nature
exterior to ourselves.

We used to think that the natural environment was merely an assemblage of objeds
delivered up to the power and exploitation of man, a kind of inexhaustible reservoir
of mineral, vegetable and animal matter freely at our disposal.

We used to think that everything that is destroyed can be replaced, that resources of
energy and materials are inexhaustible and, above ah, that man's physiology and
psychology areinfinitely malleable and flexible, so that eveything can be imprinted
on them and eveaything can be eased.

S. Moscovici. Beyond the Crisis.

We used to think that scientific discoveries and their tedhnical applications would
do away with social inequalities and abolish differences between men and nations.

We used to think that economic growth was the only possble way o achieving final
victory over poverty and scarcity, the shortest path leading beyond violence,
conflict and clashes between men.

We used to say that urban and industrial civilization was utopia dready
accomplished - still subject toimprovement (for progressis continuous and the
power of tedhnology infinite), but not to any qualitative change that might cast
doubt upon itsinner logic.



We are beginning to realizethat theindustrial mode of production and growth isin
processof unbalancing afragile system. We are destroying the erth's non-
renewable resources at ever-increasing speed and consuming other, potentially
renewable ones at such aratethat they are becoming scarce. And nature defeated,
poisoned, and ruined meansthe self- destruction of man, whoisan integral part of
nature.

We are also realizing that the logic of the industrial mode of production reducesthe
value of what is plentiful and blows up the value of what is sarce.

Contrary to appearances, the sourceof poverty in our industrial societiesis nor
insufficient production but the nature of the goods produced which prevents equitable
distribution. As oon as the massof the people an hope to enjoy what was until then a
privilege of the dite, that privilegeis devalued. The poverty threshold is, so to speak,
automatically raised by one notch and new privileges - from which the masss are
excluded - are brought into being.

A. Gorz Ecology and PolitiCS



Thus, by constantly creating inequality and hierarchy, the
industrial mode of production and the consumer society, which

acoompaniesit, engender more unsatisfied needsthan they can
med.

The rate of growth of frustration isvery much
higher than that of production.



| nevitably, the awakening has been arude one.

We beli eved we were on the point of mastering the seaets of life and matter. We
thought we were abaut to inhabit other planets. | nstead, by pall uting life and matter,
by pill aging resources below and upon the ground, by destroying our cities and the
countryside, we are demonstrating our inahility to master our own selves and to
inhabit our own planer.

S. Moscovici. Beyond the Crisis.

The extent of our blind assurancewas matched by that of the surprise,
disenchantment and confusion, which foll owed.

Limits and resistances have become apparent precisely where they wereto have
disappeared: limitsto natural resour ces, l[imitsto man himself. This explainsthe
cries of alarm aganst the destruction of nature and the cries of protest aganst
certain standards and principles of social life: protests aganst the pill age of the
natural environment and protests aganst the very foundations of individual and
colledivelife. What deter mines the scope and novelty of the present crisisisthat it
affeds man'srelations not only with hisnatural environment but also with his
social environment.



Free ¢oiceamong awide variety of goods and services does nor signify freedom if these goods
and services sustain social controls over alife of roil and fear.. The rationality of a civili zation
which produces, which is efficient, which can turn the superfluousinto aneed and make
destruction constructive, is profoundly irrational

Marcuse, One-Dimensional Man.

Certain thingswere already well known - for example, the destructive dfeds of the capitalist
division of labor, separating manual labor from intellecdual work and exeaution from deasion,
separ ating the producers from their means of production and their products, closing the circuit
of passive consumption.

Thework of afactory worker has no meaning in itself because every worker or workshop
produces mere fragments devoid of any use-value. A usable by-product will emerge only after
the re-composition of these fragments, and such re-composition isthe monopoly of those who
control the production process. His pay which gives him accessto market consumption thus
replaces the meaning and content of the worker’ s activity. The arcuit is closed.

The new feature today isthat the sense of powerlessess and alienation felt by the worker
separated from the product of hislabor isno different from that felt by any individual in face
of the State or of the bureaucratic appar atus, which governshislife.

The hierarchization, inequality, dependenceand dispossession of the workersinherent in the
factory mode of organization of labor are spreading more and more to awhole network of

Institutions and relations, which permeate the tissue of social life.



Everywhere - in factories, cities, political parties, children's holiday camps,
research centers, within the State itself- theindividual islost in the infinitesimal
smallnessof his own tasks. Such fragmentation and spedalization of tasks are
justified by aned for r ationality and efficiency, dictated by a purpose, which is
itself fragmentary and does not allow the agent to identify himself with the whole.

Thefeding of disaffedion and of non-belonging caused by thisis passd over in
silencein the name of the efficient operation of the mechanism. Knowing
everything about nothing, sticking to on€e's last, respecting the hierar chy, following
the rhythm of the machine, observing the norms of bureaucratic output - these are
the rules of the game and the conditions for individual success

“Larger, faster, more uniform. These are the threeingredients of the magic recipe
for thethreemoder n eamnomies. ecnomy of scale, economy of time, economy of
effort. It matterslittle if human wastage piles up beside the scrap heaps of waste
materials; a side effed, no more. What countsisto multiply output and scale,
multiply by reproducing and reproduce by multiplying —twofold, tenfold, a
hundred fold.

Giganticism serves yet another purpose: that of reducing the autonomy of the
nations, of social and cultural units, and atrophying the cntrol exercised by the
citizens over hiscity, by theindividual over hiswork and life, and by the
community over its own power.

When one thing increases while another thing, linked to the first, diminished, a
disproportion inevitably results. Thereisdisproportion between super-science and
its ®rvants, the scientist, whom it dwarfs by integrating them into acentral
research and thinking programme; thereisa disproportion between planetary
communication which extends human vision and hearing by ten thousand miles and
the total incapacity to communicate with another human being ten meters away
which reduces them to blindnessand deafness

S. Moscovici. Beyond the Crisis.



Although it may still bein a confused and fumbling manner, more and more people
are beginning to realize theincreasingly hierarchical, unequal and enslaving nature
of the whole of society.

A latent, diffuse discomfort, a kind of discontent based on a vague sense that
"the dhipsare down", is greading to al levels of society, from the bright young
exeautiveto the street hawker: the young are fed up, the women protest
vociferoudly, the workers are worr ied by rising inflation and unemployment, the
silent majority fear violence and the lonelinessof cities, all are disenchanted with
traditional forms of political participation (parties, elections, trade unions). The
crisisismade up of all of these dements.

Crigisin everyday living where the quality of lifeand of human relationsis going
down although the level of consumption of material goadsis going up. We monsume
more and livelesswell. Crisis, too, in prospedsfor the future, ssnceno oneis
satisfied with lifeasit istoday yet no one @n seea solution even on the most distant
horizon.

No more utopiasto guide the long march towards a better tomorr ow: the left, the
working class thewretched of the earth, the wind that blows from the east, the east
that isred, green belts around moder n cities, the conquest of the sky... so many
shattered dreams, so many hopes of change dashed by the @wnfrontation with



"reality", frustrated by the dead weight of institutions and machinery,
disappointed by therealization that many of the gods one strove towards and
enemies one fought were not the right ones.

“The situation recall sthe myth of Er: invited to lead anew life, the souls of the dead
invariably choose a life identical with their former one. They hopeto seemore dearly
into the nature of their passons, ye it istheir passons that blind them. In the same
way, classes and peoples which set out to create a new society are alwaysliable to
repro- ducethe same one; they think theyare refashioning it in the most rational and
most productive manner, when it is preasely this rationality and that productivity
which stand in the way of all innovation: - and so, like the souls of the dead, they are
lost. " S. Moscovici. Beyond the Crisis.

In the midst of the prevailing pessmism and uncertainty, conservative thinking is
making astrong comeback. Taking advantage of the confusion among their
challengers, the spokesmen of the established order areraising their voiceonce
more. They reaffirm the primacy of order over ferment, of work over doubt, of
tedhnology ower ideology, of consensus over conflict, of uniformity over difference
and of the singular over theplural.

Permisgvenessisat an end; the party'sover, itstime to form ranks once more.
Realism and clever management arethe order of the day, the only recipe for
coming through the cnisis. L et the young, the women, the wor kers each take their
allotted placein a new world well ordered around seaure values and virtues.

Once agan people are talking about the inequality of races, saying that intelli gence
isunevenly distributed and that nothing can be done about thislaw of nature,
reminding usthat scienceisneutral and that tedhnology can solve all problemsif
only the agitator swill stop making trouble and let the rulers get on with the
businessof ruling. In brief, men are born unequal; the proof isthat in all societies
there have always been rulers and ruled, givers of ordersand executorsof orders,
experts and ignoramuses, intellecduals and manual workers, the developed and the
underdeveloped.

| f nothing can wor k without the social division of functions, if knowledge alone
gives accessto power, then nothing can be more normal than that the most gifted
and the most deserving should do the thinking and issue orders and the less
enterprising should obediently carr y them out.



That we are in the very midst of a crisis of civilization is easy to see To predict the
outcome is much more difficult.

It may well bethat a strengthening of the mechanisms of social control and an
extension of thetoals of technological manipulation linked to theindustrial mode of
production will succesdully defuse the present crisis and reestablish the social
consensus.

In that event, thingswill have dhanged oncemore merely to remain asthey always
were. Theidea will beto do what has always been done, only alittle more and a
little better. Humanity will enter still more resolutely upon the path of
uniformization and centralization, society will become still more medanical,
automatic and anonymous.

|f that happens, thinking about education will | oseitsraison detre. Already today,
the schoad as an agent of socialization and transmisson of knowledgeis being
swamped by cultural changes - of which the growing power of the massmediaisthe
most obvious - and isunlikely to come through unscathed.

Asauming that thereisa strengthening of the production-oriented and tednocratic
social design, the schoal will probably be submerged by the data processng
approach. Already now the most advanced experimentsin programmed instruction
are enough to prove the dficiency of learning machines - if learning consistsin
being ableto repeat correctly what has been correctly programmed.



But the futureisnot predetermined. It isnot written in advance it develops g2ep by
step. Neither isit identical with futurology, which isonly a matter of extrapolating
the present into the future without any new premise. What existstoday is not the
only possble reality. Probable trends do not exhaust the full range of possbilities.

Like hope, the future has to be constructed.
Uncertain it may surely be, but reflexion upon the futur e based on the examination
of present reality isin itself an action and a proposal.

“To extend the present into the futureisthe best means of blinding oneself about
the future. What isgoing to be decisivein the future is precise!, what isinvisible
toad because it is gill microscopic, unforeseeable, unknown.

We must bet on theimpossble and work rewards the improbable. "
E. Morin

Theimprobable, the future, hope - they are already in existencein embryonic form
in the upsurge of all the social and cultural movements - women, ewlogists,
regionalists, young wor kers - which, refusing the unifor mization and centralization
inherent in theindustrial mode of production, are fighting for theright to be
different, their right to identity and autonomy.



We are coming to the end of our inquiry into school and society,
our attempt to survey some reforms, innovations and experiments
which have anphasized more and more strongly the need for a
revolution asauredly bolder and more profound than those whose
iImminent arr ival is periodically heralded. Aswe approach the 21st
century we are still asking ourselves 19th century questions and

chasing after the shreds and tatters of early 20th century
revolutions.



Times have changed. Today, the demand for autonomy, for
knowledge, for control are added to those for bread and freedom,
equality and democracy. In the workings of a univocal world
where all large atieslook alike, asdo all | arge offices, factories,
universities, motorways and television announcers, men and
women are losing their ability for thought and autonomous action
and their individual and colledive identity.

|f we want to rediscover the meaning o our life, if wewant to
recognize our selvesin what we do, if we want to re-appropriatethe
power to fashion our own future, we must fight the giganticism
engendered by centralization, the division of tasks required by
production-oriented efficiency, the uniformization of lifestyles
Imposed by the massmode of production. In short, we must
rediscover the paths, which lead to decentralized communities, the
only framework in which human beingsfully in charge of their
own activities can adopt and carry out deasionsin common.



“No overall project can fully succeed unlessit makes a frontal attack upon
the very foundations of the pyramids of the modern world - the factories,

cities, research centers, States and dl therest. "
S. Moscovici. Beyond the Crisis.

Herein liesthe roaot of the problem and itsradical critique. Only a different mode of
social organization and production, based on unitsand projects capable of being
conceved, understood and managed in their totality by every one of their members,
can render possble a different education. Only they themselves can render possble
the emergenceof a different life with a different meaning. Only a different way of
thinking and doing can render possble the anergenceof new institutions and new
structures of knowledge.

Reaasting the mode of social production and organization and recasting the
modalities of the acquisition of knowledge are one and the same.

How to achieveit? Thereis no predeter mined single path that leaders, planners,
managers or experts can prescribe.

Listen to the half-stifled voices of children, young people, women, of the
ignorant and underdeveloped, of all those who areworried and unhappy
because they do not like thelivesthey lead and would liketo live
differently.

Vast numbersof social experiments performed by the widest variety of
individuals attempting to deter- mine for themselves their conceptsof life
and their needswould testify to the possbility of new contextsfor life,
wor k and knowledge.

To put it baldly: adifferent education will become wnceivable only if the
day-to-day experience of every citizen and every community - in their
work, their leisure, their relationship with the environment and with
others - becomes once more a source of pleasure, of asking questions, of
creativity and hence of knowledge. A different education will become
possble only when the protests and aspirationsto adifferent society and a
different life become areality.



THE OLD LOGIC WOULD
HAVE TO BE OVERTURNED

Then, education would no longer be dispensed solely by a speciali zed
institution and by certificated professonals, but would become a
continuing activity directly linked with every dimension of people's
everyday life.

Education would not be solely the individual acquisition of skill sand
tedhniques aimed at their future application in adult life, but a colledive
effort to acquire knowledge and ways of behavior of use to the community
at large.

Education would no longer be measured by marks, certificates and
diplomas; thetest of itsvalidity would beitsability to provide theright
answer sto the most widely ranging and complex situations encountered in
real life.

Education would not be limited to the transmisson of speaali zed
knowledge designed to enable everyoneto occupy hisor her allotted place
within a hierarchical society; its objed would beto train autonomous and
polyvalent individuals capable of living within communitiesthat are, full
of conflict, self-determined and thereforein constant processof change.

With such an education everyone would know why he was lear ning;
knowledge would be constructed out of living and doing, and could be
experimented with for the benefit of oneself and others. Such an education
would make community lifeits own laboratory and its shodl, instead of
making schoadl a false community of interests, which we cannot grasp,
Interests which are beyond us.

Miguel and Rosika Darcy de Oliveira



