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INTRODUCTION

During the past few years, a discussion has begun on the ways of knowing
that go beyond the rational. For some people, the discussion began with Jerome
Bruner's On Knowing: Essays for the Left Hand (1962). a brief book which
declares the possibility that an important part of our thirking processes is being
overlooked, or receiving little attention. The part that is being overlooked has
many names; of the many names, more later. In yencral, it is that part thar
complements the rational. . .

We live in a time that is dominated by the ratio.al-intellectual-scientific way
of experiencing. While we are aware of impuise, of passion, of the **affec-
tive,”" we don't trust them. Like Samuel Johnson in his Dictionary, we define
passion, not as a state of existence with its own meanings and properties, but as
he did, **a disturbance ot the reason " ,

Some of ug have known better than this for a long timc. and our tradition of
culture has known better even longer. Alongside the tradition of science and of
reason, there has always been a tradition of instantly sensed truth. The mystics,
the prophets, the poets, many painters and sculptors, some dramatists, and the
dancers and musicians have trafficked in this kind of truth since the beginning
of civilization. Along with some philosophers. they have been honored and
remembered. but they have become more and oré of a mystery to us in modem
simes. This is surprising. for it is during our time that the function of the
emotional in life has been studied systematically for the first time, and cadres of
people cxist who make 4 profession of untang!ing its effects. As Crane Bninton
points out in The Shaping of Modern Thought (1963, ¢h. 7), the ““anti-
intellectual’* has been thriving during the nineteenth and twenticth centuries.
Side by side with the impressive discovernies in science have been Rousscau’s
*general will,”" Cardinal Newman's “ilitive sense,”” the discovery of condi-
tioning by Pavlov and others, and the discoveries of Freud —all real aspects of
human experience and reflection, and none rational in the ordinary sense.

During the sixties and seventies of this century, renewed attention has been
given to this aspect of human expenence. It has been recognized once nhore that
major intellectual accomplishments are in part non-rational. The tendency in
formal education fo reduce everything to the rational has been challenged in
many places, but the entrenched belief in the rational as the only legitimate
souree of truth has made it difficult o attract serious attention to the possibility
that only a part of the human condition is dealt with in school—that schools
misporiray what it is to think . to experience, to be human. This may account for
some attacks on the “relevance’ of school learning. . '

On June 13 and 14, 1975, the Social Science Education Consortium con-
vened a meeting on this problem. *“Ways of Knowing: Is Science on the
Defensive?'" was the name given the conference. Papers were presented, or *
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irteractive Jectures were offered. and discussions took place. All of the pre-
sentations and discussions were recorded by stenotype and transcribed. The
Fresent volume presents these papers and discussions in a somewhat edited
form. ‘

The pupers and discussions are arranged in two broad categories. Those by
Richard M. Jones, Alfred Kuhn. and Maxine Greene are in the first group,
which discusses the conference theme in principle. These papers deal. in the
mair;, with the nature of the topic itself. The other.papers also deal with the
nature of the topic, but stress practical hines of action. These are the papers by
Arthur W. Foshay, Ronald Lippitt and Eva Schindler-Rainman, Robert Sam-
ples. Mark Phillips. and John Haas.

One way of talking about the altermative ways of Knowing is to contrust the
presumably different functions of the two hemispheres of the brain. The left
hemisphere déeals primanly with the verbal, the lincar. the catqgorical, the
fogical, anc the right side of the body. The right hemisphere deals primarily
with the figurative, the metaphorical, the intuitive. the fantastic. and the left
side of the body

Torefertoleftbrain™ and “right brain.” as issbone in some of the papers, is
to use shorthand. What 1y discussed in these papers s several modes of
knowing, or modes of conscrousness. The rational is often called “left brain. ™

 Everyvthing else iy called “right brain.”” While there s a limited amount of

rescarch by neurologists that supports this way of talking. the rescarci so far i
notconclusive. We are constrained by the limitations of the rescarch in this ficld
to be excecdingly conservative 1 our use of this knowledge —and most of the
writers of the papers dre consenvative, though they indulge in the shorthand of
“lett brain® and “right brain.”

Taken as a whole. the papers. as well as the conference itselt. are best
understood as a countenyathng attempt to clamm legitimacy for all those aspects
of conscrousness that go beyond the rational. They do not deny rationality. as
some popular writers duning the sixties did. What they ask is that all the aspects
of consciousness be recognized as an interactuing whole. Several of them claim
that when this is done 1n school, academic progress improsves. Some of them
offer direct exercises in awakening o consciousness the extrarational wspects of
expenience. especially with respect to metaphor, dreams, and fantasy. 1t is
worth reemphasizing. however, that in emphasizing these aspects of con-
sciousness, the writers always assume that we function as wholes. To do
otherwise would be naive.

The approuches taken by the authors vary, of course. Richard Jones. in
comtrasting the rationil and the literal with the metaphone idiom and the
intuitive, setties on two broad modes of consciousness, He finds in the recall of
dreams a way of catching the metaphorie mode in the act. so to speak. Dreams,
he asserts, are not the product of work (as Freud impliesy but the product of
play. So viewed, the consideration of dreams is (he quotes Polanyn **a dialects-
cal combination of exploration and exegesis.”” Jones unifies the two  the
rational and the metaphoric- -asking that we make full use of the rutional and

2
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contimue on to the other modes of consciousness.

Continuing the theme ot the two modes, Alfred Kuhn, borrow ing ultimately
from Darwm. uses the notion of random variation and selective retention
(RVSR) 10 deal with the fact that most experiencing, and much of our con-
seiousness, s random, unorganized, and as such, uscless. To extract what i
usetul, we retam selectively from the randomness what van be patterned or fit
into organtzed wavs of knowing. O course, it we regect the random- it we fal
foevamime it we have restricted ourselves to what we already have organized.
or to what we already hnow . Kuhn. in shorthand, refers to random variation as
“nght brain’ and selective retention as *leftbrain. ™ Since the left brain type of
function has long received the bulk of the educators” attention, this conclusion
(that educators should attend to both modes of knowing) suggests a significant
it of atiention 1o the role of right bram aspects of leafming.

Rutionality . savs Kuhn, is the outgrowth and product of both halves of the
process. . only the combination of the tho Can produce rationality - where
“rutionahin *includes not only fogrcal consistency and syHogistic thinking, but
alvo the detection of wll kinds of ends-means relationships ™

Using what she calls “magmatne lierature,” Mavine Greene not only
argues for the vomplementary relattonship between the logical and the
metaphorie modes of consciousness but also otters an aray of modes She uses
Wordsworth. Blake, Melville, and Dostoessky . as well as Dewey, Jefferson,
Fiul. and many other non-hiterary wiiters. o argae foroview of the selt that
transcends the cighteenth century rational. perfe.tible ran. We should. she
svs, contront and repoee in the teaston between “mner and outer states
Commentmg on the rencwed preoccupition With Inner ConsCiousness and the
“adversan ' relationship berween the self as we know it privately and science
and techmigue as somchow opposed tonaer realizations, she continues: R IED
not seienee of the serentifie method. . that has caused the malaise. Ruther. ity
the sense that the self as particimant. as inguirer. s creator of meanings. his
been obliferated ™

Greene calls tor a process of interior reahzations " thrusting out toward the

world. . consciousness may be understoad to be all the activities by means of
which objects. events, and other human bemngs present themsefves 1o the
knower . these acts of consciousness are multiple and varied ™

This vicw. that consciousness is multiple and varnied.” " is shared or implred
by all the papers in this volume

Arthur Wellesiey Foshay implies the view 1 a paper that pleads tor the
legitimacy of intuition, and then ofters several examples trom the usual cur-
riculum offering. of how the mtuitive leap may be encouraged in school. The
ustial didactic of school feaching feases no room for such teaps. Foshay names
twer condtions that promote such feaps: that one be saturated in the data, and
that the data be ottered 10 torm that myates a Jeap. This may be comared with
Kuhn's RVSR. ‘

Contimnpg the “what to do about 117" emphasis, Ronald Lippit and bva
Schmdler-Ramman vall tor a “fully inked” person. Knowing. feehing, and
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doing, they say, are all necessary for the **whale person’” to be educated. It's
the doing that tends to be left out. “*Knowing a teacher’s information about
educational theory, and plans for teaching a lesson the next day, it is not
* possible to make a prediction of the teacher’s behavior in the classroom the nexi
day. . . . We believe these lacks of linkage are one of the most serious
pathologies of human functioning. . . (and that they are) to a significant degree
caused and supported by the nature of the child’s and the adult’s educational
experiences.”’

Lippitt and Schindier-Rainman then proceed to offer examples of non-
finkage. to consider conditions causing it, to offer the charactesistics of the
linked person (who accepts both knowledge and feeling as sources for action:
links goals and action steps: learns from both knowing and feeling—and links
thern in doing), to consider how the educational process might develop the
linked person, and to offer applications to other than educational systems. The
paper is safurated with reality. o

Robert Samnles makes a charp distinction between *'right’” and “‘left’”
hemisphere activities, claiming that in a trusting atmosphere children begin
problem solving with right hemisphere activity—"‘sampling the informal and
tacit base of their own experience. Later on. . . they would shift to a left
hemisphere mode of thinking and look for spocifics and concrete data from the
manipulation of the materais at hand. * Then they would come back to the
right. Shifting and altemation of the two modes **increased in frequency as the
learning sequence went on.”” The reader will notice the similarity of this
analysis, again. with Kuhn's RVSR.

Samples explains the dominance of the linear, logical, rationalist mode of
thinking in schiools chiefly through the lack of trust engendered in classrooms
The linear is perceived as ‘"saf¢.”” the metaphoric as “‘chancy.”” Children
“psych out’” teachers with great precision at early ages. When the teacher (or
anyone else) seeks to contrive left or right hemisphere activity, children identify
the contriving at once, and right hemisphere functiouning is lost.

Samples alludes to four types of analogy in right hemisphere functioning
which have been identified by W. 3. J. Gordon in Synectics—fantasy, personal,
direct, and symbolic. He offers definitions and examples of the employment of
cach of these. (See the paper by John D. Haas in Chapter 8 for a further
explanation of Gordon.)

Like the cther writers, Samples calls for a full use of the two modes of
experiencing. Because the rational, linear, syllogistic mode is so dominant, he
emphasizes the metaphoric and the intuitive.

Confluent education is the name of a movement carried on in California and
elsewhere in which the context of the classroom activity is given full attention at
the same time that the manifest activity itself is carried on. Hence *"confluent” "
all the forces present at a given moment are recognized and employed. An older
discourse refers to the *'latent”” and the **manifest”™” curriculum, or to *"tacit”
as well as “"overt” experience. In conflugnt education, the latent and the tacit
are made overt and manifest. ‘
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Mark Phillips, who described confluznt eduvation for the conference, uses
many examples of the Tatent messages in the context of the classroom: the ethnic
makeup of the class, the feclings present in its membership, the implied
messages of support or discouragement that are exchanged, the order of events.
In dealing with such matters, it becomes important to deal directly with the
private feelings and understandings feachers and students bring to educational
activity. The focus in confluent cducation has been on teacher trainmng--
especially the kind that teaches people to tuake fantasy seriously. Like Samples.
Phillips stresses the importance of mutual trust in this enterprise. He would
involve students in decisions about what they should do and undergo. 1eachers
are expected to interpret subtle cues, such as body language. to understand the
existing context in their cigssrooms.

In the context of the other papers in this collection. Phillips” statement is best
understood as 4 how to do it explication of the fantastic . the metaphoric. the
latent in human experience. Contluent education is persoral, involved, often
intense. in contrast with the impersonal, detached, objecuve expenence most
eachers are sard to seek most of the tme. In common with the others whose
papers are given here, Philhips would hase us acknowledge the values of both
types of functioning. He sces such whole functioning as stressed i the strategy
called the emergent cumiculum, in which all the actors in the school situation
tuke tull part, at every pomt. Philhips would. in the Jast analvsis, ““combine
other wins of knowing with the saientitic process in refationship to the one’s
selt

“Synection” s g tem onginated by Withium 33 Gordon 1o refer to the umity
of the metaphoric and the analy ic in the creative process John Haas, like athers
tere. pleads that we give full attention tothe metaphoric. the funtastie. Gordon
has deseloped @ number of exercises with this intent. and Haas has developed
others. The paper s tull of examples drpwn trom actual expenence. His
Caynectios excursion’ maps the process as « whole  from the divergent to the
convergent.

Haas thus jomns the others i callmg tor a full use of the various modes of
cxperienving. He cuubions us against Jeaving out the ordmary data of
eaperience  teelings. art. hiterature - and o avoid becoming “bound up™m
wienee and social sciences alone.

Perhaps the best way to consider this tield as a whole is also the simplesti o
adknowledge that there are several modes of human expe rience, all of which we
use 10 ordinary affairs However. inour time, we have acknowledged only one
mude  the scientific, the rational, the intedlectual.

The scientific mode has become so overpowering that we tend to deny any
truth-clsiming that does notreston it. We thus deny what Haas calls “*ordinary

experience.” The scientsfic mode has become the ofticsal mode. so 1o speak.

with the result that we become unhooked from ourselves in pursuing i, thus
falling into the pathology of the unlinked person. as Lippitt and Schindler-
Rainman put it . . )

At the same time. we grope for a lost half of ourselves. Oursearchias reduced

o
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to groping because of the deminance of the scientitic. ot the same time that we

grope for ourseives, we try to conduct the grope scientifically, like the man who

tricd to find the soul by weighing a body before and after death. Our feaity to
science prevents us from approaching the other aspects of human experience in
their own terms.

Nowhere 1s this confuvion more evident than in the language we use. At
present, we seck to divide all human experience into two parts, the scientifie
and the ““non-scientific.”” as we say. We don’t even have a term for the other
part. Instead. we use many terms. The state of the ficld appears implied by this
plethora of terms: metaphoric. analogous, imaginative, fantastic, dreamy.
mystic, and so on. SuchManguage, from a scientist’s point of view, is nearly
useless.

Yetitserves us well it we will letit, It s possible that the major strategy —to
try to see expertence as having two parts---is itself mistaken. Instead of a *left
bra:n’" and a “"nght brain.”" pethaps we should allow for many brains. That is,
perhaps we should allow for the brain to be even more complex than it already
seems to be. In reducing human experience into two grand divisions, we may
well be presenting ourselves from maxmg distinctions that would aid our
attemnpts to understand ourselves.

After all. words like tantasy . mysticism. metaphor, tigurative, and the others
all have distinet ordinary meanings. Perhaps the distinctions among them rather
than thair common property of being ““non-scientitic™ is what iy fruitful to
Cxaming.

The ficld seems to bein a transition trom an inevitable imprecision to a later
precision. Our fatfure to make distinctions wipong the various s we use no
doubt arises from our desire to bring order to the ficld. Such ordering. espe-
cially into the scientitic on the one hand and everything clse on the other, is
probably premature and at present may well be mistaken and misleading. We
seek the unity and elegance of the scientific fields before we have camed them.
As someone has said of education, "W have no Newton, because we have not
yet had a Kepler”

The future of the Hield s strongly implied by these schu!amL papers. The
principle imphications of the papers. taken fogether, seem 1o be these:

I. There are many modesof knowing, of which the rational, or scientific, i

one. \
We ought to gake tull use of all the modes of knuwing./t we are to
tunction fully. . :

3 At present, bevause of the dominance of the ru;fuﬁui ode, we need to
give special attention to those modes of knowing'that dre alternatives toit.

41 we will couple rattonal modes of know jngAvith tHe other modes, our
actions will be more etfective. . .

S The mystic, friguratis o, metaphoric was s of kpowing are promiinent in ous
cultural tradition. They have been- kngwn chietly by phets, artisty,
phiosophers. mystios. and propheis. h;(unar and not hy scientists-
especratly since the R&'n“!ss.mu.. {hU:x:. tn, of course, somd reference hy
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swicntists to the use of these modes of knowing in the process of scientific
inquiry. But the interaction of many modes of know . stressed in these
papers. does not appear to be prominent in the minds of scientists.

The siggificance of this discussion for education lies in the evidence 1.
provides That she tield continues to broaden and deepen itself. The tradition of
cduciatesw=ean be understiood as being ke a river that becomes broader and
deeper as tributaries *ved it and it makes ity way onward. Public education
began with the glorious but himited purpose of conveying people to heaven
through acquamting them with the word ot God. To this was added a finmted
amount of information abeut this world, then some usetul skifls, and. during the
Progressive pertad, some acgraintance with social problems and with the arts.
To all of this. aone of which has disappeared trom the curriculum, we now
propose that there be added direct experience with the many modes ot ¢x
* u?mng that collectively siyusg’;wnplc human.

Uihe all the other innovakons m education sinee the seventeenth century, this
one will have to fight its wa§ o the curriculum. Every change has had to
respond to the attack that 1t waters down what 15 well established and thus
penerts the purposes of education. Yet all these chaizges have had, not a
diluting ettect. butan enniching eftecton the offering. So ity with our concem
here.

Like other mnosations. how e this one 1 subject o imprecise talk and
averchiming. Lake others, o unr:‘ts\n*wcrx. v.ho purport to reject the
man emphasis that has gone betore. Al the impovations have had to survive

\ ‘?Auch carls enthustsms Some have not, and have disappeared. IS mportant
' for those who would now sk that those aspects of human experience and
retlection that go hevond the rational be imcorporated o school to understand
that 1t s precisely incorporation that w 01 tor wall not take place, Education has
neser revolutionized el nor has it been stecesstully revolutionized from
outside tiselt. 18 absorbs change It does not perish to be rebarn.

Fhe <trategy that is most ikely to saeceed s one that seeks to enrich, not to
destroy . what oaists, '

It is preciseis ennichment that the present papers otter. Put in lay Janguage,
what they offer v an opportumity tor people n formal education to function
tully  to become “furned onl” s current slang has it. The proposal that we
“tum on’ students 18, 1o the final analysis. revolutionary . sinee the policy we
gencrally tallow s that we direct students. traim them, reduce the randomness nt‘.\')
their behavior, Tts the trudition of bildung or (n French) formation, not of
release or impregnation, Despite nearly a century of discussion, we do not yet
know how to promote growth m schools.

Growth 18 g property of the organism. We know @ good deal about how to
prevent growth, and something about how to shape it but we know far jess
about how o promote it 1t 1s the promation ot ful) growth that is the cdmmon
theme of these papers. We hold out here the hope that children can leam to trust
flights of fancy, mtuition, smmediately perceived truth. We know how to
present this kind of thing  -through the imposition ef constraints - but we don't
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know much about how to provoke it.

The present volume is best understood as a beginning. Here we may examine
the work of several people who glimpse the power of a fully released person and
claim it for education. Much more work needs doing before we can hope for a
large-scale application of what is here-implied. The promise of such a develop-
ment, however, is very great.

REFERENCES

Brinton, Crane. The Shaping of Modern Thought. Englewood Chiffs, NJ:
Prentice-Hall, 1963. ‘

Bruner, Jerome. On Knowing: Exsavs for the Left Hand. Cambindge, MA:
Belknop. 1962,

16



O

ERIC

Aruitoxt provided by Eic:

THE AUTHORS AND EDITORS

Chapter 1 - Lookmg Back and Forth on Consciousness

RICHARD M. JONES. author of Fantasy and Feeling i Education. 1s Profes-
sor of Psychology at The Evergreen State College. Olympia. Washington. He
has served as Chief of Psychological Services for the Massachusetts Depart:
ment of Mentad Health and Professor of Education. Program in Chnical
Psychology and Public Practice 2t Harvard University. Many of Jones” publica-
tons relate o issues of tearhing and attestine education

Chapter 2 RVSR: The Complementanty of Right and Lett

ALFRED KUHN 18 Dasvid Sinton Professor of Economics and Sentor Research
Assoctate 1 Psschiatry at the University of Cincinnatr. Followimg an imtial
carcer m lubor economies he has been engaged inresearch related o the
concepiual mtegration of social and behavioral sciences based on syatens
analyas and has been imobved i curricslum: development i social and
hehavioral saiences tor the first grade through graduate school. Among Kuhn's
many publications are The Logte of Soctal Svstems: 4 Unitied, Deductive,
Svvtem Based Approach o Socuad Science and The Study of Socien A Unitied
Approcca

Chaprer 3 A Perspeetival View ot Conscrousness. Agatint g hidism

MANINE GREENT i Willam | Russell Protessor ot Educanonal Founda
tons. Teachers College. She has wntten on many educationad subjestsomclud
g aesthetic cducation, cducationad leadership, evastential philosophy  PBTE.
and curticulum theorny I 19740 Greene recensed the Delta Rappa Gamma
Fducator's Award torthe sear’'sbes cdu)x(xmnui book. fcacher A Stranger

Chapter 4 Intuition and Curniculum

ARTHUR WELLESLEY FOSHAY. Protessor of Educanon in the Department
ot Curmculum and Teaching at Teachers College. Cotumbia University . is 4
Jong time contributdr to research in American educytion, particularly in the
arcd of curriculum. A past president of the Association tor Supervision and
Curviculum Developmaent, Foshay is co-editor of the proceedings of SSECs
1975 Invitational Conterence, His recent publications anclude Toward a
Humane Curnicidliom, published by the SSEC

Chapter 5 Knowing. Feehing, Doing

RONALD LIPPITT is president of Human Resource Developmient Assoctates,
A long-time member and past-president of the SSEC, Lippitt has had @ distin-
guished carcer i the tield of human development. He is co-author. with Robent

« 7



Fox and Lucille Schaible of Social Science Laboratory Units, and with Robent
Fox and Eva Schindler-Rair an of The Humanized ruture. Lippitt's one
hundred-plus publications have contributed to several areas of research knowl-
edge and professional development, including the processes of leamning,
socialization, growth of children and youth, and volunteerism.,
FVA SCHINDLER-RAINMAN is a nationally and internationally knowy
consultant in the areas of human relations, pensonnel development. volun-
teersm. and community involvement. She has served as consultant for such
groups as UNESCO in Spain, the Recreation Service of the U.S. Army in
Germany. the National YMCA, and many others. Rainman’s more tnan two
hundred publications include the co-authored books with Ronald Lippitt The
Volunteer Community. Taking Your Meetings Out of the Doldrums (in collab-
oration v ith Juck Cole). and The Educational Communiry: Building the Climate
fear Collaboration (James Davis, co-author).
Chapter 6 Toward a Synergy of Mind: Psychological Premises for

I Jucation Betore 1984
ROBERT SAMPLES is director of the ESSENTIA Project formerly located at
The Evergreen State College, Olympia, Washington. Samples was director of
faboratory development for the Earth Science Curriculum Project and a writer
consultant tor the Elementary Scfence Study and Man.: A Course of Study. all
tunded by the National Science Foundation. In addition to conducting many
worhshops with schoois, colleges, and industry. Samples has written and
coordinated the production of several educationad titms. Two of his tilms,
“How Sofid is Rock™" and "Men at Bay.”' have won awards. Samiples’
publications tocus on psycholopy as well as humanness in educanon.

Chapter 7 Confluent Education

MARK PHILLIPS is Assistant Protessor of Graduate Education, University of
Calitomnia at Santa Barbara. He has conducted workshops sath schools
throughout the United States in the arcas of values clanfication, psychological
educatior, and staft development. Phillips is currentiy engaged in the develop-
mient of instructionad straiegies, philosophical dimensions, and curriculum for
confluent education. His publications include “Gestalt Appheations for the
Classroom™ " in Gestalt Therapy. Theory idnd Practice and " A Guide to Re-
sources in Humanistic Educations™ in Four Pyvchologies Applied 1o Educa-
hion.

Chapter 8 Sanecticos

JOHN D HAAS has wide and varied experience in the train'ng of teachers,
both mservice and preseryice. Haas iy carrently Assocate Professor of Secon-
dary Education at the Unnversity of Colorado. He has served as Director and
staft member of several NSE and NDEA institutes i social studies and sovial

saienee education

1}

t 8



CO-EDITOR (with ARTHUR WELLESLEY FOSHAY)

IRVING MORRISSETT is Executive Director of the Social Science Education
onsortium, Inc.,and the ERIC Clearinghouse for Social Studies/Social Sci-
ence Education. He is also Professor of Economics at the University of Col-
orado, Boulder. Morrissett has served as director of numerous federally funded
projects related to social science education. He is editor of two provicus SSEC
conference proceedings, Socia! Science in the Schools: A Search for Rationale
and Concepts and Structure in the New Social Science Curricula.



L]

3

O

ERIC

Aruitoxt provided by Eic:

CHAPTER 1

- LOOKING BACK AND FORTH
ON CONSCIOUSNESS

Richard M. Jones

in these interstitial comments, the editors will call attention to certain
recurring themes that are established and developed i the papers. Some of
these theres appear in all of the papers, some are established in one paper
and cxfended in another.

A major theme in the whole of this book is that there are many parts to
hieman consciousness and human experiencing. We ten:4 to value and to
teach mainly the rational, scientific mode of knowing. This does not

acknowledge greatareas of experience, and, in formal education, it results

in a misleading view of what it is fo be a human being.

In “Looking Back and Forth on Consciousness,”” Richard Jones deals
with rwo recurring themes: the theme that we must deal with human
conycionsness as o whole (that is, that dichotomizing the mind, or dealing
with only a part of it, 1s mistaken), and the idea that the two broad
groupings of experiencing have long historical roots.

The imbalance between onr attention to the rational and 1o the infuitive
or fantastic aspects of heiagn consciousness has a long history. Jones
suggests that in pre-historical times there may well have been a different
concept of time (the evelical, not the linear) in the mindys of people, and a
maode of belief that allowed intuition to rule. At some tune in the past,
lueman beings passed over a watershed. and the rational mode and linear
time came to dominate their ways of knowing.

Jones explains how dream reflection, a way of allowing the experience
of dreams 1o have a place in waking life which enhances both the rational
and the nonrational parts of our existence, has been used productively in
his own clusses. He closes with a list of ten ““things § have learned’” about
enhancing and integrating the nvo modes of knowing.

Robert Frost once said: *“Science put it into our heads that there must be new

wigys (o be new.” Leaving it to poetry, he went on to say, to seek newness
through climination and subtraction. This Frosty thought came back to me as |
scanned Omsten’s lirg (1972, p. 67) of terms regarding the two modes of
humin consCiousness:

13
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My first reaction to the fist was to wonder where P'd been lately. because,

The Two Modes of Consciousncss:

A Tentativg' Dichotomy

Who'Proposed It?
Many sources - Day - Night
‘Blackbum Intellectual Sensuous
Oppenheimer Time, History Eternity, Timelessness
Deikman Active Receptive
Polanyi Explicit Tacit
Levy. Sperry Analytic Gestalt
Dombhoff Right (side of body) Left (side of body)
Many sourges Left hemisphere Right hemisphere
Rogen Propositi mal Appositional
lgc Lincal Nonlineal
Kiria Sequential Simuitaneous
Semmes Focal Diffuse
I Ching The Creatives heaven, The Receptive: carth,
masculine. Yang feminine, Yin
I Ching Light Dark
I Ching Time Space
Many s urces Verbal Spatial
Many sources Intelectual Intuitive
Vedanta Buddhi Munas
Jung Causal Acausul
Bacon Argument -Expertence

although the two maodes of consciousness are very important to me, I recog-

nized only a few of Omsten’s dichotomies. Then wondered where Omstein
" could have been, because his st omits abl of the dichotomies on which |had

heen weaned. some of which have become rather dear to me over the years:

Primary Process

Freud Secondary Process

Praget Primary Symbolism Secondary Symbolism
Piaget Accommuodation ~ Assimifation

Schactel Conventionalized Eaperience  Trans-schematic Experience
Maslow A Cognition B Cognition

Taylor Convergent Thinking Divergent Thinking

Langer Discursive Symbolism Presentational Symbolization
Polany Focal Awareness Subsidiary Awareness
Neisser Sequential Processing Muitiple Processing

Kubie Consvious Processing Preconscious Processing
Wertheimer Productive Thinking Blind Thinking

Bleuler Realistic Thinking Autistic Thinking

Mauny sources
Muany sources

Public Knowledge
Literal Meaning

4
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Now | have a proposal to make® Let us resolve that the next one who coins
another pair of terms for the two modes of human consciousuess be required to
do nothing for a year but read and write poetry, thereby perhaps being instructed
into the virtues of secking newness by elimination and subtraction. Because,
reallv, the terms we have, while admittedly having various shades of difference
between them, are more than sufficient to support consideration of the two
modes from a variety of conceptual levels and points of view. And because |
suspeet that temptations to extend the list are but manifestations of resistance to
the more pressing challenges of 1) better understanding how the two mades of
consciousness interact and 2) better understanding the conditions in which they
optimally interact.

So that's the fimt thing | want 1o say: Let us stop stuttering in this matter of
naming the dualities of consciousness. Then 1 want o say something about the
evolution of consciousness. Then T want to share what hittle I know of the

psyeho-socil condifions conducive to optimal iateraction of the two modes in

school settings,

The Evolution of Human Consciousness

The works of Alexander Marshack (1972) and Norman . Brown (1959,
[Y661 have 1n the pasttwo decades dramatically expanded our knowledge of the
avolutton of human consciousness. Marshack’s work involves an extremely
precise and analytical. although highly intuitive, breakthrough m archeology
(eognitive archeology " as 1t s getting to be called). Brown™s as a ighly
speculative, although exceedingly well disciphined, contribution 1o the
psychoanalytical understanding of history and prefistory. Both men, at s
mstructive o oserve, worked way outside their home disciplines of profes-
sional writing and the classics, respectively. There 1s not time, nor is this the
place. to outline Marshack's and Brown's works 1n thesr formidable details; 1
shall huve to risk misrepresenting them as [attempt to drav their implications to
presc St purposes,

Marshack, by applying an ingeniously concerved series of new observational
and analytical methods to collections ot inscribed prehisfonic stones, bones,
taols. uand works of aft, makes 4 persuasive case that the basic modalities of
human consciousness are no different today than they were at least 40,000 years
apo. These modalities are visual, kinesthetic, symbolic. time-factored (cyclical
or unilinear; see below), and storied or storifying, a conclusion that was
anticipated in the philosophy of Ludwig Wittgenstein. All that differentiates
modemn thought patterns from those of upper Paleolithic Man, concludes
Marshack. 1s our more abundant store of observations on the recurring physical
and Mrological processes that matter to us and our more refined technologival
resources tor amphtying these observations.

Art, symbol. rie and notstion operated within g calture that for some

25,000 vears had i certim basic homogenesty . a hunfing way of life with a

fore an't mythojogy hased on that way of Life. For us the important thing is

the combined evidence tor an evolved, modem, cognitive und symbaolic

»
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capacity found in the carliest levels to the last. Though traditional
categories stich as magic and myth, aggression, symbolism and sexuality
are elements in the stories. the whole might more aptly, if awkwardly, be
called a cognitive-and-time factored use of art, myth, rite and symbol.
. Every process recognized and used in human culture becomes a story,
and every stery is an event which includes characters (whether spirit, god,
hero. person, “mana,” or, in modem terms, element, pasticle. force, or
law) whe can change or do things in time. . Since every story can
potentially end in s number of ways, efforts would be made to participate in
the story and theretore. to change or influence the story or process or to
become meaningfully a part of it. Waen such acts become traditional, we
can sometimes call them “magic’ or “religious.” The specific content of
these storied efforts would vary from culture to culture. But the cognitive,
symbolizing processes would not change. and the basic nature of the

storied equation woulkd remain. (Marshack 1972, pp. 117, 119, 'and 283)

Norman . Brown, by applying psychoanalytic theory in history, litcrature, |
religion. and cosmology. makes a persuasive case for there being iwo critical
differences which set historic and prehistoric consciousness off from one
another: 1) A ditference in the time-factoring within the frames of which the
stories prehistoric people told each other (whether artistic, magical. or reli-
gious) and the stories historie people have told cach other (whether artistic
magical. religious, or scientitic) have been phrased. 2) A difference in the
predominant qualities of symbolization engaged in composing. sommunicat-
mng. and responding to those stories. Brown did not venture a guess as to when
the change occurred: it was probably st more than 40,000 years ago, nor less
than 6.000; but the differences are clear. Once upon 2 prehistoric time, people
lived primarily in vyclical or revolving tilne and perecived in their stories
primarily metaphorical meanings. For at least 6,000 years, historical people
have fived primarily i unilinear or cumulative time and perceived in therr
stories primarily literal meanings. Each of these ' views entails o radically
different way of relating 1o death, hte. nature, pursun.ahw. parenthood., thld
hood, knewledge. society, education, and progress.

So completely encased iy historical mentality in the unilinear time frame that
it is next to impossible for us to even imagine what the shapes and contents of
human experience might be like in cyclical time (unless our dreams seek to
reveal it to us). It's the old problem of the fish and the water. Thus we-find
Brown, under the influence of such minds as Blake's, Bachélard's, Nietzche's
Roheim's, and. of course. Freud's. attempting to articulate his vision nf
cyclical time in aphorisms fike this: ’

Another scheme of time, another scheme of causality. Prefiguristion is not

preparation. "When we speak of the relation between a new poctic image

and an archetype asjeep in the depths of the unconscious. we will have to
understand that this relation is not, properly speaking. a causal one. ™.

Events are related to other events not by causality. but by analogy and

16



correspongdence. . . . The potentialities are laten. till made patent: asleep
till vakened. The events sleep in their causes; the archetypal form i the
hidden lite of things: awaiting resurrection.

Newness is renewal. . .. Life is Phoenix-like, always being born again

out of its own death. The true nature of life is resurrection: all life is life

after death, a second life. reincamation. . . . The universal pattemn of
recurrence bears witness to the resurrection of the dead. (Brown 1966, pp.

209, 206)

And, although the addiction of modem mentality to literal symbolism 1s
somewhit less total, by virtue of the occasional spells we allow poetry to caston
us (and. again, by virtue of our dreams). the serious business of madem hving is
expenienced and communicated by almost all modem people. almost entirely.
in literal symbols that are unretreshed, it not ahenated from, the genies of
metaphor. Quoting Brown agam:

The dead letter. The dead metaphor. 1t is only dead metaphors that are

taken hiterally . that take us in. Language is always an old testament. to be

made now; rules, to be broken; dead metaphor, to be made alive: hiteral
meaning. to be made symbolical. oldness of letter to be made new by the
spirit. The creator spirit stands n the grave, in the midden heap. the
dunghill o culiure (as in Finnegans Wake ), breaking the seal of familianty.
breaking the cake of custom; rofling the stone from the sepulcher: giving

the dead metaphor new hife. (1966, p. 207)

I am led by these considerations to conclude that for human consciousness to
have evolved from tts prehistorical Bite of metaphorical meaning ia revolving
time to its historical fite of literal meaning in cumulative time there must have
taken place, once upon a series of tmes between about 10,000 and about 6,000
years ago, many ritualistic counterpars to this conference. wherein was spoken
for sung of danced or chanted or played) some radicil mutterings (o the effect
that the “*right cerebral hemisphere’™ was hogging too much of the action, life
would be eppmously more predictable. perhaps cven the fabric of soviety
presenved. if ways could be found to give the “left cerebral hemisphere™ a hittle
more headroom! The imagery may be ridiculous. but the evidence it seeks to
dramatize is persuasive: a full cisele has probably tumed in the phenomenology
of human consciousness from metaphorical meaning in cyclical time to literal
meaning in unilinear time. It has tumed from the almost total subordination of A
cognition to B cognition to the almost total subordination of B cognition to A
cognition. All the while the size and structure of the human brain has changed
but a trifle. and the basic modalities of consciousness have changed not at all.

The New Revolution in Human Consciouspess
It 1 10 this perspective that [ hike to look ahead as we seek 1o tnm both our
intuitive and our rational sails 10 what may already be in the wind for the
eventual devefopment of human consciousness. Here | take my readings from
Michael Polanvi { 1958), whose story has pensuaded me. as 11 did George Klein
g



and Abe Maslow before me, that a tuming point is taking place 13 e historical
development of human consciousness which is of a smaller order than, but
which is closely analogous to, the larger tuming from prehistorical to historical
consciousness. This tuming is taking place within the history of science.
Polanyi. as you know, has contributed not one but two pairs of dichotomaes to
our lengthy list of epistemological stammerings: articulate and tacit knowledge,
focal and subsidiary awarenicss. Nothing was added by the coining of these
terms to v nat Freud had already given us in his conceptions of the secondary
and primary processes, respectively. However, 1 am willing to indulge
Polanyi’s redundance out of gfatitude for his having given his epistemology an
historical dimension which was lacking i Freud's:
*Modern man is unprecedented; yet we must now go back to St. Augus-
tine to restore the balance of our cognitive powers. In the fourth century,
“A.D., St. Augustine brought the history of Greek philosophy to a close by
inaugurating for the first time a post-critical philosophy. He taught that all
knowledge was a gift of grace, for which we must « “rive under the guidance
of antecedent belief: nisi credideritis, non intelligitis. Ris doctrine ruled
the minds of Christian scholars for a thousand years. Then faith declined
and demonstrable knowledge pained superiority over it. By the end of the
seventeenth century, Locke distinguished as tollows between knowledge

—aRd fuit‘!}:”;

-

How well-grounded and great socver the assurance of faith may bhe
wherewith it as reccived: but fasth it is still and not knowledge:
persuasion and nof certainty | This is the highest the nature of things

» will permit us to go in matters of revealed religion, which are
therefore called matters of faith: a persuasion of our own minds.
short of knowledge. . (my tahies).

Belief 1s here no longer o higher power that reveals to us knowledge lying
beyond the range of observation and reason, but a mere personal aceep-
tance which falls short of empinical and rational demonstrabibity .

Here lies the break by which the critical mind repudiated one of its two
cognitive faculties and tried completely to rely on the remainder. Beliet
wis so thoroughly discredited that modem man lost his capacity 1o accept
any explicit statement as his own belief. All belief was reduced to the status
of subjectivity: to that of an imperfection by which knowledge fell short of
universality.

We must now recognize behief once more as the source of all knowledge.
Tacit assent and intellectual passions, the sharing of an idiom and of a

*Reprinted by permission Copsright « 198% by The Unnversny of Coicago Pross
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cultural heritage, affiliation t fike-minded community: such are the im-

pulses which shape our vision of the nature of things on which we rely for

our mastery of things. No intelligence, however critical or original. can

operate outside such a fiduciary framework. (Polanyi 1958, p. 260)

As 1 read Polanyi, the development of science, with its subjugation of tacit
knowledge #1d subsidiary awarencss to articulate knowledge and focal aware-
ness, was a necessary and valuable liberating influence. given the extent to
which the capacity for belie! lad hecome tied to illusions and theocratic
dogmas. But, as 1 read Polanyi further, this revolutionary achievement of
scicnee has now occurred and is irmeversible and safely established as one of the
basic precepts of human consciousness. The further development of historical
consviousness requires taking this achievement for granted. It also requnres that
we restore to our capacity fordoubtless knowing our capacity for tridy believing
i what we know,

Science. now, has nothing to detend itself against. except its ewr defensive-
ness. Efforts to re-emphasize the primary processes of metaphorical meaning
can only serve. fow, to capitalize on the achievements of science. This is not
done by substituting subjective beliet for objective knowledge. which science
has made impossible, but by investing the acquisition of objective knowledge
with mtelleciual passion and qualities of personal conviction which, as contem-
porary students and teachers well know  the acquisition of knowledge can lack.
We wall capitalize on science. not by taking the labor out of learning., which
seience has made impossible, but by making learming a fabor of love which
scienee has made possible.

According to Polanyi the word for the -shing of human intelligence. from
now nto the toresecable future, s fiduciary. " T wish he had chosen s prettier
waord. This must have been what Whitchead meant when he said **lt is more
important thata proposition be interesting than that it be true. The importance of
truth is that it adds to interest.” (Smith 1973, p. 2) And what Praget meant when
he sard: * Intelligence begins neither with knowledge of the self nor of things as
such but with knowledge of ther interaction, and it s by orienting itself
vimultancously toward the two poles of that interacton that mgelhgence or-
gantzes the world by organizing stself.”” (Quoted m Flavel] 1963, p. 62)

Dreams: Analysis and Reflection

Here's an cxample of this watershed that has been created by science’s
achievements. taken from my own teaching experience. I have long been
interested in dreams from a variety of viewpoints, and have for a long time
encouraged my students 1o relate their dreams o their sehoolwork., Dreams are
the most nearly pure expression of the primary process it is possible for norm..|
people to experience. Schoolwork, as we typically go about i, iy about as
excessively weighed down by the secondary process as anything we ever domn
lite. So. as the initial hunch went. if | could find an enjoyable and produciive
wisy of making dreams and sciroolwork pay attention to each other, I might find
a way of encouraging the mtegration of the primary and secondary processes

v
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.(otherwise known as creative thinking) in my classes. The trouble for a long
time was that it proved difficult to do this enjoyably. much less productively.
After learning how to remember and record their dreams the students would.
with my help, learn how to analyze them. After a month or so of this they'd
become either bored or annoyed, stop recording their dreams, and eventually go
back to not rgmembering them. So there T was, leftholding this perfectly good
theoretical bag with nothing much in it. Then, about five years ago, the students
began responding in such good humored, ho-hum-ish ways as to cause me to
whuft from an axalvtical to a reflective posture in respect to their dreams—{rom
the bias of viewing dreams as the products of work to the bias of viewing dreams
as products of plav, from the bias of viewing drecams as analogous to reurotic
svmptomy o the bias of viewing dreams as analogous to artistic visions, from
curiosity about the causes of dreams to curiosity about the effecrs of dreams,
and trom nvesting authority in the objectivity of various dream analysts to
investing authority in the subjectivitios of the dreamers.

My nextbook, The Dream Poet (in press). will show how very enjoyable ana
productis e is this approach. But, ©ask myself, why has itonly been of late that
my students and [ have been prompted to go beyond the analytical to the
reflective posture 1n respect to our dreams? According to Polanyi, what | am
domg when Lask my students 1o 1y to comprehend Melville, say, or Chaucer or
shakespeare, in the hight of retlecting on their dreams, is following, of all
‘hings. St Augustine’s maxime nisi crediterins. non raelligitis! As explained
w Polanyi. this means **. . . the process of examining any topic is both an
¢ sploration of the topie and an exegesis of our fundamental beliets in the lightot
which we approach it a dralectical combination of exploration and exegesis. ™
(Polany s 1988, p. 267y Inthe margin | have: " That's itz that's what we try forin
dream reflection’ seminars: a diafectical combination of exploration and
cxegesis' ™ But does this mean ' regressing to g presscientific stance? No,
and now | undenstund why Polanyi gave Bis book the subtitle " Towards a
Post-Critical Phidosophy . Although the students all those years were reading
Freud. tor the most part sympathetically, they had.not yet come to take him for
pranted. Science had shown that by first doubting our experience and then
disproving our doubts an unprecedentedly critical understanding of naure
could be achieved. Freud showed that the same could be done with respect o
human nature . For example, when he took up the study of dreams what did he
do? He first doubted that the dream as experienced was meaningful, and then
disproved the doubts by tracing the interrelations between the meamingless .
manifest content and a meanmgfu/ Latent content. In the process he showed us
how we could achieve an unprecedentedly critical understanding of ourselves.

My carlier students, T urmise. while they understood Freud. were still try g
to believe in this accomplishment. | doubt, therefore., that they would have telt
1 sate 1o adopt my present guidelines regarding the locus of authority in dream
reflections, ard our emphasis on interest before truth. My present students, it
seems, have turned this corner: they know that the scientific wherew ithal exists
with which 1 be critical of themselses. So securc are they 1n this know fedge
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that even while they are using it they tend to ask, "Yes, of course, and what
clse?”

So. as we look dhead ininstitutionalized education, [ think we should have as
hittle patience with rationalists on the defensive as with intuitionists on the
ottensive. because there s no choice. now, but to take advantage of the
achicvements of science. by taking them for granted, and then moving not
against but beyond them. That old horse is dead: that old contest is over. The
name of the game, from now on, iy " fiduciary.™

Optimal Interaction of the Twoe Modes

Nevertheless, we presently_find ourselves, in our schools, having to cope
with a very sluggish cultural Lag, 1in which curmicula continue to be developed
that give sertously short shrift to the private. subjective. subsidiary. assimila-
tive. preseptational. disergent. metaphorical ways of knowing ., in contrast with
their often exclusive emphasis on the public, objective. focal, accommodative,
discursive, convergent, literal wayvs of knowing. Teachers continue to be
tramned away from their good impulses to redress the imbalance through their
own artistry . by means of which any curmiculum could be honestly and interest-
imgly taught What we most need. in order to turn this comer. is not more terms
tor the two basic hinds of conseiousness, but more knowledge of how they
mnteract 1o the achievement of specific hinds of learning objectives and more’
anow fedge ot the psschosocial conditions conducive to these various Kinds of
micraction

Ten Suggestions

Fwish [ had more such knowledge than | do. T wish my sgnorance n these
matters was not shared by you as much as |rear it s, What |do know 1 have
leurned from practical teachmg and leaming expeniences, and froms written
dccounts by creative persons of how they go ghout learning . Only a hittle of this
kiene Jedge his come from g study of psychology . What Fhave Jeamed is this

Iy In the times in which we hive of s the idiom of metaphor which s the
clusive one. the one that needs to be coaved and courted into intercourse with
the whom of Diterality )

2y The metaphorical idom ends 1o be attracted into interaction with the
Iteral idiomunder two Kinds ot condiions paradosically o very opposite one:

the conditions of what Herbert Sifberer named “*apperceptive deficiency ™ and

O

ERIC

Aruitoxt provided by Eic:

Capperveptise msufficieney
Apperceprve deficiency refers to situations in which a person tmd\ himnselt
mentatly oft s game. He v unable to maintain rational mastery of
mtellectual achievements which are normally routine for him, and falls
back. s it were, on therr prerationative approaimations, He may be
Latrgued, or sleeps . o have had atew L orbe ina tevered condition, or i an
cmotiondl contlicr, or under intluence of drugs, or in some other way have
lost the fine edges of s optimal mentad state. Apperceptive imvufficiency
refers to sttuations mowineh o person s at the top of s form, m tull
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commend of his optimal mental state, but has momentarily assumed
challenges which just barely elude his best intellectual efforts. He may then
receive an assist from these same prerationative approximations. We
sometimes call this **inspiration.”’

Silberer arranged to catch these passing prerationative assists on the fly, so
to speak, by training himself to observe his reveries under a delicate blend
of the two conditions. At the first signs of drowsiness he would set himself
to contemplating some intellectual problem of which he was not yet quite
master. When the liicial thought process gave way to its metaphorical
sequel, he would alert himself to full wakefulness and ponder the two
versions of what he called the ** autosymbolic phenomenon.™ (Jones. pp.
66-67) :

*In a state o drowsiness I contemplate an abstract topic such as the nature
of transsubject.vely (fer all people) valid judgments. A struggle between
active thinking and drowsiness sets in. The latter becomes strong enough to
disrupt normal thinking and to allow——in the twilight state so produced--
the appearance of an autosymbolic phencmenon. The content of my
thought presents itself tome immediately in the form of a perceptual (for an
instant apparently real) picture: 1 see a big circle (or transparent sphere) in
the air with people around it whose heads reach into the circle. This symbol
expresses practically everything | was thinking of. The transsubjective
judgment is all the heads. The validity. must have its grounds in acommon-
ality: the heads belong all in the same homogeneous sphere. Not il
judgments are.transsubjective: the body and limbs of the people are outside
(below) the sphere as they stand on the ground as independent individuals.
In the next instant 1 realize that it is a dream-picture; the thought that gave
rise to it, which I had forgotien for the momeni, now comes back and |
recognize the experience as an **autosymbolic phenomenon.”’ What had
happened? In my drowsiness my abstract ideas were, without my con-
wious interference. replaced by a perceptual picture—by a metaphor.
(Silberer 1951, p. 198) v
Not the least provocative intimation of Silberer’s studies is that our creative
thoughts may often be thus composed of our weakest and strongest lights.

" The rest of what | know about coaxing the metaphorical into commerce with
the hiteral consists of a series of less pedagogically awkward ways of replicating
Sitberer's lonely experiments. They are:

3) Getting to know a whole helluva lot about some one little thing, and then
tackling something difficult that you know nothing about, The little thing you
know a ot about has a way, then. of reacting to your approach to the thing you

“Reprinted by permission Copyright i) 1951, Columbria Univeraty Press
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know nothing about by sending up metaphors, which have a way of lighting
vour way into the new subject with insights to which experts in the subject
might be blind. It is instructive that the most dramatic recent advance in
archeology has been made by a popular science writer, and that the niost
dramatic recent advance in psychoanalysis has been made by a classicist. The
mducement of mind sets conditioned by apperceptive insutficiency 1s how |
account for this.

4) Interdisciplinary study. The focusing of several bodies of knowledge on
specific problems stimulates conditions of apperceptive insufficiency.

$) Leaming by teaching. The responsibility stimulates conditions of apper-
ceptive insufficiency .

6) Teachers encouraging and rewarding interesting as well as “right™
responses, by including in routine recitation. discussion, and evaluation proce-
dures appeals to metaphor, analogy. paraphrase, and other thought processes
the function of which is to make the strange familiar, and the familiar strange.
Children should be led to expect that when asked what a thing is, it is not only
permissible but frequently desirable to say what itdis like, what itisas if. what it
is not bug might more enjoyably be thought as, what it reminds one of or makes
onge teel, what, in short, it 1s as it were.

7) Encouraging students to personalize’ public knowledge. Elizabeth
Simipson, in her recent report to the Ford Foundation on “*confluent educa-
ton.”” put it this way:

Whatever truth, grace, and beauty are our monumental heritage, it 1s not

cnough; for I, too, mustbe an ancestor as well as a'descendant, a progenitor

as well as seed from the past. . . . My knowledge is never inherited
experience. Itis my own, the gift of myself and not the gift of others,
however much they deem it greatness or 1identity myself with those who
value 1t 1t s the workings of my responsive self. my consciousness---the
view from within i most privateplace to which only [have access, . .

There 1s in my ownomner life the authonty and the gear that will hink me to
theages. . From varnied historical contexts, from the forms, the ideals.
the vitlues, the beliets of the cultures which are specifically ours, we draw
the supportive structures of our beings. but not from these alone. The data
are ultimately oursclves. That poetry is home-gardened and gathered: it is
Kitchen-yard psychology and it is true. (Simpson 1974, pp. 6-7)
“Kitchen-yard psychology . . . home gardened and gathered™ is the Kind we
try to cultivate n our dream reflection seminars. Here's one of my favorite
cxampios:
' The Text of
MOBY TRICK: or THE TALE
- Frank Greenhalgh

“ There are certatn gueer ames and vccasions in this strange mixed affair
we Tt when a man takes the whole universe for a vast practical joke,
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though the wit thereof he but dimly discerns, and more than suspects that
the joke is at nobody's expense but his own.™

**Though in many of its aspects the visible world seems formed in love, the
invisible spheres were formed in fright.”™
- —Melville in Moby Dick

A great big old three-story house up on stilts—the beginning of Linda’s
dream—strikes me with the same feeling tone as the classical opening of
fanciful stories, tall tales: viz., **Once upon a time. . ."", a line that scems
an implicit and apt prefix to the dream.

What is the activity proper to one whose spirit is informed by the sense of
the world as a vast joke. dim and oblique as that intimation may be? Why,
to plunge into the play of energies. surrendering the greatest part of the self
to go with the flow. so as not to miss the point of pointlessness: to remain
buoyant in accepting the part of the joke that falls to one’s lot. What of the
~rest of the self. not so involved? That is the observing self, whose equable
detachment is bred of understanding; it has no fixed locus, but instead can
rove in imagination to different spaces and times, bringing new perspec-
tives to bear on happenings in the present. Inshort, b2 ~ertain detachment
from the immediate. the observing selt can reflect. and so enrich the

here-and-now .

But what 1f the joke has g malevolent.cast. it indeed the invisible spheres
were tormed in fright? Or. which is worse, it there is no joke at all. no
objective reliet from the serious matter of inhabiting 4 universe behind
which lurks only an unthinkable horror? Perhaps the natural impulse will
allow of nothing but recoiling. or a willed torgetting. Then, to fill the void
feft by such repudiation. we spin out our names and stories and dreams in
large letters. populating the vacuity with our new creations. embellishing
the malign order of the world with mythological constructs fashioned of
our own sweat and blood. In a deep and not unambivalent sense, we leamn
to play. to entertain ourselves—which amounts in the end to another kind
af joke.

The author of that piece is admittedly a brilliant student. but he did launch
those incredible insights from reflections on the dream of a fellow student. In
the process, he was able to personalize a great piece of public knowledge in a
very artful way.

%) Expecting the purely personal self-knowledge thut may be gaincd by
these means to extend stselt hack into the public domain, by amplifying this or
that aspect of culture via some expressive act. Here is where 1 think some of our
“affective education”” enthustasts miss the boat, when they are content o
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merely help their stedents become more sensitive to their inner lives and to their
personal relagions, and refrain from egeorraging the second effort of making
increased self-knowledge a means to the end of enriching public knowledge.
Not that i oppose pursuing personal gbjectives in schools. On the contrary.
personal objectives are achicved more lastingly and with, more satisfaction
when the skills and insights involved ar alvo addressed outward, so that the
student can experience the diffen ace that self-knowledge makes, not only to
the self but to the knowledge.

There is a fine line between art and exhibitionism to which both the students
and the teacher must keep attentive when this retuen trip from private insight to
public expression is encouraged. Every artist is famidiar with the danger of
merely expressing self. without regard for considerations of craft and style
which invite an aesthetic response from an audience, rather thair a merely
sympathetic one. -

I do not. of course. ‘nsist that the full round trip from public to private and
back to public alwavs be made. much less that it always be artfully made—only
thatin a school serting this is the standard that should define optimal su.cess. It
I may quote. Praget one more time. “Intelligence begins neither with knowledge
of the selt norof things as such but with knowledge of their interaction, and it s
by orienting itselt simultancously toward the two poles of that interaction that
intelligenee organizes the world by organizing itself. " (Quoted in Flavell 1973
p. 22

9) Actisely involving dreams in the educative process. Dreams, as the most
patural products of regular apperceptive deficiency, are the cheapest access we
have to our home gardened and gathered metaphors. There they sit, morning
after morning. ripe for the picking. Al that's required is to remember them,
write them down and bring them to school, where they almost magically
transtorm themsehves, inrelation o the school work | into bottomless sources of
healthy appereeptive insufticiency . One of my students recently put it this way:

The uncertainty 18 still here within cach of us, every Friday . But rathor than

holding us back. spontancity stitled. we become instead almost child-like

in treedom and vitality of mind. And then the aftemoon writing shows that
we are anything but children. The quality of uncertainty characteristic of
the dream reflection seminar seems to act as a catalyst freemng o thoughts
from their usual musty pathways. The integrity and quality of “the play ™

becomes the prevailing concem. Everyone becomes more sensitive 1o

everyone, more civil, more thoughttul, more human. And, as is true of g

good play . the sign of @ good dream retlection seminar is aiways lots of

hearty laughter.

1) Curricula in the arts, the humanities, and the soctal seiences which seek
1o present the reahiies of the human condition as they exast and hine existed
These subpects are oo often presented i quaint and trivial ways. especially in
the elementary and secondary grades. s in these curricular arcas that public
truths and private mterests canmost maturally mtersect. to the mutual ennich-
ment of hoth. An example of acamcular cHton that seeks to present the reahities



of the human condition as they exist, and have existed, is Man: A Course of .

Study, which has been the subject of a recent controversy . Of course, it can be
taught poorly. What can’t? Byt it also can be taught well, which is more than
can be said of most of the elementary social studies curricula with which * am
familiar.

DISCUSSION

Peter Dow: Dick's reference to Man: A Courseof Study reminds me of an
inte;view I had recently with Jemrold Zacharias, who was an important figure in
the curriculum movement of the 1960's—which, as you know, put a lot of
emphasis on cognition and structure. One point he made was that what nobody
ever talked about at that time was what he called intuitive knowing. As
Zacharias went on in that particular conversation, complaining about Jerry
Bruner and The Process of Education and the tremendous emphasis on the
ifportance of structure, he said, ** You know, the.really extraordinary thing
about doing science is when you are working on the cutting edge, where there is
no structure, where there are no guidelines and where knowing is largely
intuitive, metaphorical, and imaginative. That is when the real breakthroughs
come,’” he said.

So there is not as wide a gap as one might think between Richard Jones and
Jemrold Zacharias.

Dreams: Analysis and Reflection ‘

Jack Fraenkel: Professor Jones, | wanted to ask you a question about a
statement you made earlier which you went over rather lightly. You said that in
your classes you recently switched from an emphasis on analyzing dreams fo
reflecting about dreams. s that correct? I wonder if you would comment a bit
more about the distinction, and how you work with it.

Richard Jones: | cannot be satisfied with my answer because the answerto the
latter po'nt is very lengthy. The difference between the analytical and reflective
postures is simply this. It is not one of substituting the reflective posture for the
analytical one. Many, many dream interpretations are made, many analyses are
made, but the prevailing tone, the prevailing expectation in the minds of the
students and myself is that this is just in passing. We do the interpretations in
passing. |

What we are really after is something that will allow us to enjoy the dream, to
appreciate its artistry—its sound symbolism, for example. Dreams are really
very cute when you pay attention to how they are put together. First you should
identify the day residue. which is very simple: the dreamer can tell you in g
minute what that situation was from the day before or what the particular
perception was that the dream is playing with, Then, if you spend an hour
simply trying to appreciate the architecture of the dream itself— its artistry—it
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makes for a very, very lively and fun discussion.

Fraenkel: Would this be a fair analogy? Once someone said, **Get off all
those questions, man, and just dig it.”" I just wonder—

Jones: Okay. but it is not substituting the digging it for the quesnons Itis
asking the questions, getting the answers and then saying, **Whatelse is new?"’
What is mterestmg about the dream"

The Dichatomy

Irving, Morrissett: In Omstein’s two hsxs to what extent do the items within
each list overlap and to what extent are they different?

Jones: In those dichotomies, including the ones I added there is a great-deal
of overlap, but also diversity. I think the only two that are synonymous are
Freud's secondary and primary processes and Piaget’s primary and secondary
symbolism. They mean exactly the same thing. But, in all the others, while they

¢ overlap greatly, there are shades of difference and I am sure each of them has
been coined by atheorist who was particularly interested in one or another point
of view regarding the two modes of consciousness

But. unless someone comes up with a really groundbreaking new insight into
human consciousness, we can probauiy do with the terms we have. I was
serious when I suggested that it is possible that we keep naming these things out
of resistance to accepting the real chatlenge, which is understanding how they
optimally interact. I stand behind my ten points. They make sense to me. lam
sure they do not represent an iota of what we are still ignorant of regarding the
conditions which are conducive to these two modes of consciousness interact-
ing in a creative fashion.

Jack Nelson: Why is it that we appear so trapped in a kind of dualism, like the
duahism of mind and body? There is a kind of mystique abont the notion that
there is a polarity of equals, It seems to me like the old religious notion of the
Trinity. It seems to have a religious fiber to it rather than what might be
empirically demonstrable or logically constructed. That is a kind of preface,
leading to a question about your description of the dichotomy. It excludes any
other way of looking at the way organisms act ;and react and interact or, as T
prefer, transact.

I am concemed that we are caught in a kind of dualism that I think is not
philosophically supportable. Isn't there a third or a fourth or a ninth or a | 1'Tth
pant of #?

Private and Public Knowledge
Arthur Wellesley Foshay: Two or three times you drew a distinction between
what 1 understood you te call private knowledge and public knowlcdgc You
said at one point something like " you have to do something with i, whichisto
« say you have to make it public. Thatis troublesome for me. Why do you have to
" make it public? Does this make it real? Is it any more real because it is public? Is
there not such a thing as real private knowing?
jones: | certainly do not think that going public shouid be requxrea I do not
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think anything should be required. But 1 think the expectation should be there
that o piece of self-knowledge should try to go public again.

Foshay: Why should it? '

Jones: Because the self-knowledge itself, 1 believe, is more acceptable, is
more readily integrated into the person’s total personality . This applies particu-
larly in school settings. People come to school to leam, to increase their
knowledge of public knowledge and their assimilation of public knowledge.

Foshay: So things are more or less legitimate in public school according to
how public they are?

Doug Alder: Couldn’t students writ¢ things down without sharing them?

Jones: Sure. They can write in notebooks and not show unj_lmdy. Astarasl
am concerned thait is public. because you cannot write anythmg without having
an audience. By public. | do not mean exhibiting it, spilling your guts out ail
over the place. | mean refating it to books read, papers written, lplays per-
tormed?T paintings painted. ctc.. cfc.

Alfred Kuhn: 1 would like to amphfy thar. I think this is & process uf
externalizing something that is inside you. Y the process of externalizing it
where you can observe itand then getting the feedback in to you from what you
have externalized, you have a better idea of what was already in your head.

In the process of externalizing it ititselt helps you to make jell whateveris in
there. Inthe seme sense, T have often said | cannot think without a typewriter. It
does not matter whether anybody clse ever sees what | put down, but just the
process of trying to put it down does o great deal.

Cyclical Time

Michuae! Werthetmer: It accurs to me that oycheal time has been g major
theme in Latin American hitevature during the Last three or four decades. Why do
you get cyclical time so strongly in that hind of culture and not in what we
normally think of as Western culture?

Jones: What | have feamed most about cychical time s indeed from a South
American poct or artist: his name is Octayjo Paz. Hisis the book T want to read
closely next -1 have only thumbed through it because | find it terribly
frustrating that T cannot envision cychical time. | desperately want 1o be
instructed by someone like Paz who apparently can visualize cychical time.

Metaphoric Teacher Education

Glenn Linden: Based on what you said, what wnu!d you do with a group of
teachers to move them in the direction that you obviously feel is very important?
Would vou put them through some sort of process, helping them move into the
metaphorical way of thinking? It seems to me what you are saying involves
participating . sotnstructing. it some of us felt we wanted to try  apply some
of this, what would we do?

Jones: If T had a group of wachers, I would run a drcam reflection seminar
“with them for a while.

Linden: You say you are interested in getting them to move in this direction,
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If they were not interested in working with dreams, but interested in moving in
this direction, would dreams be the best way to do #t?

Jones: I have seen it done with art work and poetry. There are all kinds of
media that suimulate the metaphorical process. 1 just happen to think that,
dreams are the casiest and the best way to start becacse they require no artistic
skill whatever. All that is required is a hitle self-discipline in remembering and
writing dreams down . Once a teacher or student has remembered them, written
them down. und brought them into the clussroom. something creative occurs o
that teacher or student from there on out.

But I do not know why i1t 18 that when the word ““dreams™ 18 mentioned
everyone begins to think of something exotic and something that requires an
cnormous amount of training and skill. Notat all. Thave had tcachers who have
visited my dream reflection semingr two or tHYRe times., joined it, and then gone
out and adapted i1 to their own subject. There have been one in philosophy . two
in hiterature, and one in sociology. and they are doing it very well.

They adapted o their own style and their own personality, s they do
difterently . However, they all followed the basic ground rules of just getting the
students to remember their dreams. write them down, bring them in and show
them, and relate them to their school work.

Is the Right Brain **Ncientific™'?

Angus Gunn: Your position is that there is more than the traditional rationad
processes by which we establish scientific knowledge. In what sense do you
clamm screntitic hnow ledge or screanitic reliability or validity tor these alterna
tive ways of knowing?

Jones: That ss atough one. o will say what s on my mind. Science does play.
m Polany s terms. it plays the doubting pame. Whatever you believe, whatever
vou intnt, s assumed to be crroncous . You start by doubting. T stare by
doubting that this table 1s hard and then T disprove my doubts. That is science.
And 1t has been enormousty isetul in helping us to be entical and to uaderstand
nature. including human nature

Polany s 1s simply savang that 1t s sate now o go back to the other approach to
ienorance and begin with beliet, [ believe it to be this. And to put de emphasis
on mterest not rather than truth, but anterest along with fruth.

Gunn: Are you detiming science as g negative activity?

Jones: Notatall. Science has freed us frofftenturies of bonduge to the behet
that intution and belief are tied 1o theoretic dogma. | am saying this is already
achieved We do not have to worry about itany more. It Teome around and say.
“Loak, dream reflection is God™s gift to education,” and somebody says,
“How do you hnoss that?" 0 say . " Fdo not know it Thelieve it.™" It is sate for
me to sy that. because ot s wrong. somebods will disprove ot
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CHAPTER 2

RVSR: THE COMPLEMENTARITY
OF RIGHT AND LEFT

¥ | Alfred Kuhn

Alfred Kuhn introduces another theme that recurs elsewhere in these
papers: the idea of alternation between the linear memal functions and the
* metaphoric. or intuitive, or fantastic. Kuhn's random variation and selec-
tive retention (RVSR) allows for thinking to involve the whole of the brain.
though there is some difference through time in which part of ¢ ain is
used. This idea is discussed at several points in the present collection of
papers. The two aspects of thinking are seen as complementary.

This view of the wholeness of the intellectual functioning is in contrast
with some recent writing that seems to discount the function of rationality,
or *‘objective consciousness.'’ Far from discounting the importance of the
raticnal, Kuhn and the other writers seek to place rational functioning ina
setting that makes use of all of our powers. Rationality, he is at pains fto
point out, is the *‘outgrowth and product of both halves of the process.’’

The dominans idea in Kuhn's paper is his concept of RVSR. Both in the
paper “and in the discussion thas follows it, he emphasizes that while what
he calls *‘scatterbraining'' -the RV, which others have called
"*brainstorming’’ —is necessary, indeed essential, most of it is of no value.
Hence the importance of selective retention of what is seen as useful or
productive. Both processes are necessary if one is ever to have an idea that

n is both new and useful.

I will start with the t0-me familiar model of man which constitutes Chapters 4
and § (mainly 'S) of nW latest book (A. Kuhn 1975), addressing myself
explicitly to the question, **What is the complementary relationship between
the two modes of knowing?’* Though for convenience I will talk of right brain
and left brain, please understand that | am referring to the two modes, without
implying that they are or are not spatially concentrated in those regions. Some
even suggest that the two modes are associated with levels of brain activity, not
locations (Martindale 1975). Furthermore, since | have had the temerity to add
atouple of items to the already long list of names for this dichotomy, I suppose
that under Richard Jones’ prescription I now stand seif-sentenced to a year or
two at reading and writing poetry.
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The Nature of Learning
Perhaps 1 should also specify that | take a definite position about an epis-
temological question that some consider important to the problem of leaming.
. Toexplain by analogy. | point d camera at a tulip, click the shutter, and develop
the picture - -in one of those older Polaroid cameras that developed the pictuse
inside the camera. From this illustration Ithink you will understand what I mean
when I apeak of the difference between an external reality and an image of that
reality inside the information-processing mechanism. Though Faceept, indeed
proclaim, that a person responds to his images., and not to reality as such, I think
that & workable phifosophy of‘education should assume that there is an external
reality . much of which s guite .ndependent of man’s images of it

Depending on the lens, film, focus, distance, angle, highting, and other
factors, g camera can produce very ditferent Kinds of images of the talip. Socan
o human brain produce many ditferent kinds of images of any segment of
reality . depending on s information inputs and processing mechanisms. The
ditterence between cameia images and brain images- - and a difference that iy
croctal 1o education s that camera images are isomorphic, whereas brain
magoes are symbolic and organized. No matter what fens. fitm, or developer is
used. there s a certain kind of point-to-point correspondence between segments
of the tulip and segments of the photographic image, and in a certain sense the
seements are related the same way in the image as in the reality. What the brain
can do that the camera cannot is to make mental connections betw een things that
are 1 no discernable way related or connected 1 reality  as, tor examiple. to
abstract the concept of roundness from successive exposures o a tuhip bulb, the
moon, and a basehall. From its many aputs the brain notes similanities and
ditferences 1t generalizes and discrimunates and forms concepts.

Furthermore. the brain’s anages never encompass all detatls ot any given
mput 10 the same sense that s photegraph does. A bramn image consists nstead
of those particular portions of successive inputs that the organism for some
regson, often obseure, happens to have attende d (o and to have construed as
“amlar.” More specitically . the human sy stem does not respond to the whole
of any poven imput. 1 responds instead to the similanties of pattern between o
given mput to the sy stem and the stered mternal patterns already organized out
of pust experience. Similasly . it is the ditferences in images that are evoked by
ditferent inputs that Jead to differences in response. And whereas itis relatively
casy Lo trace the correspondences between points in a photographic image and
points i the reality it pictures, there is no way one can trace such i relation
hetween a brain's image and an external reality . (No matter how much it i
distorted. any isomorphic transtormation of **square”” must contain four nodes.
But there s no fouriess’ or Csgquarencss” of neurons, aynapses. brain
waves, or anything else that represents “square’ i the brain.)

The segments of external reality, or at least those parts of it which are nét
cybernetic systems, are related through varnious n.ntuml laws or principles, such .-
. as osmosis or gran ity By contrast, segments of brain images are related inw 4)\

that reflect the nature of brain processes. and the ways or degrees to which
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relations established through brain processes correspond to relations that retlect
natural laws s an ity guestion indeed.

Random Variation and Selective Retention .
Brain processes and relationships are initially (and 1 will not specify whether

imtially ' means at or hetore birth) random with respect to external environ-

ment. In this context leamimg can be characterized as the process by which brain

- patterns that were initially ordered solely with respect to inner forces, and were

«

random relative to outer environment, gradually become ordered relative to
cnvironmient. Henee 1 will deal with a general theory about e process by
which a random relation w gradually structured into an organized and ordered
relation - a theory which, it valid. makes it imperative for educators to atiend
most sertousty 0 bor of the two modes of learning. Since the left brain type of
function has long recenved the bulk of educators” attention. this conelusion
suggests o sigmficant shift of attention to the role of right bhrain aspects of
leaming.

Whether one s dealing with the scemingly uncoordinated motions and
obserations "of the venest intant or with the most sophisticated scientitic
theorizing and expertmentation, there is (a0 this s ew ) one process of increasing
order Though as hittle as ten years ago this way of viewing the problem would
hase heen recenved coldly 1 most circles, 1ts range of acceptance is widening
raprdiy  Lapply it here because of my own convichion of both its sensibility and
s relevance to education,

s central principle tor bringing order and organization out of randomness
and unorganization is the essentially Darw inian notion of random vanation and
wleetne retention. or RVSR. The chict spokesman for applying that principle
to Jearning s Donald Camphell. an extraordinarily creative paychologist at
Northwestern. Using bhind™ o avoid certain mathematical implications of
crandom,an carly amicle of his (Campheli 1962y was entitted. **Blind
Vartation and Selectine Retention in Creative Thought as in Other Knowledge
Processes = Because it provides a distinetly ditferent perspective’ to the prob-
lem 1 take the Tiberty of adding sl another pair of numes to the two modes of
Jearng  samely | that nght and le!* bram operations are related. respectinely,
(o the random variation and the selective retention stages of image learning.
Furthermore. as one leams more and more images through this process he or she
gradually Jeams something about the process itself. even of guite uncon-
wiously  (Here ong mught see the recent suggestion of Hamis (1975) that all
fearping i subconscrous ) In thag situation an mdisidual s engaged i leaming
about learning. or meta-learning . A natural consequence 18 o INCTease the order

and deerease the randomness in the ““random™” half of the operation, A benefit

of domng o i that new ages can be Jearmed faster than before. but at the
prohable cost of decreasing the ramee of imaginativeness and creativity n the
new images The basic poneple of RVSR need no, be discussed turther here.as
it has boen adequatels elsewhere. (See Camphed] 1965 A Kuhn 1974, pp
135 4420 A Kuhn 1975 pp 452464



Furthermore, according to this approach, increasing order and complexity
are molded by this evolutionary process into a hierarchical structure. Whether
for organisms, pattems of thought, or social organizations, little items are
joined into bigger ones, which are joined into still bigger ones, and so on. Even
when a given unit cannot survive without the larger systems to which it
belongs—as with a neuron or a liver—there nevertheless is a sense in which itis
also an entity in its own right.

I mention this point here only as a basis for mlmducmg still another pair of
names for the dichotomy. That is, | think the important difference is not
between (1) alinear or sequential handling of thoughts in the left brain and (2) a
simultaneous mingling of them in the right brain, but rather between a hicrar-
chical and a nonhierarchical structuring of them., respectively. (In this connec-
tion | recommend Simon 1965.) | was also happy to note that Zen and the Art of
Motorcycle Maintenance (Pirsig 1974) explicitly supports the view thit think-
ing is hierarchicaily structured.

- The Relationship Between Left and Right Brain Learning

We now move to what | see as the central question—namely, ‘‘the com-
plementary relationship between the two modes of learning.** Here I would say
that it is quite wrong to suggest that the left brain is rational and the right brain
irrational—or whatever pair of terms one prefers. The point is rather that
rationality is the outgrowth and product of borh halves of the process. Either
half alone is pointless and fruitless; only the combination of the two can produce
rationality. Before claborating, let me note that **rationality ™ in this context
means more than internal logical consistency, as with mathematics or a valid
syllogism. It also includes a sensible ends-means relationship, in the sense that
it 1s rational to light the stove, but not to burn down the house, to cook supper, or
that a heart but not a liver is a rational means of circulating blood. It is when
“rational’” is taken to include this kind of relation to an external reality that it
can be said that both modes of leaming—or better, both steps of the process—-
are essential to rationality.

Unlike the camera, the right brain can put information together into the Kind
of freely-associative pattems (images) found in dreams and fantasies, and
therein it has the capacity to generate the random variations from which change,
and hence leamning, is possible. And by having the capacity to test these images
agamnst external reality and against one another the left brain discards or
maodifies unworkable images and retains workable ones. (We could generate a
whole book about the meaning of **workable®* and **unworkable,"" since the
criteria for “workable' images are by no means as clear as is the survival
criterion in biological evolution. But I will refrain, and hope that the basic
notion is clear enough for the present purpose.) Without the right brain opera-
tion there would be no variation, and hence no change. Without the left brain
operation all variations would seem equally good, and hence could bring no net
improvement. Described in Janguage applicable to ordinary experiences of
ordinary mortals, the right brain does image formation and the left brain
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dccs image testing. When scientists do parallel things we call them theory
construction and empirical testing.

Having put the left and right brain functions into an evolutionary perspective,
it is interesting if we then add the perspective of information theory. Using the
information-theory view that order and organization are essentially synony-
mous with information, Kenneth Boulding once observed that nothing evolves
but information. Biological evolution is seen in this context as an information-
accumulating process. and RVSR is the only process for accumulating
information—**accumulating”* in the sense of increasing its order or complex-
ity, as contrasted to simply piling up data. In developing a brain that operates by
RV and SR the information-accumulating process of evolution has housed in
each human being a mechanism that can similarly accumulate information from
its experience. Thus ontogeny recapitulates phylogeny, not merely in the
embryonic sequence of physiolégical forms, but in the information-
accumulating process itself.

Figure 1
SOME ADDITIONAL WAYS OF VIEWING THE DICHOTOMY
Types of Operation
Right Brain Type Left Brain Type
Random Vanation Selactive Retention

Loose. freely-associative | Hierarchically structurea
connections. Tentative 1st | (not linear) connections (as
order conditioning (thoughts | in this diagram).
—alightning}? Tentative
higher-order conditioning.

Nature of
Connections

{in what sense is either more “holistic” than the other?|

g image (concept) formation. | Image (concept) testing.
& | as in play, casual talk, etc. | Perceiving.
P e
= | Hypothesis (theory) Hypothesis (theory)
g | bulding. testing.
Names of & _
Processes [Re philosophy of science)
© Does fast, unconscious, intuitive
& structuring cross both halves?
.é § e.9. —front somersault dive

—38 cu. yds concrete
1

A Model of the Relationship
For convenience. the main points of this way of viewing the two modes of
learning are assembled in Figure 1. The headings of the two columns refer to
left and nght brain “'types’* so as fo repeat the caution against identifying the
two modes explicitly with the two halves of the brain. Under the heading of
T
-
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Random Vanation the upper left cell lists first the loose, freely-associative
brain connections that occur in dreams and fantasizing. Anyone who doubts
that free associations also occur during perfectly conscious, waking behavior
need only listen to the sequence of casual conversation at a party.

Random associations can also arise in the brain by tentative conditioning
between two things that just happened to have been associated in overt experi-
ence. To take first an example of such association by first order conditioning,
suppose | am walking down the street when I observe what is conventionally
known as a spectacular blonde job. At the same moment that my thoughts about

her take a biological tum a lightning bolt followed (was caused by?) certain

unPuritanical thoughts. Here an ovent event triggered a mental conpection,
which must be tested against subsequent observation so that the conpection can
he extinguished it it 1s in fuct random and reintoreed if it s a replicable and
regular phenomenon. _

In the above example of tirst order conditioning the connection between
Jightning and certain kinds of thoughts actually occurred. Second order condi-
tonmng s g much mere interesting mental phenomenon, because the connection
oceurs first only n the brain, and it must be ascerigined by additional testing
whether the brain connection represents & real one. For example, in the
laboratory we tirmly condition a rat to expect a buzzer shortly after it sees a
green hight. We next firmly but independently condition itto expect an electric
shock shostly afier whears abuszzer. 1 we then show the ratthe green hight it wildl
on the very firstoccasion get oft the grid to avord shock, even though green hight
and shock have never been connected overtly i ats experience.

The rat has done what the phidosopher refers (o as connecting two ferms
through a nuddle term. Green hightis tolowed by buzzeg. Buzzeris tollowed by
shock. Ergo, green hghtas followed by shock . (Who s*s the rat is not capable
of svHogistic Jogic To put it in human terms. the individual through this
second-order conditioned experience has formed a hy pothesis that green hights
tollowed by shuck, and the testing of the hy pothess takes the form of discover-
g whether the buszer that rebably follows green hight s the same buzser that
rehubly precedes shock. Again without regard to where it actually occurs, and
whether the imtigd connection between two things is based on an overt relation
oron tantasy . we will think ot the imtiad conpection as a nght brain tunction and
the testing of it as fett bramn function. Clearly both are necessary of the individuad
is 1o behave rationally in his environment,

The upper right cell of Figure | emphasizes that left brain type of activity
develops hierarchical, not linear, relations. 1t s true that green light, buszser,
and shock appear 10 sequence, and are in that sense inear. For reasons | cannot
detail here, it makes more sense 10 a larger context to think of a Jarger image. ot
which green hight, buzzer, shock. and time sequence are subimages. | think
there o also contusion in which we tend 1o think of verbal communicanon as
hinear because words come it sequence— - time sequence in talking and spatial
sequence i prnt. By contrast, § would msist that it is pot the sequence of words
that matters, but the fact thut w number of preces are put together in a hierarchi-
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cal pattern afrer all the words are uttered. and pretty much regardless of their
sequence. " The cow jemped over the moon™ s essentially o single image
composed of the combination of four subimages. " Over the moon jumped the
cow 7 or even The moon over jumped the cow™ still convey the same idea
once all the words are there. If the last version is ambiguous it is because the
syatux embodied in our arbitrary rules of word ordering have been violated, not
because the whole is any less @ hierarchical combination of its parts. Thits in
posttion somew hat different from that of Jones [ think that to identify the two
modes of learning s random vanation and selective retention, and as
nonhicrarchical and hierarchical structuring, leads to more cogent analy sis of
their complementarity than do many of their other names.

As to the bottom halt of Figure 1.1 have already suggested that the **plain-
named’” physical and mental manipulations by which the child forms and tests
images cas of solid, hiquid. transparency., hole, hard and soft, eteo) are logically
the same as the ““taney-named™” ones by which the best trained scientists form
and test theories. The two-way arrow indicates the continued regiprocal relation
between the two modes of leaming . An image is tentatively formed  Itis tested
through expenience and experiment. The confirmed parts of ot are selectively
retatned while the discontirmed parts are moditied or discarded. The result s a
revised mmage, which s retested. and so on, tll the value of further refinements
drops so Tow or it cost rises so high s not to justity turther cttort.

The bracketed note “"Re Philosophy of Science™ an Figure | oreflects that
three ditterent phidosophers of saience to whom | happened to talk during the
past month indicated that they and many of thesr colfcagues could readily secept
the above assertion of basic Togreal dentity between the learning processes of
children and scientists, They alvo indicated that such thinking i ther ficld
would have been rather rare ten veurs ago, or even finve. Given many
philosophery” long inastence that philosophy i no way depends on pavchol-
OV LS Iereshing 0 observe acceptance of o piidosophy of saenee that o
basically Bruneran pavchology

Intuition

Since one of the two modes of Tearmmg s often reterred o as mtuitive,”
that term s ntroduced o the bottom of the dragram. As 1 use the term here.
mniustion s the process of joiming a number of preces into a larger pattern or
conclusmion, gquickly and with hittfe or no conscious undertaking ot how the parts
refate 10 make the whole. 1t can oceur in complex motor performances. | recall
aninstunce during @ swimming session while T was in boot training in the navy.
Jetore beimng dratted 1 had done reasonably successful back somersault dives.
‘These are relatively casy. in that the same thrust that litts vou from the board
alvo carries you around. and you can see the water long enough before vou land
to make last moment corrections A front somersault s much more comphi-
cated, i that the tarming motions come alter and are quite distinet from the
Itting monions, and you don’t see the water tll it s too fate. My few carbier
attempis st ot had been ungainly and paniul This particular day we did



follow-the-leader, and | was in line immediately behind the instructor. Aer
“some simpler routines he suddenly did.a front somersault. Before 1 had time to
get scared 1 followed with a reasonably competent and coordinated replica. It
did not feel like sheer accident, but rather that my *body knew"* very well what
it was doing—that it performed the intuitive leap that assembles parts into a-
coordinated whole, but without knowing how or why. (I have never repeated
the performance, as I always subsequently had too much time to get scared.)

Another type of intuition arises from great familiarity with a situation, but
again without conscious awareness of the relation of the parts to the whole. To
illustrate. a civil engineer laid out the forms for a concrete patio behind his
house. measured all dimensions, and carefully computed that it required nine
cubic yards of concrete. When the concrete amrived the driver of the truck
surveyed the scene thoughtfully for a few seconds and then asked, *“Where do
you want the extra half yard? That will only take eight-and-a-half.’" Sure
enough, after the forms were filled half a cubic yard was left over.

These examples are important to our topic for the following reason. As
indicated by Jones. quoting Omstein, **many sources’* characterize the two
modes of leaming as the intuitive and the intellectual. My strong suspicion is
that the intuitive behaviors illustrated above, particularly that of the truck
d-iver. actually involve both halves of the kind of dichotomy I have described.
That is. that kind of intuition involves a subconscious but rapid sequence of
image formation. image testing, image revision, etc. The process by which |
have reached this *strong suspicion’ is itself intuitive. It is a conclusion which |
now hold with reasonably strong cgmvictmn. but which I could not justify by
evidence or reasoning withont much more time and thought—after which 1
might reject it!

Concept Learning

1 assume that this audience is interested in developing concepts and images in
students—motor cohgepts that competently direct the perfuimance of motor.
okills and information’concepts about reality that guide their a ;tual behavior.
Examples would be the Ztual ability to breathe easily while swimming. in
contrast to being able to describe such breathing, or the actual formation and use
of conceptual \mages in contrast to merely leaming words that describe them.

For purposes of this paper | will not pursue the question of the empirical
validity of the variation-selection characterization of the two modes of learning.
I will concentrate ir.stead on its implications for education if valid.

Concept leaming 15 sometimes divided into two species. Concept formation
is the process by which individuals sort their experiences into conceptual bins of
their own making. Frcm their own experiences they form concepts, vague or
clear, of such things as shapes. sizes, colors, hard and soft, rough and smooth,
fear and joy. ctc. At least until children leamn language they have little choice
but to do this self-initiated sormation of coricepts. That their distinctions are
action-onented rather than image- or work-oriented does not soften that conclu-
won. 1 don't think we need to have much reservation that their formation of



these conceptual bins is done only after they have selected from among many
essentially random trials of many kinds of sortings of things—even as the
ability to identify the distance of an object and the muscle movements required
to reach and grasp it efficiently is developed only after selecting in the ingre-
dients of the successful random trials and selecting our the ingredients of the
“unsuccessful ones. In parallel, one noted investigator observes that in the early
stages of the development of a science “’fact-gathering is a far more nearly
random activity than the onc that subsequent scientific development makes
familiar.”* (T. Kuhn 1970, p. 15) And it is hardly necessary at this point in
history to document the fortuitous circumstances (random variation) that led to
many important inventions and scientific discoveries, and to note the com-
plementary importance of having present a person with enough sense selec-
tively to retain the significant implications of the accident.

In contrast to concept formation, concept attainment is the process by which
an individual leamns a concept already developed by others. Many experiments
have been performed of the sort: “*This is a widget: that is a widget; and that
over there is not 4 widget. Now what is a widget?”” Though individuals
typically gain in efficiency at such tasks (they form their awn concepts about
concept attarnment). it is clear that the first eftorts of novices contain large
quotas of random trials.

1t 1s much less obvious, but of great importance to the topic of this confer-
ence. that there s also a parallel random half or step in communications by
lunguage - though with possible exceptions when we transmit images that are
merely new combimations of concepts that are already very familiar to the
recerver of the message. To illustrate both the exception and the point, take the
sentence; T hum’s well-aimed rock Killed the coiled rattlesnake just as it was
about to strike his baby sister-"* If onc has scen real instances or movies of
poisonous snakes striking from a coiled position: if he is already tamiliar with
rovks and throwing and death and baby sisters: and if he further recognizes that
“Jim™" ‘~whes a male and that throwing a rock implies that Jim is not himself an
infant, then the recipient of that message can reproduce in himself a reasonably
goad image of the situation desenbed. What - more, he can dothis quickly and
with little or no “experimental” error. But tne hearer who lacks such previous
experience may make many false trials, I he knows the general meaning of
“coil” but not exphicitly how a snake canls for striking, on hearing *coil” he
might visualize the snake rolied up like a hoop or neatly wrapped around a tree
or the baby ‘s leg. Without the requisite prior knowledge 'strike’’ might g v
the correct image. Or it might generate such images as the snake banging with
its head or whipping with its tail. In short. the hearer of the sentence might
generate any one-or more of 1 dozen different images of the situation by
randomly assemblintg different images of coiling and striking into different
combinations. Given enough curniosity he might also seex additional informa-
tion to learn which image is correct.

Thus. even while acknow ledging that a notion of ““randomness™ free of any
constramts at all 1s presumably nonsensical. one nevertheless can recognize that
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the attainment of a given cancept by one person from hexring a sentence spoken
by ancther will often involve substantial elements of randomness. The amount

of randomness is presumably an inverse function of the hearer’s familiarity with

the subconcepts used in the message. (T avoid complications we will assume
that no problems of syntax. noise, diction. etc. are involved.) However, if the
concept to be conveyed is very new to the hearer, or is relatively abstract.or
complex, large random clements may still be present i concept attainment
even if all terms in the message are already very familiar to the hearer.

Tao take another and very immediate illustration, | would take long odds that,
althgugh | have taken substantial pains to make this paper a clear communica-
tion. all but a few readers (if they do not give up early in frustration) will have to
generate @ number of different tentative images about what they think | meun.
An image generated tfrom one portion of this paper will be tested both against
the readers’ previous experience (e, his extant collection of images) and
against other portions of the paper. For any serious reader to whom this whole
hine of thinking s not already very familiar a tentative image of its meaning
based on one part of-the paper will probably have to be modified in light of what
it savs i another part, I we arbitrarily assume the improbable case that the
paper s totally free of errors and intemalinconsistencies. a reader would tend to
assume that he had got my micaning stringht when hiy own image formed from
the reading can be checked aganst every separate part of the paper and be found
not inconsistent with 11, Even then the reader might still not adopt that image for
his own use 1t he finds other images developed from other soufees more
satintactony for his purposes 10 s also possible that a reader nught attain an
image that 1s not mconsistent with any part of the puper.and yetissery difterent
from the one §ntended to convey '

Perhaps st s more hikely that the reader will modity some parts of his own
pnages as o result of his attention to some parts of my imnages than that he will
decept or tejedd the whole of mine, or even that he will really understand the
whole of mine. In faet, how could o reader really understand™ the whole of
this paper when its author s sl strugghng o clanty his own wews about it!
How could there ror be random clements i the recipient’s understanding of &
message 1 there are many stll ettt the sender?

Perhaps the most common of alf commumicational relations about complex
topics is that the recipient of g message modifies some parts of his own tmages
on the basis of some parts of the message without necessarily either really
understanding or agreeing with the message itself, or even making modifica-
trons 10 directions proposed in the message. What s more. | think educators
would be well adsised to consider this situation more the rule than the excep-
ton. while recognizing that 1t probably exemplifies soctal studies more than 1t
does mathematios or physios Pechaps our best overadl stance is o assume that
the funcHgn of messages s Aol o transamt images o students but (o destabilize
ther evsting mmapes and stunolate coneept tonmation and concept testing on
their own Tor sugeest that this is g good way 1o teach s hardly novel to good



teachers. To suggest that there is no other possible way to teach is, I think, not
the usual view.

Teaching

There are large questmns about what criteria a teacher or an educational
system should apply in determining which images and how many images any
given student ought to leam. There are also large questions about the criteria for
determining when lcaming should be by the conventional methods of **trans-
mission’’ and when by *"discovery, '’ which questions are sometimes construed
tor he parallel, at leastin part, to the linear-intellectual vs. the ereative-intuitive
modes of leaming. These are interesting topics. which | someday hope to heara
great deal of discussion about. But they are not part of my present point.

Modes of Learning versus Centexts and Stages of Learning

Thus, as | See it right brain processes are inescapably involved, and deeply
mvolved, 1 any leaming process, and organized images cannot get into the
head at all without borh random variation and selective retention. Whereas most
readers will readily accept that conclusion with respect to ““open school™” or
“expenientiy]’ learnmg, my point above is that this random step of the leaming
PrOcess 18 chminated even when we use teiling, showing, illustrating, or
other “straight transmission” ™ of concepts. In general 1 suspect that concepts
which can be transmitted without substantial random elements i the student’s
lcarmning are not much worth the school’s attention.

Hence £he guestion s not whether right brain types of leaming should be a
signiticant part of the teaching-leaming process, along with the widely ac-
ceptéd legitimacy of left brain types. The question is whether right brain
functiony should be used ofthandedly and ineffectively or consciously and well.
Thus restated, the question is self-answered. The guestion then shifts from
“whether™ 1o "how'™ -4 matter to which | will return later. 1 will, however,
through reterence to cartoons., indicate two aspects of the problem of selective
retention that might otherwise be overlooked. '

The first is @ Peanuts cartoon that | included in my text (1975, p. 68). 1t1s
typical Charlic Brown bascball. with Charlie standing on the mound ta'l.ng to
Lucy Charhie: " You threw it to the wrong base again!! There were runners on
first anid second and you threw the ball to fisst! In a situation like that you always
throw to third or o home!" Lucy: " You're destroying my creativity!!"” The
educational question suggested by the cartoan is: When and for what reasons
should we discipline students 1o accept some particular pattem and reject
others. and when should we say ., ** Whatever pattern suits your needs is OK with
me""? When should we say the latter even if we believe the former, so as not to
kill the spark of creativity? | will raise the questions and let you answer them.

A different cartoon situation raises another question about selective reten-
tion. In the movies Bugs Bunny runs off a cliff. He hangs tora while in midair.
Then he looks down, does a double take, recognizes his plight. but does not fall
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until he realizes that he is unsupported. Here is a hypothesis about a phenome-
non in science—namely, that awareness of being unsupported is 8 necessary
condition for intelligent beings to fall. Whether leamers accept or reject this
hypothesis depends on what they check it against. If they check it against their
own obscwzit{nns in which they jump or fall they will reject the hypothesis. If
they check it against animated cartoons they will find it frequently, perhaps
unexceptiomally.- confirmed. Then having got straight that the hypothesis is
valid for one context and invalid for another. they leam that an astronaut who
steps outside the space ship will not fall whether or not he realizes he is
unsupported.

Perhaps the ultimate goal of our educational system should be to train
students to randomly generate and then selectively retain criteria for determin-
ing which contexts are or are not valid for tegting particular types of images.
Among other things, are we yet prepared to say that the kind of creativity that
generates scientific hypotheses is much the same as that for writing poetry, but
that the criteria for selective retention are very different? Incidentally, I have
stated the R VSR hypothesis to several creative writers, who agreed that itis an
excellent description of how they operate. It is also a good description of how
this paper was put together. As soon as | learned that | was to talk on this subject
I set up a folder. Into it went clippings or notes about nearly everything that
happened to come across my path of consciousness and that at fisst blush
seemed even remotely related. When [ finally got around to preparing the paper
some items were selected in, but more were selected out.

To avoid some logical hundles of “‘random’" let us substitute *“chance.”" It
was chance that the February 22, 1975 copy of Saturday Review devoted 1o
“Mind and Supermind. Expanding the Limits of Consciousness”™ was lying on
our living room table when [ got into this topic. It was by chance that | was able
to buy promptly what was apparently the only copy of Orstein’s The Psychol-
ogy of Conscrousness (1972) available in any Cincinnati bookstore. It was by
chance that | happened to notice the Charlie Brown cartoon while [ had this
conference in mind— and so on, It is true that some parts of this paper would
have been the same if | had not happened upon those items: but itis also true that
some parts would have been different.

Selective retention in this case occurred in at Teast two levels, the first in
deciding whether some item was worth dropping into the folder and the second
in deciding whether items already in the folder were worth including in the talk.
One item went into one part of the paper, was thrown out, ws put back undera
different heading, and then was thrown out again,

To summarize this point, the two modes of learning should be thought of
instead as two stages or steps. Both are essential, and ““logic™” resides in the
interactions of the two, not in cither alone. The essentials should not be
obscured by s conclusion that *“random”” is not really random. or that selection
is itself multistage. All lcaming of very much complexity takes place through
sequences of image formation and image testing. typically not very ordered.
rarely reaily finished. And except for rather simple kinds of images (as in

)
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simple narative ) both halves of the process are inescapably involved, though in
different proportion, whether students are supposedly learning by **transmis-
ston”” or by “discovery.”’

On the Legitimacy of the Intuitive Mode
Another question posed for this conference was: *"How can the intutive
mode be of value, be made le :ﬁmatc and become accepted by professions and

-professionals who have tradtionally valued and focused on the analytic, ra-

tional mode?" The main answer is implicit in the foregoing disciwsion. If we
recognize that the intuitive mode. at least my particular m(erpreta(m\a of it, isin
fuct present in any and all learning and there is nothing we can do 1o 340p it, we
thereby establish its legitimacy and shift the question to that of makmg ¢ maost
effective use of 1t :
Here same semantic hurdles arise. **Random™ and *“free association”, arc
permissive,”” and to many, that is a dirty word. The dirtiness should be
somewhat scoured merely by viewing the permissive stance as a stage u!(
learning rather than a whole mode of it. Furthermore, random variation can also
be appropriately associated with mind wandering and day-dreaming, and cven
the slowest learner knows that these are dity words when applied to his study
habits. Perhaps even more than the professionals, the students must be made to

"feel that there is nothing illegitimate with mind-wandering per se. It can be

legitiniate., even encouraged. if (1) it is used to explore the possible interpreta-
tions of observed phenomena under study and then is systematically checked.

or (27 if the student goes on to determine which of his fantasies are realistically,
possible. and why. Along with conventional measures of the correctness of
student answers. in some areas of study perhaps we should reward students for
the number snd variety of answers they can think up that are at least tentatively

plausible, or for devising ways to distinguish the more plausible from the less

plausible of their proposals. Students should be made unashamed of daydream-
ing: their concern should be only if they stop there. If *daydreaming '’ 1s oo
strong & word, at least | want to make sure the essential point is not missed.
In the random varigtion phase of learming, as in biological evolution, most
varsations are not viable. That is another way of saying that most of our leaming
eftort, or at least of this phase ot i, goes nto making mistakes. RVSR is also a
tuncy name for trial .snd crrofr, in \»\huh the n’.uur fraction of trials are errors.
This does not mean that they are ““wrong™ in some deeper swichtific or
phifosophical sense. but merel; that they are later disc arded. At the level of the
seientist. Boulding (195K, ;.. 96) beawtifully captured the sense of it in one of
his dghg.hnu! Juatrains:
For all our scientific fuss
Rescarch s sl @ blunderbuss.
We tire a monstrotis charge of siot
And sometimes hit, but mostly not.
Though many teachers. perhaps most, know better, it remams frue that many
whoo! situations engender 1o students g fear of making mistahes, which means
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a fear of entering seriously onto the road to leaming. Here, too, we should
perhaps attend to another of Boulding's observations that “*anything worth
doing is worth doing badly."* The better known "*Nothing ventured, nothing
gained'" might also be worth keeping in the front of the teacher’s and student’s
c.nsciousness. '

Classroom Applications - »

As to how one implements these things in the classroom 1 bow to the ten
points Jones listed at the end of his paper. I note particularly his third recom-
mendation, about getting to know a helluva lot about some one little thing, and
then using it as 8 metaphor for handling something else that you know nothing
about. Better yet, get to know a lot about a number of little things, and try each
in tum, or some mixture of them, as a metaphor ror the thing you know nothing
about. This is one of the best ways  know to generate the vanations among
which a good one may be found. Relatedly. although scanning devices can
inhibit variety if one never goes beyond them, they nevertheless can be useful
generators of variation. As an undergraduate social science major I often
answered examination questions by grouping the points in each question under
the-headings of social, economic, political, cultural, and historical factors. In
addition to its pragmatic potential for parlaying a little information into an
impressive-looking answer, such a scanning device can also facilitate leaming.
More recently 1 have often scanned my tyro-level images of electricity, hy-
draulics. mechanics. biology. neurology. psychology. psychiatry, agriculture,
lawn-mowing, or meteorology for analogies to some problem. Even when no
Eureka follows, the probability rises that I will better comprehend the problem
in its original context. Even the eleven o'clock news about some seemingly
unrefated event may trigger an insight. Scan. scan, scan.

Even more loosely, many ideas have come to me during mind-wandering
periods of gazing out the window. Mind-wandering while you also keep some
problem st,nmering in vour head is a critically important open-ended scanning
device. But unless you are prepared to let wander through your head a lot of
ideas that you sooner or later discard (mostly sooner), you effectively lock out
the occasional goad one. The principle, | am sure, is as valid for the infant and
the student as for the scientist. A problem in teaching is to make the student feel
ay secure as | do in reporting that he daydreams. An even greater problem: how
are teachers to feel secure if they can’t make the students stick to what it says in
the book or the lecture? In fact, teacher insecurity may be the greatest block to
encouraging mote right-brain activities by students.

Cross cultural and interdisciplinary studies are also obvious ways of generat-
ing variety, if they are so directed. Another is to give students questions for
which there is no *right’” answer. To illustrate both that kind of question and
the role of chance in generating ideas, | was listening to my car radio recently
while thinking of this conference. and heard the angouncer mention the gover-
nor of North Carolina. This reminded me of: Q: **What did the govemor of
North Carolina say to the governor of South Carolina?"" A: “*It's a long time
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between drinks. " Using such a random thought the teacher might ask of the
students: **Using that question and answet as a starting point, figure out what
the licutenant governor of North Carolina said to the lieutenant govemor of
South Carotina.”” And if this randomly generated suggestion of mine should be
_selectively rejected, perhaps it helps illustrate the point.

Attending to right brain activities in the classroom probably requires great
individualization of teaching. It deals with the sequential details of the praces-
ses of learning. which are different for every student, rather than with the
ourcomes which (if they are *“comect’” in the conventional sense) are the same
tor all students. One standard response to this problem is to use the teacher as a
resource person instead of asa teacher in the traditional sense, though I cannot
say how well that wilkwork. In creative leaming it is also sometimes hard to tell
the gemus from the fool- which leaves some teachers feeling dreadtully
insecure. Incdentally. Zen and the Art of Motorevele Maintenance (Pirsig,
1974) contains some good down-to-carth examples of testing one’s images
about what 1s wrong with a motoreycle engine. The book also suggests letting
the mind wander outside the conventional definition of 4 problem, in part by
Just emptying the mind of conventional solutions.

Some Final Thoughts

The above materials are my main message . whose vahidity 1 cannot demon-
strate but 1n which at the moment | have strong intuitive confidence, However,
hetore closing [ would ke to speak my piece about four other items.

First, the tourth guestion posed for this abnference was whether the distine-
t:on between right and left bramn modes of fearming s essentially the same as that
hetween copmitive and atfective. The answer trom my model of man s & firm
“No.'" Both modes or stages  the RV and the SR--tall within the cognitive.
They are steps in learning about what i, and are both part of the detector
tunction 0 the systems mode, The aftectve deals with what s Biked or
wanted - that 1s, with goals or preferences. These are selector functions in the
syaterms model and he on g diterent aas Howeser intermungled and interact.
my the two may be i the read, Biving perso s the nature of the o processes is
distinet i -

Second 18 question which abviously arises when one reads Omsten
{1972y npamely, whether the /.cn-}uga-mcdxiutmn-hmf’ccdbuck syndrome
should be seriously considered i connection with the night-brain phase ot
leaming. (Since Zen and yoga are also essentially meditative, they are heremal-
ter avsumied to be included in that category ) At the moment | think not. The
eswence of these techmgues is that they enable one to control body processes
that were traditionally considered subject to avtonomue controls ajone. | think
the experimental evidence is clear that such processes do work. | have person-

“ally recerved basic tramng i Transcendental Meditation, practiced it tor some

time. and tound ity use accompanied by i substantial drop in blod pressure
though the expenment, which was designed and conducted through the
pay hratry and by pertension departments of & medwal school, was muddied in
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my care by impontant changes in other factors. 1 sc2 definite potential for
meditative and biofeedback technigues in psychiatry and medizine. They
should also help us understand how this incredibly complex human system
works. For the moment we can perhaps do no more than speculate about the
possible contribution of meditation or biofeedback to education and leaming,
and the reasons for my present negative predilection are as follow:,

Letus start with Omstein’s (1972, p. 195) perceptive distinction between the
meditative and biofeedback technigues. Both processes depend on the central
nervous system’s ability to get “‘audible’™ signals back from the biological
system. The ability to extract information from those signals depends in tum on
the signal-to-noise ratio, which for most of us most of the time is too low to be
nformative. As Omastein puts it, meditation raises the signal-to-noise ratio by
reducing the noise. while biofeedback does it by raising the signal strength.

Once itreceives these signals in usable form the system can leam from them.
But o far as T have seen. neither meditation nor biofeedback providesany new
msights into frow we leam. By analogy, one obviously cannot leam to icaatify
things by sight or sound it he is blind or deat’, nor can he form images of things
that contain visual or audftory components. To remove cataracts or provide a
bone-conduction hearing aid to such a person can provide him visual and -
auditory signals that he did not have before, and hence provide the information
base from which he can leamn many new things. But providing the signals docs
not itselt give new insights into the process of learning. Similarly. the feedback
mechanismis of meditation or biofeedback can intorm our systems whether we
have altered our pulse rate or bloed pressure, but apparently feave us in total
gnorance as 1o Aow we do it Nor does the Titerature 1 have seen give any hint
that new undenstandings on this score are likely in the future,

I suppose that there is always the additional question whether 1t would be
usetul 1o have students learn some of these internal controls just for the simple
practice of fearmmg . tnthis connection |recall that some yeans ago at g circus |
saw o chap slowly and painstakingly maneuver himself into standing upside
down on one tinger on top of a straight cane which was standing on its point on
top of & hard. sery rollable sphere. [ was dumbfounded at the practice and skill
required tor the teat, mterested (o observe that 4 human being could do i, and
appalled that any real human had actually bothered. Aside from the awe and
poss ble inspiration that sometimes comes from observing consummate skill |
see no classroom applications of this feat. That essentially comncides with my
feelings about the fantastic accomplishments of expert practitionens of yoga—
as with abiity 1o “think ™" a ten degree temperature differential between two
points on the sume hand. And despite the repeated charactenization of Trans.
cendental Meditation as ' The Science of Creative Intelligence™ - a characten-
ration that would jusaty ity serious consideration in education if valid- -1 thus
far am totally unconvimeed that s practice contributes in the slightest to
creativaty . In fact @ recent arhicle suggests that meditation may inhibit ereative
conditions 1n the brion (Martindale 1975, p. 50,

A third point. which may have uscful applications in teaching. s discussed

e ‘xh e

v



by Omstein under the name of “‘deautomatization of inputs.”” By early to
middle childhood most of us have formed reasonably stable concepts of most of
the common extemnal objects and conditions around vs—road, flower, talking,
family, or TV. In routine perception the sensory inputs of light, sound, smell,
etc. are converted into identifications of these extumals, the identifications
being based on the activation of images previously leamed and stored in the
brain. What we normmally respond to is the activation of the stored image, and
“*automatization of inputs’’ means giving no conscious attention to the sensory
inputs themselves. Deautomatization, thus means attending again (we must
have done so before the concepts were formed) to the actual patterns of the
incoming light. sound. odor, etc. To deautomize certain inputs may enable us to
extract from them information that we have leamed to ignore. This additional
information may be useful in itself. Or it may lead us first to destabilize and then
o modify our existing concepts in useful ways. One consequence of some
psychedelic drugs is apparently to shift attention from-the stored images to the
sensory inputs. 1 have no idea whether they also lead to usefully restructured
1mages. :

In this connection | recall retuming from a meeting at which John Cage
sought to justify his use of all manner of sounds in his musical compositions. As
I entered my driveway | became aware that my squeaking fan belt, the diesel
throb of an Ohio River barge, and the tree crickets together produced a
combinatica of sounds quite different from any of the three taken separately.
Without Cage’s prompting | would probably not have noticed any one of the
three. much less their combined etfect. 1 cunnot certify to any useful outcome of
that particular auditory experience. 1 nesertheless think there is educational
potential somewhere in occasionally shifting atiention from the stored images
t the inputs that trigger them. The technique can also be applied where the
mputs are serbal rather than sensory.

Fourth and finally. much structured teaching uses some form of analytic
dissection that focuses attention on one ingredient at a time, OF 0f tWo INgre-
dients and their relationships. Tam not suggesting that we could or should avoid
this. and even random sariations may contribute most rapidly to fcaming it they
_are oriented ground one thing ata nme -c.g.. all possible methods of keeping
grass short. However, there is also a complementary need for attention to the
complesity of the narticular event. Call this view holistic, idiographic.
humanistic. as you like. Ara rock concert an individual may simultaneously or
in flitting quick succession be aware of the rhythm, the harmony. the melody.
the wart on the guitarist’s chest, the Jove hife of the singer, the acoustical
properties of the sound system. his own need 1o go o the toilet, the party
Indianapohs where he first heard the song they are playing. three other preces
by the same composer. ete. . ete. Ina growing leaf there are going on simultane-
ously the formation of carbohydrates by photosyathesis, evaporation of water
trom the surtace. mitone division swithin the cells. osmotic exchanges of water
and nutrients. peripheral growth of the boady of the leaf', infection of the stem by
a tungus. nibbling away of the fcaty flesh by twoinch-womis.onie eachanges
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induced by a nearby electrical storm. etc., ete. Similar holistic views could be
taken of an automobile engine. a family, a legislature, a Kidney, or a chess
game. The student should thereby come to understand that thers is no such thing
as 4 “"complete”” description or understanding of anything, and that we almost
necessarily focus on those ingredients (1) that are the most important determin-
ants, (2) of the aspects that affect us most seriously. (3) in light of our existing
knowledge and tools for observation. | am not sure how to do this, but am
reasonably confident that it ought to be done. 1 do not know whether lett or right
brain provesses are the more appropriate to enliat in the venture, though |
suspect it is the right.

in closing [ note that if there is anything innovative in what Thave said here it
i presumably the product of right brain functioning . 1f the presentation is in any
degree ordered and understandable. that is a product of the left brain. And that 1
about what we are lett with. Right?

DISCUSSION '

Knowing and Acting

Nicholas Helburn: | notice in both your presentation and the one Dick Jones
ganve that the discussion has brought as as tur as the thinking and knowing. It has
not completed any evele of translation into action and then tarther dovelopment
ot the thinkmyg and knowing based on the action. In the most thoughttul models
that I have worked with, going from perception (o hypothesis to contiymation
and finally to action, and then starting the cycle over ypain, has been the most
usetul aspect Would you want 1o comment an the fack of completion of that
cyele?

Kohno 1 ean ginve an answer which s personal for e and s simply an
amphtication of something that 1 have been frank 1o admit several tmes m
recent years 1o my classes, Py Famovery sorry. but Thave been so busy for
the fast ten years developing the materials that Lam going o try o teach you that
I have not been able to give much thought about how to teach them. T have not
worked up exervises, problems, ete

The same comment goes double tor this. As regards applying this approach
to the teaching process itselt well, o was sort ot in the back of my head. But
did not reatly bring it 10 the tfront until | got the announcement of this meeting,
and more particularly when 1 was asked it 1 would talk.

Sor. none of my own teaching materials explicitly utilize this Kind of thinking.
though | hope thet in due time they mught. Perhaps T ean do itnest year. when
tor the it time, [ am gomg to be teaching treshmen now that T have got owt
my treshman book (Advert 1. s aheat all Tean say

How Random is Random?
Ronald Lippitt: 1 have the impression that your deseription of seatter
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bramedness. as you desceribed 1t m your own scatterbraining, was really a prenty
disciphimed process vagher than what 1 would have thought trom the carlier
description ot the randon Joss of activity. Thatis. as Theard youdescube it, you
had a whole series of multm]c existing categories called file folders into which
vou were able to throw almostanything that came along. Maybe noteverything.

but quite a bit, so that you were working in 4 pretty organized way in using your
witterbramedness, and that seems to be a ditteront description of the process of
scatterbraining than the random kind of notion.

Kuhn: Well. I think 1 did pretace that by saying that this process is now being
deseribed by someone who has been lett brning and right braming for years.
and with.some conscious awareness of what he has been domng. To illustrate it
hetter T would have to go back to the wnting of s earlier book that s, 1o The
Study of Soctery . Then happened tohave tree almos® 1S months i arow, and |
spent most ot the first year just reading. inasense, w random. Twould justlook
at something, and 11 it interested me. 1 read it For example, T did not go to
psychologasts and ash them what ought to read in psychology . 1 just pulled out
hexohs and looked at them I something happened to attract my attention., 1
pursucd o

It w as quite random m the sense that [did not comaously Kpow what I was
domg or why itwas, as Frecall, about ten months betore Teven had asetot file
folders nto which o put things, It was all 4 big mishmash in my head tor a long
time And then. eventually 1 got some file tolders and started dropping things
i and separating them. O1 course the headings later got changed. And so ¢ven
though asetol categories eventually emerged. nothing remotely resembling the
tinal set wes i my head forajong time

Intuition: Right Brain or Both?

Arthur Wellesles Foshay Does the process called intntion, m your nund.
refer to the entire process, including the categorization, orisatas think some
people would sav. smply becomimyg awash i the data. wallowmg n the
miormation T suppose it imsoelves the whole process, but Tanvimviting vou to
conment on that

Noahn Well, that seas close towhat Tad m mind at the bottom ot e 1.
where Task, 7 Does mtstiv e structunmg cross both halves” Froesscand this s
very pight bramimg agam,an it e hnd ot answer onmy part) that I would
be inchined to say that one can have o ot ot candom conpections which Iwould
Aot aceept as intustne 1 would notapply the word mtuitive™ untlf that
pomt where vou make some hind of a feap into a hypothesis or a.tairly clear
anadogy . at which pont you can say. L think st something Iike this ™

In saving. mntne leap’ we somenmes tend to mply that the result s
right. " Ot course, the mturbion can justas often be wrong . In fact s more
otten wiong than night, and 1 renind you of my carlier quote from Kenneth
Boulding For all our scivntifie fuss, researeh s stifba blunderbuss: We fire s
monstious it ee of shotand sometimes it butmostds not 7 Apain. we ought
o heep moannd that qust as il a proportion of oo™ happens withmn



rescarch and science as in leaming in school. Most of the images the scientist
and the student start to form in their heads tum out to be ‘vmng. Both should
understand and respect that.

Irving Morrissett: The relationships you show in Figure I sce m very clear and
convincing to me, and yet you say philosophers of science would have dis-
agreed with the figure five or ten years ago. What is it that they would have
disagreed with? LT

Kuhn: I do not rightly know. I do not immediately recall that much about
what philosophy of science was like ten years ago. But I do remember reading a
fair amount of it. and this particular way of saying things did not appear in
anything that I read. | do not know: to what extent would you or | have thought
of it that way before we read Bruner? Although | think I had some intuitive
understanding of this formulation carlier. it took a reading of Bruner to make it
explicit enough so that | could lay it out in a diagram, though systems analysis
and information theory also helped. 1 first talked this way in The Studv of
Soctery, which was published in 1963, and then gradually gotincreased confi-
dence in 11, How did they do it then—-the philosophers of science? T do not
remember well enough to say.

Right, Wrong, and Maybe

Jack Fraenkel: Why do you use the word ““wrong™ ! That seems to be totally
mappropriate.

Kuhn: | should say instead that 1t s the hind ot thing that would be discarded
on the hasts of further experience. That s all I meant For the sake of argument
4m not even gomg to presume that the theory that the carth s round s right and
that the flat-carth theory iswrong T will simply say that the round-carth theory
makes a lot of other things casier, whereas a flat-carth hypothesis leaves you
with a lotof assorted mtomiation which s difficult to handle. But T understand
there s stild i sertous Flat Barth Soviety.

Lee Anderson: | am reiuctant to see you back away from the right-wrong
thing. Why can’t we say that we are wrong when, in our mind, we associate
events that are not associated in the external world or when we fasd to assocnate
events that are. 10 fact, associated? We may not know when we are wrong or
right. but, nevertheless, we are wrong or night.

Kuhn: | think the question is really that there are very few things that are
absofutely and rehably associated i tact In empirical ebsenvation most rela-
tionships tend to be probabilistic. and there are eaceptions to nearly all of them.
So the question i» really how reliably they are associated. and whether they are
associated reliably enough so that we are willing to act upon the observed
association. That 1 about as far as T am willing to go in connection with
knowledge.

You may think the sun wiil certainly come up tomomow mormimg. But willi?
Suppose it 1s very cloudy 7 Wil you really be sure the sun s up? All you seaily
know is that it has got hghter. ‘

Suzanne Helburn: Docsn’tthis get hach to the purpose of know ledge, which
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is action ——the question that Nick Helbum raised? When action is based on what
you think you Know, it is crucial whether you are right or wrong.

Fraenkel: No. itis not. | want to speak to that—to the words right and wrong.
When you make that judgment—that certain connections are wrong—you have
to be very careful that you do not implant in the leamer the thought that they are
forever wrong. There goes the possibility of generating creative thought. That
is why | do not like the words right and wrong.

Kuhn: All right. Regardless of the ultimates on this, at this poirt in history
and with reference to education it would be well to avoid labeling things right
and wrong, but simply to say instead that they check out satisfactorily in some
circumstances but not in others

I have to go a futher step and qume my recent book. (A. Kuhn 1975, pp. 53,
170) There is po such thing as perfectly accurate communication: there is only
communication that is good . nough for the purpose at hand. There is no such
thing as a perfectly accurate concept of external reality: every concept 1s in
somie degree talse. In erther case the only reasonable question s Is it good
enough for the purpose at hand? 1 do not think you can ever get beyond that.
because as soon as you try you get into logical impasses of the sort philosophers
debate for decades or centuries and still leave unanswered.

But these ditficulties disappear if you deal with it this way: s it good
enough for the purpose at hand?”

Fraenhel: "Goad enough™ 1 teel better about.

Robert Samples: T would hike to resolve this, so T will give a good physical
swrentist's detinition of something that is right Gravity Gravity is that quality
assigned to nature by phy sical scientists who are trying to avond neurosis when
tryving to explon the behavior of talling objects. Now, that 1s night

Downgrading of the Metaphoric

Samples (continumg): Something | want 1o comment on and get vour feeling
about. Al 1s the notion attributed to Einstein that the metaphoric and intntive is
a sacred gitt and the rattonal or hinear is a faithtul servant. He also commented
that this particular society i which we Iinve tends to worship and fund the
servant and dety the sacred. and 1 just wonder 1t you feel that has any sovial
connotation?

Kuhn:.Well, the whole buchground from which this conference evolves
retlects your pomt. Qur society is dedicated to the appropriteness, the teacha-
bihity. et cetera, of left brain functions, and certanly has downgraded right
brain functions. But T am not willing 1o consider the one as sacred and the other
as the servant. I would insst that it s the package. ftis the two of them together
without which there 1s nothing. Either alone s useless. And., so. | would rather
not label one as better than the other.

As i many other situations. it might help it we think of relatively " pure
cases A person who was all lett bramn Gt such g thing were possible) would be
sereoty ped. unintere g, obviousds snimaginatise, butvery predictable. One
who was all night bram would be potentially very interesting but would be



extremely unpredictable, probably to the point of exasperatmg everyone around
him. In general the former would be easier to live with and be more accepted in
a society. Within the usual social contexts the ability selectively to retain
sensible things is more acceptable than the ability to cook up a variety of things.
most of which are not sensible, without the ability to select among them.
Perhaps we can hypothesize that something like this is the explanation for our
obvicus social preference to date. .

To get back to Einstein’s observation, let us assume that a given scientist has
had enough of both processes to leam the batch of images that he needs for his
field. To be a successful innovator beyond the frontiers of science one must
have both the right brain ability to generate and the left brain ability to select.
But he can remain a competent scientist in good standing if he displays left brain
competence alone. Obviously the number of scientists who have the right brain
function in addition to the left 1s smaller than the number who have mainly the
left brain function. Perhaps because the combination is scarcer at their ad-
vanced level than the one alone, or perhaps because the right brain is unpredict-
able and hence mysterious, we may call it ““sacred.”

To retumn to the context of the schools, in light of past bias, perhaps a sort of
reverse discrimination, or atfimmative action, in the direction of the intuitive is
n order.
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CHAPTER 3

A PERSPECTIVAL VIEW OF CONSCIOUSNESS:
AGAINST DUALISM

Muxine Greene

Mavxine Greene deals with the many modeys of consclousness from a
literary and histarical perspective, pointing out that our preoceupation
with the ratonal has ity roots in the 18th century view of the human
condition. Our traditional view of freedom is rooted in the Jeffersonian
hetiet in the liberating potential of rationaiity.

Greene deals with the many approaches to consciousness and reality
with great swmpathy and insight. Experience and the interpretations of
srertences vqry greatly us viewed from the perspective of the writer,
poet. and scientisg. But 1o treat this rich diversuy as a reason for choosing
vides in a debate abowt the true nature ot reality and the correct relation-
vhip of consciousness 1o realitv s an crror.

Greone ts therefore critical of the ” new conscrorness,” which seeky 1o
reject soience and s wavs of thought, since there s no inevitable conflict
between sarence and treedom . She regrets that, “for people who “five
bevond the wasteland.” non-cognuive awarenesses may hecome maore
viertticant than mtetligence or reflective thought ™

Self, Freedom, and Rationality

The sdea of the selt in this country has traditionally been linked to an 18th
century conception of the individual. That conception. developed in rebellion
against the divine night of Kings. focused upon the fundamental rationality of
selt-reliant man. upon his perfectitility, and upon his right to liberty. The
individual wus not described as being inherently free, it must be remembered.
he had a right 10 liberty, but that liberty was contingent on many things,
including rational capacity. Freedom, according to Jefferson, was the **first-
bomn daughter of science.”” He meant that only the natural sciences could break
the chains of moral and political superstition that had held men captive for so
long. He meant that disciplined reasoning in accord with ““natural™ norms was
required if individuals were finally 1o be frec.

This ought to be held in mind as background, | think, when we talk about the
selt teday . Throughout the history of western thought, there has been a stress
upon the relationship between rationality (or understanding, or intelligence)
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"and the freedom and dignity of man. The roots of the democratic ethic, and

certainly of democratic educatior, are to be found in the conviction that human
beings can become self-determining. and effectual if they are given oppor-
tunities 1o question, to communicate, to use their rational capacities. The rise of
experimental science in the |9seecniury strengthened that conviction. For the
first time people could-envision possibilities of unlimited control over nature;
they vould see themselves directing the course of evolution, literally becoming
masten of their destinies. What was understood to be the methodology of the
new scicnces appeared to be the method of intelligence in its cxemplary form.
Those interested. as Jefferson had been, in challenging old authorities and
certainties. worked to make scientific thinking central in the schools, to permit
the scientific attitude (with all its implications for democratic interchange) to
prevail Minds would be set tree that way, they believed: the young would be
equipped to cope with socioeconomic change and novelty: humane purposes
would be appropriately defined.

In Individualism Old and New. John Dewey provided a particularly eloguent
articulation of the joy that could be found in the free working of mind, ™ of the
enjoyment nurtured by the scientific attitude. He wr te:

It 18 4 propenty of science 1o find its opportunities in probiems. in questions.

Since knowng is inquiring. perplexities and difficulies are the meat on

which it thrives. The dispanities and conflicts that give rise to problems are

not something to be dreaded. something to be endured with whatever

hardihood one can command. they are thing to be grappled with. Each of
us expeniences these difficulties i the sphere o his personal relations.
whether in his more immediate contacts or i1 the wider associgtions
conventionally called ““society " At present, personal frictions are one of
the chiet causes of suftermg. Tdo notsay all suffering would disappear with
the incorporation of saientific method into individual disposition: but I do
say that 1t s now immensely increased by our disinchination to treat these
trictions as problems to be dealt with intellectually The distress thatcomes
from being driven in upon ourselves would be largely relieved. it would in
part be converted into the enjoyment that attends the free working of mind.

it we took them as occastons for the exercise of thought, as problems

having an objective direction and outlet. (Dewey 1902, pp. 162-1
There 1 something Browmingesque  vigorous and impassioned — about the
image of selt suggested here We must grant Dewey's antipathy to ““heing
driven i upon ourselves™™ and his perhaps mordinate faith i the uses of
intelligent control. But we cannot deny the expansiveness of his vision. Noth-
ing he sard spoke of constzant or limitaton or stertlity

Disiflusionment with Science

The cument challenge to screnee does not seem to me 1o be an attack upon
what Dewey called ““controlled intelligence’™ nor upon the ““tree working ot
mind " Rather. it seems 1o be i response toa disillusionment. s sense of broken
promises Scientitie thinking. in more ebuthient days. was linked to g notion of

i



Q

ERIC

Aruitoxt provided by Eic:

selt-determination. Not only was the scientist presented as an autonomous,
disinterested, intelligent being:-he presumably belonged to the most honorable
of communities, where the truth was valued above all things and where
knowledge was funded openly. in the full light of day. What was discovered in
fabogatories was intended primarily to benefit human beings. to heal them, to
empower them. to widen the scope of their controls.

Then, suddenly, what was commonly understood as scientific activity
seemed to be superseded by technical activity: and the technical outcomes
seenied abruptly to take on a hife of their own, The outcomes that had the most
dramatic impact were those that worked to overwhelm or manipulate or destroy
the individuadl human being, that denied or made meaningless the dignity and
worth of man. There were the extermination camps, the brainwashing
techniques., the nuclear holocausts, the machineries of torture. the devastation
of Vietnam. Not many people, T am sure. read Jacques Ellul; yet, on some
level, our fived experience hias come to encompiss what Ellul describes as an
cencirclement’” by the same impersonal technigque which (given the right
circumstances) dommates and kills, )

No techmicin anywhere would sav that he is submitting men, collectively
or individually, to techmique . The blogeneticist who experimients on the
human embryo, or the film director who tries to attect hos audience to the
greatest degree, makes no claim that e is working on man. The individual
is broken into g number of independent fragments, and no two technigues
have the same dimensions or depth, nor does any combination of
techmigues (tor example, propaganda plus socational gudance) corres-
pond to any part of the human bemg. The resultis that every technique can
assert sts mnecense. Where, then, or by whom, s the human individual
being attached? Nowhere and by no one. Such is the reply of technigue and
techmicians (Ellul 1967, p I89)

What iy fearsome is the reduction of persons to namuboss fragments. What s
cyutadly tearsome s the techmican”s separation of his ot her oswn selthoud from
whateser enterprise s involved. What i appalhing s the lack of responsibility
tor the consequencdd of the work being done

Whether an individual s trving to cope with some ofticnd burcaucraey., of
arginng with the tefephone company. or strugghing to unravel the encrgy crisis,
orattempting to hind out whether secret files have been kept on lus activities, he
cannot but teel his selt to be in some manner endangered. Atonee, he cannot but
teel that the ald promises of efticacy . of personal hiberty, have been set aside by
people more empincal. more adept, more efficient than he. What 1s understood
to be science.” then, subsumed under technigue and game-playing and
contrals, is felttobe athreat to personhood. The solution. for many individuals,
is o go masked., to play roles in the public areng o Keep the self hudden ina
private sphere, withdrawn, |

Dualism, New and Old
So g new dualisim has deseloped, what Dewes called “7a split between the
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_inner and the outer'' (Dewey 1916, pp. 402-3). This is how I understand the
recent upsurge of concern for inwardness and what is popularly termed *‘expan-
sion of consciousness.”” Consciousness is taken to be an interior domain, with
which ene can come in touch through drug experiences, mystical awarenesses,
meditation, yoga, even biofeedback. The attraction to interiority is a function of
a belief that the self. when conceived as primarily inner adid at once akin to
spiritual forces in the cosmos, can be thought of as inviolable. Brahman, like
Atman, is impervious to physical manipulations and to behavioral controls,
cven as it escapes empirical formulation and sometimes language itsolf. B. F.
Skinner's denial of the existence of inner states on the grounds that stch
existence cannot be empirically demonstrated sugports the claim that there
exists a realm apant from the empirical, or so it is said. The deliberate avoidance
of that realm by westemn experimenters. it is believed, has been testimony to the
partial, truncated character of their science, even when that science is cele-
brated as the **free working of mind. ™ ' |

My intention is to take issue with what I perceive to be an unnecessary and
untenable dualism by presenting an alternative vision of human consciousness.
Before doing that, however, and for the sake of making clearer what | have in
mind. | want to point to certain continuities between the mode of thinking with
which we are concerned and with what has been thought of as the adversary
tradition in western thought. | mean by that a traditicn which originated near the
end of the 18th century and which developed alongside. but in tension with, the
mainstream of rational and utjlitarian thought. It was a tradition compaosed of a
numi-er of overlapping tendencies, ordinarily chamctcrigfd as romantic, exis-
tential, realist. and expressionist. There are many who find a modem version of
romanticismein the contemporary revolt against ““the value of conforming
usefulness’” (Gouldner 1970, p. 78), in the uncase with regard to proliferating
controls. There has been, in other words, a latent critiqu¢ throughout our
history. a tendency of thought which may well have been an expression of
another mode of consciousness-— be that mode creative, intuitive, imaginative,
or simply having to do with *‘inner space.”’ o

The 19th century rebel, fike the 20th century, dissident, was particularly
sensitive to the demand that self and personality both be organized to confom
to standards of utility. He was equally sensic ve to the increasing preoccupation
with control on the part of scientists and to the demand that his thinkipg conform
1o the laws. norms. and rational structures that officially defined what was real.
ft is of particular interest to me that so many of our contemporaries, feeling
restive with the analytic or scientific mode, have appropriated the language and
the metaphors of the adversary tradition to embady what they feel. Perhaps itis
because these have become meaningful in some novel way, perhaps because
they scem so appropriately 1o describe what people are experiencing today.
There is a sense., § believe. in which various persons have learned to anticulate
their experiences as they do because of their precursors. the thinkers and artists
who preceded them in time.

Consider William Blake s opposition of *“reason™ 10 *“energy.” his critique
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of authoritics and abstractions, his exposure of **mind-forg'd manacles,™ his
call for a fourfold visiqn that would transcend mere reason and sense (Blake
1961, pp. 15-28, 71-87. 105 22). Think of William Wordsworth in **The
Prelude,”” plunging into his own inner time in response to what he felt to be the
“‘blank confusion’’ of London, the “oppression under ‘which even highest
minds must labour,”" to recapture his own past and the origins of his creative’
vision  to reconstitute (through the reconctliation of discordant elements) the
compusure of his own mind (Wordsworth 1954, pp. 33-132). Think of Ish.nael
in Herman Melville's Moby Dick, waming against the “"unseasonable medita-
tiveness™ which makes @ man lose touch with the reality of his expenenced
world. Or think of his account of the ** whiteness of the whale,”” which eludes
all rational explanation, no matter how meditative the inquirer may be. ~"To
analyse 1t says Ishmael, ““would seem aimrossible.” He can only gni‘c
cxamples, summon up images. evoke fechngs of dread and awe . Whiteness, he
concludes. "is at once the most meaningful symbol of spiritual things™™ and yet
“the intensifying agent in things the most appalling to mankind®  (Melville
1930, p. 382y Logical argument cannot encompass such a contradiction,
Ishmael can only try “in some dim. random way ™" to explyin himself It he does
not. he notes. all his chapters “"might be naught.”™ ~

The same tenwon pervades Dostovevsky s “Notes from Underground,™
where the narrator rages, 1o the name of free will ard heightened consciousness,
against square toots and complacency and 2 ¢ 2 37 (Dostoyevsky 1945b,
pp. 12922200 A Kindred mood can be touna v Fhe Brothers Karameazoy,
especially when van, with s Euchdian carthly mind. " tadks of his desire tor
order and meaning 0 the universe, and of his rebelhious desire for justice as
well Fhave alonging tor ite,”” he says, “and I goon hiving in spite of fogic
Though [ may not believe in the order of tie umiverse, yet | ove the sticky hittle
feaves as they openn the spring. | Hove the blue sky . | love some people. whom
one loves you know sometimes without knowmng why ™" (Dostoyevaky 19484,
p. 270 Reason and logie are simply not enough. There s o need o reach
further. to rebel. of treedomy and identity are to be seaured. .

Now s clear that Blake and Wordsworth and Melville and Dostoyevsk:
were not challenging techmique as we understand 1t nor were they argumg with
scrence per se Pecubarly alive to the human condition, they were taking issue
with the predetermuned. with legitimations presented as obectively real, with
rational st gctures external to and at odds with what they felt and percerved.
And they were doing so from the vantage point of human consciousness,
against the bachground of their own intuitions of what was real. Whea Ishmacel
tries i his dim. random way T to clanty the meaning of “whiteness' for
himselt, to communicate some undenstanding of Ahab’s manic hunt for the
white whale, he can only do so by pursuing what he himself has intusted 1o his
Ife. by trving to discover what his own experience means., When Ivan speaks of
the tenston between his Fuchidian mind and his retusal of injustice, when he
talks about hiving in apite of logic, ™" he too s trying to discover his own
horizons, to become present to himselt, 1o generate @ meaningtul world.

o



The Limitations of the **New Conxiomess"

Itis my belief that those who have made a *“consciousness revolution®” today
(often in the idiom of romantic and existential thought) are expressing their own
half-buried longings to come in touch with primordial landscapes. with original
intuitions of what the "inhabited world is like. I belicve they are-expressing
desires to recapture the themes of their lives, to retum to themselves and the
worlds they have constityted as they have lived. Without always being aware of
it, they may bhe eager to’engage in phcnumenulngxcal inquiry—not to deny
rational or empirjical thinking. but to rediscover the foundations of gich ways of
knowing in their own perceptions, their own biographies. (See, for example,
Farber 1967, Lauer 1965, and Jonas 1968.)

The new modes of domination. it seems to me, have stirged people into a kind
of resentment at being imposed upon by too many official schemata, too much
technigue. and this has led them to articulate in novel ways the need to
emancipate themselves from what they find oppressive in their lives. 1t is not

“weience of the scientific method, as, Dewey and his co-workers understood

them, that has caused the malaise. Rather, it is the sense that the self as
participant. as inquirer, as creator of meanings, has been obliterated. And this,
in tum., has led to a preoccupation with what John C. Lilly (1973, pp. 173-78)
calls ““self-metaprogramming” or with what Robert Hunter (1971; p. 103)
describes is *seismic activity in the intuitive deeps. " Much as Lunderstand the
need to recover the self, tobecome conscious of one’s consciousness, I am
troubled by the suspicion that, fot people who live “"beyond the wasteland™
(see Roszak 1972), non-cognitive awdrenesses may become more significant
than intelhigence or reflective thought. T am Yroubled as well by the notion that
celt-awarencss is itselt curative  and a conseguent inattention to social reality

_and the need tor the kind of knowing called praxis, oriented to trunsforming the

actualities of the world

‘The Nature of Consciousness
Much depends upon how consciousfiess is conceived  as @ contaimer., as
pure innemess, or as sheer actisiy: our mndn of grasping, of comng n touch
with the world William James (1950, . pp. 65-67, 145182, 199-223),
Jean-Paul Sartre (1969), Muurice Mcrluu Punty (1967), and Alfred Schuts
(19641, cach in his distinctive fashion. make the point that consciousness is not
to be understood 1 terms of mental entities. s not to be identified with acts of
pure awareness, nor with interionty . Thrusting rowards the world, towards the
situations n which the individual lives his life, consciousness may be under-
stood 1o be all the activities by means of which objects, events, and other human
beings present themwlvu to the knower. These activities; these acts of con-
ACIOUSNICSS, are mumplc and varied. They include perceiving, judging. believ-
ing. imagining. intuiting, remembering: it is by means of these activities that

persons constitute their worlds
Now 1t must be understood that cach activity has an object. that conscious-



ness is always of something. that it 1s characterized by intentionality. When
Wordsworth- or the speaker in *“The Prelude” —returms to the Lake Country
where he grew up (having escaped from the vast city where he had been such a
- discontented sojoumer’), he becomes conscious of the hills and of the
cottages in the mode of memory . He remembers *unconscious intercourse with
beauty ™ as achild. as he recalls silver curls of mist and water colored by clouds;
he remembers **fits of vulgar joy”* which pave way in time (o somethifng decper
and more coherent. an imaginatively achieved unity with nature, an understand-
ing that " we halt create what we perceive.”” Heisthere, asa body—the original
source ot his orientation and perspective. he is physically inhabiting the world.
He 1S stiving to come i tosch with his eardtest tacit subjectivity, when he was
first aware of himselt. whea he had his fipst precarious grasp upon the world.
Only as he leamed to articulate, to name. o perceive the wind **shouldering the
nuked crap.’” o symbolize * the huge and mighty forms that da ot five like
Ivang men.” to ponder. W make sense, did he begin to constitute his world. to
ke 1t meanmingtul,

Clearly . the speaker in " The Prelude™ could not interpret his experience
without becoming acquainted with his culture’s mades of sense-making ., wha
has been called " the stock of knowledge at hand™ (Schutz, 1967, pp. 20-21):
but this o curred against the bachground of his primordial perceptions, against
the tacit awareness that rooted him in reality and provided his vantage point as
well as the ground for his *“tocal undenanding ' (Polanyi 1967, pp. 3-25).
This would not happen it he were disembadied. it his consciousness contracied
within tselt mstead of transcending towards the things around. 1t does trans
cend: and he. the hving poct. can integrate what he remembers, intuits,
mnagines, techs, belieses, and kaows Taking multiple penpectives, he can
create @ network of relationships, i tact, he can become s network of
relationships  as the activities of consciousness intersect with one another,
overlap. merge with one another. as he achieves anintended unity with the
profifes of his world.

According o shis view, states of consciousness can only be understood g
objects of conscicusness, the tepmn of real acts of perceving, judging.

“hnowing. and the like. They are acts undertaken by real persons attending to the

realities they encounter from different locations. from different perspectives n
the world. Much depends upon the work those pervons engage in, siﬁé&ﬁcir
actual undertakings have much t do with the ways they gear into the world. It
is, 1n fact. through such undertakings that they create themselves. What is given
t the speaker in “*The Prelude”” is in some sense a consequence of his being a
poet preoceupied with vision and symbohization. Different aspects of the city
and the Lake Country would have been disclosed it he were a peasant or an old
soldier or a tradesman or his sister Dorethy: but whatever was disclosed would
have heen susceptible o viewing against an clemental or perceptual
hackground. the ongmal context of a e, Conscrousness alwayy refers to
conter: consciousness, 1 some respects, iy experienced context And that
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context, that lived world, becomes the ground of all cognition—the scientist’s
as well as the poet’s. The lived world is the structuring context for knowing. for
sense-making of any sort.

Consclousness and the Sclentist

The problem where the scientist is concerned is that he loses touch with the
ground. He overlooks the fact that scientific experience (be it in biology or
psychology or physics) arises out of perceptual experience, in response (o
significant questions posed by living beings in the light of their perspectival
awareness of the natural and intersubjective worlds. Science, it might be said, is
a more explicit form of nataral perception. It does not refer to a self-contained
universe that is independently existent, separated off from human conscious-
ness. Scientific explanations do not possess an objective status, like natural
laws. The scientific inquirer can never fully escape the perspectival character of
consciousness; he cannot take a godlike, universal view.

“Science is made by men,” writes Wemer Heisenberg. in his book on the
atomiv concept. That is **a self-cvident fact,’” he says, ™. . . too often forgot-
ten. Science rests on experiments; its results are attained through talk among
those who work in it and who consult one another about their interpretation of |
these experiments. . . . Science is rooted in conversations'” (Heisenberg 1971,
p. xvii). Bronowski writes that truth in science is an ordering of the facts. **We
organize our experience in pattems which, formalized, make the network of
swientific laws. . . . We condense the laws around concepts. So science takes
its coherence. its intellectual and imaginative strength together, from the
concepts at which its laws cross, like knots in a mesh™ (Bronowski 1956, p.
67). Michael Polanyi speaks of ““independent initiatives'' in a “*republic of
swience.”” He says that these initiatives are scif-coordinated, as cach scientist
chooses a hine of the greatest ego-involvement. the line of greatest excitement.
*sustamning the most intense attention and cffort of thought'’ (Polanyi 1969,
pp. 50-51). | quote these three because | want to emphasize that, from the point
of view of the inquirer who is awake to himself and his situation, scientific
discoveries must be grounded in experience. in what Polanyi calls *“personal
knowledge.**

John Dewey. always challenging the separation of reflection from experi-
ence, would say the same. For him, reflection is not only grounded in experi-
ence: its entire purpuse is to inform and clarify expenience. The uses of reason,
in fact. are w0 be found in the conmribution it makes-to the immediate signifi-
cance of experience (Dewey 1916, pp. 163-182, 292, 395). The
phenonomenologist, of course, supplements this by stressing the significance
of the perceptual, pii-rodicutive background. One writer points beyond even
this—to the **clemental background to intuition. It is the depth of the earth., the
atmapshere, the luminosity of the light. the muffled depth of sonority ™" (Lingis
1969, p. 37).

Clearly. it takes critical reflection upon one’s own reality and one’s own
peronal history 1o capture such awareness. It requires @ degree of wide-
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awakeness, a degreg of presentness that many scientists !ack Working in a
domain of external determinations and abstract formulations, they may confuse
their schematizations and formalizations with common sense reality. They may
overcome the nution of the perspectival with ostensibly final claims. They may
a¢t on the assumption that they are describing a unitary, “*normal’™ reality. to
which all viewers, no matter what their vaimgge point, must submit: The very
fact that they belong to a community of investigators, responding to the same
interests and speaking the same language. may keep them from reflecting on
their own presuppositions, their own purposes, even the technicizing of what
they do. **Normal science,” writes Thomas Kuhn, *“the activity in which most
scientists incevitably spend almost all their time, is predicated on the assumption
that the scientific community knows what the world is like. Much of the success
of the enterprise derives from the community’s willingness w defend that
assumption . if necessary at considerable cost™ (Kuhn 1970, pp. 42 D).

This dissaciation from background and from consequences, when it accurs,
leads 1o the kind of dogmatism and nammowness’ that create the problems
concemning us now. There is, in actual fact, nothing intrinsic to scientific
activity that restricts human minds or requires that they be marked off in
squares  Everything depends on the ability to realize that there ase diverse
activities of conscrousness. diverse perspectives to take upon the world, and
muluple realities to reveal.

Varieties of Reality and Consciousness

Willlam James spoke of sub-universes of meaning when he dealt with
perceptions of reality: the world of sense, the world of science. the world of
abstract truths, the world of illusions or “idels of the tribe.”” the supematural
world. the world of indisidual opinion, the world of sheer madness or vagary.
and he said that *"every object we think of gets at last referred to one world or
another on this or sdme similar Bt (James 1950, V. 1L pp. 279-93). For
example.-he wrote, “hick the abgect’s warmth and coior vut. But the world of
“1dofs of the tribe” stands ready (o take them in.”" Alfred Schutz goes further
with this w hen he treats the matter of multiple realitios and sets torth the realities
ot daly hite. of working. of dreams, of tantasies, of scieatific theory. **We
speak of provinges of meaning. " he wrote, and notsub-universes because it
the meaning of our expericnces which constitute reality™” (Schuts 1967, p.
7301, He went on 1o say that ““we call a cenain set of our expericnces a fimite
provinctol meaning if all of them show a speaitic cognitive style and arca
with r«:&ct to this style. .- not only consistent in themselves but also compatible
with one another.™

In ordinary everyday life, experiences partake of the same syle; we theretore
bestow upon them the accent of reality. The reality we inhabit seems perfectly
natural, and we take it tor granted because those around us ralk about it and
think sbout it in approximately the same ways. So it is 1 the province of
theoretical science, where sets of experiences are also bound together by a
common cognitive sty fe. one that excludes the subjectivity of the scientist “as o
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man among his fellow men.™" his bodily existence. and (too frequently) his
background consciousness. Here, too, the reality constituted is taken for
granted-—thought to be as natural, as indepe y and objectively real as the
natural world is thought to be by those worKifg\p the arenas of daily life
Ignored. or not recogmized. is the fact that the medning of our experiences
constirutes reahity—our experiences as interpreted, the world as given to
comsciousness, Tgnored as well is the fact that cach *accent of reality™” is in
some manner provisional and contingent, a function of a perspective or set of
perspectives, not an acknowledgement of objective reality.

There are, however, what Schuts described as * shock experiences™ occur-
ring when we move trom one provinee of meaning to another—and somehow
come to realize that the world of work, say, or the world of science, i1s only one
of muluple provinces of meaning accesstble to our intentional lives. People
move from the wahtng world to the world of dreams. They go to movies or
watch television. They may serve on jurics: they may spend time in meditation;
they may visit foreign countries and encounter alien **natural”” worlds, Each
province of meaning is finite: each requires a distinctive shift in attention, a
difterent mode of spontancity. a particular tension of consciousness. The
problem i to enable pervons to become aware of what the shocks they experni-
ence signity . o become aware of the ways in which they generate meaningful
worlds, to become conscrous of therr consciousness,

Inner Against Quter

[ am struch. and somewhat disturbed. by the amount ot hteratire tocusing
apon what iy sometimes called i " postwar conscrousness”” or " Consciousness
HE (Resch 19701, as Tam struck by the multiple discussions of how perception
his been herghtened by contacts with mass media, how consciousness has been
expanded by the all-at-onceness of sensory bombardments, by the growing
mmportance of the non-verbal, by immedtacies, and so on. Robert Hunter
Wries:

When, intustively, we Usense’” something, we are respending in that

regron of the nund which Lies out of reach of the conscious. Cognitively .

we must rudge trom A o B to C moour search for an evaluation of any

given situation .. Having long ago chosen the cognitive cours ¢
mevitably brought our thought processes down to the speed mits ina. -
by such an arrangement. . . Below the level of cognition, however, the

precesses of our minds are not hitched to so cumbersome a vehicle as
wnguage. They move that much faster. The intuitive regions, unhampered.,
skip the arithmetic method and proceced with what 1s. 1n effect. systgms
- analysis, just now emerging at the cognitive end as the most ~uph1smulcd
of all approaches. (Hunter 1971, p. 103)
He concludes by asserting that the unconscious 1s theretore 4 supertor device in
terms of velocity and ability 1o cope with inconung Jdote 1 aoe struck by the
redated mutertals streasing the repression of Eros moocr world, the debasement
ot human baings by neutral deseriptions and critenia of objective validity . Tam
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impressed by what finds expression in the play Equus, tor instance ., especially
when the psychiatrist laments his delivery of Alan from madness and when he
talks of himself as someone standing in the dark with a pick in his hand.
“otrikmng at heads,” destroying passion. thrusting paticnts into a plastic
nomality  and feehing the chain bite into his own mouth. (Schatfer 1974,
p. 106)

I am responsive 1o all this, perhaps because | oo sufter from feelings of
constrnt and domination. [ to- have to struggle for a kind of self-
emancipation, [ even know what it s o feel a chain in my own mouth. But |
helieve the response to all this ought nat o be the creation of a new either/or,
NOr an opposing of science o intuition, of soc ! existence o passion, of the
outer 1o the inner. | believe. rather, that we ought 1o atiend to vantage point. to
perspective. | believe we ought to communicate to those we teach that they are
the ones to constitute their worlds as meaningtul as they interpret the situations
of their hives, the contexts through which they move, the relationships they have
withothers We onght o communicite the fact that somehow human beings are

_aware of this to the degree that they remain self-reflective and in touch with

primordial perceptions, present to themselves and turned outward to the world.

The Pursuit of Self

I take an exastentialist approach to the selt i the sense that ©behieve that we
are forever in pursuit of our selves, that itis up to us to mvent them, to create
them. to choose them in good tth. This 1s not as tar from Jefterson™s view as it
might appear Jetterson talked about having the right to treedom, and about the

“act that treedom had o be achieved through action and thought. And «t

depended. he said, on the apihity to retlect and to be rutional. My conceptions of
reflection and reality it ter trom his, but | cannot help identity the emergence of
the selt with eritical retlection 1 cannot but identify that emergence with the
typu ot reflection that liberaies the person trom submergence 1n reality, from
tahing the world tc. granted, and trom submission to “othicral™ pretures of
what 18 claimed to be el

Dewes behieved that the self 1s created through choiee of action in the world,
and | would agree that reflection s notenough, if the selt 1y to be created and
meanmg s (o be broughtinto being. Deliberate attention must be pard topras,
or the kind of knowing that surpasses and transtorms, that makes a difference i
reabity. (See. for cxumple. Sartre 1963, pp. 91-100, and Bernstem 1971
Selthood. tor me, connects with pravis. 1tconnects as well with intersubjective
relationships. difficult and even threatening though these may sometimes be.
At their most threatening. when one person feels that another is making an
objeet of him or her, making of im or her an “other,” looking upon him or her
with an ““ahien gaze.” there is still the thrust to selt-consciousness, to @ refusal
of ohyectification, a rebelbion in the name of freedom (Sartre 1969, pp. 337.
$061, At therr most fultiling, when a person teels another 1s entenng into his or
her vivid present. when they are ““making music together™ sudden'y i some
dimension of maer time . an mtersubjective relationship can enable cach person



to maintain a distinctive perspective while enabling several persons (in their
being together) to act in concen, to feel together, to will together, even to create
& community .

Implications for Curriculum

What does all this mean for education, for curriculum? One crucial implica-
tion has to do with confrontations with subject matter. I think that the stuc ..t
must be enabled, on whatever stage he finds himself, to encounter curriculum
as possibility. I mean by that a series of occasions for bim to articulate the.
themes of existence, and to reflect on those themes until, as Merleau-Ponty
says, he is in the world, “which means that things take shape, an immense
individual asserts atself. . . " and what was hitherto obscure is named
(Mcrleau-Ponty 1967, p. 409). 1 believe that. for this to happen, disciplinary
opportunitics of many kinds should be provided—the subject matters which
represent the schemata used in our tradition to make sense of things. And I think
that, as we enable students to order their experiences by means of those

~ehemata, we must also leave them free to look out upon theirown landscapes,
or what may be thought of as their own perceptual ground.

“Joumcys to the Lake Country enable some to recover their landscapes in this
fashion: music and dancing work for others, or encounters with varied works of
art. Paulo Freire used video-taped renderings of daily life and natural settings.
Asking his co-investigators (his fellow-leamers, who were peasants) to decode
them, he enabled them to overcome their silences and. in so doing. articulate
the themes of their shared Tives (Freire 1970).

The point is that leaming must be a process of discovery and recovery in
response to worthwhile questions that rise out of conscious life in concrete
situations. And leaming must be in some manner emancipatory. in the sense
that it equips individuals to understand the history of the knowledge structures
they are being taught, the paradigms 1n use in the scientific domain, the relation
of all of these o human interests and particular moments of human time. It
should be passible as well for people to leam the significance of technique. to
understand the dangers of instrumental controls through confrontations with
centen of technology. ¢ven with bureautracies. The point is to enable them 1o
pose scarching and significant questions with respect to what works upon them
and conditions them  and to chatlenge mystifications, whatever the source.

The leaming process, too, should enable persons to reflect upon their own
fife situations, to speak out in their own voices about the lacks that must be
repaired, the possibilities that must be acted upon in the name of what is
‘belicved to be decent and humane and just. They should be enabled consciously
to interpret ana to clarify the meanings of their own experiences. since 101s those
meaningy that constitute their realities. Such meanings can never be imposed.
certamly not to the end of obscuring ihe contingencies without which there can
be no situations. nor fo the ead of making authentic reflection impossible.
Dewey wrote that “order s not imposed from without but 1s made out of the
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relations of harmonious interactions that energies bear tg one another. . .
(Dewey 1934, p. 14). Merleau-Ponty wrote about the possf?!i!ity of discovering
in the unrolling of facts a meaning and at length an orientation that can become
reflective and rational, so long as it is held in mind that rational understanding
arises out of intuitive and perceptual sources, that the pre-reflective is where it
all begins (Me‘r!eau-P_onty 1964, p. 52).

The Pursuit of Meaning

With full awareness of the onslaughts on the individual in the techngtronic
society of our day, | want at last to affirm the joys of living mindfully, of
pursuing meanings as we live. Paulo Freire (1970, p. 67) says that education or
liberation is cognitive education, and | am convinced that this is so. The
narrator at the end of Invisible Man asks, in a language that remains meaningfui
to me: **Why do 1 write, torturing myself to put it down? Because in spite of
myselt 1've learned some things. . . ."" And he talks about how certain ideas
keep filing away at his lethargy . and about realizing how important it is to tell
other people about them. He talks of denunciation and defending, hating and
loving, and about how he must stop hibemating and move upwards into the air,
visible at last, refusing invisibility.

In going underground, I whipped it all except the mind, the mind. And the

mind that has conceived a plan of living must never lose sight of the chaos

against which that pattern was conceived. That goes for societies as well as
for* Auals. Thus, having tried to give pattern to the chaos which lives
withi, we pattern of our certaintics. 1 must come out, | must emerge.

(Ellison 1952, p. SO1) '

There is almost no more to say. But then, serendipitously, | think of Virginia-
Waoolf, urging women to write tiction in A Room of One’s Own. She talked of
how erratic *'reality’” is. how it may be found in a dusty road, in 4 scrap of

“newspaper in the street, in a daffodil in the sun. She spoke of the stars she saw
when walking home and the bus through Piccadilly, and what was left over
when the day was over. what was left of past time. *"Now the writer, as | think,
has the chance to live maie than other people in the presence of this reality. Itis
his business to find it and collect it and communicate 1t to the rest of us.”” And
we might add. *"interpretit.”” In any case, Virginia Woolf talked about the way
such books enabled once to see more intensely afterwards. as if the world were
suddeniy laid bare of its covering. **So that when | ask you to eam money and
have a room of your own, | am asking you to live in the presence of reality. an
invigorating life, it would appear, whether one can impart it or not™" (Woolf
1957, p. 114). She too was talking about identity and expernienced contexts.
about confronting the landscapes of a life. And she was saying something that
needs communicating somehow to the young.

I think of Shakespeare, Diderot, Rilke, Albert Camus. Doris Lessing. James
Dickey. Wallace Stevens. and so many others who knew the darkness and the
primordial - who knew as well what it meant to think, to interpret. to confront,
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to emerge. | choose to end with a poem called **In Due Season,” by W. H.
Auden, because it touches on some of the things I have been try” 2 fo say and
seftles nothing in the end. .

*Springtime, Summer and Fall: days to behold a world
Antecedent to our knowing, where flowers think
Theirs concretely in scent-colors and beasts, the same
Age all over, pursue dumb horizontal lives
On one level of conduct and so cannot be
Secretary to man’s plot to become divine,

Lodged in all is a set mer dnome; thus, in May
Bird-babes still in the egg click to each other Harch!
June-struck cuckoos go oft-pitch: when obese July

Tums earth’s heating up, unknotting their poisoned ropes,
Vipers move into play. wamed by October’s nip,
Younger feaves to the old give the releasing draught.

Winter. though, has the right tense for a look indoors ’
At oursclves, and with First Names, to sit face-to-face, Ly
SN

Time for reading of thoughts, time for the trying-out
Of new metres and new recipes, proper time

To reflect on cvents noted in warmer months

Till, transmuted, they take part in @ human tale.

There. responding to our cry tor intelligence,

Nature's mask 1s relaxed into a mobile grin,
Stones.. old shoes, come alive, born sacramental signs,
Nod to us in the Finnt Person of mysteries

They know nothing about. bearing a message from
The invisible sole Source of specific things.

{Auden 1970, pp. 225-26)

DISCUSSION

Hazel Hertzberg: Maxine. you speak of 19t century rebels and 20th century
disstdents. | wonder 1t you were making some sort of distinction?

*Copynight (01 1969 by W H Auden Reprinted trom Collected Poems, by W H
Auden. cdited v Edwara Mendelson. By permsssion of Random House, Inc

3]]
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Gregne: i guess 1 said rebels, but | meant the romantic rebels. The distinction
I think 1 make is between the philosophers in the 19th century and the people
who have appropriated their ideas in some other dimension, in some other
idiom, foday. 1 do not find this dissent as much in contemporary fiction, for
examplc or uvntempurary poetry, which is interesting.

Literature as a New Superstmon"

Jack Nelson: I think you very, very effectively and delightfully, in a couple
of sentences, destroyed old religion and superstition. You then very thought-
fully destroyed science as a new superstition, but you left me with the notion
that literat* ¢ is going to be our new superstition.

Grec.o L know how it might sound. | need to say I do not think one finds truth
in literatue. Through an engagement in literature, one finds dimensions of
one's own being one could not find otherwise. But 1 tried to say rock music
works for some and dreams for others. 1 would not want to make it a new
superstition or a new religion. You talk out of your own orientations, and
literature appens to have been hugely important for me. It was my liberation,
and I know 1 may hammer it too much. -

The Dichutumy

Irving Morrissett: In your paper. you made much use of a dichotomous
relationship between science, on the one hand. and other ways of viewing the
world. on the other. Could you respond to the question Jack Nelson raised
carlier: Why a dichotomy? What is sacred about the number two?

Greene: There is a dualism between the things to which we have been
attending and the things to which we have not. 1 think the healthy part of the
recent movement has been in turning our attention to something that we have set
aside. But | agree with Jack Nelson about the danger of carrying the notion of
dualism any further. The thing that appeals to me about phenomenology 1s the
way in which it deals directly with that kind of split in experience and its
emphasis on multiplicity. on moving from onz Kind of reality to another.

It you can substitute *"diversity”" for *"dichotomy."" all wing for vanous
realms of experience that we have denied. we can get outof the bind of dualism.

Existentialism and Phenomenology

John Haas: We encounter existentialists at different times in history. One of
the things that has always bothered me about ex’steatialism is how itrelates-— or
whether it relates—to social responsibility.

Greene: | have a problem with that. too, in reading both Kierkegaard and the
early existentialists. | am sure that that is one of the things that turned me
towards phenomenology ., and especially phenomenology of the social sciences.
i is why | am so interested in Alfred Schutz and interested in doing
phemomenology with respect to social reality and ‘o prasis, I know there 1s
nothing revolutionary about Schutz when it comes to social acticn, but at least it
provides a ground, and the existentralists never provided that for me.

oy
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A Multiplicity of Realities? ,

" Cleo Cherryholmes: You have used the term reality in at least two and maybe

more senses. You talked about reality extemnal to the selt and about reality
inter=al 1o the self. If you are using reality with different meanings, what are
those meanings?

Greene: I did use “‘reality’” in a lot of ways.

I do not think there is any way of denying that there exists an-external world. a
phenomenal world. No phenomenologist denies that. What the
phenomenologist does do is to bracket out the question of that independent
existence, saying that the only reality for human beings is the experienced
context. the interpreted reality . It seems to me very important to distinguish this
from the idealisms which deny the existence of an external world. In Merleau-
Ponty and Schutz. there is always talk about a world existing out there, but the
problem is that the best we can do iv see profiles, aspects, depending upon the
interpretative approaches we bring to it, or the perveptual apparatus.

Lee Anderson: | am confused. The phenomenology perspective claims that
there 1s only a reality that we experience. [ understand that—if,, in fact, the level
of analysis 1s the individual. But if the level of analysis is a species. there is an
external reality that exists prior to our knowing, is quite independent, and is
largely immutable to what we know about it. In the end. it impinges on us,
killing us or keeping us alive.

This leads me, then, to a real discomfort I feel about where we go, after we
get to the point where we see science as one perspective among many. It
obviously dues not logically follow that all perspectives are of equal validity . of
equal value or merit. That view, at least in the context of the ¢lassroom, can
very casily reduce all things to politics, where one opinion is as good as another.
I think there is something more 1o it than that, but | do not know how to get from
what I consider to be 4 valid perspective that you have outlined to that additional
thing that I want—some kind of criterion by which I can say we are all involved.
notonly in muliiple perspectives, but also involved in a common search, tesyng
the relative validity of our perspectives. God created the world prior to us.
There 1s a reality that disciphines us. and in the end we really do not make the
world. or at least not all of it

Greene: Perceptual awarenesses wre characteristics of the species. You, the
indrvidual. make sense of your reality by means of the constructs, the schemata,
that are provided by a particular culture. You do not spin the world out of your
own head. The world you and | see depends to a large extent on our common
penpectives and orientations to the world.

As far as the rest is concemned. as far as commitments and norms are
concerned. 1 talked before about living together and creating communities
together and developing 1deas of what is just and humane. 1 think that is what
has to hink us together after all. I cannot think of absolute values or absofute

“norms. but | can think of people in communities identifying values towas 1y

which they will commit themselves and on which they will act.
Altred Kuhn: | think we must assume an exler{\al reality independent of what
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is inside us, of our images of it. Nevertheless. all of the behavior of any
individual is an outcome and reflection solely of what happens to get inside
him. There is nothing we can respond to except what gets inside us. You might
want to call that the inner reality.

Greere: | do not think we differ. We agree on the existence of an external
world, and we agree that we can only know what we know.

The Social Development of Self

Si.zanie Helbum: You did not really talk very much about the relation
hetween self and humans as social beings and | was wondering how you would
fit Hegel's sort of view of the development and the untolding of man through
time and through alienation, and the solutions that come through self-conscious
coping with those problems.

Greene: Refusing the framework of Hegel. T would accept the idea of the
importance of the unhappy consciousness, the divided consciousness, and the
enormous importance of self-consciousness and understanding - -for example,
ol one’s selt formation as one relates to other human beings.

I have 4 feeling - but I have not thought enough about it. and want t~ think
more about 1t that the question of how we know other people. how we relate
intersubjectively to other people. has an awful lot to do with our awareness, our
self-consciousness. We understand others through our sense of ourselves in the
situation, in the social world. ’
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CHAPTER 4

INTUITION AND CURRICULUM

Arthur Wellesley Foshay

o Foshay affers the case for a leginmization of the intuitive mode in the
course of the wsual school offering. “ike the other writers, he views
intellectual functioning as an integrated whale, acknowledges the histori-
cal dominance of the rational mode. and offers conditions to be met if
intuttion is to take its righttul place. He points to the risks inherent in
reducing all learning to skdl learning. and by implication is critical of the
current educational vogue of reducing all learning 10 behavioral objec-
tives, since such reductionism runs the skill-learning risk.

- As aithor of the tiest paper w the second group, the group that secks 1o
deal with practice dicectlv. Foshay offers concrete idlustrations of how
intunion might be fostered n school, within the various accepted subject
areas. The other papers that follow his one alser deal directly wah
practice. ' ' '

It will become appurent 1o the reader that the writers come o the
guestions of practice from a aumher of different points. Winle other papers
take a more global view, Foshay deals with practice from the pomt of view
of specific school subject matler

Alfred Kuhn has suggested that imtuition may partake of both night- and
left-brain fun oas  buth the metsphonic and the rational. This scem: to me to
be a very likcly hypothesis. 1 do not feel impelied t explore it however, since |
want o focus on the phenomenon of intustion itselt - Kphenoinenon which | am
convinced 1y an essential element as we consider further educational develop-
ment. ' . . :

Iy spfange that the term intuition should be so xhn:atcning.*t is. We
associdie it with varous forms of sonrational or anti-rational behadi¥:. it is not
very far from mystic visk 7. of fomanticizing, or dreaming. in its associations.
Yet we have the word of many a serious thinker that intuition plays s central part
in the achieving of preat generalizations,

The Nature of Intsition.
-t © Letustry o contront the term. For i it is not very far from mysticism on the
one hund. 1t is not very far from hypothesizing on the other. The dictionary -
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detines intuition as ““u quick or ready apprehension.”" For our purposes, let us
define 1t operationally. an intnition is a tentative or provisional conclusion
resched on the basis of cvidence either unknown, uncited. incoherent or
unorganized. or insufficient. It the svidence is a bit stronger, we call the
operation an inference: it 1t is stronger still, we call it an hypothesis; if it is
stronger still, we call it a warranted (or supported) conclusion.

We deal here with the most preliminary part of the act of thought; a kind of
adumbration. in which the outlines of a conclusion begin to appear when one
sees the first indications of a pattzm appearing trom the available data, The data’
may appedr as g metaphor, or as an act of fantasy. or in some other *"right
brain”’ fonin. Indeed. the act Hf intuition seems to partake of what in these
papers is often called *“right hruining * The act of thought associated with
intuition is i little like a gestalt, but shadowy, held tentatively; it may well
function as a g__u;du to turther inquiry, and indeed, in the minds of the prudent,
that 1s precisely what it does. The imprudent settle 1or intuition.

However, reality torees us to be thus imprudent all the time. Just as Churchill
i supposed 10 have sad that most of the important decisions in the world are
madce by men who do not feel very well, so most of the decisions we make from
day to duy are bused oninsutticient evidence. 1 we can bring some discipline to
ourintwtrons, we will be the better for it Even more impontant, it we can feam
to gccept inturtion as not only incevitable. but ulso necessary and legitimute, we

—aan reduce our selt-doubts 1in some measure. and get on with fiving,

intuition in Curriculum Planning

My purpase m these remarks s 1 examine two aspects of the functionmg ot
iptwition i the curnicudum: first, in the making of farge-scale comiculum
deacisions, and sceond, in the arranging of learming activities so that the young
ny come to trust the process of intuition .

The senious curnculanst always makes the given. problematic inguirers in
this ticld must ash why & given ficld s offered. or ought o be otfered. in the
soctal studies, the answer to the guestion, "Why ™" i wlmost alway s that the
offering s based on ntuition. '

For example. civies was otfered in the secondiry schools for generiations
beciuse it was supposed to contribute to citizenship. Did anvone ever know this
to be so? Noatwas anntuition it seemed.to make sense on the face of it Now
the subject has been widely dropped from the offering. Why? Agam, intwition.
Students found 1t boring and “merely academic’; they forgot about gos-
ernmental structures as soon as they had taken the civics examination: they
testified that it hore no relationship to their subsequent civic behavior. Intui-
tions, all ot these.

Or take another example. The study of Greek civilization is carmied on in the
soctal studies program to this duy . Why? Because during the Renaissance it was
belteved that the Greehs had o vision of ife that would enrich the emerging
European culture of the ume. There was no “objective™” evidence to support
this intuition. and. i the manner ot the history of the curriculum, we continue
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to honor it by the sheer toree of tradition. The carricularist asks that we hold up
such dancient intuitions (o constant reexamination,

Yet one more example. Geography has i short and turbulent history as a part
of the social studies. It began as “place geography™ during the nineteenth
century. not having been offered previously, and consisted of the study of
maps. A typical exercise for students was, ““hound Nebraska.™

Later. in the clementary school, it turned into a Kind of study of regions.
“warm lands. cold lunds.”” During my childhoed, it concentrated on cute
peoples—-the various peasants of the world: the cute fittle Swiss woodcarvers,
the cute Dutch farmers in wooden shoes, the cute Mexican peons with their
tortitlas. the cute Chinese rice paddy peasants with therr reverence for ances-
fors. ‘

None ot this prepared e for the reaity of the Mexican or Chinese revolu-
tons. the Sw itzerland of the stable currency and the bunking community, or the
Holland of World War |1

Incidentally, what we were oftered in those days did not then, and does not
now ., cormespond with what the geographers say geography is. The intuitions
thae Jed to such an ftering (vaguely having to do with orieatation in space and
the “appreciation”” of other cultures) apparently were all mistaken,

We e a better intuition now . It geography s the study of assaciations of
wnl, chimate. fauna and flora, and location, leading to generalizations about the
human use of the surface of the carth, then intwtions. fater inferences, and still
Later hypotheses, are all possible.

Two Hierarchies of Knowledge in the Social SMudies

These examples lead me to categonize the ty pes of knos Jedge we deal withom
the sovtal studies Inso doin +. 1 both stay within the tield of the cumiculum and
feave it The categonization of knowledge s the business, of course, of the
epistemologints . Bat the curnculanst cannot avoid it

For our purposes here. two hiergrchies can be discerned. the one procecds
trom the trelds most nearhy hased on physical actuality fo these based onhuman
hehasior, and the other trom those hased onadeas (o those hased on manipula-
tve skilis

A current example of the Tirstis an argument hase seen (o the eftect that as
one goes down g erarchy atdisaplnes, cach lesel represents a spevial case of
the last There s progressive enrichment because thefe s gestnichion. not
expansion, ol the range of transtormations. For the soiences the hierarchy has
physics at the top, sociology at the bottom The idea of the hicrarchy i
stmulating. though the placement ot disciplines miy be disputed.

Following this approach. one sould place the most nearly refated tield.
geography . at the top ot the secral studies hierarchy . and pohities at the bottom.
and atgpue ihat politios is aspecial, restmicted case of geography . thus amiving at
4 provocatine hind of geogruphic determimism

Why bather? Because as one feaves physical reality, the need tor intuttion
moreases  The art ot polities ss full ot ot That st s tull of eccasions
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demanding action without sufficient hard evidence. m which an intuition is all
thist i avaddable.

The other curriculum hicrarchy has o do with the specificity of objectives,
The mosi specific objectives are those detailing hand skills, such as typing,
which require ao nterpretation to be understood. A 1S-minute copying excr-
cise. error free at 60 words a nunute, used to be the wholly unambiguous
requirement for a civil service job as a typise. How would one be equally
unambiguous tor @ cvil service job as an histonan?

As one moves from the unambiguous hand <kills to zhe ficlds requinng
cecrenpce and intoition, she objectives become more and more fu/zy. And the
w1 tor mtuition crcases. iromcally . as one deals with more and more
tundamental human questions,

The Peculiar Need for Intuition in the Social Studies

The hey 1o our curmiculum problem seemis 1o lig here. As the quesuons deal
more with human behavior  with the human condition they require more of
mtctence and mterpretation, and theretore mtintion. The argument for attend-
g as directiv as posaible to the problems of intustion stems trom thas situstion.
Let us iy o do so here.

[ shall attempe now 1o otter Slustrations of how intution might be fostered i
the currculum., assunmng we wish to do so, Inmaking the attempt. Lam aware
that we tread new ground While we recognize the place of intuition m the ants,
wo huve been empomed from demg sooan other ficlds by our tradition ot
ratiomtdism .

There ss no place tor ntwbion i Bloom's Tavmomy of Fducanonad
(Hyectives Cogninve Domtan. and we theretore bave tended 1o rule ot dut, |
hope thegarher argument ahes 1t evident taal in so domng. we have misied
ourselves 10 preonely such ruling out that draw s s n the direction of Mr.
Gradgsmd. who wanted only tacis, and away from the more hiberal educs’.onal
tradition beginning with Roeusseau.

Fhe rattonabing tradiion. o one s to agree with Crane Brinton (1963, Chap.
71, gnores one halt of the histors of modem thought  thag halt that includes
Rotaseau’s General Wall, Cardinal Newman's Hlitive Sense, Pavloy's Con
Jtioped Response, and the insights of Freud.

All ot these ideas. which have o shaping cttect on contemporary versions of
what 1t s to be an intellectual. are closer to being intuitions than they are o
heing scientific generalizations. Qur intellectualistic pedagogical tradition ig-
nores them all. We oughe 1o do so no Jonger, '

In order 1o deal with cummiculum designs that would toster and leginmize
INtuitLon. 1t s necessan (o return to the task on definsdon, this ttime in more
nearfy behavioral wemns

Conditions for Intuition

Most of us hive experienced intustions. We hnow an in'uition has then place
when we suddendy apprehend. asthe dictionany say s thatis, the wed-anown
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Aha'"" experience can he considered an announcemen  hat an intuition has
taken place.

What are the condions that toster such intuitive experience? [ ean discern
two. though there may wedl be others. One is that alf of the data be internalized,
so that the data function like g saturated solution. Shake such a solution, and
crystals form, An intuition <an, so t speak, crystallize out of a set of data.
provided one has saturated one’s self in the dats :

1 well remember the long cvening T spent whife T was & student, trying to
make something out of Matthew Amold’s lyric poems. | had read the poems
overand over, ind § greatly admared them, but | had nothing (o say in response
to them. However, @ paper was duc the next day.

The time tor wallow ing in the poems had ended. | obtained a ty pewriter and
some supphies, went 1o my tather's office aboui 8.30 p.m.. and sat down to
write. There was still nothing.

Once more, 1 went over the peemis. By nos 1t was after 11O, and | was
getung sleepy. so 1 went out 1o drink somie coftee and cat i hamburger and
cheese sandw ich, those suretire keeper-uppers. When | retumed to the typewit-
er. the pocms suddenly tell into place as tacets of Amnold’s view of the deal
man, which. 1 thought, was basically Greeh. Al had 1o do was write it out.
which § completed by about S:00 a.m.

Notice the conditions: saturation, a deadbine. @ fong peniod of lonely concen-
tration. It thes tustration ser.es, one may say that mtution s an inwiard, not 4
soctal, attarr The expeneace s prnvate. thoagh the announcement may be
public.

Constder another thustration, supplicd by g student: a second grade teacher
tound that the children did not undgerstand the concept. one-hall. To them. halt
of somcthing was sumply a picee of itz and one could have as many Dalves as
there were preces

What the teacher did was to provide a number ot sets of preces, some in eight
parts. some in seven., some 0 siv, and s on. She pieked np one of the preces
trom its set. and sand. Thisas calied an cighth.”” Putting it bach m place, she
counted the eight pants, and announced. " See. there are eight.”” She repeated
the sume process with i seventh. a sixth. g titth,and so on. When she came to
the halves. one ¢t the children sand. Ol L hnow, [E0s a twoth 7" Aninsight, or

an mtustion, given all the data and o Kind of saturation in the data.

H saturation in the data and an occasion for puttmg the data together are one

-condition, another is that the data. though incomplete. assume a shape tfrom

which a whole can be interred. There is very little to imference ininstruciion as
we usilly carry ot on, but two examples occur to me.

Durmg the day of the Progressine Education Assoviation Workshops. ‘one of
th: problems x}'picall) addressed was the danger of dereotyping children. An
enereine was devised to drive this pont home. Successive bits of information
were given about a hy pothetical child until o stereotype was tormed. Then o
fipal it of information was given that shattesed the stereotype. Here s an
example This hittle gart is sme year old. She has a baby brother. whom she
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adores. She has revently made clothing for all her dolls. She does well in
school. She savs that she would like to be a teacher and a mother when she
grows up. She is epileptic and shows signs of cerebral palsy.”" After each
sentence the teacher is asked a question such as, ““Would she be one of your
favorite children in your class?"” '

What is called for in such an exercise is a leap of the imagmation—an
intuition. Perhaps. if we used such exercises commonly. children would come
to an understanding of the place of intuition in thinking.

Here is one more example. this one real. 1 observed a class of third graders in
Orinda. California. working through a lesson from the then experimental
Science Curriculum Improvement Study . The lesson dealt with relative motion,
and involved reporting on how " Mr. (0.7 who could only declare where things
are in relation to where he was, would report something in front of him. behind
him. to his right, beneath him, and so on.

At a certam point, he was to report on where a fixed object was witen he. Mr.
), was moving. He would, of course. report that the object was moving. This
part of the demonstration became more complex-—when Mr O moved up and
down. he reported that the class was moving up and down, or jumping. When
Mr. O was revolyed forward, be reported that the cliass was going over his head.
At this pomnt. one of the girls m the class said., with exatement, =" Now Fknow
whi the sun rises and seis!™" She had made the ™ -ap.

Putting Intuition into the Curriculum

In bringing this type of thnking into the cumcatum. then. we have tomeet it
feast these two conditions: i saturation with data coupled with an occasion for
ity Interpretation . of 4 presentation of an organization of data that invites a leap
of some Rind. Let us try to imagine curriculum situations in which these
conditions might be met. We shall have to imagine them, for the actual
occasions when intwition s encouraged are. as things stand now, very rare.

There are seven ficlds offered in the clementary swhool: reading. wnting,
mathematics. history, geography, science. and the arts. Some would group
these into broader fickds: the language asts, the soctal studies, serence, and math.
For our purposes here, howeva, it s casier it we treat the varous ficlds of
lcaming and activity in therr more diserete forms,

Reading

Aside from decoding. this presents its own technical problems and oppor-
tunitics tor gestalts as reading phrasewise begins to appear. In addition, there is
the whole field ot interpretation of literature to be considered,

Here, encouraging intuition about a given literary work or passage would
seem to consist of asking questions, or soliciting questions, that require some
kind of lcap Alan Purves has strongly implicd a number of such questions in his
analysic of students” responses to literature (Purves 1963).

There arc tour farge classes of responee. according to Purves: Engagement:
How does the work grah™™ you? W hae does 1t leave you saying about yourself
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as one involved 1n this particular literary encounter? Perception What is going
on in the work of in the passage? What is its fone, its mood. its technical
makeup. such as style. plot, and characterization? Interpretation: What does

the work mean? Are there hidden meanings? How may it be interpreted

mora'ly. psychologically, politically. sociologically. etc.? Evaluation: How
well was the work done, considered from several points of view - technically,
morzily, socially, mimetically. and so on?

Since most hiterature does not seck o answer these gquestions directly, and
since they are, indeed., impofiant questions about onc’s respense Lo literature, 3
significant feap. of intuition, later to be supported through citation of the
Iterature stselt | 1 required. .

This approach to hterature has charactenized the better college clusses i
Iiterature tor 4 long time. What | propose here s that it also characterize the
approach to hiterature all the way through school. with modifications of the
questions o it the students” lite expenience and maturity . The better college
teachers have ashed exammation questions of the type, "1t is often said thit
Wordsworth is a st of pantherst. PDiscuss this comment., indicating what in the
poetry supports the comment. and what denies 1t I8 Wordsworth was no
panthest, how would you characterize his work?™

At the ~sinth grade level, one mught substitute Robert W Sery Iye for
Wardsworth. but the question would be equally scarchng: *“Now that you have
read several of Mr Service’s poems, tell me how he thought people ought to

fve’

Writing

o mwning something onginal, especially . that the opportunity tor leaps 1
presented. The evsay torritselt calls tor intustien as a condition to be meton the
waty toa leading idea around which an essay can be formed. Untortunately. the
writng o cssays 18 now usually delayed unul tarrly late 1 secondary education
It necd not be: children can be asked to deseiop an idea and state it coherently.
perhaps first orally . then in wnting.

The wrting of stories. plays, poems, signs - all meet the conditions for
intuttion we have stressed here . Unfortunately . mostte achers at the elementary
level are o preoccupied with the mechapics  capitalization, spelling,
punctuation - that they consider such orginal writing as a kind of dessert. Such
wTiting ought obviously to occupy a central place in the curriculum.

Mathematics

The great tradition of schooling is that we shail teach what is certainly true.
The reduction. or the emoval, of uncertainty is the great opponent of the use of
intwition. Nowhere is this unfortunate situation more obvious ‘than in the
teaching of mathematics as it was tsught un vervally until 1955, With the
hacklash against new misth, we seem bent on reasserting the tradition, bringing
to an end the kind of conceptually onented problem solving we have dallied
with during the past 20 vears Too bad. '
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In the new math, we had the appurtunity to introduce intuition into the
bastion of the true and the fixed—and the dull. Even in these “"back to
basics”"times, however. all need not be lost. It we will but deal with number
sy stems as human achicvements rather than as revealed truth, we can open the
possibilitics. A former student of mine told me that the concept of negative
numbees **blew her mind.”" | asked her how the teacher had handled it, but she
d1d not remember. What shé remembered was, not surprisingly. the flash of
mnsight.

The discovery of concepts would appear to be at the root of our purpose of
making intwition conscious and legitimate. In mathematics. when Nathen Lazar
of Ohto State years ago introduced his “abacounter’” which is a combination of
abacus and counters. students not only discovered some of the properties of the
number system 0 s most clementary form, they .dso discovered ratio and
proportion., and that one could base the number system on @ number other thun
our “ten  Durimg the thirties. when Harold Fawceett ot the sume institution
deseloped o course called The Nature of Proof™ in place of teath grade
peometry, hie was going n the same direction.

History

For an audicnce of people 1in the socral studies. [ scarcely need dwell on the
ntmtive possibilities i history . It children w ikl leamn that history iy ot astudy
ot the past. but of the records, always incomplete. that reman from the past i
the present, then they can begin to learn to think ke historans, which s tosay
they wilt have 1o begm 0 tind consistencies m the records by mtuition. fates
verthed

Frisng Hunt had o tavonite thustration ., based on s seventh grade class n Long
Islund. of chiddren beginning o lean how histertans do thar work, The
tHustration has the great advantage of Jeaving the chiddien with nota ““yes™ or
“petanswer to therr quest, buta maybe 7 The work consisted of secking the
answer (o the guestion, Iid the Prgrnims actually step ashore on Plymouth
Rock ™

The quest led the students back through the vanous tellings of this story. until
it ended 1 the memonrs of a Y0-veas-old man, twhling ot his childhood. s the
Plymouth Rock story true? it depends on how much credence one puts in the old
man’s memory. The conditions tor un intntion are met. Children oyight-muot
how story becomes legend from having saturated themselves in this account.

The general question that requires intuition in the case of history is the same
‘one that s the beginning of iterary scholarship: " How can this be?” “"How
could we have become embroiled in World War 17 Korca? Vietnam?” “"How
was it that Shay's Rebellion ook place? **How could the panies of 1870,
1893, 1907. and 1929 have happened?”” And so on and on, The great iy gtation
to intuitive thought is ihe question, Why 7

Geography

Geography av we hase known it in the past bears hitle selation (0 what
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geographers do. Map making and map reading arc only studies of the systems of
notation of the ficld. Geopraphers study associations of considerable complex-
ity. When a seventh grade class gt Onconta, under the tutelage of Rohen
Amold. studied the gasettes showing the sale of crops at ten-year intervals
during the nincteenth century «n Upper New York State, they found the sale of
wheat dropped sharply at mid-century. Why? Why did the land pse change so.
abruptly? Because of the introduction of another kind of geographical
phenomenon. the ralroad, which opened the vast middic west as a source of
wheat.

Putting these tacts together required imaginative leaps by the students. The
associations geography students study do notinterpret themiseb -« they require
corstant reinguiry. constant leaps as patterns of association are discovered.

Ncience

The usual il strations ot intuitive thought vome from accounts of scientific
discoverres. We have all heard of scientific discoveries, We have al! heard of
Newton and the apple. of the discovery of penicillin, and other serendipitous
aceasions, even though the tradition of scientific inguiry scems to contradict the
mtuitive, )

It s the argument here that INtwton s not erroncous superstition. not wild
myth. not ancient behets presersed in Jangian amber, but a aecessary finst step
m the procsss of inguiry . As such, the opportunitics i science instruction are
almost boundless

When | taught old- fashioned general science ina junsor high school
genyration ago. b carly found that the best way to grasp the students by their
minds was to present unsolved problems tor them to “*figure out.” | demon-
strated convection currents. and let them invent the concept. [ demonstrated wir
pressure, separated white hight mo e constituent colors, and so on. alwiys
oftening the phenomenon as a puzzie to be solved. Again and again. some
student would make the leap.

Thi« cannot have been an unosual practice. Theretore, when in the Scienee
Curmiculum Improvement Study . 1 obsenved hittle children discover the con-
cept. solution,” 1 was not surprised at anything but the age at which the
problem was otfered. When | observed the third grade girl leap from relative
motion to the rising and setting of the sun, 1 thought, not that she had made an
application, but that she had made an intuitive leap. Intuitive, because she had
to detect the shape of the idea. It was the shape she announced with her
surprised comment.

The Arts

Of all the ticlds widely offered to students. the ans pros ide the most frequent
mvitation to ntwitton This arises, perhaps. trom the bald tact that each of the
arts has s own anguage. which requires some Kind ot translaton, and the
makimg of an art object always imvolves some hind of transtormation.

One may say of he artist that he transforms whatever stimulus fromreality he
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is dealing with 1nto 4 kind of quintessential statement of his own. The leap we
have Seen referring to is always present in the ants. It is also involved in the
decision made by the particip at-observer to have an aesthetic encounter, rather
than a rationalistic encounter, with an abject.

For our purposes here., we may regard the artist, in whatever field, as a
maker a maker of an intuition into a statement in one of the ant forms. One
thinks of King Lear. for example, as a quintessential statement of the tragic
view of the human condition, or of Picusso’s Guernica as an ultimate stotement
of panic, or of the Muss in B Minor as a compelling stawement of the sublime.

. Similarly. when children make ant objects they reify their intuitions. Paint-

Sngs are prefigured, or adumbrated. In the process of making the painting,

whether the painter is a nanve child or 4 professioral artist, the prefiguring is
both altercd and filled in. The thought process involved ir: the making defies
deseniption in rationsghst terms. The ar st roceeds through a series of intuitive
[eaps. some of them so dramatic that they are called flashes of intuition. or
flashes of msight. '

It s because of the disunctiveness of the expenience of making a statement i
the arts that the hield s attacked so frequently whern a budgetary crunch oceurs,
and detended so passionately by those who have had such encounters.

I do not wish to charactenize the arts as pure intuition. Skill and thoughttul
planming are of course involved  What I mean to stress bere is that intuitive
behavtor is constantly invited in the encounter with the ans, and that unhke
other tields commonly oftered intuition s gereratly acknewledged to be legu
mvate That 1s why those who are afrad of intuition are afraid of the wts. Inthis
country . particularly, with tts strong Punitan tradition, intuttive behasior, and
therefore encounters with serious art. arc widely distrusted. though one can be
gratetul that this attitude s changing.

Well. we have marched through several subject ticlds, looking at !h& pos
whifities tor 7 tuitive behavior tn cach. Such posabilities have been relatively
casy to find, provided one takes a field ot as a set of established findings to be
“learned . that s, memonzed snd applicd  but s an array of problems.

Ruleg and Egrule

In general, intuition is solicited whhen one makes the given, problematic, One
of the interesting questions in studies of human leamning s whether new
intormation should be presented first as a rule and then by example - ruleg  or
first as examples, then the rule or principle--egrule. Ruleg appears to be a bit
faster. egrule a bit deeper. Why deeper? Because the opportunity for intuitive
leaps is greater when one seeks to induce form- a rule or principle or
gencralization-- from that which is unformed.

This does not imply that there is no intuition involved in making the leap from
a principle to 1its application  from rule toe g . indeed, since some apphications
of principles are far-tetched. one may say that the leap can go a constderable
distance. But the difference between applying a given form to unstructured
reality. and mterpreting unstructured reality mto a tom, would seem to imply
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basically different kinds of intuitive behavior.

The strategy developad in the new curriculum projects, those developed
since the fifties, appears to be inductive—egrule—in character. It has seemed
to the curriculum developers to more nearly correspond to the way each of the
fields actually functions when one conducts jnquiry in it, when one leams how
to think like a scholar,

Intuiiion and Basic Skills

It develops, then, that we are already well on our way to conceiving school
subjects in such a way as to encourage intuition. If we can continue this process
to cover more of the subjects we offer, we will have encouraged intuitive
thinking on a broad scale. What stands in our way is the notion of skill
development. There is a whole array of skills we must offer—spelling, decod-
ing English and foreign languages, and vocadonal skills such as typing and
drafting. Our tradition has been to offer only a drill strategy for teachirg them,

Drill. essential as it is, 1s the least intuitive form of behavior. | have noticed
that in Europe they do not make drill their only strutegy. In the polytechnic

_hools in Poland, for example, students are given basic counstés in electronices
as 4 condition for learming to be electronic technicians, In this country. even the
simplest aspects of medical technology require knowledge of some components
of basic theory. It is only in the schools and in large-scale manufacturing that
people are teught know how in the absence of know-why.

Apphed to schooling, the introduction of intuitive thinking into what we now
see as skl yubjects would lead s to teach some aspects of the history of English
lang uage when we teach spelling. to the end that studerts come to a realization
of English as encapsulated history . Students would not merely learn to operate
computers; they would reinvent them, beginning with Hollerith cards. They
would learn, as they do in some European schools, the basic physics behind the
operation of metal working tools. They would learn some French philology as
they learn to read French. And so on. Inevery case, we would ask our students
to learn m what sense the given skill s (or was) problematic.

Core Curriculum Revisited

There remains one other “aspect of the design of the curriculum to be
considered: that which transcends discrete subjects. Social studies is almost the
last of the ““broad ticlds curmicula to have survived the demise of progressive
education. With its combination of basic social sciences, it invites the Kind of
bridging generalization that requires an intuitive leap.

The soctal studies people. historically. tried to accomplish such leaps by
seeking to deal with real-world problems. knowing that such problems trans-
cend and combine the basic social sciences, Transportation, or ¢rime. or
housmg. or health  all of these and the other problein areas like them are
imterdisciphinary in character. In the old days. a gewration ago, these were the
kinds of themes studied under the rubric, “core curriculum.”” The core cur-
riculum. so named. is tound only in a few schools now, though some of the
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clements of core ha ¢ become commonplace under other means.

With respect to the larger aspects of curriculum design. [ propose that we
reexamine the core movement and attempt to continue its development without
repeating its mistakes. The principal weakness of core as it used to oxist was
that the treatment of these great social problem areas was often superficial, and
sometimes mistaken in concept. To avoid this Kind of problem, we nced
well-developed curricular materials and plans that ask the kinds of questions
that lead to intuition. while providing the Jduta (remember the point about
s saturation’ ) needed to proveke the intuitive leap. and at the same time
offering the criteria according o which the gencralizations made about these
great sweeping themes may be evaluated tor their sufficiency. their applicatnl-
ity. and the degree in which they take account of the data.

This is a new-old proposal. What is old about it [ have reminded you of by
culling it by its old name. core. What is new about it is the introduction of akind
of discipline that was missing duting the thifies and forties. when core was in
the ascendant.

A somewhat similur motve can be made in other broad ficlds  the arts and
humanitics. the wiences and math. the career ficlds. Since those i the sl
studies have the longest experience with the problem, pechaps they should take
the lead. ®

in Summary

In these rematks. F e otfered certam proposals and notions about intuition
and s relation o curmiculum design. What they come down to s this,

b Intustion 1s Bihe msight, of an imaginative Jeap. and s oanecessary fint
step i the process ot thinking.

Y There are two (perhaps more ) requirements tintntion is to take place.
one must become saturated with the datie, and an occasion for putting the data
together must be offered.

1 There are opportunsiies tor intaton i all the standard academic subjedts,
prosvided gy are tahen as imodes of inginrd

1 The oid broad Ticlds movement needs o be revined and repnenated

DISCUSSION

Intuition First or Last? )

Jack Nelson: It seemed to me that you used what you called Infuttion. the
Jeap. meaning i last step. as if st veere afirst step. Is it only aTirst step, orcan it
alser be g last step or i miaddle siep”

Foshay - It could oceur at sarous ponts along the route. I think 1t ss pecessary
(o1 think -0f 1t as the fiest step. sinee what you are presented with s Professor
Kuhn's.w attérbramedness © You hase a lot ot gnorganized matenal and you
want 10 impose some hind of torm upon it This dispasition to desclop a torm
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Aruitoxt provided by Eic:

out of random dutis is what | am calling a first step. an intustive fieststep. atrial.
Nelson: The problem | find. | guess, is in the linguistic hicrarchy . which s
presumed when one talks about first step. A “'tiest step™” implied that some-
where along the hine yon are goang to do something that is better, grander, more
complete, comprehensive, or whatever. It seems to me that some of the
cxamples of intuition that you used and some that | can think of are Kind of
nurtured inside, and may be the Last step. and the most important one.
Foshay: Frhunk this could be a quibble. Have you seen Preasso’s drawings of
Guernica -4 set of perhaps 2007 He worked over the major themes of the
pamting agan and again and again. Bvery one of them, every drawing., |
suspect waspreceded by a kind of intuitive tlash. It 1 remember comrectly, the
horse became a bull and some of the people appeared and disappeared from the
pamnting as it cvolved on his drawing borad. One could say that in the cammying
out of the 20 preliminary draw ings, he was saturdtmg himeselt with the panting.,
and tinally that he made the leap and completed the pamting. That would tit my
formulation Or you could say . as | prefer to. that he begins with an intwition
about & pasnting and sketches itand then revises that agan and 2gam and agam
The ditterence s not i very smportant one. | think it s 4 quibble.

intuition and Insight

Gerald Marker: 1 would Bhe to go bach 1o the imtuitive insight, (o those two
terms that sou used. You characterized the " Aha’ experience as an sasight,
which seems to me s the immediate dawnmg on the person of how things i
together That seems to me to be ditferent trom an inttion. Wath intuition, you
dor pot guite hnow why vou teela certan was or think vou know somethimg. It
pressed for greason. youotten say . " Gee. Fdonothnow " The two seem to me
to be quate Siterent, und vet vou have used them almostinterchangeably in your
remurhs

Foshay . Fhink onc s almost a case of the other. Again, this may aot be worth
pursting: this Kind of distinetion mas ot make a difference. The " Aha.™ it
seems fo me, s more of fess an annouacement that something has b ed. It
may he an announcement to one’s selt or to somebody chse. HfFeter to think of ot
as an mtuition. o ashoof munsion. My anpression s [ say this with some
doubts  that mumtions, certanly m my own experience of them, have always
been a sort of sudden falhing together of stutt, It may be dramatically sudden
and you say. 2 Aha' or ity be,as m the case of my term paper. something
that Lasted several hours. But, you il hgse the feeling of drama, of sudden-
ness. One tends to remember these dramatic mcndents.

The Anatomy of Intuition
Peter Dow . Fwould The 1o pursae a hittle b the gquestion ahout ntaiton 1t
strtkes me that what sou did not say much abont was the writing of the term
paper: that s to say . the ntmtion was fhe st step. but then there s the active
communication, the transmission of the insight. How do vou rebate those two?
Foshay Well, m this instance  and T hase read accounts of this experience
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among major writers and composervi—in this instance, I had a very strong
teeling of simply writing it out. It was all there. Anybody who could type could
have written it.  had the feeling that I was just doing a clerical task at that puoint.
Maxine Greene: | was thinking along those Iines. | was remembering a little
essay written by Matisse on how a painting comes to be. He was interested in
the way the intuition gets embadied. and he tound all kinds of clues in the
medium itself, & he kept working. Do you feel - isn"tit possible that intuition

 works hke thai. too, somchow in respunse o the very development of the

lsnguage or the medivm? ’

Foshay: You remind me of found art. and then | go from there to the kiad of
aesthetic dectston one makes with respect to something tound. You decide 0
fook at it acsthetically  Is that intuitior * | think it is clearer it you call it a
decision ’

Greene. | agree with that.

Foshay:  anaesthetic decision. B you are an artist, you now mount it s that
other peopke will hase the same kind of eacounter with 1f, and they think that
vou have seen the thing intuitively in this frame and in this mounting.

Greene' As somebody said betore, 1 do not hnow what I think until 1 start
writing. and that s why [ think so much about the place  the whole shapig
process  of the raw matenal.

Testing the Results of Intuition

Stanley Wronske 1hase some concern about Wells Foshay s apphication of
an ntuitive approa.h without a recogmition of its inherent phitosophical imsta-
ions. | thimk vou would readily agree that if o student came té the conchusion,
atter the U S Gosernment announced a rationing of supar, that the intmtive
thing to do s o go out and buy sugar and Jock up. for the general good. this
would not be o desiable Kind of action tor eveiybody to pursue. And | am
wonderigg o there aren’t other Kinds of socrally sigmticant actions which. it
they were pursued on an intuitive appronsch. mighd be counterpraductive. or
antisoced :

I mention this because even though hase been tremendously impressed by
the extent to which something other than a cognitive approach can he usetulina
wtal studies program. | do have some reservaiions about exceeding ity
phalosophical load limit. 1 am impressed by the fact that whenever you or many
of the other speakers were asked o give cxamples, trequently the kinds of
exsmples that were given were a painting, of some such kind of personal selt.
awareness or personal consciousaess. all of which are good. but which may
have hmited applicability to the real social world and to the real social and
ceonomic and political pmhk:m.s'. I want to raisc a flag of waming or concem
fest we exceed the phifosaphical losd Timit of intuition and other Kinds of
approaches o knowmng

Foshay | would like to respond to that | think that it i helptal - and Fdonot
know any other way to put it 1 think its helptul (o recognize this kind of
hehavior that i 10 all of us as simply a fact, notas a moral fuct. simply a fact. it
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is ne more moral or immoral than a thousand other things we do, including
dreaming. far example. which we have discussed. Once then subjects it to
various tests, moral tests. For example, 1 do not doubt Hitler had intuitions
about Jews, There was no check on him, so the intuition led go a ghastly crime.

1 do not doubt that there are intuitions among other criminals in the world.
So § would separate the process of testing, putting limity and o on, from the act
iself. und consider the act, in many cases, as @ risky matter.

Patricia Johnson: How do you evaluate intuition, and where does the evalua-
tion fit into the classroom?

Foshay: | have not thought this through. Thave thought about it essentially in
terms of research strategies, in, which one begins with some sort of intuition
which leads tosome hind of hypc:(hcm which you eventually test according to a
well-known set of conventions.™

. . . N . -
I'wonder it there isn’t an equivalently well-known set of conventions that

vould b applicd i the classroom. For example. does the intution take into
.umunl all the datat it needs 1o take into account, or does it nged further work, or
i 1 sutticient unto itselt”? Can it be tested? Can it be veritied? Can it be made
public and venitred through public gvammation? These are the hinds of criteria
that oceur o me. They were not carnied out well enough in the old days of core
curniculum, which is why [was eritical of it and so somie sloppy work shipped
through becanse it was hot tested or examimed criically.

The Literature of Intuitien

Michael Werthamer: Thase heard many different terms. We were toid not to

mahe up new dichotomes. but the term mlmuun'“ has. | thinkh Theen used in

sour presentabion mwass that can be considered close to Ny nnn)muus with the
ferms msight.” productive thinking,”” “@iscovery.” or *tinguiry.”” 1t his
wnie ot the elements of all of these: and there s, of course, an extensine
htctatute on the psschologys of creativity.

[ think of 4 book edited by Brewster Ghiselin, Fhe Creative Provess € l‘)‘i"!
which provides excanple atter example of the dastmintive process that preceded
the jelhing ot some nigor discovery, whether sCience oF 1n mathematics of
what luse vou, '

John Dewer s How We Think, pubtished m V10, is also pertinent. Further,
Robert Sessions Woodworth. in a monumcental hml} published in 1938, Fx
perimental Pawchology . devoted two chapters, or Problem solving behavior
and on thinking. o the psychology of creativity. The second of these contains a
substantial section on Graham Waltas The Art of Thought (19261, which
claborites on af feast two of your steps. Wallas suggested that there are tour
sages i creative thought pu;.umnun casentially @ matter of immersing
oneselt mthe tield. tollowed by incubation. analogous to the time you went out
fpr the humburger and cheese. when things just did not work and you occupred
yourselt with somethmg fightly difierent: then came the cru;ul stage of
Mummation. what vou have been calling. | gather. " mtmgon " The tinal step
i Wallas' system s senfication. in which you see whether the intuited solution
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actually works or not. This sequence, incidentally, is nm unlike the one that
Dewey described in his book.

Max Wertheimer wrote a book, puhhshed posthumously . Productive Think-
ing (enlarged edition, New York: Harper, 1959) which details this kind of
thinking in example after example. including processes of verification, since
there are better and wonse intaitions or insights, good errors and bad errors. His
examples go from something as modest as understanding why the area of a
parallclogram is height times width, through some of Einstein’s insights that led
to the theory of relativity.

Also, a hook was published in 1962, edited by H. E. Gruber. G. Tervell and
mysell. entitled Contemporary Approaches to'Creative Thinking, i which
many of these same ideas again come up in slightly ditferent ways. Jerome
Bruner, in the first chapter of this book, characterizes the creative product as one
that produces “etfective surprise’’- - a subjective state that people can experi-
ence even at the first grade level: itis essentially an understanding of something
that presiously was murky.

H l!']]}* it is high time that this abundance of matenal gets h.ul-. again into the
schools, through the back door of new terms like Gestalt therapy., or whatever
particular terms one happens to like. Atany rate. it should be recognized that
there i i long history o the role of msight in ““real™ leaming.

Many Paths to Truth

Suzanne Helbum: 1 have been impressed in this conference with ways in
which kernels of truth can be stated in such varying ways. That is one way to
find truth, we all approach things trom different way s and we verity the results
apainst cach other.

[ want o add an insight of another nincteenth century genius, Karl Marx. He
was very concerned about the course of human history . and therefore about the
relatsonship between man and nature, and saw these as two faces of the same
development  human consciousness on the one hand, which is a process of
development, and nature, which iy the outward matertal manifestation of
human consciousness. These two things cannot be detined separately . They are
one iand the cime. They are @ unity of apposties.

It scems that this is a very important insight for children to get, and itis very
smportant lor teaciers because what it means is that human insvight cananot
come “xcept through one s reaction to the outside world. This is a developmen-
tdl process that goes through time. This is one definition of progress--
contmuing insight, contmuing develspment of human conscrousness, continy-
ing development of the material world. It could also be a very desiructive
development. Tt does not necessarily have to be progrgts. Byt. | think this is an
important kind of idea. From this point of view, all knowjedge 1s insight.

Foshay: Finally, yos

Tedd Levy: It seems to me that some intuition oceurs without a great deal of
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knowledge, and | find it difficuft to accept the idea that saturation 1s necessary.
as you had indicated,, and 1 wonder if you cm?bex lain some more about that.

Foshay: My own view is that the information is agver complete —never—-as
tar as | can magine. 10 always more or fess incompltte. By saturation, 1 mean
complete commitment-- saturation in whatever knowledge or whatever data
one is trying (o interpret. It could be sparse. That is why 1 included the
illustration about the streotyping of the little girl.

You gise something i vague as “this is a girl.”” and you add. “*she is nine
~ vears old. " Do you know enough to do anything yet? Well. you donot, really.
So. you add 1 hittle more. At some point you have enough so you can begin to
form a stereotype. So. that is the response. That is to say. it s a question of
greater or lesser intormation. never @ question of complete information as
against mcomplete information.

In the case of my sllustration of Arnold’s poctry, |did have the engire
published works and | had saturated myselt for a long time. going over them
agann and agam, and | eould hase gone over them another three monthe. Whit
we encoeuntered was not all there was to be encountered.

External Checks on Intuition

Dow: Lam still way back with the business of your paper. and | think that you
have suggested more than yor really have admitied about the relationship
between mtuitne thought and someth mg clse. You rcterned o the writing as a
clerical tash. But it seems to me thas 1s as crucal a task as the insight, that it
the rational transmission of the act of public communication, the testimg of the
validity of the insight. There v a continaing provess; the paper pets read. you
get feedback ., your insght perhaps becemes retimed as & consequence of that.
But. aren’t you saymg that the two modes do interact?

Foshay: | do not, ne. In my illustration, 1o was diamatic because the paper
was complete in my mind and | did not have to write 1t down to know what it
was. | could have feft that as o wtally povate event. Things hike that are not
common. but they do happen. Fdid no really Bave to subject it to public view k.
make itany mese real to me. Marddhalt MeLuhan s a b Joyee man. and he hikes
w ik about outerances maiead of utterances. one could have ““innerances.”

Joo. Sol was describing an “innerance”” which was complete and satisfying to
myself: the rest of it was ot of a chore. although | do like to write.

Lippitt: | am wondenng what difference it made whether you had some
self-confidence that you could produce something, and whether there was some
relationship to an approval system. Many Kinds of data could have avery strong
influence on whether an intustion would happen.

Foshay: | think you are quite right. T will tell you, § was trightened. At 1
o'chack T sull had big doubts about whether anything was gomg 10 happen. o
there was this big sense of emotional release when something did happen.
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 CHAPTER 5 -

S
KNOWING, FEELING, DOING

Ronald Lippitt and Eva Schindler-Rainman

Lippitt and Srkimlfe*r«i«'ainman offer us a highly practical paper on the
necessity for actingtas a whole person. They point out that it is action,

. especiaily, thai tends to be overluoked., and they offer many suggestions for

the linking of knowing, feeling, and daing. For them, there is no guestion
of dichotomizing. Any fragmentation of fractioning knowing and feeling is
destrictive to people.

It is in this paper that another theme implied by mhers. emerges: Lippitt
and Schindler-Rainman have a vision of what a person should be, and by
implication, how society ought to be. It is fair to characterize their position
as zealous, though they themselves are much too down-to-earth to be
called zealots. There is a pervasiveiv mor:l sense in what they urge upon
us. Their illustrations of unlinked persons are full of pity. They ask us to -

. celebrate successful linkage when we achjeve it or find it, and *hey ask
further-that we overcome our unwillingness to celebrate successful von-
duct. One comes away from their paper and the discussion that follows it
with a feeling that one has been in the presence of leaders witha mission in
the world, and that the mission is holistic and healing.

Although our phenomenal world jnvites us (o assumptions about penvons as

~wholes. all of us are well aware that each self has many aspects and functions

which may operate with more or less integration or disharmony. The focus in
these papers and discussions is primarily on thie complemeniarity or the frag-
mentation, the mlegramn or the dysfunction, between types of cognitive
processes—that is, between metaphoric and linear aspects of cognitive func-
tioning, or between scatterbrained and hicrarchical organization.

In our reflections, we want o focus on only one of the divisions within gach
person. We focus on the division between the functions of knowing, of fecling.
and of doing.

We mean by knowing such ingredients as descriptive categories, metaphori-
cal images, intuitions, assumptions. inferences about causation, generaliza-
tions, conepts. judgments, and clarification schemes. We are all familiar with
the kinds of notions we have about .knmvmg

In feeling we include the many affective stites: love and ha:e amue(y and
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confidence, caution and boldness, paranoia and trust, anger and peacefulness, |
sadness and happiness, and so forth. -

And by doing, which has been paid least attention in education, we mean
such indicators as skillful, implementing. causing resiilts, role-playing, risk- *
taking, acting. demonstrating, mle modeling, and a variety "of the motoric
functions.

.Most statements about the process of education assume that **the whole
person’’ is being educated, that education results in some kind of integration of
appropriate knowledge. motivations. emotions, and skillful behavior in various
roles. We find ourselves puzzied by the evidence that, knowing a teacher’s
information about educational theory and plans for teaching a lesson the next
day. it is not possible to make a prediction of the teacher’s behavior in the
classroom the next day. The correlations tum out to be zero.

We are also puzzled by evidence that knowledge of what is good behavior
and that valugejudgments about right behavior do not differentiate between
recidivist delinfjuents and **good boys'” in the same city, and that feelings about
self and others are often quite incongruent with actual judgments about and
behavior toward self or others.- . ¢

We believe these lacks of linkage are one of the most serious pathologies of
human functioning—a most serious loss of resources for a satisfying selfhood.,
on the one hand. and productive contributions to the community on the other.
And we believe these lacks of linkage are, to a significant degree, caused by and
supported by the nature of the child’s and adult’s educational expenenccs

We have organized this paper around six questions:

1. What are some typical examples of non-linkages and their consequences?

2. What are some of the conditions in the educational process causing lack of
linkage or dysfunctional linkage?

3. What are some of the cham.lensm.s of personal functioning when we
have effectivc linkage?

4. What are some of the characteristics of the educational process that result
in the wholly functioning (well-linked) person?

§. What are the applications of this analysis to systems other than formal
education? '

6. What are some of the challgnges for all of us?

Examples of Non-linkage

, Here are some cxamplcs of non-linkage, with some of the possible conse-
quences . ) e

, For example a person says, ‘1 know blacks have as much potential ay do
wh ** That is knowledge. And yet, because of his particular life-style and
experience background. he cannot belicve this. Feelings do not match knowl-
edge. and so it is difficult to act congruently toward blacks. A consequence of
such polarization of knowing, feeling, and acting may be ambivalence, guilt,
.defensiveness, or other pattems of coping with inteaself conflict.

Another example: 1 know that teachers have a job of teaching me as a
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student. 1 know that getting good grades is important. But I dislike the teacher ,
and 1 like the two friends | havg who feel antagonistic toward that teacher.™ A
consegifence of such fragmentation of knowing and feeling may be not listening _
to the teacher, rejecting the acquisition of knowledge and skill.

Another example: | remember my music appreciation class in eighth grade. |
remember Verdi's Anvil Chorus. and | remember looking over at Marie and
saying to myself, ‘| am going to get 100 and be ahead of her this week in music.
appreciation.’" : ' .

Now, | do not remember any feelings about the music and | do remember that
when | went to that opera as a young college student, the major feeling { had
was, ""Gee, | wonder how many are appreciating this more than I am?”

And it was some decades later that | went to that opera and | had :eclings
comgruent with what was going on,"and I was able to enjoy it.

Aqother example: ** As a teacher. 1 am feeling angry and frustrated by the
sadistic hehavior of a child toward a weaker peer. | know that severe punish-
ment, which comes to mind. is not likely to provide a leaming experience for
the offender. " A comsequence of such a conflict of knowing and feeling might
be the dominance of one modality—punishing or suppressing—or it might be a

search for an integration of data from both, or avoidance of the problem-solving
" effort entircly.

- Again: **1 know what politicians are duing wrong. in notcarrying out some of

the mandated housing regulations. Especially, 1 know what is not being done

_ with affirmative action regulations in relation to single females obtaining

housing.”" 1 feel angry about the untaimess of it and feel no support for my

needs. 1 also see therefore no acl%:msﬂviliticﬁ for me. The consequences of

this kind of frustration between' knowing, feeling, and doing might be the

feeling of fight and commitment to change the situation—a stronger commit-

- mentto fair housing. Or it might be feelings of impotency and depression about
**not being able to do anything,” or loss of interest in the whole thing.-

Another example: The teachers who know the importance of parent-teacher

conferences and feel very anxious about interaction with the purenis—even

threatencd. They perceive the lack of skill in themselves in having effective,

meaningful parent conferences. The consequence that is rather typical of this

lack of linkage, of knowing one thing and fecling another, is a feeling of

depression and incompetence because of lack of skill, and a disposition to

rationalize the non-value of parent conferences. Thoughts and feelings might

! include: “*Maybe the conferences would not do any good anyway: parents

_ aren't interested in kivls," * Well, 1 should not have yorried about it,™ or “I'm

- not going through this again."’ <
Thesc then are & e vignettes to remind us of the many pattems of non-
linkage or dysfunctional linkage between knowing, fecling, and doing in the
evfryday operations of our educational programs and efforts. :

Sometimes the parts of the self gre polarized and function competitively

, rather than functioning collaboratively. Sometimes knowing dominates feel-

: } ing, of feeling floads out knowing: often knowleGige is | rewarded and feclings

,
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are ignored, disciplined, or suppressed. As aconsequence, not all the resources
of the self are available for leaminz or for the utilization of leaming. Therc is a
variety of rehctions: ambivalence, apathy'. unawareness orinhibited feelings.
feclings pf futility, impotency reqanding self, and hostility and avoidance.

Conditions Causing Lack of Linksge

What arc some of the conditions of socialization and education which cause
lack of linkage or pour linkage? (There can be linkage. but of a dysfunctional
sor. ¥

First of all. there is the fear in most learners of risning action, of linking
knowing and feeling to the more valuable function of action. The young have
leamed that when they experiment with action the chances ase, studies would
say. 1210 1 10 5 1o 1 that they will be criticized or punished for the Joing effort.
They learn quickly that it s much safer to think and feel than to do.

A second condition: the curriculum provides very few designs for practicing
deing without playing for keeps: there are few situations in which altematives
~ «anbe tried, conwyuences explored, and skills pertected in conditions of safety

"and supportive feedback. This, by the way, is jus: as true of the teacher leaming
process as it is of the student fearning process.

The third condition arises from the fact that most of the rewards for Ieammg
efforts are for knowing Tacts that can be poured back out on an examination. |
can remember giving all the facts and getting A’s. but | could pot really recall ©
them later. [ could recall my feelings about the teachers and the situation. Better
~ leaming 100k place when [ felt good.

. The rewards are for kearning effosts and forknowing. and closure is usually at
that pomt. If you can summarize the knowledge., if you have gotten the concept.
if you use the facts to derive peneralizations, you are okay and apmwal is casy
to receive. Connecting knowing to feeling or to doing is not pan df the reward
procedure. Emphasis is placed on critical understanding snd on analysis of the
behavior of others. In fact, stature is accorded to the eople who are pen:epme
critics of others. -

Another restrictor is the Punitan cthic. The Puritan ethic offers strong
guidelines for many of our educational demcanors. Many feolings are not.
nice——especially hostile ones. You should not express them, and you should be
uncomfortable about even having such feelings.

Closely linked to the Puritah cthic is the belief that we are supposed 0 be
close W some image of perfection. in our achicvement and in our morality. So
our grades show how far short of perfection we are sather than how much
progress in growing we have made. This greatly inhibits the expenmentation
we need (0 link knowing with feeling and doing. because of the revelations we
would provide to others about our own lack of perfection.

. Then. to ahigh degree, the inguiry ingo lul?[zs is missing from the agenda of
. teachers and curriculum developers. Teachers feel inadequate, uptight,
shreatened by the sharing and exploring of feclings and the creative use of data
- about feclings as a part of any inguiry process, '
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' There is also the avoidance of the responsibility for impact on the whole
penon. In addition sthere is the fear of reciprocal openness in sharing feelings.
Both are avoided through fragmentation of learning.

Teachers are also.pressed to cover certain materials and so really see very
little time to link knowing to the utilizing of knowledge, to feelings. to setting
goals and developing action plans. In many areas of mcm studics, the linkage
w doing might be risky for the teacher.

One of the things that often comes up when we !quk at ﬁeld experiences. or
students trying things out, is the teacher who says, “"Well, what if they goof?
What will happen to me? How will I look?” Or, when we make x simple
suggestion to have open house where cverybody's work is available for parents
to see. and sou could have just a wonderful evening sharing what some people
do better and some people don”tdo so \ull the teacher s.ays < Oh. but how will
[ look™?”

Very tew teachen have had the nppunum!y to leam and develop the skills
needed to credte leaming situations and sequences which effectively link
knowing. fecling, and doing. Even it they wanteg to do it. there is very little
skill or know-how available to them to do it i _

So. for these and other reasons, the designs and opportunities for learning
which the young and the olders experience tend to stimulate and reward the
development of a fragmented. divided self. This self comes to ignore the
retrieval of know ledge from doing that is criticalligaeeded for the development
of an open, whole person.

*  Characteristics of the Linked Person
We shall aow take a look at some of the characteristics of the linked person.

* Lot us think about what it would take for a person (o have the opportunities to

develop the linkage of knowing, fecling, and doing.
© 7 One of the characteristics is_that both knowledge and feeling data are
atcepted as sources for aeftform. that the person has a model of the total utilization
of selt’ and understands know ledge. feelings, and actions as linked and intende-

pmdcm
. Secondly. links are made between appropriate goal$ and cffective action
» So._____steps by the person, and these are  guided by knowledge and feclings leading to
congruent. skillful actions which represent both knowledge and feclings.
Third. the linked person is able to leamn through both knowing and feeling. in
a variety of settings, and is able to link them to doing. .
Anather point is treedom from the one-answer posture. Certainly. the well-
linked person has a variety of possible cognitive alternatives and action alterna-
«tives available ay a part of any kind of meaningtul, easy flow front knowledge to
goal setung to planning to acting. Living wjth the commitment to altematives
and the commitment @ making decisions among alternatives is certainly one od
the bases of a creative leaming process.

The linked persbin has self-acceptance. and treedom to celebrate is one of the
characteristics of self-acceptance. Yquscan't very well celebrate if you do m

*
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have self-accéptance. ﬂieemumuuumtfouelfmmceMmm
from celebration is an important element. Mtenyounkmchessmlmkuhow
to celebrate the fact that we have gotten somewhere, or that we have finished
something, or whatever, they are really presty stuck; the word *‘celebrute™ is
fairly uncomfortable for them.

Anoﬂmnmﬂmtchmmuﬂmdnwenlmkedmwhohmcm
give and take evaluation feedback about knowledge and feclings and translate
this feedback into intemalized notions of new and better actions, *

. A final characteristic is that the well-linked person is williag to risk action -
based on the integration of knowledge and feclings and has developed the

. readmessmnskmﬁzmgmesemourcesofkmwmgmdfeelmgmmmm
i+ commitment.

Characteristics of the Educations! Process to Develop the Linked Person

The fourth qutsfion we-asked was: what are the characteristics of the
educational process that result in the whole, well-linked person?

We feel that education can certainly be a major factor in tl'ledevelopment of ~..
the whole linked person—that ideas and methods ardavailable, and so are
teachers. lfteachemdonothnowmeldeasandmeﬂ.ods they could certainly.
leam through workshops, in-service seminars, etc. thstmesklllsueacqmm-
tle for use in the processes suggested below.

In order to encourage development of linked whole persons, the tack for the
teacher is to give opportunities for leaming behavioral skills through practice in
*safe’" situations, with opportunities to try out and to experiment. Here is an
example. Think of someone whn is hoping to leam how to make a speech. K is
heipful to know how to write it out, and to know what the outline might be for
making a good speech. It certaialy helps to fecl confident about that and to
know the content. But the real trick comes in giving the leamer the Spportunity
to practice and repractico making that speech before he or she has to do it for
real. We find, in all of the training we do, that onc of the things that people most
appreciate is getting an opportun mgaﬁersmnekmdofﬂmymmorn
discussion and after letting out oftfleir feclings. to translate knowledge
and feelings into skillful try-out action before (hey have to do it in actual
situations.

Another major characteristic of the curriculum for linkage lsthelegtt:mmng
and creative coping with feelings among leamers and between leamners and

- A favorite client group of ours at the moment is a fifth grade class in which,
on a two-week basis, the students have a series of ratings that they have agreed
on with the teacher. There are six weighted scales on which they indicate where
they sce her, and draw little asrows to where they wish she were on the scaie.
While they are, doing that, the teacher is doing a set of ratings showing her
feelimys about as a leaming group. They exchange both feeling data and
specific cognitive data. Then, afier the Little Research Committee puts the data
s from the students together and gets the teacher’s data, the data are put up on the
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boand and they negotiate goals for improvement. The fact that it is reciprocal
- rather than a one-way process is onc of the critical aspects.

,As the laie Douglas McGregor would say, students are willing to accept
influence from a teacher in the degree that the students perceive the teacher is
ready to accept influence from them. It is this kind of reciprocality in the area of
feclinge that seems to us to be one of the important conditions for growth and
leaming. -

Anather is feedback by th~ teacher to students on both tne knowledge
acquisition and the expression ot feelings as guides to linkage to actions. ft is
vital to connect feelings to postures and conclusions about altematives for
action. It is importanto avoid the notion that we seek to link a particular set of
knowings and a particular set of feelings that belong to everybody there.
Rather. there are integrations which everybody has to wark through and has to
be helped to work through. and there is a variety of altematives available. _

Another churacteristic is empathy training. We think it is possible for
lcarners to leany to diffcrentiate feelings, thus becoming more sensitive to theis
own feelings, and also 1o those of others. This is not exactly stepping into the
shoes of othery, but becoming sensitive to their feelings. '

Students can leam to move from the purely competitive feclings toward their
peers 10 feelings of help and support. Perhaps it is possible to help students leam

" that when they are really good at something they can help others be good also.
For example. a student who is preat at swimming coyld be helped to see this
ability not oply competitively but also to sec himself or herself using this skill to
help and suppo:t others to improve their swignming as well.

Anothgr classroom has a sign in the back of the room: *"Who is Good at
Doing What Around Here?”" And each student has a sign about his or her
strengths. They have interviewed each other about their skills, such as shooting
baskets straight. jumping rope right, math. ¢tc.—and it is now a sign of strength
in that room to list your abilities. The number of kids another kid uses for help in
a given week is ome of the things they arc proud of. The teacher has a shedt up,
tew, about the kinds of things he or she is particularly good at so that the kids do

*  «~ not begin to think that the teacher is good at everything, and therefore can be
more selecfive about their requests for help.

Students we-interviewed there recently about how they felt about the teacher,

« said: **We have an awfully good class. but now the teacher spends gn awful jot
", of time over at the desk alone. We wonder if she'is wasting time. " ghe
rely on themsclves more, and the teacher less. . ' \
- There is ahother condition for producing a linked person. namely continudl
activities that support linking cognitive awareness and feeling to images and
plans for behaviorsl actualization. Supporting some kind of a sequence of
deriving goals, of assessing altematives, of planning and practicing first steps

" of action, is crucial. It need not be John Dewey's sequence of steps. because
approaches vary tremendously from one student to another. .

Another condifion that we have coge to feel is important is the technigue
known as intemal dialogue ) developed by John Rickman, a psychoanalyst in

¥
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Landon. He déveloped the idea that although we tenid to thiak of a person as 2
whole, the person has within him an internal group with dialogue going on
between voices or different parts. The problem is one of achicving awareness of
and sensitivity fo the variety-of voices within the seif. ..

- The internal dialogue method encouraged students to make explicit their
voices,. through writing a dialogue, s though it were a_script, of the various
voices they can hear within themselves and how they really feel or think— -
incluling feclings of ambivatence, foy example. Students might writc a
dislogue about how they feel ahout taking a qualifying exam for college. stating
the voices that are supportive as well as the voices that are scared ‘or non-
supportive. L !

When starting an extension course with teachers, we ask them (o write 1
dialogue on all the voices within them that are wi.aing they were some place
else rather than taking this course, and the voices supporting their being there.
We then ask them i share ‘those diatogues. Togetherwe discuss the legitimacy
and the relevance of this dinfogue and the variety of feelings and motivations of
different students. :

Another factor to be considered is the development of both process and task
awareness. We often do this through what we call stop sessjons. That is, while a
group is doing a task such as a small group of students studying togetlier for an
examinatiog. they can stop halfway through their studies and look at how they
feel about their preductivity.We usually do it on a four-point ruting scale—
feeling very productive, somewhat productive, not so productive, not at all
productive. We ask them not only to check how they feel, but to jot down why
they feel as they do. Then we ask them o joi down and discuss what we could do
10 improve the way we arc working together so we can be more productive. Ifit
is in an hour's meeting, we do these short stop sessions at the half hour so the
group members can immediately use the suggestions themselves to improve
their processes. This is an example of integrating fecling data with task work.

Another suggestion is for help in becoming sensitive (o and skilled in buth
werbal and sonverbal communication. For example, recently there ‘were ten
Jesuit priests in a workshop who felt that their vigbal communication was pretty
good, but that their understanding of noaveial behavior, both their own and
others', was zera. They were given opportunitics lo practice several kinds of
nonverbal communication exercises. They became more’ comfostable with
themselves and each other in both the verbal and nonverbal reatms. Then we
looked at ways to transfer their integration of verbal and nonverbal sensitivity
into teaching and helping students leam.

Another of the crucial conditions is that the teachers recognize and accept
students who have different leaming styles. Some students can leam working
with peers. Others have fo be alofie with a book in the library. Othens have t be
out in the comununity having a project. There is a whole vagicty of difterent
entries into the learning process, all of which nepd the support of this kind of
linkage. but in which the entry might be a quite different entry from one student -
to another. ‘

100

1us



™

Also, teachers need really to leamn how to reward the carrying through of
probiem-solving patierns, moving in a creative way from inquiry and diagnosis
to goal setting, 1o exploring, (o action trying, to exploring feelings about their
altematives .-and evaluating and retrying. Those patterns are what need tp be
rewarded, rather than the closuges that stop movement from the knowing to the
feeling aspects of self. . _

" This is just u small sample of the kinds of methods of affective education, of
problem-solving education, of reality-practice educatiqn which have become
available, tut still very little dissominated, still very little undenstood. and
certainly very little emphasized in teacher tgining programs.

. The resources are available but there is, as yet, very little support fors the
dissemination activitics.

Applications 10 (ther Systems

The reflections above on individual leaming also bave some implications and
paraliels in the group, the community . and the organization. This is interesting.,
because the indic idual is imbedded throughout his life in face-to-face groups
like familics. classroom groups, and community groups, and all of these groups
fafe the same Kind of critical linkage issuces. Many o as need skills in helping
groups be more productive. With the emphasiscon accountability this is very
important to most educational institutions. The lack of linkage between prob-
lem diaggnoss, goal setting, action planning, action commitments, and im-
plenentation is 4 serious problem most groups fuce.

In work groups, awareness of the interpersonal emaotional processes which
are part of the work process are submerged. Using process intenvention to bring
teeling« to the surtace and to use this information for improving work is one of
the most important developments in current effons 1o improve group productiv-
iy,

If we go to the larger system level of organizational functioning we find
comparable issues. Departments or other subparts of the system are involved in
polarizations, or avoidance of communication. The:poor retrieval and utiliza-
tion of feelipgs about work conditions. including things like poor communica®
tion and inadequate supervision, are hey blockages to the improvement of
productivity .. _ -

In the community as a whole there are tremendous problems to linkage
between subparts, whether these be agencies. institutions, organizations, or
people: between thinkers, plannens, and doers; between special interest groups
and the esfablishment: and between the energy and feclings of the young and the
wisdom and caution of the older. Our work with communities indicates a great
need and hunger for linkage mechanisms of all kinds and roles which somehow
will help link and integrate the functions of knowing (research and planning),
feeling. and dong--in the tonm of task forces, for example. At the community
level there are energics of discoptent and encrgies of hope, which are rarely
dealt with or hamessed in any uscful way.
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Concluding Challenges
Now some conclucing challenges. From the remarks and reflections we havg
just shared with you, .ilheemcleumus‘mnwemplmdemne
interesting thought and action-provoking challeages about these linkage .

Wemmammdmmmmwmmmmwmmm -

designs that do link knowledge with fecling and these two with action, within
classcoom walls. It does.not have to be entirely based on the notion that there
has to be ficld work for everything, thit there has to be the big world involved in

nllofit.Ofmme.dmisimponmtftmnmmyupem.huwholecycksof .

support can be within classroom walls in quite a feasible way.

There is a major challenge to leam how o elicit the varibty of-data about
feelings which are a part of any leaming activity, and to convert this elicited
data into decisions, actions and the checking of knowing.

Andther challenge is that teachers nced to have the opportunity to expericnce
the integration of knowledge, feeling, and iction as leamers. and to integrate
this leaming into their own teaching activities. It is not enough to-leam the
techniques. There must also be opportunity to experience the whole integrative

There is also a need to develop cusricula that provide opportunities to practice
linkage of knowing, fecling, and doing with skill practice situations as an
integral part of the experience. )

There needs 1o be much greater encouragement of the sharing of successful .
practices in the development of procedures for linkage and of helping develop
whole persons. This should be at the lovel cf remrieval conferences among

* practitioners with carcfully prepared instrumeniation to document and dissemi-

nate the practices that have been developed.

Application of these principles is important for education, for group de-
velopment anfl productivity, for better organizational functioniMm and for
improving the quality of life in the community. ‘

We hope that in this presentation we have been able to link our ideas, values,
and feelings to your experiences and to your priorities about teaching and
leanting. ' ‘

DISCU/SSION

Teachers’ Views of Children -

Luther Ford: Ron, near the beginning you mentioned the fact that there is
zero correlation between teacher plans and the implementation of those plans in
the classroom the next day. Wiat are some of your personal thoughts as o why
‘this 15 so? . '

Lippitt: First of afl. | think the ritual of lesson planding has 1. really been
integrated with the faces of kids and with classroom dynamics in the teacher
training activities, and certainly teachers have not been heiped in any way to

-
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. make any deriviitions from educational philosophy to practice. The process of

making the derivatidns and having the chance to try out the implications has not

beeq suppoited. The geality of dealing wnhdlehemmdnowofaﬂmnhnsm&lly .

not been connected up with the cognitive training process.

Schindler-Ramman: | think there is another reason. Many tenche_rs do not
look at their class as a group of individuals. They are not at home with Questions
like “*What are all the things 1 know about my students?"’, *‘How do they

differ?", **How can | plan particular things so that they will fit this particular
gmup of children and every individual student?"’

Lippitt: We find examples in our cross- age helping program whem we teach
sixth graders to work with first and second graders. The olders, in their training
programs, become certified to be helpers. They leam to imterview the receiving.
teacher about the particular needs of the child they are going to be working with.
We find this is often the first time many ofthese teachers have thought,
diagnostically, about the differences between/one pupil and another.

Congruence and Integration

Mark Phillips: Finst. a question of clarnification, and depending on the
clarification, | may have another question. | thought | understod the use of the
word “integration”” as you were using it, but+ was not sure from the beginning
of the pn:smutism whether you were using dhe terms “"congruence’” and

integration’” interchangeably .

Lippitt: | do not think so. | could be wrong in the uses we made, but by
congruence, we meant that the feeling data and th cognitive data both sup-
ported the same resultant action. Integration meant putting those two sets of
data together to come out with an emergent which is original and different from
Khat you. would predict from cither the knowing part or the feeling part.

Phillips: My next question is whether you perceive congruence as always
being good.

Lippitt: No. because congruence can exist perfectly well in a frugmented |

person in which there is no interchanfe between the two parts. But, the two
pirts have both been ““brainwashed’” the sume way, so that your fecling flow
and your knowing flow may be congruent, but may not have the advantage of
interuction 1o creale a sesource that helps create a whole person.

Phillips: Can you perceive the whole person aumg i’ ways which are
incongruent?

Lippist: Surely. because in most suuamns‘l whole pcrson is mvdved in the
decisions that he or she makes with multiple values. multiple opportunities.
multiple potentialitics, so that there may be all kinds of bases for inconsistency .
for the momentary dominance of one value and then the other.

Phillips: 1 appredate that. You gave me the answer | wanted. but | was not
sure from what you said originally whether we were in agreement.

Schindler-Rainmun: f am glad you asked the question, because | think we did
use the two terms interchangeably anumber of times. So | think you clmﬂed it
for us, too,

-
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: Legitimacy of Eeelligs .
James Davis: Ron and Eva, you used the term legitimacy, saying that we
should make legitimate the dealing with feelings. 1 guess | was not sure whether
~ the suggestions you made were of actions or activities that would contribute to
: legitmacy, or whether you had to say about what might be done to make
dealing with feelings more legitilhate. o
Schindler-Rainman: Well, in our suggestions we did pot just talk about
feclings.. We talked about knowing, feeling, and action, not just feeling. Some
of our examples Addressed themselves more to feeling than to'pther things, and i
" would guess what we were really talking abouit is legitimizing the linkage of the
P three toward ‘'more whole action. .
Davis: Which means giving weight to sil of them, which means typically that
¢ one should do more about feelings than about the others, because they have
been more neglected, so that in things like the internal dialogue., the language of
feelings is encouraged. Certainly encouragement is needed in the eliciting of
data about haw | am feeling. about how | am being accepted by others right now
_in our classroom process.

Schindler-Rainman: | think another way is through role playing, to help
teachers leam how o accepy difiereng kinds of feclings. We talked about®
acceptance. That is such an easy word. apd sucn adamn hard thing todo. Soone
of the things we have been doing is worljng on typical situations that teachers
bring. of feelings they have not been able 1d handle well, particularly feelings of
hostility and dislike. Then we give them a chance to really practice by role-
playing how to handle a whole range of {0¢lings. This then leads to a broader
“acceptance of more kinds of feelings. rather than just the *"nice’™’ ones.

A Comparison with Systems Analysis )

~ AlKuhn: T have alittle conceptual problem. Tam trying to relate the way you
have put these things together with the way | have tried fo do it. You talk about
knowing, feeling, and doing. [ use the tho of knowing, wanting, doing
wanting meaning liking or disliking. These arc genenic terms coming out of 3
systems analysis, derived fromdetector, selector. and effector. 1 agree with you
that it is the entire action of detector and selector which leads to adecision and to
an action. ’

Now, in that kind of formulation, as | see it. the first, knowing. is simply the
question of what is it, what is the staté of affairs? The secomtd one. the affective,
or the feeling. the selector aspect, would be what is my fecling about it? That is,
do | like it or dislike it? Do | approve of it or disapprove of it?

Now. if you separate those things into pure cases you would not be able o ™
talk about an incongruence. They are simply different dimensions, and the
guestion | have is: can you talk about an incongrucnce between knowledge and
feelings unless you are taking the term “feeling™ to include knowledge?

Linpitt: Let me react first on that. 1 think you have narrowed itdown to a very
ngid little notion that feelings are instrumental to knowing. as | heard you. For
us this whole business of infention setting, or the tendency toward acting,

. Q ] ) }‘«4 9(“ "




. /

comes, | think., as an emergent of the entire interaction of the fedling aspects and
knowing aspects. The intentionality notion grows out of the interaction of the
two, knowing and fecking, where things like goals, plans. and intentions are
energents of the entire interaction of the feeling and knowing processes,
emerging as a ljnkage to action.

I suppose one of the prblems is that we have such a poverty-stricken
language for talking about the feeling aspects of data in most situdtions, because
wc have not done much of it. So when | heard you say . wanting, orpre and con,
shat is such a4 small encompassing of the dozen variations of feeling we
indicated as potential parts of a definition—the loving and the hating and the
feeling and so forth,; This is far more than the intentionality kind of thing.

1 think you alyo left out of the cognitive side a lot of the metaphorical things.
Maybe you did not. | would say there is a much greater richness in subparts of
that whole knowing aspct than you have expressed, as well as in the feelings.
Knowing and feeling data come both as representations of what is out there, and
what is coming in, and what is in here that is activated by the out ther_ and the
interaction of them. Out of that interaction of what | want, or what | plan, or
what I will do. or what I am inclined to do. emerges partly a cognitive map of
doing and partly an aftective and motivational support for doing.

Linkage and Safety

Wells Foshay: | wish you would help me believe that | could establish more

tof a linkage in my classes between feeling and knowing and doing fan I have,

without the class blowing up. | would like to feel sater than | feel nght now.

Let me tell a story on myself. T once was teaching a fairly large class, 80
students. and | wanted to deal with evaluation. so I raised the question of the
evaluation in this course. What came out was the students’ pent-up rage from 16
years or 20 years of injustice with academic evaluations.

This was far more than [ could handle. The class blew up and the lesson was a
tailure. It was pretty obvious what | thought | was doing. but | want to feel safe
because | have mot got the nerve to try that again,

Schindler-Rainman: Well, you tricd it on a very risky topic. first of all, and of
you had not sct any precedenis for students mteracting with you, then it was
doubly 5:::; Letme give you anexample. if | may ., from a class of that size ang
alittle Lgper. In the very first session they all sat around in tables of six. | think
yours is a difficult question to answer without also looking at the physical
ecology. They came in and we had music on the record player and they could sit
anywhere and they could make their own name tags and there was a kind of
participatory feching.

In the very first three hours, | raised the question: how many of you are very
concerned about grades? These were teachers, Well, it was like 9K.5 pergent.
Okay. Should we maybe get that guestion out of the way before we go on?
we better. So | had them in their groups Qf sixes and said, **We are going to be
together for five days from 9:00 to 4:00 ¢very day. What should be the criteria
for evaluation in this course?”” | asked for volunteers who woald be willing to
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help me read the group products afterwards, because I thought their trust level
might not be very high if I read them and just gave them a report. Their iob was
to summarize and the next day come up with some suggestions for grading.

About 30 stayud and I had to divide them into subgroups w look at all the stuff,

but we came up with recommendations for the total class that included the
things I thought ought to be included. | put my ideas in also.

Foshay: This is helpful, but it does not help me with one part of it, which istg
anticipate that a partcular thing I am going to raise is going to be explosive.
did not know the gun was loaded in this instance.

Lippitt: Well, let me suggest a ccple of operating principles. One, as Eva
illustrated, never raise an issue like that with the group as a whole sitting there
as 80, because you could be pretty surc that the first three or four to speak up
would be the most counte: Jependent and would have the most pressure on
repressing other group members who felt differently. So the first thing | would
do is make this a small group task. tables of six, or if th=y are sitting in those arm
chairs, like at Columbia, you make trios or quartets. .

You ask them first of all not just what should grading be, but what are all of
the possibilities for a good grading process here. And then they send up
representatives for an open dialogue with me with a chance to caucus with their
subgroups. They can go back and get further instructions so they can find out
whether the group they are representing is fully satisficd. Therg is open
negotiation. The whole group is represented. fairly. There should be an honest
dialogue or interaction rather than mass reactions.
Eliciting and Accepting Diverse Wews )

Edith King: Maxine Green described the sociologist-phenomenglogist’s
approach to looking at and accepting the social reality in a situation. This comes
from George H. Mead, the idea of more group feeling, group culture, the
culture of the classroom. How would you fit this into your scheme, especially
what you were saying about the emergent fecling in the situation?

Schindler-Rainman: In working with teachers in classrooms, or in looking at
my classroom. | know that people come in with a certain prcmmewc(f way of
acting. This is the sort of taking-for-granted way of acting ip a certain situation,
but maybe one actor has one interpretation of social reality while another actor
or set of actors has a different one.

Lippitt: I think | hear a couple of different things, | am not sure. One is a kind
of diggnostic of assessment approach to where a group is, which makes it
possible for the participants there to freely share where they are rather than tobe
railroaded cither by past norms or by some outspoken first talkers. That is one
kind of question. as 1 hear it. This is the question of what kind of designs for
diagnostic inquiry 1t is possible to have. There is certainly a great variety that
begins with the hitle sheet on the table in front of each person as they sit down,
oreven as they chter the room, in which they have achance to check tht kinds of
things they want to leam, or feel. ete. You put the data together and talk about
the results. both the tecling data and the needs d.om in an objective way. This
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would be one way to help a group move toward group nerms which support
individuality and safety. in expression of Teelings.

King: I would like you to speak to that, teo. in a broader context.

- Schindler-Rainman: T think there is a whole variety of ways. Our friend, Irv
- Millgate, says that if you waat to do some of these things, you have to defy
expectations. For example, take expectations setting. Here is an example from
the Universty of Hawaii. It wis the Yast session of a course for women that was
started in September, 1974: 1 didghe f)rst three days and the last session. It wasa
long time from September, 1974 to May, 1975, As they came into the last.
session, there were three sheets on tﬁc wall for them to write answers on. One
said. **All the things [ think right now 1 have learmé&in this gmup leadership
experience.”

The second said, Al lhc things [ wish we had done that we dldn tdo." And -
the third sheet asked. " All the ideas | have for how we could spend our time
today .

- The sheets were separated so pcuplc did not h.n*c to stand in a long line. They
could talk o cach other, they could sign their names or not. AllMeets were
filled out as people arrived. They provided valuable data for retrisagl, fos
content, tor that last day, and a way to set the stage for the participants. It caused
them to think about the course, they said.

Lippstt: Another thing is how you respond to those data. That really does a

o~ great deal w help legitinnze them,

Schindler-Rammman: A team of three summarized the first two sheets imme-
diately. Then we acted on the third sheet by bulding the day’s agenda. using
their suggestions,

Lippitt: You could express enthusiasm for the data and for its diversity . 1 was
working recently with a bishop and his staft, and they wanted to look at value
dialogue around serious issues. | puton the wall a four pomnt scale from " Agree
very much®™ to ** Disagree vers much. " The Bishop und [agreed on an issue the
night betore that would be good to start with, so Fread the statement and said.
“The second time | read it please stand up, and walk to your positions.”

The statement was. **In our society . every male and temale should have the
treedem and the right to establish relationships with any other person at any
level of intimacy it there is mutual consent.”” Fasked the Bishop to walk slowly .

At the second reading. they stood up and they walked. A pertect distribution,
a perfect distribution across all four positions, and here is the critical point. |
said. ““My. what a4 wondertul thing we have. We have diversity here. which
makes 1t possible to have real dialogue.™

Schindler- Ramman: This value dialogue techaique, usgd very ¢arly in the
group. 1s helptul in legitimizing four different positions, and really changes the
whole techng of the group trom pressures of conformuity to an appreciation of
plumhsm There 1s certamly no etfort to get a consensus, and usually we ask
them at the end of the discussion to summarize by listing the number of

. statements that would represent w here people are m the proup right now . So you
might have seven ditterent statements. i there are seven people in the group

1.5

17 - &




who don’nagree with one another. Itis very rarely that they come out with one
statement.

Lippitt: We also had two stop sessions in that dialogue. They had been told to
try to sell their point of view as actively as possible and to listen as actively as
possible. So the first stop session was quickly checking how well they felt they
were being listened to, and how well they felt they were able to listen. They
shared the data with each other and consulted on a decision on how to improve

. their dialogue for the next 30 minutes. At the end of the 30 minutes they had
another stop session to decidé what proportion they were of listeners, as a
group. Were they 50-50 listening and selling, o 25 listening, 75 selling, or
whatever? We then took a census and they held their hands up, on what if
anything they found as consensus about where they were as a group. Then they
had another chance to make a decision about whether and what they wanted to
change in the next 30 minutes.

So in summary. there was stopping. looking at feelings, using data,
legitimizing it, and acting on it, as a result of the process work.

Trust and Hierarchy

James Eckenrod: You talked about a hypothetical organizational situation in

_which the Icadership is rigid and autheritarian. What if subordinates tried to
improve-upon their personal skills and interactiop with their co-workers, and
find themselves in trouble and in situations where trust does not go up or down
but where it is only horizontal. What can the subordinate do?

Schindler-Rainman: Let me give you one notion and also a Kind of principle
to get at that kind of thing. The first thing you need is a vertical group to plar, the
whole ef‘ect: subordinates cannot do it by themselves; there ough be
subordinates and middle management. and if there is a layer between middic
management and the top, that nceds to be represented.

An example is a two-year effort | have just been inviived in with a school
district where our biggest effort was to get the superintendent to see how badly
we needed vertical participation rather than his saying. ©* My associates will do it
and the rest can then act on their decisions.”” Instead we developed a vertical
group made up of persons to be affected by the planning and decision making.
Trust was developed between the superintendent, his associates, and persons
from the other levels of the district as they worked together.

Skillful horizontal subgroups can sometimes affect the whole system, but
this is rare: they need help.”

N
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CHAPTER 6

_TOWARD A SYNERGY OF MIND:
PSYCHOLOGICAL PREMISES
FOR EDUCATION BEFORE 1984

Rabert E. Samples

A theme that appears for the first time, in the paper by Robert Samples

is, as he puts i1, frust. Without a trusting relationship between adults and

- children, the children will take the safe course, which is the logical, linear,
rational, “‘left-Erain’’ route, and all those imaginative functions as-
sociated withthe “right brain’’ are ignored vr lost. Samples poings out that
children are exceedingly aware of any contriving by teachers. and ti.at they
respond to contriving withe 'safe” behavior. This is true, even if the
comriving is intended 10 bring abowt right brain behavior.

Unlike the other writers here, Samples makes a clear diftinction be-
tween left and right brain hemispheres, and believes that such a clear
distinction is supported by neurophysivlogical research. While he acknow-
ledges that the two hemispheres act in comcert, he believes that the
functions of the two hemispheres are sufficienily distinctive 1c requirg
special strategies, 1oo,

Like the other writers here, Samples secksto Countervail the overwhelm-

] ing emphasis 1n schools and elsewhere on the rational and the scientiftc
maode of knowing. Consequently, his emphasis is on the metaphorical, the
maginative, the intidtive . He traces the history of his ewn thought in this
realm. He. 100, seesun alternation henveen the two modes of thought: " An
overwhelming majority of human decisions are made in the intuitive,
metaphoric. right cerebral hemisphere. They :re then explained in the

© rational, logical. left cerebral hemisphere.””

Recent neurophysiological findings verify the long-known notion that the
human skull contains two nands. The two minds are represented in most
humans by the differentiated function of the left and the right cerebral hemis.-
phere. The operation of the left cerebral hemisphere in most adults is typified by
processes that are lincar, rational. and digital. The right cerebral hemisphere,
on the otherhand, typically operates through metaphoric. intuitive. and -
analogic processes (Omsten 1972, p. 50). '

What this means in a pragmatic sense isthat the left cerebral heinisphere. or
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the rational mind, typically attempts to reduce sensory and other input data to
the smallest number of variables. These in tum are manipulated by further
reduction to the most rational and logical of conclusions. An example of this is
rormal use of language, the attempt to designate rather specific and precise
raeanings to words.

Conversely, the right cercbral hemlsphew appears to be highly comfortable
with the processing of multiple data simultaneously. In contrast to the left
cercbral hemispbere the right cerebral hemisphere actually seems to multiply

the kinds of awareness triggered by a single input. The nature of the diversity of

the resultant awarenesses might vary to include images, symbols. figural
meanings, and relationships that have to do with initial input. In a sense the
informality of the *‘tacit knowing’* spoken of by Polanyi (1966, p. 4) might
well typify the function of the right cerebral hemispherg.

Two Assumptions —
- In the following discussion of synergic education or educating toward '
synergy. two assumptions must be kept in mind regarding the arguments
presented. First, though much of the discussion will focus on the activities and
the educational implications of an awaréness of the right cercbral hemisphere
functions, this is not to place it in the position of priority.” This.is sxmplyt
reflection of past and present overemphasis on left hemisphere functions. The
overemphasis on the left is not wholly in the past. Contemporary educational
practices also focus primarily on the left cerebral hemisphere functions. Many
of the philosophical and psychological premises as to what constitutes learning
also focus on the functions of the left cerebral hemisphere. Language and, in
fact, reading. writing. and arithmetic are primagily left cerebral hemisphere
functions as taught in the schools. Because | choose to talk about the synergic
outcomes of actualizing borh hemispheres and their potentials and because
history has essentially made such an indelible case for the left cerebral hemis- -
phere. there may be a tendency to overstate the functions of the right.

The second assumption in these discussions will be essentially that we are
dealing with normal or normatly differentiated brains. These remarks will not
apply te brain-damaged or dyslectic children. although the symptoms of dys-
lexia, hyperactivity, and other special educational problems of remediation
have been discussed by others in terms of their relationship to conflict between
the right and left hemisphere funciions. Since our purpose here is to deal with
health, not illness, growth, not survival, we will leave: these problems to others.
The truits of their studies. however, will undoubtedly provide us with many
olues which will support the notion of a **positive dyslexia’’—a creative |
integration of lett and right functions. S ;

A disclaimer that 1 would like 1o make at this point is that in no way will the
material covered in this statement be an attempt to exhaustively review the
Iiterature. That is done far more appropriately and far better in other places.
references to which are ¢ited. Let it suffice to say that the brain hemispheres
tunction in difterent fashions and that these functions can.be veritied by clinical
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research in neuropsychology and neurosurgery. This is an accepted tenet of this

implications for education of this growing Tield of psychology.

presentation. The primary focus of this discussion will be to explore v\

Right- and Left-handed Thinking

I first heard about the problem of right- and left-handed thinking when
working during the summer of 1962 with Jerome Bruner in Cambridge. Mus-
sachusetts. Initially the work began with the Elementary Science Study and the
research and development approaches that were being explored with National
Science Foundation funding. ner's work was iniroduced to me through
clinical observation debriefings. conversations. and his fascinating little book,
Essavs for the Left Hard (Bruner 1961). Until- that tinc the metaphor of
left-handedness and right-handedness-as an expression of the mudes of know-

-ing had only been made known to me through such homilies as * *blessed are the

people who sit on the right hand of God™* and some vague reminiscences about
the ““right hand of Virtue.”" Also I was aware that the capricious, unpredictgble
left hand was the hand of the devil-—sinister—and always led folks into trouble

Eventually we began using references to right- and left-handed thinking or
problem solution strategies as metaphors while watching children engaged in
the exploration of science activities. The activities' varied. Some involved
apparatus, others involved examination of and inquiry into the natural world.
Some involved controlled experiments., some related to what at that time were
t;zshiun.shl) called discrepant events, the wendency for some experiences to
offend onc’s intuttion abou: the way things should happen.

Ancxample of a discrepant event would be when ice cubes were dmppcd into
otherwise identical beakens filled with a clear fluid and the ice cubes floated in
one and sank to the bottom of the other. Children are not used to seeing ice
cubes behave i ways other than floating on top of water. As a result, it usually
offends the intuition of children when they see an ice cube sink ina glass of ¢clear
liquid. The mystery, of course. has a simple explanation: one glass contains
water and the other glass contains alcohol. Even rubbing alcohol s low enough
in density sa that the higher density ice cube sinks in st like a rock. Atany rate.
when children became involved in this variety of leaming activity. one of our
jobs as observers was to watch what they did. With careful enough observations
and a high cnough trust environment, pattems of behavior seemed to emerge
that provided us with some consistent opinion as to what wps taking place.

The Importance of Trust and Intuitive Exploration

Trust was vital to insure the above-mentioned consistency. As a result we
worked caretully (o establish trust among the observers, teachers, and students.
In this atmosphere. with a high level of trust, the children did very hittle to mask
their behav:ors. As a result, their motivations and behaviors were remarkably
consistent. This s, ustortunately, 4 condition that is e seldom seen in
cveryday classrooi environments. In our presence the children were not going
to get graded., their parents were not gomng to be told about their performance.
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- and in fact this gaggle of teachers that had appeared from various parts of the

country scemed to be more like big students than they did teachers. With all of
these elements of the environment in our faver, it was easy to watch the kinds of
things that took place. The children, when first confronted hy a problem, almost
immediately began to explore the leaming sequence in an intuitive or a
metaphoric fashion. They would call on the prior ¢:speriences and tacit know-
ings that had woven an informal tapestry oui of their personal lives since the
time their minds first began recopding information and experience.

The nature of this first pursuit almost always iivolved a variety of senses and
input, otiier than strictly visual. The students would pick up the objects, or pick
up the materials that they were to use, and tactilely involve themselves with
them. They very often would taste them or hold them against their face while
they seemed to think about other things. They would often rub them in their hair
and otherwise gencrally affili te with them at a level other than simple visuval
contact.

While engaging in mfurmal tactile activity with the materials the students
very often wiuld'begin to verbalize strategies of pursuing the problem toward a
solution. Most gfien these mitial expressions were highly metaphoric in natuge.
The students often drew analogy/ between this experience and situations they
haa experienced in the past. A student might say. *“this ice cube swims like my
little sister.”” They might generate a potential solution that started. **Let’s 2eta
banch of these thingamabobs and drop them in this Gealie and see if we can’t get
this thing to swim like | do.”" The activities were in fact much like those that
Enc Erickson used-in play therapy. When children became defensive and
guarded during standard therapeutic zpproaches Erickson introduced them to
play. Almost at once they treated the play as a metaphor for life. Then Erickson_
focused on their metaphone roles (Erickson. 1963, p. 229).

Finding that children very often, when entering a problem sequence. tended
to resort 1o metaphor and to plowing through their previous exgerience for
tentative guidelines as to where 1o go, the only thing that we could conclude was

. that, given their choice, these younger children tended to prefer metaphoric

modes for beginning problem solutions rather than logical and rational modes.
However, we also found that whén the trust environment was disrupted by
aggressive teacher guestioning, or by hostile observers, the children generally
tended to abandon the metaphoric mode of problem solution at the very outset
of the sequence. Instead. they would immediately try to be rational and linear,
thuy paralleling. in reverse order. the tindings of Erickson,

Left-lobe Prejudices

At first this focus on lincar, rational approaches was taken as an indication of
“good”” teaching and of a “"good™ instructional strategy. Later we came to
realize intuitively that this was not the case at all. In fact, what was actually

- happening was that the children were responding toghe extrinsic presence of an

adult authonity figure. They assumed that what the authonty figure really



wanted was rationality and logic and thus began describing a mode of problem
solution tha, was consistent with what they perceived to be the expectations of
the adult. Such hehavior was remarkably in line with what Allport found to be
traits exhibited by people who were the victims of prejudice (Allport 1954, Cl.
9). Generalizing to cveryday classroom behavior, it would be tempting to
conglude that a large percentage of schoul children spend a large percentage of
time coping with the ccology of prejudice. The basis for this prejudice is the
adult world’s bias toward left cerebral hemisphere functions. Without trying to
confuse the issue it must be remembered that the human brain is crosswired to
oppusite sides of the body. What we called " left-handed™” knowing in 1962 was
what is referred to now as right kemisphere knowing. Right-handed strategics
refer to left cerebral functions. Only tentative linkage of all of these constructs
was accomplished at the time with regard to our observation of student
problem-solving behavior (Samples 1968).

On the basis of descriptions of what the children actually seemed to be dq)ng
during the carly part of the problem-solving sequenc®we can assume they were
engaging in night cerebral hemisphere activities and sampling the intormal and
tavit hase of their own experience. Later onin the activities they would shift o a
left hemisphere muxde of thinking and look tor specifics and concrete data from
the maniputation of the materials at hand. This manipulation then provided
them with insights which immediately allowed them o drop back into the
‘nformal metaphoric medes of thinking agam. only W get a new insight which
they would go back and test n the material. Shifung back and forth increased in
trequency as the leaming sequence went on. Evemually, however, so much
lincar. rational dats had been gathered about the nature of and the potential
solutions for the problem, that the students found it increasingly ditficult to
hecome more metaphonic:. The resalt was that toward the end of any leaming
sequence they got very ratiogal, very linear. and stuck to the routine until
eventually the solution was inevitable,

Recalling that | emphasized that this was a high trust environment and that
students that were working with us tended to feel - ompletgly free to doanything
they wanted. | believe two points are worth mentioning: Firsy, as the students
got closer and closer to a more structured, more linear sofution to the problem, it
wis more difficult for them to initiate metaphoric and intuitive thinking. as the

problem itself seemed to reach 2 culmination and climax. Sccond, in ordinary -

circumstances represented bxdaily classroom hvironment the students were,
for the moss part. m the presence of teachers who had not established the level of
trust that existed between them and the observer/desclopers of these science
approdaches.

As a rosult, there was a social tendeney tor the students o become more
rational and more lincar ocvause their own expeniences with their regular
teachers led them o percerve that this was wha was expected of them. Using
just the difference between the rational and metaphoric ways of solving prob-
fems as our matris, our immediate msights led us to aspire to create instrue-
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tional experiences so that the students could essentially spend equal time at the
beginning and at the end of the leaming sequences in both metaphoric and
rational thinking. )
The differences in the modes of knowing were simply seen as styles of
expressing exploration and understanding abo involvement with the un-

of knowing into a tangible expression any
years following were destined to do otherwisg. The work of Piaget (1970) anti -
later the work of Bruner ( 1966) and other le. theorists came to be focuscd
on creating verifiable research models for edicitjon and psychology* for de-
scribing learning. This focus tended to dominate the scene for many years. Asa
result, even though the preferences for both modes of knowing are certainly
deeply embedded in the personal styles of both Piaget and Bruner, the emphasis
of their publications had to do primarily with the functions of the left cerebral
hemisphere. A whole decade of emphasis on the cognitive domain energed.
Research models, theoretical structures, and assessment instruments all began
t reflect strongly i&e functions of the left cerebral hemisphere as exemplified
by what was called the cognitive domain (Bloam eral., 1956). A le.der in this

effort X&Wlmm. a psychologist at the University of Chicago.
Childrén began to be assessed on their skills with the performance of rational,
logical, internally consisten: schemes of reasoning. Naturally mathematics and
science were the best media through which rationality could be zommunicated.
Logical reasoning. a typically left cerebral way of performing, became the core
of Piaget’s hicrarchies of intellectual development. Curricula were created,
teachers were trained or re-trained, cvaluation devices were devised, and
graduate schools of education and psychology became active in responding to
the growing marketplace for rescarch responsibility in the public educational
systems. .

When attempting to d<scribe the functions of cither the left or the right
cerchral hemisphere, it is far casicr to deal with the functions of the leftnot
necessarily in terms of origins orvin terms of complexity, but primarily use
of the nature of the visible cues. For instance, in regard to language, linear
reasoning, arithmetic, and mathematics, the functions of the left cerebral
hemisphere are far more accessible to tangible, external assessment and evalua“’
tion. The right cerebral hemisphere. on the other hand, working with
metaphoric, intuitive, figural, and analogic mades of reavoning, obyiously
‘capable of handling multple variables simultancously, is far more clusive.
When the educational pragmatists discovercd a higher level of efficiency for
dealing with the functions of the left cerebral or cognitive hemisphere a etour
emerged that took cducaton’ attention away from intuitive, metaphoric, and °
inventive capacities of the nlind.

than the other. Howevgr, the

Dreams . .
In the years since, in trying to create rational arguments tor the legifimacy of
the functions of the right cerebral hemisphere and of the cduc;u‘mﬂl awless
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routes toit, [ have been taced with a variety of social and personal frustrations.
For instance, once in Phoenix, Arizona, when talking with an engineer who had
an incrediple number of patents and inventions to his crediq, | was struck by the
tenacity with which he insisted that all of his inventions and all of his creations
were the products of hard-core, rational thinking. | tried every ploy in my
repertoire to 1y to find out what his style of creating was. All failed until
suddenly there emerged an idle comment about dreaming. This immediately
mitiated in the engineer s long discoyrye about how useful his dreams were and
how sery often he would solve his problems in his dreams and then wake up and
n a moment’s reflection come up with the solution.

Human dreaming s probably one of the better known examples of the
functions of the right cerebral hemisphere (Jung 1964, Jones 1970, Faraday
1973). First of all, 1t operates with an incredible degree of visualness; thus ity
figural imagery is pertectly consistent with the known functions of the nght
cerebral hemisphere. In addition o this, the very nature of dreaming includes
procesaing incredible numbers of variables simultancously. Some of these arc
avarlablto the dreamer through visual senses, some through auditory senses,
some throypgh olfactory and tactile senses. With all of these levels of excitement
and mvoltement working simultancously, the dreanier is literally involving
fmselt i a pght cerebral hemisphere caauved. Thus the engineer Who spent so
much e sigorously denying any imvolvement of ntuitive or metaphone
tunctiomng was. 1 tact, simply another victim of the soci | system within
which we Iive The mtintinve and metaphone mind functions are so often
ridiculed that s\hgn they actually do begm to tuncuion there is o powcertul
prejudice agamst them This prejudice s particularly e vpressed agamst children
and, i adales, apamst human tenules through demeantng referendes to ' wome
en's mtutgeon

\'«mm Left to Right

In 196X | began u course of =vestigation encouraged by Richard Jones (Jones
196K, p. 174). whe had long been a champion lor specitic paycholegical
tunctions of the nght cerebral hemasphere. His eriticism of the overemphasis on
cognitine psvchology s a classic i the ficld. With a colleague . Dorothy Curtis,
I set about trying o get mstructonal strategies and tactics into public school
classroomis that would nurtuse the funcions of the nght cerebral hemisphere. At
the core of this attempt was the behief, leamed carlier with the elementary
children, that the access route was through the creation of trust environments.
Our first attempts at approaching this task were aimed at trying 10 determine the
role of positive self concept in establishing frust. It should be made clear that the
trust env ironments we were interested 1 were related to emotional and intellec:
tual chimates in which the students’ expectations were at least as important as
those of the teachers This ditfered remarkably from the instructional ¢limates
based primarily on an emphasts on cognitive or left cerebral functions. Cogni-
tve or left hemisphere pyvchological strategies inherently lead themselves 1o
externalizanton of expectation. Thus the esdernal aature of these strategies
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results in a lower potential for developing self concept than do the more
metaphoric intuitive functions of the right cerebrul hemisphere which are more
internalized.

Our work was clear. We had to explore how the psychological climates
created by emphasis on left cerebral functioning and right cerebral functioning
affected what happened in classroom settings. As we began this there were two
areas that scemzd to be of most concern to us. First, they had to do with self
estcen and the factors related to its development. Second. what kinds of
instructional stmtegies and tactics could increase the right cerebral involvement
in classrooms? A year's worth of work in schools simply exploring these ideas
and uymg to develop an awareness of the natural history of some of the things
explored earlier, in terms of metaphoric and rational strategies, seemed tobe a
goud place to start. We began working with inner-city students. The school we
chane was about 70 percent black in an older section of Denver. After several

* weeks of work we compared our notes. The results of the exploration were clear
as therapeutic data though not as research data.

We had determined to our satisfaction that when a normal or natural legiti-
macy to right cerebral functioning was part of the classroom ecology that self
estecem was served. This was consistent with the findings of Coleman (1966)
and Jones (1968, p. §5) whose approaches typified investigation in research
maodes and therapeutic modes respectively. The seeds of ideas planted in my
experience by Richard Jones a half dozen years earlier were beginning to take
rout, lt was clear that education was lacking atherapeutic or subjective model of
assessment. This model was, indeed. mose aligned with right cercbral functions
than with the left. The prevailing trend in both education and psychology was to
celebrate the cognitive and the more objective premises upon which it was
tounded. But at least to us a promising landscape spread beyond the door we
had cracked open

Natural and Contrived Responses

We pained enough insight with this experience to know that there were
certain arcas that required more study. Our work had essentially been as natural
* historians. We created situations in which the students and teachers could
respond in 3 matural fashion as opposed to a contnived or predetermined
fashion. The importance of natural vs. predetermined cannot be overem-
phasized. One vital charactenistic of therapy is that therapists who attempt to fit
a chent into a psychoanalytic mold are far less successful then those whe
modify the theory to fit the chient (Rogers 1961). The work of O. J. Harvey
(unpublished) indicates that, in terms of objectively determined criteria related
to personality, fourth grade (nine year old) students are as accurate as trained
psychological observers in determining the core personality traits of teachers.

What this meant in our work was that contrivance was incredibly transparent
to sMudents. It mattered little whether the contrivance was (in the student’s
i opmion) related to the right or left cercbral hemisphere. Work | have done in
. conducting therapeutic mterviews with elementary students who were exposed



to highly ““cogmtive” or left cerebral process courses indicated that seven year
old children were ““savvy ' at psyching out the payofT responses that raised the
gleam in the teacher's exe. Recent findings tend to corroborate that children are”
ay effective at behavior modification srategies as are teachers (Gray er al.

1974). This “savwy' ends to fool many rescarchers and curriculum designers
into believing their contrivances are effective when measured **objectively. ™" A
simple series of high trust therapeatic interviews would set the record straight,
but this approach b: s low educational currency at this time,

Lawrence Kohlberg (197 1) at Harvand has established an elegant hierarchy
of maturation in value postures that paraliels. by design. the'logical hierarchies
that Piaget deweloped for mtellectual maturity. Since the madels are identical.
though the conteat is different, I would predict that as the theoretical wares are
peddied on the educational marhetplace low frust eavironments will cause
students to treat Kohfberg's hierarchics as external expectations, as was the
cuse with Piaget's. This prediction, only verified by a few dozen therapeutic
intervicws on any part, is not inherent in the theoretical premyises of either
Kohlberg or Praget but rather in the pragmatic premise of the educational
markctplace as it waes their deas.

A Right-brain Project

In 1969 a grant was made o my colleagues and me by the National Science
Foundation tor desclopimg s program entitled “Environmental Studies for
Urban Youth. " This was the first of four successive grants that allowed us to
develop instructional materials, strategies, and tactics which mplhicitly focused
on enhancement of nght cerebral hemasphere functions and clarification of the
telationships that these had with left cerebral hemisphere functions.

Onver the pertod of tour and a halt ycars of development and testing in most of
the magor cities i the country i vancty of awarenesses emerged (Griffith eral.
1972, p. 1 The hist tollowing refates our Nindimgs specifically to cerebral
hemsphere functions,

. When educational ccologics were created in which the tunctions of the
right cerebral hemisphere were eelebrated and enhanced., the student’s selt
image ncreased,

Y. The performance of skills typic ddly assigned to the lett cerebral hemin-
phere also increased.

3. Students explored greater numbers of content arcas and to greater depth in
such instructional ecologies than they had i presious experiences (Lepper
1973, p 4

Because of the therapeutic nature of our evalugtion procedures, extensive
Titerature scarches were made i an attempt (o find out of assessment approaches
had been made that fended to coraborate our indings. We had to seek out
studies that used statistically valid expenimental procedures o be able to
determine the basis tor the results and conclusions which they drew . Indoing so
morcsthan enough substantiation was found (Lepper 19751 among the more
stpnificant were many of the conclusions drawn in the Coleman report (Cole-
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man 1966). One result particularly consistent with our findings was the
statement that indicated that the single most important variable in terms of
determining success i ) was the student’s feeling of the degree of control .
over his own destiny. However, to many not having this coatrol, an ecoiogy
was created in which classic schizophrenic-inducing double binds were com-
mon (Bategon 1972, p. 261; Watzlawick 1967, p. 51).

Emerging from our developmental and assessment work was a growing .
awareness that many of the students with whom we affiliated in inner-city
schools seemed to be operating at value levels that were sometimes in conflict
with those of the teachers. This differentiation seemed to go beyond simply the
racial differentiation ofien found between the inner-city students and the
teachers. It actually seemed more linked to a class differential. The urban
students developed individual capacity for survival and awareness of the
incredible number of intertwining variables in the everyday world. which
created a demand for expertise in intuitive functioning. They tried to build a
base of comfort for using that expertise (Scott 1972, p. 13).

The materials developed through the Environmental Studies for Urban Youth
project tended to address this student expertise vs. teacher cxpertise problem
directly. The instructional materials were specifically designed to legitimize

.access to their own right cerebral hemisphere functions. The assign-
ments were highly ambiguous, to heighten the student’s role in deciding what
the assignment meant (Essence 1 & 2 1974). Students were asked to make
decisians: they were asked to set up strategies and plans involving the nature of
the initialproblem. They were effectively invited to invent solutions for
problerhs posed by the materials, plans that they could effectively take aciicnon
in their own environments, environments 1n which they possessed the ™ strect
smart.”" It was the commonplace world of the student that was designed to
provide the content as opposed to the contrived world of the curriculum maker
or the teacher. In doing this the teaching and leaming enviroament not only
created a legitimacy for the right cercbral hemisphere but it also created access
foutes o it

How it worked was simple. In the face of an ambiguous assignment such as
**Go outside and find a million of something and prove it'* the students made a
broad spectrum of decisions. They ranged from What does the teacher want?,
What's a million?, How do | *"prove”” it?, to How do I count the bricks 12 the
school building? The_point was that such assignments tend to nurture the
establishment of trust f&‘qmrc effectively than assignments in which the
answer 1s known. The students leamn quickly that diversity is appropnate, that
there are many answers, proofs, and methods. They kam that it is alswo
appropriate to *‘trick”" the system in that ambiguity can be answered with
ambiguity. specificity, o a combination of both. In effect we celebrated the
nght cerebral hemisphere and the left. There was neither penalty nor praise tor
focusing on one or the other. Action became its own reward.

Because the right cerebral hemisphere tunctions with extreme competence in
the arca of figural and visual imagery. we have put fogether a sequence of
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learning activities and experiences that combine both visual imagery and
combinatorial play. By combinatonai play | mean to refer primarily to one of
the divergent production functions of the right cerebral hemisphere which
results in the simultancous processing of multiple variables.

The Four Levels of Analogy

A typical sequence Of our project activities might be an excursion through
four levels of analogy as finst identified by W J. 3. Gordon in his bock Synectics
(1961, p. 37). These levels of analogy are: fantasy. personall direct, and
symbolic.

The first category is fantasy . In this form the mind creates objects, entities.
;md processes that never have existed. Imagery and metaphoric relationships
“blond 0 a totally nvented mindscape of thoughts. C ontexts and contents
overlap. merge. and dncrg‘c. It is generally ““all new™* as a process for each
individual, and such mind work likewise creates products that are aew in the
expericnce of the person using fantasy analogy. In some rare instances it may
resultin the lesel of creative invention that creates a new level of awareness tor
humankind. )

The second., personal analogy 1s one in which the human being involved in
the analogic processes identities the total essence of self with the process of
being of the object with which the analogy is being made. For instance: A child
performing a personal analogy would tend to slip into the metaphor of becoming
a ball when contronted with a ball. The child would begin to teel and sense and
anticipate the way that the ball wouls operate as it rolls around. The child would
wdentity with the ball as the ball s being picked up or thrown, or struck with a
hat. The tota! intellectual. emotional, and sensual qualities identified with the
ball would be eapericnced by the child. Therefore, personal analogy tends to
involve high levels of identification. g deep. abiding involvement in processes
or entities. There 18 no detachment. no comparison, there s simply total
immersion and involvement.

The third level s the direct analogy . In direct analogy certain processes or
entities are vompared with certan other processes or entities which ordinarily
seem distant, remote, or alien (o the imtial comparison, However, as direct
analogies are explored. mgher levels of relationship tend (o emerge. As these
fevels of relationship emerge. new nsights into the original charactensig's are
achieved. An example of this would be: A city is hke a heart. It has one
pulsebeat per day . in the morming. when it opens up and all of the corpuscles
called automobiles come lowing Jown the venous pathways called freeways
into the city. Then at mght stcontracts, send s them all scurry igg down arteries to
thetr homes agan. Comparing the city and the heart, two entities engaged in
specitic kinds of processes, creates higher lesels of insight and higher levels of
awarencss about-the functions ot both. Thss 1s the tunction of direct analogy .

The tourth and most tormal level of analogic reasoning 1s the symbolic
analogy and othier non-prctord symbol use. This s the normal. everyday
process mrolved m language When o symbobic analog s used o particular
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It would be like a psychologist tuking a whole spectrum of experiences
and tucking them into a single label which eventually might become a
school of thought such as Gestalt, or a mathematician defining gravity as

(my X m,)
r*

Working through all these levels of analogic processes, we found high levels of
success both in creating an attitude toward the appropriateness of right cerebral
hemisphere functions in problem solving and in carrying on everyday mental
processes. However it is my suspicion that higher levels of right cerebral
function are related more to fantasy and personal analogs and less to direct and
symbolic analogs. Thus Gordon may have created a hierarchy of metaphoric,
intuitive functioning. We are now exploring the relationships between the right
cerebral fantasy and personal analogistic mind work and the better known left
cercbral hemisphere direct and symbolic processes described by Piaget (1970).

f=G

Applications

Our work has sctuadly been camried out in a variety of professional areas, We
have induced right cercbral enhancement at all levels of iastructifin in public
schoul classrooms, as well as with industrial counseling and group and indi-
vidual therapy (Samples and Wohlford 1973, p. 6). We found in a variety of
situations that the functioning of a group is destroyed when individuals in the
group feel as though they are not allowed to communicate things that are
intuitively and metaphorically meaningful to them. It does not matter whether
we're dealing with a corporate vice president and a middle level management
person, with a teacher and a student, with a husband and wife, with {wo lovers,
or with parents and children. Very often the sorts of things that tend to destroy
productive relationships are exactly those things which tend to limit the creativ-
ity found in any of these groups; limiting creativity tends to denigrate or at least
demean the concept of right cerebral hemisphere functioning. Intuition is cast in
a lesser role than is logic (Samples 1967). Feelings are demeaned in favor of
facts.

The relationship betwcen individuals within a system. whether that system
be one to one. one to twa, or one to many . tends to become counter-productive
whenever the individual qualities of creativeness and intuitiveness are excluded
from the environment. The exclusion of these elements tends not only 0 affect
the working relationship between the people but also the effectiveness and
efficiency toward goal achievement as agreed upon by the group. For example:
If a faculty in a school is interested in creating a constantly evolving. instantly
modifiable mechanism for working together as a faculty. the cffectiveness of
this plan 1s destroyed as soon as logical justification and rational legitimacy are
required for all of the actions of the group. The anly way such a group, intent on
proGucing creative environment, can function and sustain itself is to develop a
legiimacy for and a positive attitude toward the right cerchral hemisphere

functions.
-



My focus over the past several years has increasingly been to focus on
motivational analysis and motivational therapy as opposed to behavioral
analysis and behavioral therapy. Because behavior is patently obvious in any
group, we find that little headway is gained by "doing a rational analysis of
behavior and a rational analysis of modification of behavior (Samples and
Wohlford 1973). Instead. what we deal with are primarnily the motivations taat

~ Iead to that behavior. In doing so, we find that motivation seems to be a quality
{ human mentation that is primarily focused in the right cerebral hemisphere.

Ithough this sounds like heresy. it is my conclusion that an overwhelming
ma\ority of human decisions are made in the intuitive, metaphoric right cerebral
henksphere. They are then explained in the rational, logical, left cerebral
hemidghere. Yet quite the opposite image of human mental involvement is the
popular tmage. Theretore my approach s effectively to legitimize the right
cerebral hemisphere function, to legitimize the intuitive, to legitimize the
metaphoric, and in fact 1o build levels of maturity in metaphornice and analogic
processes (Samples 1967).

In domg this | feel as though we are creating a broader base for an aceeptance
ot and a maturgty in the intuitive side of human imental processes. There is hittie
new about this strategy . Therapists and counselors have been doing it tor
gencrations, However, with the physical and psychological constructs provided
us by Ornstein (1972) and others for the differentiation of Tunction of the
cerebral hemspheres, all that we are doing is weaving adeqguate and competent
therapeutic practices into @ context that tends not to denigrate any part of the
human mental capaaity but nstead o celebrate the union of both.

Right and Left: Equality and Synthesis

None of the work that we have done has been aimed toward demeaming the
rattonal, hncar components of human mentahity. Instead. it has been to cele-
brate those but to celebrate them as pant of the complere portrait of human
teliectuabiy . emotionality . and sesuahity. Divergence (o uas 1s as important as
convergence. 1is notas though one can exist without the other, but a predilec-
ton toward comvergence tends to dinunish the opportunity tor many people.
when using their mind as an mventine tool. to explore the roots that are made
avatlable by divergent thinking

Abragham Masiow (1971, p 73 talked offen about self-actualization and
about reaching the tull potential of the human being. One of the things that |
have concluded s very similar to o concluston that Maslow reached shortly
betore tus death He opined that perhaps the peak experience of human creatis -
ity s not tembly didferent from the peab experience of actualization. As i
result, all that we are doimng m terms of work that s both analyvtic and thercapeu-
te s oty o create attitude and access routes toward higher fevels of total
mtegration of mental capacities Ascoresalt, hope towitness an increase m the
accurremee of peak evperences, with sact an mmcrcase becoming a norial
pattern tor human bemgs as they bive ther bves
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' DISCUSSION

Visual Imagery: Metaphor versus Rationality

Nancy Bauer: You put a lot of emphasis on the use of visual imagery. Do you
have any observations or any research on what happens when you use visual
imagery with children? T :

Samples: Sure. One of the things we have leamed is that children generally
have higher levels of metaphoric maturity than adults. They simply do not have
the rational maturity. Some people that 1 am working with are actually con-
vinced that children can see auras, that infants can actually see energy fields that
surround your body. One of the things we say is, *"Oh, their ‘eyes are not
focusing yet.”"

The qualitics of metaphoric thinking that children are capable of arc quite
profound.

Baucr: | understand the importance of that, if your goal is more metaphoric
thinking but what if your goal is to gncourage or enhance vicarious experiences,
such as experience of Sumaria or Iraq. Teachers often try to give kids empathy.
a sense of what other people or cultures are like. Do visual images help with
this?

Samples: | have no control over how students process visual images. and so |
am forcing them, in the act of looking at a particular picture, 1o exercise the
functions of buth cerebral hemispheres. The visualness primarily appears to the
right hemisphere and the words to the left, but I cannot control what happens.

Bauer: Oh, no, 1 think you have built your control up because you have
imposed your metaphor on the students. ’

Samples: | am not oo worried about that, since about 90 percent of the
matcrials now used are in the left henusphere mode.

Baucr: There are two things that concern me. One is that you are not
interested in the use of. visuals for vicarious learning - for example, leaming
about places children have never been, and flowers they have never seen. This

Sepms to me (o be an important use of pictures.
The other thing is the possible application of what you have done to my effont

to create. it you like, right-minded approaches to the culture of 10reigners. In
\ what ways cun you arrange the study of Russia so you understandmd cm-
\m(hif.e with the Russians? At what age would you expect empathy to result?
We talk about all of these goals in social studics.

Samples: | share your concerns. but Falso have a built-in resistance to them,
Maybe that 1s what is making me awkward in answering. I getalittle bit worried
when I use a visual mode and try to generate metaphoric experience specifically

for rational knowing. | have found that almost all instructional matenals do that
alot. They will let vor play with the picture, but for s rational purpose. Fwant to
' egitimize the metaphornie awareness in and of itself o that little kids do not
pamnt a prture so they can write a story about it They can paiat a picwre to

Iy
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paint a picture. I am really against using the metaphoric strategies to seduce the
kids into more rational knowing.

Bauer: 1 undentand and agree with that goal as a worthwhile thing. But we
still have the responsibility for the vicanious .2aming of students about many
things.

James Eckenrod: | hear Nancy asking about her etforts to aansmit know-
ledge. where the outcome expected of the children is an understanding of a
foreign culture. My undenstanding of what Bob is talking about is how we help
young children coastruct their own realities. If we expect them, at the end, to
have your reality of what Soviet life is about, we expect the impossible.

The best way we can do itis to provide rich, personal, active experiences for
kids and hope that someday maybe they caa get to the Soviet Union and learn
what it s like 1o be abve in Russia. The intended outcomes are wrong if we
expect them to recite data about the Soviet Union.

Baucr: | am still concerned about empathy and understanding. We always
say we want students o study Russia so they will understand the Russians.

The Metaphoric Capabilities of Children

Stancly Wronskhi: You stated that children are able to handle the metaphornic
operation betier than adults. You also said that you had tested this idea. In view
of vour reluctance to test children, how did you get evidence on this?

Samples: We counted the number of alternatives kids would try in entering o
problem sequence, then did the same tning sometime later. We found that they
would increase remarkably the number of alternatives that they would fry when
we used metaphoric strategics. They would actually get more hinear - fewer
altematives would be considered - when we used rational strategies. 10is justas

-simiple s that.

Wronshi: Do vou have any comparable Kind of testing of adulis?

! Samples: Yes. We analyze tape recordings of the beginming and ending of a

series of sesstons. We turm on g tape recorder in a roomfel of 40 people, start
talhing about somcething, and analyze the quality of the responses, most of
which are hmiting, separstional, and convergent. Then we work togethes
thorugh metaphoric sequences, and at the end the people are bemng very hnhsm
and divergent in therr strategies tor solving problems.

Wronski: It this s so, then our problem becomes more and more diﬂ‘iculi as
children become older

Samples: Yoo, That s really the pomnt. For instance, 1 can walk info any
hindergarten class and deal waith any concept in any way they want to. At the
senior high school down the street. | have to warm them up for three days.

Richard Jones: An interesting aspect of dreams that [ did not mention is that
when we are asleep. children and adults, we are equal. The training-out of
metaphonical thinhimg that Bob was talking about does not apply while we are
asleep. That seems to be safeguarded agamst culture.

Samples: One aother thing 1 would like (o mention about the child’s way of
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knowing. David Elkin, when I first met him. was atthe University of Denver
and 1 was working for the state department of education. He came in and said,

**You are an eirth scientist. Tell me how to teach children about lakes."" He
smd_he asked this little kid, ‘' How do you think lakes form?"*" And the kid said,
**There is this giant and he walks around and he leaves big footprints and rain
comes in and fills them. This is where all the lakes come from."

So Elkin got a nine-foot stream table, with mountains, thunderstorms.
hurricanes’, and the whole bit. He worked with this kid in a tutorial one-to-one
way for something like six weeks——not full-time, but cach day—until the kid
knew how to explain tams, oxbow lakes, and so on. Thls was during the
summer- session.

The next year the kid came back and Elkin s.ud “Hey. I remember you.’
The kid said, **Yeah. | remember you, too.”” Elkin asked **How do lakes
form?"* And the child said, **Well, there is this giant, and he walks
around. . . .7 '

. James Eckenrod: We had some similar experiences when we were setting up
our curriculum. We observed some kids during an experiment with gases, a
concrete experience in which they can manipulate and see what the operant
variables are and arrive at a conclusion. Often they would not get the cylinder
on the clay right and the water would leak, or something else would happen. We
probed their unde’ standing and it was this: **Sometimes it works and sometimes
it doesn't. " That was their real understanding. We wrote a paper about that and
called it **Can You Accept a Child's Answer?”” Generally, adults and educators
cannot accept a child’s answer.

Acceptance

Jack Fracnkel. Should you accept a kid's answer-—any answer that a kid
ofters?

Samples: | have no choice but to zictjcpt a kid’s answer, but it does not mean
that | necessarily agree with it. | cannot detend this: it is just my style. It works
for me. The metaphor that I use for this is some experience that | gained in
working with Navajo people. Acceptance is an incredibly widely practiced
custom in many of the Native American cultures, particularly among Navajos.
If you say something to me, the thing | must do, as a cultural strategy. is to
accept it Then I can respond to you sbout whether or not I agree.

When we work with teachers. we try 1o get them into postures of accepting,

. but not necessanly agrecing.

Fraenkel: What do you mean when you say accept? Saying 1 hear you and |
understand what you are <aying, that kind of response?

Samples: Yes, just listening instead of commenting on it. Leaming how to
just really accept what the Kids do and then go on to say. "' do not think | can

* cope with that because |am afraid to think that way. " or something of that sort.

You have to say it very honestly. and speak in the first person. If we get teachers
to do that for a week in school, it changes their teaching strategy forever.
Fracnkel: That is so trightening to people. Would you advocate. assuming
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we had such people that they encourage kids to acc ir own answers?

Samples: Yes, but not necessarily agree with them. Ve oﬂen it is a matter
of exaggeration. | accept the notion that children exaggerate in my presence.
When | accept them and celebrate that exaggeration, there will be a time when
exaggeration is not necessary and they will come back to me in a very
straightforward way. But to first legitimize their responses is the quality of
instruction that 1 émphasize and value.

Release and Play

_Suzarne Helburn: Bob, in line with some of your comments, it sounds as
though metaphoric think:.ig involves breaking down barriers.

Samples: Most of the stuff we have been doing with teachers has shown that
what we are dealing with is an attitude. Everybody thinks metaphorical'y, and it

. is always going on. But, somehow it is missed or lgmvred All we need to do is

legmmu'c .

Let me give you an example of counseling we have done with some women's
groups. Women who have been quickly promoted into positions that were
formerly held by men have a peculiar kind of a <risis that they go through
because, and | know that this is going to sound sexist, women are culturally

. rewarded for being more metaphoric .ad more intuitive. As a result, when

suddenly thrust into the male aggressive kind of role they try 0 ** out-rational”’
males. They try to be more rafional than the rational males that would normally
have taken that job. At that point, we say to the women, **Do not dd it,”* **Do
not play that game.™

We find that 2 lot of elementary school tcachers are very metaphoric and very
intuitive in the role they play in teaching. But the secondary school people have
an academic major, and they believe that major is a serious matter, and dften
they think about it that way, and so they tend to develop an attitude that reflects
what they see as a more ““profound’” kind of rationality. At that point, we
simply invite them to entertain the notion that it is okay to be playful. Most of
the really cool people never work hard. They play all the time. So attitudinally
we give these teachers activities and let them discover that they can survive
being metaphoric in each other’s presence.

Bauer: [ would not equate the word playfulness, whuh is sortof an expansive
syle of experience, with the ability to create metaphors. Maybe it is just a
semantic bind, but I think that the word metaphor means that you have to have
two related experiences: some people can put such experjences together.
Thoreau was great at it, but I am not sure every four year okd is. You have to
have both experiences first. . . ,

Samples: Well, Nancy. | treat “*metaphor™ as a verb. By metaphoring, |
mean to get involved-dezply into combinatorial play. Thus if there are no
appropriate combinations for which | can find a counterpart in my experience, |
invent them. That is the strategy that | am talking about. As a result, | am never
contined by my own ignorance. ,
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Are Right and Left Lobes Really Differentiated?

- Irving Morrissett: Bob, evidently you and a number of people believe that the
evidy nce is quite good for a very large separation of functions between the
cerebral hemispheres. I take it that there are many physiologists who say the
evidence is not very good and~you are off in left field. Is that right?

Samples: Somesaymatljusthappenmhehmgmgamundmepwpkmmdo
not say that right now.

Morris=ett: Well, my question is: hoq» necessary to what you want to get done
is evidence of this separaiion? What you are concemned with, and what the
conference is concemed with, is two modes of thinking. Whether or not those
are related to parts of the brain is not a bit essential to the existence of the fact of
the two modalities. My question is. aren’t you unnecessarily getting resistance
when you talk as though your basis of operation dcpend: upon physiological
evidence, which it really does not.

Samples: I do not find very much resistance to it, mostly because it is so
compatible with the technological capacity of the culture we are in. Such an
approach is a very political one in the sense that most of the people with whom |
have worked in education seem highly frustated by the lack of a model—so
much <o that unless we can talk cognitive, affective. and psychomotor, com-
munication tends to break down.

So I emphasize cercbral functioning simply becaus. I am interested in it, and
also because there are technological compatibilities with people who are sys-
tems thinkers. | do not give adamn it the hemispheres are differentiated. But the
people with whom I have had an opportunity to talk including Omstein and
Galin. think this way. They are very convincing to me about the validity of the
separation: but | do not carc. My adherence to it is just to create a model that can
be communicated to people who like models.

Should the Teacher Know the Answer?
Alfred Kuhn: You referred to asking questions to which the teacher did not
know the answenr. | recall . suggestion that a teacher should never ask a

_ question to which the teachers knows the answer. 1 wonder if you have any

particular feeling about that.

Samples: Once the kids know that you are nof trying to trick them into a
particular way of knowing. it does not matter whether you know the answer.
But. if | do know the answer at the beginning. it isawfully hapd work for me not
to lead you to my answer instead of allowing you the freedom to explore on your
own. In the face of ambiguity. human beings have to make decisions. In the
face of specificity. all they have to do is perform.

13}
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CHAPTER 7

CONFLUENT EDUCATION

N7

~——,

Mark Phillips ™

Murk Piifllips explains here the meaning of confluent education. Con-
fluent education can be thought of us an extension into detailed practice of
the notion of trust set forth in the paper by Samples. Phillips has examined

-the idea in action, and closely, over several years. The idea of confluent

education goes beyond the earlier ideas apout healthy classroom climate,
. which had been current since the thirties. It seeks a specific awareness
A among the members of a class, including the teacher, of the feelings that
are being commumicatéd, overtlx and cavertly. In this., it reminds us of the
comments along these lines by Lippitt and Schindler-Rainman.

Like Lipput and Schindler-Ruinman, Phillips has a vision of what people
should do and be. if thev are to realize themselves fully in a trusting. just
society. He shares with his colleagues the feeling of missionary zeal
though he comments during the discussion after his paper that he uses
conservative, 'safe’’ strategies to bring about what would ultimately be
radical reforms. .

The development of confluent education is presented as the growth of
ideas in practice . Having made substantial progress in developing individ-
ual awareness ard participation, Phillips und his colleagues have more
recCently been giving greater attention to the social context within which
they do their work.

I want to share with you some of what we are doing in the confluent education
program at the Univensity of California at Santa Barbara. This. 1s a small effort
which we are finding hopetul, and 1 am looking forward to sharing it with you.

I will define and talk about curriculum in a broad sense, including the wrirt<n
curriculum, but with cmphasis on the emergent curriculum---how one deals
with written curriculum in the classroom in relation to what is happening to 8
group of students at a pasticular pomt in ume. | will also deal with the hidden
curriculum.

First | want to rap for a while. Then | want 1o do an expenmental thing.
although this will be an msufticient sample of the exercives that have been used
in our pRgzam with students. Then | want to tatk tusther. tying that expenience
into a broader concept of what we are doing and where we are moving. Finally.
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I would like to have as much of an open rap session as possible.

The Hidden Curriculum

The nature of the context is very important to the outcome. The nature of the
means that are used in the classroom helps to determine the ends. How a written
picce of curriculum is taught may be as important, more important. than the
specified objectives in the curriculum: how the teacher behaves. how the group
interacts, the nature of that environment within the classroom itself.

One of the things that | noticed about this conference, one of the more
refreshing conferences that | have been to, is that there is a **star”" system of
sorts—there are “‘stars,”” *‘experts.”” brought in from the outside. | am not
denigrating that. but the conference in some ways pivots around the presenta-
tions of these *“stars.*” That is important i helpingtordetermine what happens.
It s somewhat awthority centered.

| am aware, for instance, that there are no high school students here. [ am not
suggesting there necessarily should be. but the fact that there aren’t, as we talk
about what should be going on in schools, makes a difference. It.could be
assumed that we have enough knowledge of schools to represent those students.
I don’t recessanily agree with that assumption and | am not suggesting that
others necessarily do either. [t does seem to me that these characteristics of our
context will help shape the outcomes of the conterence.

Plaaning for Others

have been reading a book by Peter Berger, Pyramids of Sucrifices (1964,
pp. 133-36). 1n which he takes on socialism and capitalism  In one of kis
“iterludes’ he describes an imaginary intemational conference which fo-
cused on “third world™” under-deweloped nations. - The people there were
well-dressed. upper middle-class experts; the poor people of the third world
were not there. At one point in the conference somebody made an impassioned
statement conceming the importance of being concemed with the well-being of
these people. He noted that there were third world people living night here inthe
hotel where the conference was being held and nobody was concerned with
them. Confernee participants were leaving their food outside the door to be
picked up in the moming and their shoes to be shined. (f | left my shoes outside
the door in New York, | think they would be gone by the moming!)

So they reached a resolution, a major debate that took about three hours.
They weren't going to leave the stuff outside the door. Mr. Berger makes the
point that the people being affected were not consulted. It was a typical helping
relationshsp. What that action did was to throw o the whole system. The hogel
service people didn’t know how 1o deal with it They felt it was a personal
altront. Berger points out that no dessert was served the next two nights and he
wasn’'t sure whether that related to the particular action or not. Who was
included in making decisions tor whom? What is the nature of the decision-
making process?

Another image sticks with me. Just recently | saw the maovie Young Fran-
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kenstein. 1 had a great seene in which the gnonster goes around the village and
stumbles into the home of a blind man, played by Gene Hackman. The blind
man onl\ wants to help the monster but ends up spilling hot soup in his lap and

_ ;he monster leaps up in extreme agony. Then he tries to light the monster’s

Tigarette hut instead lights up one of hes hngcrs There is one image of the
helping relatonship!

A third image in my mind 1s from an article by Bénjamin DeMott (1975) in a
recent issue of Harper's. entitled **Hot-Air Meeting,”* which deals with a
miceting that was held at Southampton College. Southampton, New York,
ahout a year ago, supported by grants from the U.S. Office of Education. They
brought in a host of people. including Lillian Hellman, John Brademas. Robert
Quic. and Scnator Clayburn Pell, 1o deal with the problems of Amenican
cducation.

DeMott comments on some of the failures of the conference. He indicates
that one of the crrors was the fallacy of belicving *that the doers of the world,
the improvers, the nonprovincial, the well-traveled. the experienced, cannot
but ntroduce mto a mixed assemblage qualities of the flexibility that tcach and
retine by’ example’ (DeMott 1978, p. 79).

That was an ermor, that was not what happened: people got up and made
impassioned pleas tor their own points of view, The very liwks that people were
falking about in cducatron were being demonstrated at their worst at the
conterence. A typrcal partisan plea was made by someone who said that the
answer 1s Head Start programs and what the hell is the matter with you people
that you ase not putting all your funding into that.

DeMaott also says. **in theory we knew that much, if not all, reformist bustle
about education in the recent past has beer without consequence. Open class-
rooms? closed? oral? aural? oral-aural? disciplinary? interdisciplinary?
whool? deschood? ticld? stream? - increasingly these battles seemed weight-
less. Knowing these things, we therefore also knew - did we naot? how could we
not  that the “cure” tor, say. cormuption 1 high legal circles is not a project in
moral education for law schools. But this was among our proposals - and o
could soundly be sad thay all the Southampton proposals were dentical with
this onc. s ghat all low ed trom the conviction thatwee are ready (the others need
pricking !‘.ﬁ\d all betrayed sgnurun&c ot the troe gram of common teehng’
(DeMott 1975, p. 84

Confluent Education

The pomnt s that we need 1o be anare of ourselves and the conteat of which
we are domg In makmg that pont | am also ntroducing confluent educaticn.
One of the things we are try g o do s o tran teachers o be aware of the way m
whith the contests that they create hielp mold the outcomies of the students they
are working with. Wit Lism sbout o present os not necessanly better than what
other people are domng m education. Rather, 0 s what we are domg with the
Himited rosources and Anowledpe we hase

Contluent cducation began about tive years ago 1 grew . not out of theons.
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but out of the *‘practical.’’ George Brown had background in creativity train-

ing, in Gestalt, and in teaching and teacher training. He and some of the other

"*founders’* were also good teachers. How they got to be good teachers we are

still not sure, but those good teachers ventured to Esalen, a “rowth center on the

West Coast. For g period of time, they worked with Fritz Perls. founder of
Gestalt therapy. They came out of this experience very much interested in

applying to the classroom some of the techniques that he was using in dealing,
with the feelings of people.

They worked with teacher training. They got a mini-grant and then a full
grant from the Ford Foundation to develop curriculum and to do teacher
training, integrating into traditional curricula—social studies, English, etc.—
the exercises and experiences that were drawn out of Gestalt.

One important assumption in the confluent projects was that training teachenrs
came first and the curriculum developed out of the teacher training. Individual
teachers, through the training process. devel their own cumriculum? That
didn’t mean they couldn’t use national curricitym packages or other cur-
riculum, but those would be integrated with their experiences and developed
into a curriculum of their own. The key purpose was not the design of
cumriculum for national disseminaiion. but the improvement of this limited
group of teachers and the improvement of the curriculum in their classroom. At
the same time. some of the curricula they developed have since been dissemi-
nated, are still available for dissemination, and are quite good. The assumption
was that no curriculum is **teacher proof”” and a judgment was made that it was
more important to train the teachers than to develop the curriculum.

Initially, confluent education had the goal of improving traditional achieve-
ment, o develop processes which would facilitate the achievement of existing
goals. By dealing with students’ concems related to the subject matter, by
dealing with blockages ¢ leaining, by having students examine themselves and
their relationship to the subject, and by developing links between students and
between teachers and students, leaming of basic subjects would be increased.
Ay initially formulated, it was a humanistic extension of educational psychol-
ogy, a psychological means of improving and achieving traditional goals.

There were other, implicit, goals not being made fully explicit, primarily for
reasons of public relations. Schools would respond positively if we said, ** All
we want to do is to better achieve traditional objectives.*” On the other hand, if
we said we were also trying to help students clarify their values. become aware
of themselves, become whole persons, and develop their creative capacities and
their Lapacmcs for visual thinking. more difficulty would have been experi-
enced.

In truth, the means as well as the goals were frequently non-traditional ones.
Processes being taught to students were those of seif-explanation and self-
examination. The nature of the classroom environment was also atypical. with
close relationships between students and teachers and teachers responding as
human beings, shanng their feclings, being open and honest.



Onc of the things often said was that we were not doing anything different
from what good teachiers have done all along. | think that in some ways that is
true, but the means were somewhat different and those means were and are
important '

More recently, other psychological approaches have influgnced our pro-
gram. Psychosynthesis and transactional analysis have been integrated into the
program. as well as the *self-science” approaches developed by Gerald
Weinstein—approsches designed to help individuals become scientific obser-
vers of themselves.

The Wall

Now | want to do an exercise withyou. If youdon’t wantto du it, feel tree not
to. Itis not high risk: you are not going to disclose your secrets. This is one
example of what we have done with curriculum. Afterwards | want to Jdlustrate
how various people have tied this particular exercise into a curriculum.

Take a comfortable position and close your eyes. If what | am goung to
describe doesn’t seem to “*happen’’ for ynu that’s not unusual; don’t feel there
is something wrong with you.

Given all that, if you are willing, come \th me. Close your eyes and take a
couple of deep breaths; hold them as long as you can and slowly exhale. Let
vour body relax as much as you possibly can.

Imagine a screen i front of your eyes. Whatever images or thoughts come
acrosy the screen, don’t hold on o them. Let them pass quickly.

Picture yourself on a vountry road. a road you would like to be on. You are all
alone in beautitul surroundings. There is a cool breeze blewing. The sun s
overhead and you are walking along the road. You are enjoying your walk.

Look way up ahead of you on the road. You sce a wall across the middle of
the road . As you look to the left and to the right along that wall you can’t see the
end of 11 As you look towards the top, you can’tsee the top of the wall. Itss that
large.

Now. walk up to the wall. Put your hands on it. Feeh . Let whatever hgppens
happen. Continue with that for a few minutes. Where ¢r it takes you, just go
with that.

Now . whenever you feel ready. let that pass. Come back 1o the room and
apen your eyes. Now -—-and again feel free not to do it—share whatever took
plice with onc other person. It a fandasy took place, share whatever you are
willing to share from the fantasy. If nothing took place. and you want to talk
about that, tine. ‘Take a minute or two for sharing.

I am trying to model a little bit of what we do in confluent education. No ane
has 10 do anything. We make that a rule and bend over backwards in that
direction. because the overall norm sometimes pushes people too much toward
welf-disclosure.

People arc asked to start by workimg with themselves, disclosig things tirst
to themselves and then with one other triend or somebaody they can trust or feel
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comfortable with. What sometimes happens m the classroom, and which we
wanf to have happen. is that the number of people on- is willing to trust
vecomes larger over a period of time.

Fentasy and Self-Knowledge

Richard Jones talked about working with dreams. One way to move toward
that. to explore the land between pure cognition and the dream state, is to have
people go intoifantasy when they can do it. This is difficult for some people:
sensitivity and skill on the pant of the teacher are important.

I did a childhood fantasy experience with a group of people in Baltimore
about five years ago. There were a number of black students there with painful
childhood memonies. | leamed then that for some people, remembering one’s
childhood can be destructive.

One purpose of doing a fantasy is to mcrease one’s ability to visualize
images. Richard DeMille did a book for children, Put Your Mother On The
Cetling (1967). He aas the child visualize a rubber ball, make the rubber ball
bigger than a house . make it smaller than an ant. climb on the ball and fly out the
window, play with your mother, make her fly around the room, put her on the
ceiling, and so forth. Besides being fun, this also helps to develop the ability to
create visual imagery.

Another purpose of tantasy 1s selt-knowledge. People respond to the wall in
the tantasy very ditferently. The st ime 1did that tantasy my response told
me a lot about mysel 1 got annoyed. § walked up and down the wall, figuring
continually, how am | ghgg to cross n? The tantasy ended and | was sull
walking back and torth k&g character at the end of a Bergman movie,
wonderning where [ was gommg

Someone else responded to the wall by bringing in plancs, tanks. and troops.
ke in i Cectl B DeMille film. Others sit down neat to the wall and enjoy the
sun. the wall doesn’t bother them: they feel there is no need to get o the other
side

In our classes we hane support groups, trom which people recesve feedback.
We may ash. © What was your response to the wall”? Iy there anything m your
way of respondimg to the wall that telis you more about yourself”? How do you
resrond 0 the walls 1 your lite”?”" Atter responses are given, someonce n the
support group may say . Ldon 't perceive you responding to walls in that way =
Thus, mereased selt-kpowledge can come from the perception of others, not
just trom self-pereeption.

Eaperience with the wall has been related o vanous cummcalum areas . fa an
English unit, someone related it 10 a Robert Frost poem, " Mending Wall." " Ina
wocial studies unit, 8 Zagreb cartoon called “the Wall™” and o Norman McCla
ren film called " Neighbors were shown. and the class got nto the whole
sbject of tences and walls between nations and people.

Faerones to encouriage fantasy and selt exploration are plentitul i the
Iergture Our concern s not hos to find such eacrcises, but how best to s
them When do vou use them? With what proup and i what conteat”?
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Aruitoxt provided by Eic:

The Emergent Curriculum

Beyond written curniculum matenials, our greater concern is with the emer-
gent curriculum---building on awareness of ourselves and of the context of the
moment. We give attention to hidden cumiculum, the implicit goals and
experiences and outcomes in the classroom, because we want to make them
explicit and o make them a part of the emergent cumriculum. In our value
system it is better for people to be aware of what is happening to them than notto
be aware.

Geoftrey and Smith. in a book called The Complexities of an (rban Clus-
sroom (1968). an cthnographic study of teacher and student classroom be-
havior. talk about the teacher’s skill, of *'nng mastership.”” being able to be
aware at any moment in tme of most of the things that are gomg on 0 the
classroom. Their obsers ation. was that teachers who have this skill seem to be
able to tunction more eftectisely with students than teachens who do not.

Su, among our goals 1n teacher traiming ase awareness of self and awareness
of classroom environment

A Gestalt assumption - but not unigue to Gestalt - is that it is important (o be
aware of what 1 “mine.”” in order to help ditterentiate between what 1 am
projecting on o my environment and what really exists. Atleast, what part of it
i mine. ©teel that my own children are sometimes victimized by the teacher’s
“sehtich.”” projecting s or her problems mto my child. dealing with my child
as g tvprcad child o g preconceived type of situation.

How do we tram teachers to be able o pick up, not through test scores but
through personal observation, where people are at g moment in tme? One
needed shill s reading body Lunguage. Who s with me here and who s not?
What dees that nodding head mean” Some students sitand nod their heads sl ot
the time and they are sleepmyg” How do | mahke that dilercnuanon’?

How 1o mahe exphior what s imphicit! More accnirate cgo fanguage s one
way wottosn UL when bmcan U wel and nottosay “you” when Tam talking
about maselt For example. there s the statement we all know " wheeh
immediatehy pinves the indivadual o very strone poswer basic m terms of the
supprrt that he or she allegedhy has

W e are absor workimg on ow o create trust m g Cassioom. How mauch irust
Catt vots eapedt fo build ? Sometmes building trust seems impossible 1 have
walhed into Classtooms where the Uhidler™ statements are fast and furious.,
whete the aorm s o 2 put down™ other people 1o as not possible, within o
penod of aweck of o to change the souietal norm that exists within such g
community or peer group Butthere aie wavs of begpmming . Peaple can begin
shuning what ot teels ke o be put down by others they trust

One of the models we are using that comes out of Geragld Wenstemn™s work s
el sorence T edacation He calls st The Trumpet ™" The indisvdual first
fooks at a specitic personal response For example. atter the “wall fantasy ™
vou might have examined your response to the wall

As another example . Tdoan exerone i which Fash tos voluntects Tdon tsay
tor what Fmadhv tive people wilt tase ther hands Then, Fwidljust ash people

1. g



¢ to inventory what the sentences were that went through their heads at that
moment. | wonder what the hell he wants me for.*® **If I put my head low
enough he won't see me,”" etc. The next step is to determine if the response
represents a pattern for you. Maybe it does, maybe it doesn’t. Are you the
person whose hand forever goes up or are you the person in volunteer situations
who usually gets down as low as possible?

Then individuals work an what these pattems mean for themselves. What do
you get out of them? There are things that we get out of being volunteers and
there are things we get out of not volunteering. Then we may work in groups,
getting feedback from others, experimenting in low-risk situations with altema-
tive forms of behavior, and getting feedback on that.

The purpose of all this is to combine vafious ways of knowing one’s self.

The Social Context

Up until the past year we focused almost entirely on the personalized
dimension, and dealt very little with the broader societal context.

We are now trying ¢« focus simultancously on self and sociery. As an
example, in tje self-science process above, instead of just looking at one’s self.
atone’s behavior in isolation, people look at their behavior in relationship to the
wcial world. ’

As an example. som. bady | know is doing marriage counseling in Califor-
ma. A couple of people who were with this counselor noted that the counselor
was dealing with the problem as it it was purely their problem. There was no
perspective brought into the counseling process of what the social norms are in
Calitornia - the external pressures on mamiage. changing male and female
roles, and o torth. The counselor was dealing with the problem as if it was
purely & problem between the two individuals. Of course the other extreme,
which assumes 1t 1y all socially determined and we can do nothing about i, is
cqually to be avoided.

What we arc trying to do is train educators to look at themselves within
ditterent social contexts, toward the goal of increased self-knowledge.

A second purpose Is the process of building community between teachers,
This has been one of the most significant outcomes from the work we have
done

A third purpuse 1s to have the personal and community outcomes directed
towards a change in the social structure itself. For example, | am becoming
more committed to the cducational goal of creating non-oppressive educational
envsironments. Oppression has been defined as decisions being made tor
people. by other people, without the people who will be affected by the
decivions beng consalted or beng involved n the decision-making process.
W are tryving (o avord such oppression in our program. We are not going to the
other extreme., of tuming the programs over to the students or disavowing the
things we think we know, but we are including students increasmgly in all
decisions that aifect them
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We are also trying to get out of our upper middle-class bias. We have been
bringing in students who are multi-cultural and are leaming a lot from them.
People working in Chicano communities, for example, tell us that it is all very
nice to talk about getting in touch with your feclings, but fantasy experiences
are not enough in a community in which the 70 percent Chicano population is
ruled by a tota'ly white-Anglo power structure which is completely non-
responsive to Chicanos.

Integration
What we are scarching for is ways to integrate all these experiences and

ideas. How do we take a conference like this and integrate our experiences so
that it is not just me talking to you and you talking to me. How do we create a
dialogue so that | leam as much from you as you leam from me? How can a
classroom be conducted so that the teacher learns as much from the students as
the students learn from the teacher?

DISCUSSION

The Role of Chicanos

Clenn Linden: Are most of the teachers you are working with Anglos, white?

Phillips: Yes. )

Linden: How many Chicanos?

Phillips: Until the last year or so the people in our program were primarily
white, upper middle-class. We weren't attracting minority students. When we
received a grant from the Ford Foundation we brought in six first-rate Chicano
educators. | have been doing some work in the past year in Ventura County and
Oxnard with heavily Chicano populations, people who have had trouble with
theNqw . dealing with a primarily white police force. What is happening . .ne
word¥ getting out in the Chicano community that we are not just into
*'touch-feely’ education and all of a sudden there is more interest among
Chicano teachers and students.

Linden: How do the Chicanos respond? Do they really open up? [ would
think the level of trust that you would have, to establish to begin with would be
very important.

Phillips: 1 do not work with Chicanos by myself. [ work within a team with
Chicafio educators. Trere is something wrong about me as an Anglo, with my
mimimal knowledge of Chicano culture and with the well-founded context of
suspicion in the Chicanc. community . going in any other way. The Chicanos in
ou - program came in with a definite interest in confluent education but also with
some suspicion and skepticism. The program has allayed some of their skepti-
cism, but more significantly their presence has changed the program. Some
skepticism remains., and that .s a healthy thing for the program.
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Changlag Goals |

William Joyce: | am a little about one comment that you made. |
may have misinterpreted youp/remark, but I think you indicated that your
current activities do not directly involve changing traditional educational gcals.
Did I read you wrong? -

Phillips: Wps. One of my personal gripes when I came into the program two
and one-hall years agu was that it was being called **value free.”” I also
disagreed with the idea that we just wanted to help people reacly traditional

. goals. In that process you take a value position which is that the present goals

are okay and don't need to be changed. I disagreed with that. What I perceive
we are about right now is conservative radicalism. We are committed to
changing the system drastically, but we are ot committed to changing the
system through rapid and violent overhaul.

At present we are working with students to help develop an awareness of the
social system that exists in the Universityx—to develop social literacy to com-
plement self-litecacy. When someone asks, **What the hell is the matter with
the ‘Dean?"’ we look at the position of the Dean within the system. What
pressures are on him? How he is evaluated by the Chancellor and the Vice-
Chancellor? We also shate ideas on how we can effect ¢ .ange. Some people’
who came into the program ready to batter down the walls of the Chancellor’s
office learned to step back, to leam about the system, and to develop the support
of others. They have leamed that as single individuals they are not likely to
change the university but that in concert with others it is possible to bring about
changes. But you have got to be socially literate to be able to do that.

My feeling about teachers in the field is that the nature of the institution
works in such a way that the, establishment of community support systems
among teachers is next to impossible. Things are arranged in a way that keeps
people as isolated as possible. The strongest need with teachers is not to learn
exercises. nos even personal development. When teachers are given the time to
be together and share things, they want more of that connectedness. They want
and need community.

Teaghers are becoming more powerful, through unionization. But what are
they going to use that power for? With all their power in New York City, they
have not improved the ciuaii!y of educatic 1. Do teachers know how to use
power? One of our concerns is having people become aware of personal power
and group power, and of **power with'* as opposed to **power over.”

Bonny Cochran: One of the things you mentioned is something that came out .
of the program that you had not expected—a feeling of strength and solidarity
among the tcachers. Would you talk a little bit about how that happened, and
especially what they,do with that strength and solidarity?

Phillips: In our degree programs people come from different parts of the
country and eventually dispeise. In our school projects we wark with people
from a number of different schools . In both cases we have encouraged networks
of people who build a support system through communication and travel, who
can call on each other for advice and help.
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Alan Tom: [.have also been concemned that you seem to be taking a very
conservative approach. | have been puzzled because I thought at first that it was
much more radical.

Is it merely that teachers should be responsive to communities? In a few
cases, that might be radical, if teachers are not currently responsive to com-
munities.

Phillips: What we are doing is not radical in the senge of destroying present
structures and substituting a grand new scheme, but it is ultimately radical. By
social }itcracy. I mean awareness of a system which [ perceive as basically -
oppressive, in the sense that many of the people affected are not included in
decision-making processes. We are concemed with understanding society and
how decigions are made, not for the purpose of accepting, society, but for the
purpose of identit ying the hest intervention points and ways of changing it.

I want a society in which whole people can develop. I want to change systems
and I believe that the process of personal change and of change in those systems
needs to take place together. Maybe you don’t perceive that as radical.

Tom: 1 perceive that most of your discussion has o do with tactics or
processes.

Phillips: Yes, political tactics or processes or exercises to make us more in

- tune with one another. What would you rather have us do?

Tom: Well, maybe it is there and [ don’t see it. but I think you need some kind
of a vision of the future that is an end-point that all of this is designed to reach.

Phillips: I can describe a piece of the end point. I don’tknow if [ have a final
Utopian vision, but | envision a saciety which is neither racist nor sexist. It s a
society in which, as much as possible. individuals arc consulted with regard to
the decistons that concern them and in which institdt.ons exist to serve the needs
of the people as opposed to serving their own needs.

I had a fricnd who worked as a custodian at a school in Maryland. His
purpose was to see what schools ook like from the perspective of the custodian.
His final analysis was that the physical plant and the program were constructed
more for the needs of the custodian than for the needs of the students.

Community Reactions

Thomas Ward: In the average and above-a erage white, middie-clase. com-
munitics. what are the reactions o what the teachers have done?

Phillips. The best example [ can give is my daughter’s school. where [ siton
the parent advisory committee. My daughter has just come out of the sixth
grade She has had the best educational experiences of her life in that school,
with teachers who have directly or indirectly been associated with confluent
education. At this moment many parents in this school and elsewhere Bave a lot
of suspicion. suspicson of almost anything that isn't straight, old-tashioned
reading, writing.and arithmetc. done in a traditional way. They want control
and disciphine i the tradiional sense. The principal has responded to parents
with a great deal of tact while supporting the eachers.

There is ¢ 1ot of opposition and yet confluent cducation exists and s etfective

(R 1“.“



in a numbet of classrooms. Individual needs and differences are being metin a
variety of ways by skilled teachers. Parents haven't complained very much
- about that.

When humanistic educators are criticized they often respond defensively and
condescendingly: **What is the matter with those stupid people out there that
they are not tumed on by this?"" It is important for them to understand what is
happenmgmsocsety There is a lack of confidence in our society. People want
to grab hold of something that is familiar and concrete. Humanistic educational
approaches are usually neither.

Humanistic reforms are taking place in spite of the **return to the basics™*
forces. The best humanistic teachers are socially literate and are abie to both
survive and bring about changes, teaching the basics but in more humane
educational environments. .
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CHAPTER 8-

. \ -+
. SYNECTICS

John Haas

~ Inhis paper, John Haas offers a full explanation of Synectics, which is a
series of activities intended to bring together unlikely aréas of reality in
order to *‘make the strange familiar, and the yamiliar strange.’’ We have
placed this paper at the ‘end of the series, believirg that the context
developed by the earlier papers will make its importance clear. Viewed in
the context of the other papers included in this volume, this one clearly is
intended to make real the imaginative, metaphoric, fantastic, dream-like
quality of the mind as it approache: reality.

Most of the paper is devoted to a display of synectic exercises. If the
reader will lend himself to the exercises, he will close this book with a sense
of the actuality of what has been discussed here, having brought it to
consciousness within himself. The experience of empathy, so strangly
stressed in several of the other papers, becomes an actuality. The theme of
trust is made real through the creation of a step-wise excursion. The vision
of the human condition. which is implicit in the book as a whole, is also
expressed and implied in this paper. If the reader has given himself to this
series qf papers and discussions, the paper by Haas should function to
p.rsuade us that when we explore the Jangstic, the dream-like, the
metaphoric. the intuitive, we have brought 1o awareness actualities that
function in our daily lives. Perhaps it is through such overt, concrete,
specific action that we can come to a fuller understanding of what the
whole person might become.

William J. J. Gordon (1961), the originator of the term *‘synectics,” uses
several diffcrent definitions for the term. One definition is the joining together
of different and apparently imrelevant or unrelated items. He also defines
**synectics’’ in terms of a problem-solving group, in which difierent types of
peoplé with diverse backgrounds are brought together to solve a particular
problem. Finally, he uses the term as the title for his own theory of creativity.

Three Assumptions

Three assumptions underly the theory of synectics. First, **that the creative
process in human beings can be concretely deseribed and, further, that sound
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descﬁptionshouldbeusnblein@chingmethodology.minmaseme&uﬁve
output in both individuals and groups.’* The second assumption is *‘that the
cultural phenomena of invention in the arts and in science are analogous and are
characterized by the same fundamental psychic processes,”* Third, *“the indi-

- vidual process in the creative. enterprise enjoys a direct malogy in group
process”’ (Gordon 1961, pp. 5-6).

Gordon has identified a number of what he terms * mchamsms." intellec-
nmltoolsonecmtmngmtoconscmmswhen(heymneeded The
mechanisms are variants of the familiar tools of analogy and
The Synectics Mechanicms

The synectics mechanisms Gordon talks about are Direct Analogy. mml
Analogy, and Compressed Conflict. A Direct Analogy might be the
tion crab walks sideways like a sneaky burglar, or that a porch i iSO a
house what a belly is to a fat man. As an example of a Personal Analogy,\a
teacher might say: **Harold, imagine that you are the mud in which the fiddl
crabmakes his home!** Harold: **I have the feeling that no one cares if I'm here
or not. I'm full of holes into which the crib crawls at night. They never thank
me. I'm raud. That’s all. I'd like to do something to make the crabs thank me.
After all. if it was not for me, the crabs wouldn’t have any protection, and I try
to move, but [ can’t and I see a crsh about (o be eaten by a striped bass. I want to
flow out, andgnamundthecrabandsave him, but I can't.” Tobcthecrab to

*-get inside"" the crab, is to use Personal Analogy.

A Compressed Conflict is * *a poetic, two-word description on a high level of
generality where the two words don't seem to fit and sometimes actually
contradict each other”" (Gurdon 1966, p. 25). For example: ‘“imprisoned
freedom."’

Most of us have probably at one time or another read some poctry. One poem
that is frequently used by English teachers is **Dover Beach.” by Matthew
Amold. In the first segment of this poem, Amold describes the sea and the sand,
the beach at Dover. Then he astounds the reader by moving to **seemingly"’
unrelated images—to the shores of the Aczean sea that Sophocles might have
observed, to the retreating roar of the Sea of Faith, to the Church, and then to
Amold and his love, who, Jike strangers on the world's beach, must be true to
each other as the world swirls about them. The images and metaphors hang
together, if only because we “'see”’.the experiences as possible in our own
reveries. **Dover Beach' is a creation in the mode of the synectics process.

Another use of the same type of analogy to conjure up a different image
comes from modemn music—Leonard Cohen’s song, **Suzanne.'’ There are
three stanzas to the song. Theﬁrs(andlasts:mzmdcalwiﬂlSumne.a
prostitute who **takes you down to her place by the river.”* Then, in the middle
stanza of this song. Cohen juxtaposes an allusion to Jesus. Again, we're faced
with seeming unrelatedness- -a savior and a prostitute. I'll leave it for you to
make the connections.




1 think you may now have some fecling for making the strange familiar and
making the familiar strange. Now, let's look at some activities that Synectics,
Incorporated has published for use with elementary and secondary school
students.® )

‘Example

What Needs MORE PROTECTION?

o

A TURTLE A ROCK
Why? e| Vj“yﬁ "/&6"“( Aoéd arl
ﬂfm aféf. .
2 Kook - Lecanae o Bl can '
MQMA&AM a reehe 4o
ﬁ &" *M ’ L

The first time you read the question, an obvious‘msponse such as #1 may
occur to you. However, once you go beyond the obvious, you will find other
possibilities—such as #2.

Now try some on your own. Circle the answer that seems more interesting ro
- . you, then explain your choice.

Which WEIGHS MORE?
A BOULDER A HEAVY HEART
Explain your choice:

* All activities used 1n this paper are excerpted trom course matenals produced and
published by Synecties Education Systems, 121 Brattle Street, Cambndge. Mas.
sachusctts 02138,
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Which GROWS MORE?

A TREE SELF-CONFIDENCE

Why does your choice grow more? _—
/

What COLOR is HAPPINESS? . . __ _

Why do you say happiness is that color? .- et

&

. P - - Pra— PE——

Let's look at what twelve of the conterence participants did with this as;livily: ’

Haas: How about a boulder and a heavy heart. what did you have?

John Neal: I'd say a hcavy heart weighs mure; a boulder has weight. but itcan
be dropped. A heavy heart is a burden that onc must alwuys bear. The heavy
heart is a burden that must be borne without relief. The boulder can be
unloaded. given up!

Haas: How about which grows more, a tree or self-confidence?

Fran Pratt: | would say the tree because, except in unusual circumstances, the
growth is automatic. But with self-confidence it can stop and start!

Haas: Okay, what color 1s happiness?

June Mounts: My immediate reaction was y- ::'w because of the sunshine. It
has to do with the fecling that one has coming back to Colorado and its
sunshine, compared to being in Indiana, where you don’t get a lot of that.

This activity has a purpose: it’s a kind of starter, an activity (0 get peuple to
begin to makc strange things familiar, or familias things strange, to make
combinations of things that they might never consider as combinations of s
comparable items. It's an introduction to understanding Bnalogy and metaphos.

Another activity has the purpose of providing practice in dealing with
Compressed Conflict. Recall that a Compressed Conflict is atwo-word descrip-
tion seemingly in contradiction, such as the two-word phrase **imprisoned
treedom.”” Try onc of the following:

.

' .
13t = 8



FROZEN HASTE describes what one thing?

Why? VU -

A R |
an example of DISCIPLINED FREEDOM because

An example of REPULSIVE ATTRACTION is

because
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Haas: Did snyone do 'Delicate Ammor™?

Michael Wertheimer: | don't know the anatomical term, but the bugs outside
have armor which protects and yet it's thin and excellently structured.

Mounts: | did the same one. | was thinking about the armor of a beetle, which
protects him, but which is delicate in the sense it does not protect him against
the person walking. The armor may be more delica. because of the design—
the pattem you may find, say in a Jipapese beetle.

Mouats (continuing): | had a different thought on that! Self-confidence—it
will allow you to go into new situations. Self-confidence is a delicate amo
because it can be destroyed by other people’s reaction o you. It’s very sensitive
to outward pressures. '

Haas: Yes!

A participant: | did ‘Frozen Haste': a melting ice cream cone in the sun
becomes liquid faster and faster.

Haas: How about 'Disciplined Freedom'?

Cleo Chenryholmes: A basketball team, because the team has 1o be disci-
plined, but it allows lots of freedom for plays. h'n

A participant: A free market economy! In.onder to survive, the firtns have to
be disciplined, yet are free to try lots of strategies.

Haas: Anyone else? ’ .

Wertheimer: A poem, a painting, or a sonata!

Jack Nelson: A human is an example of 'Disciplined Freedom' because we
know discipline only from freedom. and freedom only from discipline. -

Haas: How about a ‘Repulsive Attraction'? Anyone do that?

Mounts: Kids are particularly fascinated with ugly beetles or bugs, or snakes.
They are repulsed by them, and yet they are very attracted and fascinated by
them at the same time. '

The Use of Blology
Haas: Gordon comments that in working with individuals and groups, the

mos ' ‘successful’’ sources for analogics and metaphors are the phenomena of
biology . Gordon describes in his book, Syaectics (1961), a case to illustrate this
point. A group was brought together to work on a Department of Defense
prublem, from the Armored Section of the Army. The problem was that in very
rough terrain it's often difficult to get a division of tanks casily and efficiently
through that terrain. They often get bogged down for one reason or another, and
especially in areas where there are ravines, such as those 30 feet across, and
maybe 30 fect deep. The tanks cannot negotiate that kind of termain. Either the
walls are too precipitous, or the bottom is too sandy, and the tanks just dig in or
can’t get up the other side.

The group that was working on this particular problem came up with a
number of idcas such as having a company of engincers accompany the armored
group to put up portablé sliding bridges where the steel sections slide out over
each other and extend across the ravine. Of course, such a solution means that

M&IQO



you have arelatively immobile group (engineers) with arelatively mobile group
(armored).

Soon one person said, * You know, ants transpoft their food to ant hills 1n
ways that might help the tanks. In tact, often the ants themselves will become
bndges for other ants to carry food across. The ants” ravines are very minute to
us. but relatively the same as a ravine for a tank.”” Then someone else said,
"*Yes. that's true, but we can't have tanks going over the other tanks.”” Another
said, ""Yes, but you know when the ants are finished with the bndge. one ant
pulls the other ants across.”’

Finally. the group decided if they connected the front and back of each tank (a
connection that would allow a flexible hookup and then a rigid connection) and
make two tanks actually onc tank, then make three tanks actually ore tank . one
tank could be suspended over the ravine, while two (or three or four) other tanks
connected would counter-balance it. The first tank would be thrust out over the
ravine and reach the other side and continue on. and then the tanks betund
would tollow suit until all were safely across. In this problem-solving situation,
the ant analogy was most fruitful.

Analogy Boxes
The tollowing exercise, called " Analogy Boxes.” provides pracuce o
creatmy Direct Analogaes:

¢



Given the word **Storm”” in the upper box, one participant produced this chain:
“On the lett-hand side. Storm led me o Wind, which led me to Rustle and
Nothing, ard it looked to me like Rustle and Nothing ceem to lead to Ghost. On
the right-hand side, Storm, because | grew up in Derver, reminded me of
*Tempest Storm™ ‘which led 1o the word Strip T:ase, which icd to the words
Beauty and Despair. which then led to Conflict. Finally, Ghost and Conflict,
settled into Imagination. ™

What can also be done with ** Apalogy Boxes™ is to consider each box or pair
ot horizontal boxes as 4 line of poetry, thus using an expanded set of boxes to
create a poem. One can obtain amazing poctry from students when you stant
with & feching in the top box

Personal Analogy

Now let’s move a hittle closer te our home base. social studies. The activity
involves the use of Personal Analogy . Try to be empathetic with the object. Asl
burn (using the fiame of a cigarctte lighter) this small plastic spoen, attempt to
“be the spoon.” Tell me atout “you.”" the spoon’

Mounts: An attack’ I'm being attacked by an outside torce of fire. It has
destroyed me and my purpose for being.

Ncal: Being misused, Feing consumed. This s notthe bestuse of my talents.

Mounts: | have no power to resist.

Haas' The heat has bent vou out of shape. paralyzed vou. They throw.you
hackh among other preces of plastic, other spoons. You ook different now
bevause you are not the same shape as all the other spoons in the pile. How do
vou get dlong with your triends now that you have changed? Be the spoon!

Peter Senn. This is hard for me §can’t even imagine having cmpathy with a
thing

Wertheimer A real stand out. very ditterent

Raymond Enghsh: 'm not a spoon anymore

Werthasmer | yen though Fam twisted out of shape, at least have become an
mdividual Before T was heated and bent. It was exactly like all the other
spoons! It wanted to stand out and be noticed. obviously it°s better to be in this
strange . unique plastic form’ On the other hand. of T want to be hike everybody
chve. I runed.

This then s an activaty o ard feamers indeseloping the abibity to use Personal
Analogy . one of the svacctic mechanisms,

Synectics Excursion

The synecties people have also developed a complete preblem-solving sys-
tem called a Synectics Excursion ™" The lett side of the figure (vertically)
might be desenibed as the divergent thinking phase. The bottom thorizontal)
fine 18 @ transstion phase. which ovears when the group teels a paricutar Direct
Analogy has the most promise From e transithon phase one moves to the
convergent thinking phase. The “excursion.”” then, has three phases: di-
vergence. transtion, and convergence

RS I ':2‘



ANALOGY EXTENSION

Synectics Excursion

-+ Problem as Given (PAG)
- Analysis of PAG

<+ Purge Viewpoint or New PAU -+
~+ Problem as Understood (PAU) Practical Force Fit -
~+ Evocative Questi‘on {EQ) '

<+ Direct Analogy (DA) Fantasy Force Fit
—+4 Evocative Question (EQ)

-+ Personal Analogy (PA)

T Evocative Question (EQ)

T

ADOTYNY 3HL ONIDHO4

Comprassed Confiict (CC)

A
T

+ Evocative Question (EQ)

+

-+ Direct Analogy (DA) Analysis of Direct Analogy ~

 TRANSITION

Each phase contams a number of steps. In the divergent thinking phase the
first step s the " Problem-as-Given (PAG). " The problem is given: the oniginal
statement of the problem is presented by the person whose problem itis. The
sccond step s the analysis of the PAG. This should be concrete and tough-
minded. '

The third step in this phase of the excursion is purging wdeas and criticisms. In
other words. the group at this pont comes up with some of the most common,
close-in solutions to the particular problem as given. These need o be purged
because obviously other people have thought ot them and they are unworkable.

Fourth is the problem as now understood (PALD by the group. It's a simple
statement of the essence of the problem as given, not as undersiood by the
person that presented that problem, but now as undenstood by the entire
synectics group. This s the task group that must deal with the problem, and so
they., as @ group. must agree on how they construe the problem.

The next step is an EQ. an Evocative Question. The group leader (or
someone clse) poses an evocative question to move the group toward its first
Direct Analogy (DA). The next sequence agan begins with an EQ. but this time
the EQ builds on the DA leading to a Personal Analogy. This is followed by
another EQ. based on the presious DA and PAL in order to produce one or more
Comfipressed Confhicts (CCy.

The final step n this phase s another sequence of Q. DALUPA und CC unnl
& fruntful”” DA s tound tor turther pursuit. At this point an intuitine, Quaker.
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like, sense-of-meeting decision is made and the group moves to the convergent
side of the excursion.

The first step in the convergent phase is further analysis of the **promising”
DA. The group may then pursue why the particular DA appealed to them. Next,
the group moves to a Fantasy Force Fit (FFF). If it's a technologically practical
force fit, someone says, **Let’s try it out on a small scale.”’ This is the Practical
Force Fit (PFF). The group (or one of its members) builds one to see how it
works. Now a viewpoint is reached on the PAU and the group can move to
practical application, or a new problem as understood is accepted which takes
the group back again to the beginning of another Excursion.

This, obviously. is an oversimplified view of a Synectics Excursion, the
process or problem-solving sequence and the use of synectics mechanisms. The
excursion does not seem to be as valuable as the mechanisms—Direct Analogy,
Personal Analogy, and Compressed Conflict. Most social studies educators
know at least four or five equally useful inquiry models. It is the development of
the mechanisms or skills, of veing able to conjure metaphors and analogies. that
is the contnibution of synectics.

A Closing Note

The model making process in human aftairs is an extremely important one. It
gives us ““handles™™ on the world. If those handles, however., are merely social
science or scienge concepts, which lack a base in folk experience or are named
with obscure and esoteric terms, they remain as mere abstractions. Other
metaphors are more useful because they are *"packed’” with common experi-
ence. Concepts. analogies, and metaphorS ‘which are created from personal,
concrete experiences are more usetul in the affairs of humanity. Synectics
mechanisms can help us derive meanings from collective expenence without
appeal to specialized concepts. One participant provided an appropriate conclu-
sion; **1 understand you were saying something quite basic. We get bound up in
swience and social science. in adopting scientific models as though the humans
can ke tit into them. That leaves out the realms of common, human experience.
of techngs, of art. and of htcrature ™
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