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Introduction

This period in our history will most likely be remembered for man's scien-
tific and technological advancement, exemplified by his conquest of
outer space. In spite of our technical and scientific sophistication, how-
ever, man is in the embryonic stage in his understanding of himself and
other human beings. Our greatest problems reside in the human sphere.

Recognizing this condition, the Department's publications advisory

committee voiced its con( ern for a statement that would help elementary
educators focus on the main purpose for our being: to help children fully

realize their humanity.
Earl C. Kelley was selected by the Department to share his thoughts

on humanizing the education of children because he has devoted his
personal life and professional career to those human processes that en-
Ilan(, man's self-image. Through his writings, speeches, teaching, and
personal interaction with others, his theme of humanness has been a

consistent base of operation. As his close personal and professional
friend Arthur Combs one , said, "Earl Kelley does not tell you what he is
because he is so real in what he is that by his ac tions you know him."

In this Study/Action Publication, Dr. Kelley helps us take a careful

look at what is truly significant in the educ alive process of children. I
believe that each of us who works for the benefit of children will close
this publication re-challenged to place human fac tors as first and fore-

most in our hierarc by of values and will find new ways to act upon this
belief in our daily activities with and for c hiklren.

John D. Greene
President
Department of Elementary/Kindergarten/Nursery Education, NEA
March 1969
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Why

Humanize

Education?

Humanizing the education of children, it seems to me, comes down to a
question of what we adults value. If we cherish people above things, we
will behave in a way consistent with such caring. If we care more about
the arithmetic problem than we do for the inner feelings of the child, we
will then behave in an altogether different way.

The current curriculum in our elementary schools is essentially a
dehumanizing instrument. It is composed of materials which are remote
from the learner and in which he normally is not interested. He is taught
about things which have no present interest to him. Probably he would
make no effort to learn such matters except to get extrinsic rewards or to
avoid punishment. Young people who are unaffec ted by such rewards
and punishment are known as non hievers bec ausv they do not a( Neve
what tve want them to, They may ac hime something more pre( ions to
themselves. When they disrupt our ( lasses, it k their way of rebelling
against the world of adult purposes, a world devoid of c hill purposes.

We live in a materialistic society. Unfortunately, to many people
this means never being satisfied with their wealth and possessions. How-
ever, materialism has a deeper, more significant meaning. There is noth-
ing wrong with wanting the conveniences of life, a better house, money
to send junior to college, or a salary increase. What is to be deplored is
that too many people seek these things without regard for their fellow men.

Materialism exists in the classroom when the teacher cares more for
the subject matter than he does for the child. If, for example, the teacher
wants a student to learn about the Revolutionary War but does not care
what is going on within him, then the teacher is materialistic. He is
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valuing the textbook above the person, the outer above the inner. The
materialistic teacher tails to realize that how a person feels is more im
portant than what he knows. What he knows is, of course, important; but
how he feels controls his behavior.

Each child is unique, both physically and psychologically. There
never was nor ever will be a person like this one. We have to speak of
each child separately because each feeds on different stuff. The psycho-
logical self is fed by the perceptive stuff of growth, each person making
his o.rn interpretation in the light of his own experience and purpose.
Therefore, when a teacher tries to produce uniform understandings in the
members of a class, he is doomed to failure because of the very nature of
the individual.

To humanize education, the teacher needs to recognize and value
each child's uniqueness and cherish it as the individual's most priceless
possession. This modifies our expectations and even makes us feel good
when the child hears something other than what we thought we said. For
what is heard by him is really what was said to him. What is said and what
is learned can only become more alike through discussion. Only when a
learner feels free to reveal his understandings to the teacher can the
teacher try to make himself clearer by stating his ideas in another way.
We need to prize individual differences, not deplore them.

We need to learn how to prize each individual, that is, to care about
him, how he feels, what problems he has. Some need it more than others.
Many children get plenty of love at home, but for others the tea( her may
be the only adult in whom the child has confidence. Yet in over< roweled
classrooms it is difficult to give personal attention to ear h < hikl, 1 bus it
would be well for the tea( her to ( on( Nitrate on those ( hildron who need
love most, at the same time keeping in mind the individual differences
of all,

The quality of openness is an asset to a tea( her, for the learners in
turn become more open. The tea( her who threatens and behaves in a
distrustful manner causes children to close up; and communication, the
business of teaching, becomes much more difficult because children are
quick to detect hostility as well as love. They soon see the difference be-
tween a teacher who is a helping person and one who is threatening.
They are drawn to the one and repelled by the other.

To humanize education, then, the teacher must learn to care for the
children and show that he has confidence in them, that he trusts them.

If he is to humanize education, the teacher, too, has certain needs.
He needs to he free to be himself. Teacher freedom is limited in both
real and imagined ways: fear of the next teacher, subject matter require-
ments, the quiet room, the parents' expectations, and many others. Much
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of the day may be spent in doing meaningless things, things unrelated to
the teaching of children.

Every teacher should take a good look at himself and ask how many
of his fears are genuine and how many are fancied. Thus, he may reduce
his load of fears and begin to foster openness in the children under his
care through more humanizing experiences.

To be natural with children is a precious thing, a joy of life. It is
regrettable that so many teachers do not know how to enjoy it,

The

Individual

in

a

Democracy

Demo( racy is not a point half way between totalitarianism and anarchy.
It is of an entirely different order. It is the only political system in which
the individual is of paramount importance. In other forms of government
communism, socialism, fascism, naziism the individual is expend-
able and the state all-important. The people who make up the state are
the ones in power. The ordinary citizen can be sacrificed.

In a democracy there is no state exclusive of the entire citizenry, for
a democratic government exists only at the will of the people. When the

people do not like what the government does, they have an opportunity
to make changes in it. Thus, the democratic system is not a way of avoid-
ing conflict, rather it provides an orderly way of dealing with it. When one
respects another with whom he has disagreement, he can approach the
disagreement with dignity and a live-and-let-live point of view. Without
this respect, he will fail to see the other's point of view. Without this
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respect, he will fail to see the other's reasons for being in conflict with
him. It is the failure to respect and cherish another that causes much of the

contention now in existence.
Democracy is not something we "give" or "allow." It is a way of

life that should first be learned in the home and continued in the school.
Teachers who receive children from authoritarian or anarchistic homes
often continue the authoritarian process, and the child has to either
conform or rebel. Those who rebel are marked as "problems," and the
downward cycle begins.

One hears often that the authoritarian method is more efficient than
the democratic process. If the school is run for the teacher, this may be
true, at least superficially. But if the school is to be a place for the young

to grow physically, psychologically, and emotionally, the authoritarian
technique can hardly he called efficient. This method has too many

losers.
I have always objected to the term permissive because it implies that

if I "permit" something, I must have the authority to withhold it. I am not

"permissive." I want my learners to work together in a cooperative way. I
can only do this by opening up their selves, and to do this I have to have
their confidence and trust. Open personalities will learn if given some-
thing to learn; closed personalities, filled with fear, are not free to learn.

But, because the open learner brings unique experience and purpose to
the lesson, what he learns will not necessarily coincide with the learnings
of the person sitting next to him. It is therefore impossible to guarantee
that all members of a class will grasp the same relationships and knowl-
edge. This has been the despair of the authoritarian teacher throughout
the ages.

We seem to be afraid of democracy, fearing that what we want to
happen will not happen. If one visits any classroom at any time, the

chances are that he will see authoritarianism in action. One has to hunt
for the democratic teachers. Fear of democracy the essentialist point of
view and the determination of adults to inflict their own goals on the

young stand in the way of the achievement of the democratic ideal in
which we profess to believe.

Democracy, then, is not something one allows. It is a way of life
that can start in the cradle. It never ceases to have its requirements and

its responsibilities. It requires consultation and involvement based on

respect for the uniqueness of each person.
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The

Meaning

of

Freedom

Freedom is a requirement for being truly human. This is because all
living tissueespecially the human organism is uniquely purposive.
There is no point in one's being purposive if one is not free to make
choices. Purpose shows the path down which unique energy can be
spent.

Perhaps most of the struggles of mankind have been between those
who want to be free and those who would oppress. Great technological
changes have come about; but the more we learn how to destroy, the
more intense the struggle becomes.

No one has the right to do just as he pleases if what he pleases in-
fringes on the rights of others. That is not what is meant by freedom. In a
sense, as long as a human being lives anywhere near another, his free-
dom to do just as he pleases is reduced. In the present world, few of us
live completely free. I hasten to insert this because there will be those
who will think that I want everybody, especially children, to have a form
of freedom that is difficult to distinguish from anarchy. Not so, but every
individual must have a chance to make choices, to learn, and to bear the
consequences. Little children need much freedom; but the farther they
go in school, the less they are given opportunities to make choices.

The trappings of enslavement are all around the school. The super-
intendent, the principal, the supervisor, and the teacher have many
devices. The lesson set out to be learned is one deviceusually repre-
sented by the textbook, usually prepared with regard only for the subject
matter.

The trappings of enslavement are evident in the school room itself.
It is built to keep our children from looking out. Although most of our
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newer school buildings correct this fault, in some, windowless classrooms
are being builtto better secure complete attention to "the lesson."
The seats in which our young are imprisoned, especially in the secondary
schools, allow the learner (as long as he "behaves himself") to see the
back of the neck of the person in front of him definitely not the most
attractive part of the anatomy.

Man's most valuable asset and his definitive feature is his ability to
weigh and to make choices. But this ability can be eroded or destroyed
completely. The most obvious examples of "brainwashing" occur during
wartime, but less realized is the brainwashing done by the authoritarian
teacher. Our young manage to escape in many ways, however: by day-
dreaming while in class, by going home at the end of the day, or by be-
coming dropouts.

This brings to mind the matter of indoctrination and propaganda.
Indoctrination is to teach in such a way that the learner will not he able
to make a fresh and free judgment. We hear people say, "Why not in-
doctrinate for democracy?" But to attempt this is to negate the meaning
of democracy because it denies the freedom of choicethe basis for
democracy.

We also hear people say, "Why not propagandize to promote our
way of life?" This also is a contradiction in my opinion. People speak of
"good" versus "bad" propaganda. The good promotes our side; the bad
promotes the other side. In my opinion there is no such thing as good
propaganda, because it is intended to deny the learner freedom of choice.

There is also the matter of conditioning. A child can be conditioned,
and in limited areas conditioning perhaps helps because it would be
quite burdensome to have to think about every move. But in a broader
sense, in important areas, conditioning is the opposite of education. Con-
ditioning calls for the repression of responses. Education, on the other
hand, is or should be the encouragement of responses. Some are quick to
draw conclusions about human response from experiments on pigeons
and rats; they imply that all their findings are applicable to the human
organism. While a good deal can be learned from the study of lower
organisms, nothing can be supposed from such studies about the qualities
that make a human being human.

There are many encroachments upon freedom in our "land of the
free." All teachers have to use expedients, that is, do or say things they
do not really believe because of various pressures. But when an expedi-
ent seems to work and the teacher becomes fond of it, the real danger
sets in.

These expedients do seem to make the day easier for the teacher and
are said to increase efficiency. For example, we spend a good deal of time
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and effort trying to persuade our young that school is a wonderful place
to be and especially that one must not drop out. But those who misbehave
are required to stay an extra period. In other words, "School is a great
place; if you don't behave, I'll force you to have some more of it!"

We are all familiar with the student councils of our land. Unfortun-
ately, many of these are shams. A long time ago the editor of a well-
known magazine told me that if I could find a really good system of
student participation in government he would publish an article about it.
I thought I had one at one time, and I spent a whole day watching the
council in operation. As I left at the close of the day, the principal said,
"The reason this council works so well is that we won't stand for any
nonsense!"

One learns to use freedom only by using it. Freedom, like anything
else, has to be learned. Every individual must have a chance to learn to
make choices and to bear the consequences. And we teachers must learn
how to provide the alternatives. For if freedom dies, so does our way of
life.

Yo*

The

Problem-

Solving

Method

Problem solving is the method of human progress. It involves the setting
of a goal and figuring out how to reach it. The question is often raised of
whether young children can work at problem-solving projects. Children
have [wen doing this up until the time they enter school. Then school
people are apt to say that the children cannot do it and therefore we must
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do it for them. To be sure, the young c hild may not pick the problems we
think are important; but although we adults find it difficult, we must
encourage him to live in a young child's world.

Problem solving can best be done with others. The individual never
comes to know others completely, but he has a better c ham e of doing so
if he works with others toward an agreed-upon, worthwhile goal. This is
the way to assuage, to a degree, the loneliness of the human spirit. We all
have unique experiences and purposes; and while no one c an share them
completely, we can know about and have empathy with them. This is an
important reason for people of all ages to do things together. This is one
of the reasons for the use of small groups in teaching.

Of all the skills we teach, problem solving is the one thing that we
can be sure the learner will need as he becomes an adult. One of my
colleagues used to say that whenever he got an answer, it raised six more
questions. Life is continuous, ever becoming, never ending. Problems
small and large are never lacking, and in solving them we reach maturity.

With the world changing as it is, with automation a present part of
our lives, we cannot predict what particular knowledge or skills will be
needed even five years from now. Some services seem likely to continue
to be needed. Teaching is one of these, despite attempts to computerize
the learning process.

It is not necessary to repeat here the steps by which problem solving
can be brought about. John Dewey and many others have already done

this. My own Workshop Way of Learning shows this approach as applied
to the in-service education of teachers.

The use of the problem-solving method in school gives us an oppor-
tunity not only to teach something useful to any learner but also to
humanize the teacher-learner process. The teacher needs always to see
himself as a learner together with those with whom he has been entrusted.



.10 The

Importance

of

Cooperation

To learn how to ( ()operate is imperative. Cooperation is the basic method
of progress for all living tissue. Life started with single cells, each on its
own. The beginning of the organism c (ile about when single cells began
to divide, grow, and cling together. Then as cells began to spec ialize
one group performing a parti( ular function for the rest of the organism
this specialization made muc h more growth and integration possible, and
the organism came into being. Once an organism existed, all kinds of
forms were possible and did come about. The human organism is the
most sophisticated result, so far, of this process.

Cooperation is at all times evident in the lower-than-human ani-
mals. When they do just what «lies naturally, they automatically help
each other. Man, in fact, is the only creature that systematically preys on
its own kind. Carnivorous animals kill for food, but rarely their own
species and rarely more than they can eat.

Why is man so competitive, when other spNies are not? I theorize
that it is because man is the only creature having intelligence enough to
be naive. Man naively believes that he can beat the game of life and be
competitive with other men. That is why Darwin's Origin of the Species
was so popular; it confirmed what man wanted to do anyway. Ordinarily
such a book would receive very little attention, but this one became
what we would now all a best seller. As a matter of fact, Darwin did
not intend to champion the concept of competition. tie wrote another
book to c larify his position, but it was not widely read.

In spite of man's intellectual leaning toward competition, the United
States is the most cooperative so( iety in history. We would not survive
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for long, Pspecially in the city, if all the functions of modern life were not
performed by people cooperating one with another. We hear a good deal
about the benefits of competition in business, blit it comes about that
even the big corporations enter into price-fixing agreements or otherwise
offset real competition. They are not as «)mpetitive as one is sometimes
led to believe,

Through cooperation, it is possible, in family and in school, to teat h
responsibility. One becomes responsible only when he has been con-
sulted and is thus involved. When it is his undertaking, he has a stake in
the outcome, Then, and only then, can he be expected to pay much
attention to the outcome.

We err when we pay our young to cut the lawn or wash the dishes
because we are really telling them that this is my lawn, these are my
dishes and not theirs, If they felt they were part owner, they would not
expect to be paid for taking care of it, The common use of outside re-
wards not intrinsic to the task at hand does much to reduce responsibility.
It is the feeling of part ownership that increases responsibility.

Some competition is inherent in the living situation, We cannot
expect a small child to know about cooperation. This has to be learned,
The child soon learns that if he does not consider others, they will not
consider him, To most of our young it het )mes apparent that this is a
losing enterprise, He learns that he must consider others, else he will
lose them.

Older children and adults partic ipate in many competitive activities
that are harmless, good, and even therapeutic.. Competition becomes
evil when the damage of another, intentional or not, is the outcome,

The schools in our country are very competitive. Some of us are still
possessed by the idea that a few in any group must fail, no matter how
well they have performed, Of course, competition in school may lead to
lying and cheating, but we seemingly do not comprehend this, A teacher
who finds widespread cheating in his class is probably causing this situ-
ation by his teaching methods. I believe that young people prefer not to
cheat, but a huge percent succumb when survival is at stake.

We should look to our teaching methods to see how we can increase
cooperation and reduce competition. Let us not be swayed by those who
say we must prepare our young for the savage world outside the class-
room, This "savage world" becomes more and more cooperative every
year. A little good living is better than none,
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The Place

of Skills,

Subject Matter,
and

Knowledge

I am sometimes accused of being opposed to subject matter and reading,
writing, and arithmetic. I am alleged to be "all process." (It would be
interesting to see how one could be "all process" without anything on
whit h to process.) For the record, I am not against subject matter or the
three R's but only against the way in which they are used and the abuses
that occur in their name.

There is so much fuss about teaching reading methods that one might
conclude that the sole reason for procreating is to get a reader, not a
child. Those people who by being so frantic. about it cause most of our
so-called reading problems really see themselves as succeeding through
their children. That and the fear that if their child is not the best reader in
school the neighbors will think his "weakness" is hereditary no doubt
drive them on. They often end up, however, by having "nonreaders." I
believe that in most cases we cannot prevent a child from learning to
read unless we deliberately set about to do so. We adults are so sure that
simply by puffing on pressure we can bring about any desired result that
we seldom realize that this does not always work.

Subject matter is quite distinct from the skills of the three R's. Geo-
graphical facts, for example, are subject matter; but the ability to read
about them is a skill. The proper subject matter for any individual is that
which deals with those things nearest to him or things about which he
has the most concern. Learning leads to more learning, and the subject
matter expands continuously.

By the preceding definition, we can thus see that much of our teach-
ing today is done "backward." History is taught chronologically, and
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this approac h starts the student off on the wrong end. The child usually
does not c are about the wars of the past because their time and their
social conditions are so far removed from him. What he is most likely to
be interested in, if we must talk about wars, is the war in Vietnam. A
discussion of Vietnam and its causes would lead to the war in Korea, and
from that to World War II, and so on, So the learner would probably
never get to the Punk. Wars unless he specialized in history in graduate
studies.

Volumes have been written about scope and sequences. These
be( ome simple matters when one conceives of subject matter as being
necessarily related to the learner's environment and concern. The se-
quence is from the learner out, and the scope is as far outward as he
can go.

Subject matter is indeed important; it is what one uses with which
to behave, But how a person feels about what he knows is more impor-
tant than what he knows. One can become a saint or a demon with the
same subject matter. Attitudes, feelings, and emotions control the uses to
which subject matter is put, So we must strain to educate the whole
childnot just a piece of him and not without regard for how his be-
havior is affected.

iv"

Involvement
Makes

a

Good

Citizen

From the very beginning it has been held that one of the primary purposes
of the school, if not the purpose, is to produce good citizens. Thomas
Jefferson is often quoted as saying that to make democracy work there
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must be literacy_ The illiterate are unable to make decisions because they
annot keep themselves informed. While no one, I think, will quarrel with

that, the rub comes when we consider how this education for good citi-
zenship is accomplished.

Many teachers and parents believe that producing young who
strictly conform to our previous patterns is the best way. I believe that
this stifles a child's creativity and may even create a mere automaton. If
Jefferson were alive today, he probably would say that no uncreative
person can be a good citizen in a democracy.

We have many devices for the teaching of what we call "good
citizenship." Most, if not all, state legislatures require that certain courses
be taught (civics, American history, and so on) in the belief that the study
of such courses will automatically produce better citizens. I have no
quarrel with the courses per se, merely with the expected outcome. I
disagree that these courses can be expected to have a noticeable effect
on one's behavior.

We have great faith in the value of making pledges or taking oaths
although their words are often misunderstood. A pledge of allegiance to
the flag, with hand over heart, is supposed to be important to citizenship
training. We also place an emphasis on essay contestswhich everyone
must enter but only a few can have the slightest hope of winning. These
contests are usually thought up by a luncheon club, which allocates most
of its money to its own members' welfare, but sets aside a small amount
for promoting citizenship. This amount is so small that all it will provide
is some money for prizes. Many of these people have such prestige in the
community that the school administration is not able to refuse. And so,
much antagonism is built among the learners.

The above conditions, while not evil in themselves, lack the one in-
gredient essential to the building of good citizens: involvement. No one
ever does any/thing with vigor unless he has been involved. He does not
have to have his own way, but he does need to feel that he has been con-
sulted. I know of no way to bring about involvement without consultation.

The teacher who insists on making all of the decisions cannot build
good citizens. He can only get his set tasks clone with some form of sanc-
tion bad grades, disapproval, parent withdrawal, or any of many other
forms of rejection.

A person will not be a good citizen until he sees himself as a citizen
until he feels himself to have a stake in whatever is undertaken. This

applies to all ages of learners, from preschool on.
The learner needs t' 'have many kinds of tasks to do for the common-

weal. These tasks may often be found or suggested by the children them-
selves. There is no such thing as a demeaning taskonly a demeaning
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reason for doing it. If a learner scrubs a ilaor because he feels it is his

school, this lowly task becomes enobling. When a person scrubs a floor

because someone in authority requires it, when it is not his floor but
belongs to the autocrat, then indeed it may be unworthy of a free person.

3-

In

Closing

The greatest joy in life, I believe, is to have the pleasure of a child's

company; and one of the greatest tragedies is to be denied this pleasure.

This we do, I think, by being too insistent on inflicting adult purposes and

goals on our young. We need not pretend to be children ourselves and

indulge in such nonsense as baby talk, but we do need to be genuinely

interested in the thoughts and interests of those with whom we would

communicate.
A sad fact in our lives is that the generations do not really like each

other. We are too much in conflict with our young. We enjoy little chil-
dren, but when they become old enough to go out by themselves, they

begin to bother us. This leads to a greater feeling of hostility, and this

feeling accumulates.
By our concern for children and youth as important human beings

we are on the way to reducing hostility and alienation and to reaching an

understanding with our young that will provide a more human experience

for them and for us.
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The greatest thing about teaching, in my opinion, is that it brings the
mature, educated, love-giving teacher in direct contact with the imm M-
tore, uneducated, love-seeking child. If we lose this human relationship,
our young will become automatons; and the light will have gone out.

Resources for Further Study

Earl C. Kelley's contributions to the professional literature include four
books which provide additional insight into his educational philosophy
and ways of putting this philosophy into practical effect. Each is appro-
priate for individual or group study and action.

Education for What Is Real. New York: Harper and Brothers, 1947.
114 pp. In the summer of 1946, Earl C. Kelley spent 10 weeks in
Hanover, New Hampshire, at the laboratories of The Hanover
Institute, where research was being done on the nature of percep-
tion, of knowing, and of life itself. This book is a record of what he
learned there and the implications of this knowledge for education,
These implications are put into practical terms in Chapter 6, entitled
"Education Can Be More Real." The foreword to this book is by
John Dewey.

The Workshop Way of Learning. New York: Harper and Brothers, 1951,
169 pp. This book is the story of the Education Workshop at Wayne
University which Earl C. Kelley directed for over 10 years, The work-
shop was a new concept in teacher education which based its princi-
ples and purposes upon "what is now known about the nature of
the human organism, and how it can learn." In great detail, Dr.
Kelley explains the procedures used in the workshop and the out-
comes on the part of the teachers who participated. In Chapter 11,
entitled "The Short Workshop," he describes how a similar way of
working with teachers can be used for in-service activities.

Education and the Nature of Man. New York: Harper and Brothers, 1952.
209 pp. Coauthored with Marie I. Rasey, a colleague at Wayne
University, this book is "an attempt . . . to set forth some facts such
as are to be had around the middle of the twentieth century, about
the nature of the human organism as applicable to teaching and
learning. It is an attempt to give people bases for their beliefs." In
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Part I, the authors have tried to isolate some facts about people
which bear on human relations. In Part II, they discuss what these
facts mean to them. In Part III, they give some of the sources of their
materials. The authors have aimed primarily at attitudes and beliefs
in this volume. "No teacher is going to teach differently until he
believes differently, and can see himself in a new role," Kelley and
Rasey state. "Any change which he may contemplate must seem
reasonable to him."

In Defense of Youth. Englewood Cliffs, N.J.: Prentice-Hall, 1962. 145 pp.
"The conflict between age and youth is such a sad state of affairs,

and it is so contrary to my own experience with our young that it
seemed a clear requirement that I at least put down on paper some
of the things I have learned by association with young people." Thus
in the preface of Earl C. Kelley's most recent book, he states clearly
why he was "driven to my desk to write." In defending young peo-
ple, Dr. Kelley looks at the problems young people face, how citizens
are made, and the school as a good place for youth. Chapter 13,
entitled "Our False Assumptions," examines a list of assumptions
which Dr. Kelley believes stand in the way of providing the proper
nurture of our young. "Until we surrender these false beliefs and
acquire some more accurate and humane ones," Kelley states in this
chapter, "it will be difficult indeed to provide decent growing con-
ditions for those we procreate."
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superintendent; a high school teacher of chemistry and natural science;
a vocational school counselor; d high school core teacher; an educational
psychology instructor; a supervisor of secondary schools; and a professor
of education at Wayne State University. After his retirement from Wayne
State University, Dr. Kelley served as Distinguished Professor of Educa-
tion at Eastern Michigan University from 1965 to 1967.
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the workshop method, new formulations in perception, the (-ore curricu-
lum, student participation in school government, and student-teacher-
administrator relationships.
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Dr, Kelley is presently residing in San Francisco, California.



Other Publications from E/K/N/E

Our Noweq: Anger in Children: Causes, Characteristics, and Considerations. George She
vialmv. 1969. 281)1). 75c. (281-08752)

Attitudes and the Art of Teaching Reading.
Rom h Vim Al Ion, Stresses need to work for
love of reading a," well d," md,,tering
1965. 481)p. $1, (281-087(32i

Blockbuilding. killer 13, Slack,", I low this
tivity contribute," to the ( hild'," develop-

ment. Rev. 1965, 32 pp, 75( 28 1 -086 321

Diagnostic Teaching. I)orrk M. I ee. Sup-
port,' an individuolited, ( hild-centered
view of tea( hing. 1966. 52 pp, $1. (2.81-
08808)

Evaluation of Teaching. Gertrude M. I ewk,
1966. 96 pp, $1,50. (281-08740)

Family Life and Sex Education in the Ele-
mentary School. 1 ielen Manley, 1968, 26
pp, $1. (281-08850)

Fostering Maximum Growth in Children.
Ili M. 13(Mor. Examine'. con( (1)1,.. of [-tun-
ing, ,,ignifi( ail( , of ploy, ;Ind beneli( idl

of "tee"". 1965, 40 pp, 65c. 1281-
°8612)

Guiding Children Through the Social Stud-
ies. Robert W. Reynold,' and other, 1964.
40 pp. $1, (281-08664)

Kindergarten Education. A ( lorifi( dtion of
what «m,"titute," d "ineoningful experien«,"
in kindergarten, 1968, 72 pp, $2. )28,1
08t344)

10 perwnt on 2 9 «)pie" ;Ind
20 per( nt on I() or more «wie,". All
order," that amount to $2 or le,"," inu,4 he

( ompanie(1 I ) pavinenl. Shipping
harged 00 ,ill order,. not paid II) ddon«,.

Language and Literature: The Human Con-
nection. Bill Malin, Jr. Relate,, the drama
of all elementdry lea( her 1.11 ,(1 with d highly
lingukti« hild in her (1,1,,,,room. 1967.
4t3 1)1). $1.50. (281-08818)

Motivation: In Early Education, Elementary
Education, and Teacher Education. Bernard
Spodek, II. ( ;Nihon Morgan, and I Idrold (;.
Shone, 1968, 30 pp. 50( 28 I -08850 )

Multi-Age Grouping: Enriching the Learn-
ing Environment. J. P. ( and other,,,
1967, 40 pp. $ I. (28 I-0882()

Prevention of Failure. Sybil har(kon
;Ind other,,, 13,1,,e(1 on premim, that fdilure,,
and dronout,' ( d n be identified and pre
vente(I eddy in ,"( hool lice. 1965, 801)1), $1.
(281-08788)

The Step Beyond: Creativity. William I3ur-
ton and I lelen 11(11(111cm, Experience," of
tea( her," who have oklwrilllente(I With the

(11)1)1),1(1) . 1964, 40 pp, $1. (.231-
086681

Thinking . . . Feeling . . . Experiencing.
Margaret S. \A'oo(k. Sugge,,t," of work-
ing t reotiv('ly \Ain) c hildlen It) m hieve
learning, 1962. 36 pp. 75( . (2131.08748)

Values in Early Childhood Education.
ongeline Summoii/e,, re,,e,m( h,

with empha,,k on nueser, tit hool educ
Hon, 1965, 96 pp. $1,50, (281 086 If»

()Rim from: Public allow. Sale,. Sec lion
National Elduc ation iation
1 20 1 Sixteenth Street, N,V,

VVa,,hington, D, 200 30

21


