



































TEACHERS ARE OVERWORKED and underpaid. True. It is
an exacting and exhausting business, this damming up the
flood of human potentialities. What energy it takes to
make a torrent into a trickle, to train that trickle along
narrow, well-marked channels! Teachers are often tired. In
the teachers’ lounge, they sigh their relief into stained cups
of instant coffee and offer gratitude to whoever makes them
laugh at the day’s disasters. This laughter permits a mo-
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mentary, sanity-saving acknowledgment, shared by all, that
what passes for humdrum or routine or boring is, in truth,
tragic. (An hour, of which some fifty minutes are given up
to “classroom control.” One child’s question unanswered,
a hundred unasked. A smart student ridiculed: “He’ll
learn better.” He learns.) Sweet laughter, shooting up like
artesian water, breaks through encrusted perceptions and
leaves a tear in a teacher’s eye. A little triumph.

How do teachers bear their tragic task? They learn to
look away. They hasten to a way of talking that lets them
forget their problems. What cannot be solved is named.
Once named, it does not seem to need a solution so
urgently—perhaps never. James “acts out.” (He is mad as
hell at his teacher.) Melissa is an ‘“‘underachiever.” (So be
it.) Susan suffers from ‘““dyslexia.” (That means—Shh! Don’t
let the parents in on it—"“can’t read.” In certain early ele-
mentary classrooms, the disease is strangely absent. In
others, a dozen or more children suffer from dyslexia. They
can’t read.)

Some teachers become actors. They generally enter this
calling in the later grades, where the lecture system (best
way to get information from teacher’s notebook to stu-
dent’s notebook without touching the student’s mind)
flowers fully. Retiring behind a psychic proscenium arch,
the actor-teacher is forever safe from the perils of educa-
tion. His performance flourishes. He plays for laughs and
outraged looks. Phantom applause accompanies his trip
home to his wife and he cannot wait to go on stage again.
Assured of a full house and a long run, he knows the critics
will be kind. Those who give him a bad review will get a
failing grade.

Principals have another out: their buildings. Concrete,
glass, steel and wood stand still; their problems do not
anguish the soul. I have visited a hundred schools and it is
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always the same. The visitor is directed to the office. There
is an exchange of pleasantries, after which the principal
escorts the visitor on a little tour around the plant. No
matter that the visitor may have come only to work with
Mrs. Morrison, the second-grade teacher down the hall.
First the tour.

The principal walks briskly. “This is the multipurpose
room. Notice the flexible dividers.” In and out and down
a corridor bright with what he calls ‘‘decorator colors.”
Classroom doors are open and the electricity of pent-up
life crisscrosses the hall like lines of magnetic force. I am
drawn to an open door. The principal hesitates, then
presses on. I follow.

A boy sits on the floor of the hall next to a classroom
door, his back against the wall, his head between his knees.
He is a cliché—sweaty, tousled black hair, loose shirttail, a
tennis shoe untied. As we pass, one big luminous eye ap-
pears between his knuckles and aims an accusation at me.
Why has he been expelled from the company of his peers?
I am drawn to the left. “On the right here is our new
teachers’ lounge.” 1 go right. “‘I want you to feel free to
use this room anytime you want. There’s always coffee
here, or you can just chew the rag with members of our
staff.”

We go on, into a classroom at last. It is a fifth grade,
presided over by a stout maiden with glasses and reddish
hair. Upon our appearance, the electricity within the room
changes in a flash; the voltage of tension drops, the amper-
age of interest rises. Every face turns to us. “Excuse us,
Miss Brown. I want our visitor to see one of our new class-
rooms.” At the second seat of the second row, a boy’s eyes
drop from us to a notebook propped up on his desk. As
the principal talks, I drift around to see what the boy is
reading. Ah, a copy of Popular Mechanics hidden behind
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the notebook. He glances resentfully at me, then goes on
reading, his eyes stubborn and dreamy. An aura of rare in-
telligence encircles him. I look away. He will need to keep
all his stubbornness and all his dreams.

“If you’ll notice the placement of the skylight, here, on
the side of the room away from the windows, you’ll see
that the illumination is perfectly balanced at every desk.”
The principal is happy and I rejoice with him about the
delicious, perfectly balanced flow of outdoor light into a
room filled with beautiful children. But something dis-
turbs me, a vinegary tingle at the back of my neck. There
is a witch in this room. I see her near the back of the
fourth row—milk-white skin, black hair falling onto a
faded blue blouse, a band of freckles across the bridge of
a small, sharp nose. Dark eyes with dilated pupils are fixed
on me now, bold and direct, telling me that she knows,
without words, everything that needs to be known about
me. I return her stare, feeling that this girl, with an edu-
cation she is not likely to get, might foretell the future,
read signs, converse with spirits. In Salem she eventually
would suffer the ordeal of fire and water. In our society
she will be adjusted.

“When it gets dark outside,” the principal is saying, “an
electriceye device—here—automatically compensates by
turning on the lights to the requisite illumination.” The
girl’s eyes never leave mine. She is a sorceress, too, for al-
ready she has created a whole new world inhabited only by
the two of us. It is not a sexual world. What she has in
mind—she could never put it into words—bypasses the
erotic entirely. But later, when those talents of hers which
do not fit the scientific-rationalist frame are finally extin-
guished, she may turn to sex. And she may become promis-
cuous, always seeking the shadow of an ecstasy and knowl-
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edge that by then she will remember only as a distant
vibration, an inexplicable urge toward communion.

“You see, a classroom such as this can never become
dark. The illumination will always be even.” The princi-
pal, I realize, is telling Miss Brown that we are leaving.
The girl has no intention of releasing my eyes. The princi-
pal is moving toward the door. For a moment I grow dizzy,
then break the connection and follow my host out of the
door, quickly reassuming the disguise we all must wear to
travel safely in the world that I and the principal and most
of us customarily pretend is real.

I compliment the principal but I know the illumination
in that room will never be even. A classroom, any class-
room, is an awesome place of shadows and shifting colors,
a place of unacknowledged desires and unnamed powers, a
magic place. Its inhabitants are tamed. After years of un-
necessary repetition, they will be able to perform their
tricks—reading, writing, arithmetic and their more com-
plex derivatives. But they are tamed only in the manner
of a cage full of jungle cats. Let the right set of circum-
stances arise, the classroom will explode.

What a job this is we give our teachers! No wonder they
insulate their perceptions, learn to speak strange tongues,
become thespians. Some of them turn sadists—the tempta-
tion is great—but we shall not speak of them; conscious
cruelty is rare in today’s schools. The present classroom
situation is more likely to create curious adaptations, in
which it is hard to puzzle out who is doing what to whom.

Take the case of the strange sound that came from a
classroom door during one of my introductory tours
around an elementary school. From a distance, the sound
might have been a red-hot poker plunging into ice water
or a Southern pine snake striking a rabbit. It was repeated
at irregular intervals of about five to ten seconds, some-
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times rising climactically to an even more rapid pace. At
first T thought something was seriously wrong with the
heating system, but as we drew nearer, I could make out a
teacher’s shrill, strained voice playing counterpoint with
the hissing and I realized she was using it to quiet her class.
“Now—SHHH!—boys and girls, mammals—SHHH!—are
the only members of the animal-SHHH!—kingdom that
have coats of hair—SHHH!—or—SHHH!—fur—SHHH!”
I lingered at the door for only a moment, but it was long
enough to make me slightly ill. During the first days of my
visit to that school—I was to spend a couple of weeks in
another classroom—my imagination kept going back to the
room of the hiss. I wondered how the children’s nervous
systems could stand up under such a barrage. I envisioned
them going home to sit trembling in a corner, their guts
all shriveled with shame.

I was mistaken. Several days later, after most teachers in
the school had become accustomed to my presence, I
entered the room. The teacher, a tall, handsome woman of
Scandinavian descent, welcomed me with a little smile,
then went right on with her cacophony. It took only a
few minutes for me to realize that the children were by
no means humiliated and nerve-wracked. They seemed
slightly drugged but quite intent, like jazz musicians on
marijuana. The teacher’s SHHH! was not controlling them
at all. Far from it. They were, with elegant, unconscious
cooperation, eliciting the sound from her. She was their
puppet; they pulled her strings by creating precisely
enough disturbance, superbly timed, to keep her SHHH-
ing at a maximum rate. The children’s skill at this task
honored the human potential; they probably slept well at
night.

Still later, I met the teacher in the lounge. This charm-
ing woman displayed not the least sign of her classroom
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behavior. Nor did the principal give the matter more than
a passing thought. When I discussed it with him near the
end of my stay, he took a few moments to bring the sound
to his consciousness. He then acknowledged it to himself
and me, smiled slightly and commented, not without rele-
vance, that she was ‘““a fine woman, a teacher I can count
on.”

(To learn is to change. Education is a process that
changes the learner.)

Do not blame teachers or their administrators if they
fail to educate, to change their students. For the task of
preventing the new generation from changing in any deep
or significant way is precisely what most societies require
of their educators. Perhaps it is enough that schools should
go on with their essentially conservative function: passing
on the established values and skills of the past. Perhaps
schools should not change but civilize (restrict human be-
havior) while superimposing skills and polish. Who would
experiment with children’s lives?

But something is wrong. Every wind-tee we raise into the
gales of the future tells us that people had better find new
ways of acting, of relating, of dealing with their environ-
ments. Just to survive, it appears, we need a new human
nature; so we find ways of talking about “the gap between
technology and sociology.” We sense that our salvation lies
in education; so we trifle around the edges of things peda-
gogical and call it “revolution.” When nothing much hap-
pens, we turn upon our educators with a harshness that
dishonors not them, but ourselves. We damn them as mere
baby-sitters when this is the function we most avidly press
upon them. We ridicule them for preoccupation with
“method” when no really workable methods have been
provided them and, indeed, this is what they most desper-
ately need. We slander them, slyly, as somehow wanting
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in the finely honed intellects of their detractors or, archly,
as “lower-middle-class-upward-mobile,” when the ability
to score high on those culturally rigged ratings we call
“intelligence tests” has little to do with the ability to edu-
cate and indeed sometimes signifies a doctrinaire, inhuman
rigidity that resists change.

No, educators are not the culprits. They are the valiant
slaves of our society, condemned to perpetuate the very
system that victimizes them. They are sometimes bewil-
dered, sometimes angry, often tired because—at a time of
harrowing cultural upheaval, with practically an entire
continental civilization’s children in school—the mutual
deception between them and their masters is wearing thin.
If education is a process that causes real change, not just
in one’s ability to manipulate symbols, but in every aspect
of one’s being, then what today’s educators are called upon
to do may be many things, but it is not education.

And yet there are moments of learning, even in school.
“Have you ever noticed,” a teacher said, out of the blue,
“how sometimes there are teachable days?” The teachers’
lounge fell suddenly silent. “I know sometimes they are
teachable,” a second teacher mused. “Some days it’s differ-
ent,” the first teacher continued. “The whole thing’s dif-
ferent. I don’t know why.”

How many of those times do you remember? Something
happens. A delicate warmth slides into parts of your being
you didn’t even realize were cold. The marrow of your bones
begins to thaw. You feel a little lurch as your own con-
sciousness, the teacher’s voice, the entire web of sound and
silence that holds the class together, the room itself, the very
flow of time all shift to a different level. And suddenly it
is Christmas morning, with students and teacher exchang-
ing delightful gifts while bells silently chime; the old fur-
niture around the room reflects a holiday gleam; your
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classmates’ eyes sparkle and snap like confetti and you real-
ize with the certainty of music how rare and valuable each
inhabitant of that room has become, has always been. Or
you find yourself trembling slightly with the terror and
joy of knowledge, the immensity of existence and pattern
and change. And when it ends and you must go, you reel
from the room with flushed face, knowing you will never
again be quite the same. You have learned.

How many teachable days? One out of a hundred? Then
you are of the favored.

But there are teachers, a few of them, who can make
something happen almost every day. I have seen more than
my share of those masters who, in terms of our small ex-
pectations, seem to be miraculously gifted. No principal or
superintendent misses a chance to show me such a teacher
if one is anywhere around. I have sat in a child’s miniature
chair in the back of a third-grade room, my heart racing,
while the class learned simple arithmetic. And I have been
changed.

How many such teachers in your lifetime? How many
who changed your life? Two? Three? Count yourself lucky.

So here we are. And there our children sit, counting out
a few seconds of learning for every hour of waiting for a
bell to ring, waiting for a kind of teacher they may have
never known, waiting for something to happen. If only
their waiting could be merely neutral, we wish. If only
they could sit there, learning nothing, without ill effects!
“Look upon every delay as an advantage,” Rousseau wrote;
“it is gaining a great deal to advance without losing any-
thing.” He sought some way “to do nothing yourself, . . .
to prevent anything being done by others, . . . to bring up
your pupil healthy and robust to the age of twelve years
without his being able to distinguish his right hand from
his left.”
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But no one can be rescued from learning; learning is
what human life is. Brain researcher John Lilly and others
have tried to cut off the connections between the inner self
and the world of the senses from which the stuff of learn-
ing comes. In these sensory-deprivation experiments, the
subject is suspended, nude, in a tank of tepid water. His
eyes are blindfolded, his ears are plugged; he breathes
through a face mask. He becomes, as far as possible, a dis-
embodied brain. But the brain is not content to rest. It
reshuffles past learning, builds rich new inner worlds in
which the self seems to move and learn. “When I went in
the tank,” Dr. Lilly told me, “I could will myself into the
center of a giant computer. I could see the connections
reaching out from me in every direction in vivid colors.
Or, if I wished, I could ski across the top of the Andes,
skimming from one peak to another.”

There are no neutral moments. Even in those classrooms
where the education some of us might hope for is impos-
sible, a kind of shadowy, negative learning is going on.
Some pupils learn how to daydream; others, how to take
tests. Some learn the petty deceptions involved in cheating;
others, the larger deceptions of playing the school game
absolutely straight (the well-kept notebook, the right an-
swer, the senior who majors in good grades). Most learn
that the symbolic tricks their keepers attempt to teach
them have little to do with their own deeper feelings or
anything in the here and now. The activity that masquer-
ades under the ancient and noble name of “education”
actually seems to serve as a sort of ransom to the future, a
down payment toward “getting ahead”—or at least toward
not falling behind. Lifetime-earnings figures are pressed
upon potential high-school dropouts. These figures seem
to show that giving an acceptable interpretation of “Ode
on a Grecian Urn” somehow means you will live in a bet-
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ter suburb and drive a bigger car. A vision of Florida re-
tirement superimposes itself on every diagram in plane
geometry. Some students refuse to pay the ransom, and you
should not be surprised that these students may be what
the society itself calls the “brighter” ones. (According to
Dr. Louis Bright, director of research for the U. S. Office of
Education, high-school dropouts in large cities where the
figures are available have higher IQs than high-school
graduates.) But dropouts and graduates alike have had
plenty of practice in fragmenting their lives—segregating
senses from emotions from intellect, building boxes for art
and abstractions, divorcing the self from the reality and
the joy of the present moment. No need for obscure psy-
chological explanations for modern man’s fragmentation;
that is what his schools teach.

Perhaps this has been so ever since education was first
formalized. Historian Arnold Toynbee traces the disinte-
gration of the Chinese Empire under the Ts’'in and Han
Dynasties as well as that of the Roman Empire, in part, to
their attempts to extend formal education from the privi-
leged minority to a wider circle. “One reason,” Toynbee
wrote, “was that the former privileged minority’s tradi-
tional system of education was impoverished in the process
of being disseminated. It degenerated into a formal edu-
cation in book learning divorced from a spontaneous ap-
prenticeship for life. . . . In fact, the art of playing with
words was substituted for the art of living.”

In more primitive cultures, the Polynesian, for example,
education was sacramental. Every aspect of life, every act
of living was related, and life’s procedures were learned in
a manner simultaneously more intense and more casual
than would seem possible in a formal institution. All
things were observed and experienced in unity. The edu-
cational institutions of Western civilization, on the other
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hand, have almost always been formalistic and symbolic to
the extreme. When the Renaissance academies took the
Roman educator Quintilian for their model, they man-
aged to adopt his most negative and stultifying precepts,
leading to purely verbal training in ancient literature—
even though Quintilian’s was a specialized school for
orators.

Until relatively recent times, however, only a tiny pro-
portion of the West’s population ever saw the inside of an
academy. (As recently as 19oo, less than ten percent of
American sixteen-year-olds were in school.) Education for
the vast majority, though less sacramental and ecstatic, re-
sembled that of the Polynesians. Under the tutelage of
such stable institutions as the family, the farm, the village,
the church and the craft guild, the ordinary young West-
erner served his apprenticeshp for living—limiting, per-
haps, but all of a piece. As for the aristocrat, he lived and
learned under the sure guidance of class tradition and ac-
cepted formal education primarily as an instrument for
fortifying class lines. Better than badges and plumes were
Latin and Greek, maintained, under the fiction of teaching
“thinking,” for centuries after the world’s literature was
available in translation. (All attempts to prove that the
study of Latin improves thinking skills have failed.) A
school accent served as well as a school tie in bolstering
those barriers between people which seemed so necessary
in building and maintaining a militaristic, colonial em-
pire.

The successive historical events we know as the Enlight-
enment, the process of democratization, the Industrial
Revolution and the explosive developments of consumer-
ism and leisure weakened the prime educating institutions
of the past (family, farm, village, church, guild), leaving
successively more of the younger generation’s total educa-
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tion-for-living to the schools and colleges. The young
crowded into classrooms and were led away from life.

Reformers tried to stop the fragmentation. The greatest
among them was John Dewey. We have at last reached a
hillock in time from which we can look across a lot of
pointless controversy and view this man’s genius with a
certain clarity and dispassion. Dewey sought a unity in life.
He recognized that education is a process of living and not
a preparation for future living. He believed that education
is the fundamental method of social progress and reform.
He provided a philosophical underpinning for the Pro-
gressive Education movement which, simply stated, saved
the American public-school system by making it just flexi-
ble and forgiving enough to accommodate the children of
immigrants, poor farmers and other followers of the Amer-
ican dream.

But Dewey did not provide educators with the hard-
honed tools of true reform. Seduced by the psychology of
his time, he enjoined teachers to spend more energy help-
ing children form “images” than making them learn cer-
tain things. More disabling yet, he was fascinated with the
notion of “interests,” which he felt would automatically
manifest themselves in children when they were ready to
learn something. This notion, somewhat misinterpreted,
led a generation of teachers to wait for children to show
signs of “interest” before they moved ahead and thereby
woefully to underrate their capacity for learning. Teach-
ers found further justification for just waiting in the
work of developmental psychologists who followed Dewey.
These good-hearted doubters are still around with stacks
of studies to show us precisely what children cannot do
until this age or that age. Their studies become worthless,
as we shall see in the next chapter, when children are
placed in learning environments designed to let them crash
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through all the ceilings erected by the past. Progressive
education was a useful, humane and sometimes joyful re-
form, but it was not the true revolution in education that
the times then needed and now demand. The worst of that
movement may be summed up in one sentence: It is as
cruel to bore a child as to beat him.

(Learning eventually involves interaction between
learner and environment, and its effectiveness relates to
the frequency, variety and intensity of the interaction.)

For the most part, the schools have not really changed.
They have neither taken up the slack left by the retreat of
the past’s prime educators nor significantly altered the sub-
stance and style of their teaching. The most common mode
of instruction today, as in the Renaissance, has a teacher
sitting or standing before a number of students in a single
room, presenting them with facts and techniques of a ver-
bal-rational nature. Our expectation of what the human
animal can learn, can do, can be remains remarkably low
and timorous. Our definition of education’s root purpose
remains shortsightedly utilitarian. Our map of the terri-
tory of learning remains antiquated: vocational training,
homemaking, driving and other “fringe” subjects, them-
selves limiting and fragmenting, have invaded the curric-
ulum, but are generally considered outside the central
domain of “education.” This domain, this venerable bas-
tion, is still a place where people are trained to split their
world into separate symbolic systems, the better to cope
with and manipulate it. Such “education,” suprarational-
istic and analytical to the extreme, has made possible colo-
nialism, the production line, space voyaging and the H-
bomb. But it has not made people happy or whole, nor
does it now offer them ways to change, deep down, in an
age that cries out with the urgency of a rocket’s flight,
“Change or die.”
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All that goes on in most schools and colleges today is
only a thin slice, as we shall see, of what education can
become. And yet, our present institutions show a madden-
ing inefficiency even in dealing with this thin slice. In
recent years, there has been a small net gain in American
students’ performance in the basic subjects. But this has
been accomplished only at the cost of a large increase in
gross effort—more and more homework assigned under
threat of more and tougher exams to force students to
learn, on their own, what most of today’s teachers have
long since realized they cannot teach them. A visitor from
another planet might conclude that our schools are hell-
bent on creating—in a society that offers leisure and de-
mands creativity—a generation of joyless drudges.

There are signs the school will not succeed in this drab
mission. Already, the seeds of a real change are germinat-
ing—on college campuses, in teachers’ associations, in
laboratories of science, in out-cf-the-way places that will
be discussed in later chapters. This reform would bypass
entirely the patchwork remedial measures (Spanish in sec-
ond grade, teachers in teams, subject matter updated) that
presently pass for reform. It cuts straight to the heart of
the educational enterprise, in and out of school, seeking
new method, content, idiom, domain, purpose and, indeed,
a new definition of education. Far from decrying and op-
posing an onrushing technology, it sees technology as an
ally, a force that can as easily enhance as diminish the hu-
man spirit. Avoiding hard-and-fast assumptions of its own,
it is rigorous in questioning some of the automatic assump-
tions of the past. It is a new journey. To join it, you had
best leave your awe of history behind, open your mind to
unfamiliar or even disreputable solutions if they are the
ones that work, look upon all systems of abstractions as
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strictly tentative and throw out of the window every prior
guideline about what human beings can accomplish.

The prospects are exhilarating, though it is becoming
dangerous to write about them if only because nowadays
it is so hard to stay ahead of reality. Let us assume the
future will surprise us; and, so assuming, speculate only
about what is already coming to pass. For example, the
following prospects are in the realm of possibility:
© Ways can be worked out to help average students learn
whatever is needed of present-day subject matter in a third
or less of the present time, pleasurably rather than pain-
fully, with almost certain success. Better yet, the whole
superstructure of rational-symbolic knowledge can be re-
arranged so that these aspects of life’s possibilities can be
perceived and learned as unity and diversity within change
rather than fragmentation within an illusory permanence.
© Ways can be worked out to provide a new apprentice-
ship for living, appropriate to a technological age of con-
stant change. Many new types of learning having to do
with crucial areas of human functioning that are now
neglected or completely ignored can be made a part of
the educational enterprise. Much of what will be learned
tomorrow does not today have even a commonly accepted
name.
@ Ways can be worked out so that almost every day will
be a ‘“‘teachable day,” so that almost every educator can
share with his students the inspired moments of learning
now enjoyed by only the most rare and remarkable.
@ Education in a new and greatly broadened sense can
become a lifelong pursuit for everyone. To go on learn-
ing, to go on sharing that learning with others may well be
considered a purpose worthy of mankind’s ever-expanding
capacities.

(Education, at best, is ecstatic.)
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If education in the coming age is to be, not just a part
of life, but the main purpose of life, then education’s pur-
pose will, at last, be viewed as central. What, then, is the
purpose, the goal of education? A large part of the answer
may well be what men of this civilization have longest
feared and most desired: the achievement of moments of
ecstasy. Not fun, not simply pleasure as in the equation of
Bentham and Mill, not the libido pleasure of Freud, but
ecstasy, ananda, the ultimate delight.

Western civilization, for well-known historical reasons,
has traditionally eschewed ecstasy as a threat to goal-
oriented control of men, matter and energy—and has suf-
fered massive human unhappiness. Other civilizations,
notably that of India, have turned their best energies to-
ward the attainment of ecstasy, while neglecting practical
goals—and have suffered massive human unhappiness. Now
modern science and technology seem to be preparing a
situation where the successful control of practical matters
and the attainment of ecstasy can safely coexist; where each
reinforces the other; and, quite possibly, where neither
can long exist without the other. Abundance and pop-
ulation control already are logically and technologically
feasible. At the same time, cybernation, pervasive and in-
stantaneous communication and other feedback devices of
increasing speed, range and sensitivity extend and enhance
man’s sensory apparatus, multiplying the possibilities for
understanding and ecstasy as well as for misunderstanding
and destruction. The times demand that we choose delight.

Do discipline and mastery of technique stand in oppo-
sition to freedom, self-expression and the ecstatic moment?
Most Western educators have acted as if they did. Strange,
when there exist so many models of the marriage between
the two. Take the artistic endeavor: the composer discov-
ers that the soul of creation transcends the body of form
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only when form is his completely. The violinist arrives at
the sublime only through utter mastery of technique. The
instruments of living that are now coming into our hands
—rich, responsive and diverse—require mastery. The pro-
cess of mastery itself can be ecstatic, leading to delight that
transcends mastery.

The new revolutionaries of education must soothe those
who fear techniques no less than those who fear delight.
Many a liberal educational reform has foundered on lack
of specific tools for accomplishing its purposes—even if a
tool may be something as simple as knowing precisely
when to leave the learner entirely alone. Education must
use its most powerful servant, technique, in teaching skills
that go far beyond those which submit to academic achieve-
ment tests. Even today, as will be seen, specific, systematic
ways are being worked out to help people learn to love, to
feel deeply, to expand their inner selves, to create, to enter
new realms of being.

What is education? The answer may be far simpler than
we imagine. Matters of great moment and processes that
affect our lives at the very heart are generally less obscure
and mysterious than they at first appear. The travels of
celestial bodies, once requiring the efforts of a pantheon
of gods, now follow a few easy formulas. Chemical reac-
tions explained by essences, vapors, phlogiston became
easier to understand when reduced to a single variable:
weight. Mankind’s most awesome mystery, fire, once un-
derstood, could be handled by little children. Throughout
history, the way to understanding, control and ecstasy has
been a long, sinuous journey toward simplicity and unity.

To learn is to change. Education is a process that changes
the learner.

The first part of a simple, operational definition of edu-
cation calls on the educator to view his work as conse-
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quential, not theoretical or formalistic. Looking for change
in his student (and himself) as a measure, he will discover
what is important in his work and what is waste motion.
Asking himself, “What has changed in the student, and
me, because of this particular experience?,” he may have
to answer that what has changed is only the student’s abil-
ity to recite a few more “facts” than he could before the
session. He may find that the student has changed in wider
and deeper ways. He may have to admit that the student
has hardly changed at all or, if so, in a way that no one had
intended. In any case, he will not ask himself the wrong
questions (“Wasn’t my presentation brilliant?” “Why are
they so dumb?”).

Looking for the direction and further consequences of
the change, he will be forced to ask whether it is for the
good of the student, himself and society. In doing this, the
educator will discover he has to become sensitive to what
is happening to the student at every moment, and thereby
will become a feeling participant in the circle of learning.
Viewing learning as anything that changes the learner’s
behavior, the educator will expand his domain a thousand-
fold, for he will realize that there are hardly any aspects of
human life that cannot be changed, educated. He will see
clearly that, if the educational enterprise limits itself to
what is now ordinarily taught in classrooms, it will be
pursuing failure in the coming age.

Learning involves interaction between the learner and
his environment, and its effectiveness relates to the fre-
quency, variety and intensity of the interaction.

Guided .by this second part of the definition, the
educator will pay far closer attention to the learning en-
vironment than ever before in education’s history. The
environment may be a book, a game, a programmed de-
vice, a choir, a brainwave feedback mechanism, a silent
room, an interactive group of students, even a teacher—
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but in every case, the educator will turn his attention from
mere presentation of the environment (a classroom lecture,
for example) to the response of the learner. He will study
and experiment with the learning process, the series of
responses, at every step along the way, better to utilize the
increasing capacities of environment and learner as each
changes. Observing the work of what have been called
“master teachers” in this light, he will find that their
mysterious, unfathomable “artistry” actually comprises a
heightened sensitivity to student responses plus the use of
personally developed, specific, flexible techniques. The
educator will work out ways to help every teacher become
an “‘artist.”

Education, at best, is ecstatic.

The first two parts of the definition need the third,
which may be seen as a way of praising learning for its own
sake. And yet, it goes further, for the educator of the com-
ing age will not be vague or theoretical about this matter.
As he loses his fear of delight, he will become explicit and
specific in his pursuit of the ecstatic moment. At its best,
its most effective, its most unfettered, the moment of learn-
ing is a moment of delight. This essential and obvious
truth is demonstrated for us every day by the baby and the
preschool child, by the class of the “artist” teacher, by
learners of all ages interacting with new learning programs
that are designed for success. When joy is absent, the ef-
fectiveness of the learning process falls and falls until the
human being is operating hesitantly, grudgingly, fearfully
at only a tiny fraction of his potential.

The notion that ecstasy is mainly an inward-directed
experience testifies to our distrust of our own society, of
the outer environment we have created for ourselves. Ac-
tually, the varieties of ecstasy are limitless, as will be seen
in the coming chapters. The new educator will seek out
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the possibility of delight in every form of learning. He will
realize that solving an elegant mathematical problem and
making love are different classes in the same order of
things, sharing common ecstasy. He will find that even
education now considered nothing more than present
drudgery for future payoff—learning the multiplication
tables, for example—can become joyful when a skillfully
designed learning environment (a programmed game, per-
haps) makes the learning quick and easy. Indeed, the skill-
ful pursuit of ecstasy will make the pursuit of excellence,
not for the few, but for the many, what it never has been
—successful. And yet, make no mistake about it, excellence,
as we speak of it today, will be only a by-product of a
greater unity, a deeper delight.

This i1s a book about education, but that doesn’t mean
it is just about schools. The next four chapters, in fact,
touch upon schools as we know them only in passing.
Chapter II, ““The Human Potential,” explores the capa-
bilities of the human organism. Chapter III, ““The Naked
Environment,” shows how the outer environment, some-
times unperceived, can limit and also can enhance the de-
velopment of greater human capability. Chapter IV, *“The
Chain of Learning,” treats the interaction between the
environment and the organism, be it man or animal, and,
most particularly, attempts to assay the educational ef-
fects of the Civilized Epoch. Chapter V, “The Rogue as
Teacher,” shows how certain individuals have managed to
get around the civilized strictures and suggests what we
may learn from them. After that, it is back to school again,
but not in a way you might at first imagine.

Here, then, is a vision of hope in an age when hope does
not come easy, a treatise not only on things as they are, but
as they can be and are becoming.






WHo Is THIS CREATURE we would educate so joyfully?
What are his capacities? Can he really be changed? Will
great efforts yield us great gains? History tells us more than
we want to know about what is wrong with man, and we
can hardly turn a page in the daily press without learning
the specific time, place and name of evil.

But perhaps the most pervasive evil of all rarely appears
in the news. This evil, the waste of human potential, is

2, THE FIUMAN POTENTIAL
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particularly painful to recognize, for it strikes our parents
and children, our friends and brothers, ourselves. “I be-
lieve,” wrote James Agee, “that every human being is
potentially capable, within his ‘limits,” of fully ‘realizing’
his potentialities; that this, his being cheated and choked
of it, is infinitely the ghastliest, commonest, and most in-
clusive of all the crimes of which the human world can
accuse itself. . . . I know only that murder is being done
against nearly every individual on the planet.”

To doubt is less painful than to rage. Throughout much
of history, the safe, the authoritative, the official viewpoint
has pronounced man limited, flawed and essentially un-
changeable. Each age has found ways of comforting men
with pessimism. Christ believed in the human potential,
but the Grand Inquisitor told Him his Church could not.
Sigmund Freud composed a sinuous allegory on the theme
of Original Sin, so rich in literary possibilities that three
generations of artists and healers could revel in its dark-
ness. Tragedy has seemed more profound than comedy;
“human nature” becomes ‘‘the Human Condition.” The
wisdom of Ecclesiastes is the wisdom of limitations. Ac-
cept limits, the wise men say, to keep from overreaching
yourselves or going mad with hope.

But hope and the awareness of wasted potential have
never really faded from consciousness. Ever since the race
of man first learned to wonder, men have been haunted
by this irrepressible dream: that the limits of human abil-
ity lie beyond the boundaries of the imagination; that
every human being uses only a tiny fraction of his abilities;
that there must be some way for everyone to achieve far
more of what is truly his to achieve. History's greatest
prophets, mystics and saints have dreamed even more
boldly, saying that all men are somehow one with God.
The dream has survived history’s failures, ironies and un-
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even triumphs, sustained more by intuition than by what
our scientific-rationalist society calls “facts.”

Now, however, the facts are beginning to come in.
Science has at last turned its attention to the central ques-
tions of human capability, has begun the search for a tech-
nology as well as a science of the human potential. Men in
varied fields, sometimes unknown to each other, sometimes
disagreeing on method, philosophy and even language, are
coming to startlingly similar conclusions that make pes-
simism about the human prospect far more difficult than
before. These men—neurologists, psychologists, educators,
philosophers and others—are making what may well be the
century’s biggest news. Almost all of them agree that peo-
ple now are using less than ten percent of their potential
abilities; some put the figure at less than one percent. The
fact of the matter is that anyone who makes a responsible
and systematic study of the human animal eventually feels
the awe that moved Shakespeare to write: “What a piece
of work is a man! how noble in reason! how infinite in
faculty!”

Start with the brain. This marvelous piece of matter,
now so intent upon analyzing itself, is the most complex
organized entity in the known universe. Plato called the
mind “a gift of Memory, the mother of the Muses,” and
guessed it to be a block of wax on which the perceptions
were printed, preserved and modified. Since Plato’s time,
man’s concept of how his brain works has evolved consid-
erably and is currently undergoing revolutionary revisions.

The brain may be viewed as a sort of computer. Each of
its ten billion neurons (brain cells), if sufficiently excited,
may fire a burst of electricity. This burst may help excite
a nearby neuron so it, too, will fire, and so on, until a long
chain of firing neurons carries a message that may com-
mand a muscle to move, may produce the sensation of
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“green,” may help form a “memory trace” or may be an
element in the discovery of an abstract mathematical for-
mula.

In this commonly held view of the brain, each neuron
has only two possibilities, to fire or not to fire. Even so,
there are enough possible combinations of the billions of
neurons to account for the behavior exhibited by Beetho-
ven in composing the late quartets, by Milton in writing
Paradise Lost and by Einstein in formulating the General
Theory of Relativity—with plenty of unused ability left
over.

But that, as it turns out, is only the beginning. To peer
into the more complex workings of the brain requires a
computer that fills a room and a tiny electric probe that
pierces a single neuron. Several research teams are using
these and other modern tools to deduce new concepts of
information processing and storage in the central nervous
system. The new models of the brain that emerge from
this work are to the old computer-like brain as poetry is
to grammar. Dr. W. Ross Adey and his colleagues at the
Space Biology Laboratory of UCLA’s Brain Research In-
stitute have discovered hitherto unsuspected electrical hap-
penings deep within the brain. They have found complex
wave patterns during learning and recall. They have meas-
ured the changing resistance to electricity across certain
key brain areas and again have found significant patterns
during the learning process. This electricity, these waves
flow not through the neurons themselves but through the
softer neuroglial cells that surround them and the jellylike
substance that fills the space between the cells. Such activ-
ity may well constitute an exceedingly subtle means for
influencing the probability of neurons’ firing across a rela-
tively wide area of the brain.

“The on-off of neurons,” Dr. Adey told me, “is the mini-
mum way the brain has of operating.” Adey’s associates
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have gone as far as to prepare a sort of weather map of the
mind, taking several ongoing brain waves from an astro-
naut candidate and, with a computer’s help, charting them
all together on a piece of paper. Looking at one of these
charts, we may visualize changes in “mood.” Just where
the would-be astronaut’s task becomes unexpectedly more
difficult, we see what might be termed a sharp “cold front”
followed by “‘thunderstorms.”

“The brain,” Dr. Adey said, “is not a telephone switch-
board that operates only when signals arrive from out-
side. The switchboard is always flooded. It is altered in the
whole. And it is altered by subtle, qualitative changes in
the incoming signals, not by the presence or absence of
lights on the switchboard, but by shifts of brightness or
color.”

Adey’s hypothesis dovetails with recent news from the
laboratories of the biochemists. Every living cell, including
brain cells, contains DNA (deoxyribonucleic acid), the
complex genetic molecules that pass along the blueprints
of the species. Somewhat similar molecules of another sub-
stance, RNA (ribonucleic acid), serve as messengers for the
DNA, informing the proteins in the body what and how
to build. The RNA in the brain’s cells, it now seems, has
another talent, one that helps explain the brain’s remark-
able capacities. Each RNA molecule is a storehouse of
information, a microscopic library. What if the RNA mole-
cules inside the brain cells could be altered by events tak-
ing place outside the cells?» What if the temporary electrical
and chemical happenings going on throughout the brain
could, by changing RNA, make a lasting change inside the
brain cells? If so, it would be much easier to explain one
of life’s great mysteries: how the behavior of a living thing
can be changed for more than a moment by its environ-
ment—in other words, how it learns.

Such an explanation is gathering shape in the work of
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such chemists of the brain as Holger Hyden. At his labora-
tory in Goteborg, Sweden, Hyden has devised exquisite
techniques for measuring the RNA in a single neuron. He
has shown that, in brain areas where a great deal of learn-
ing occurs in a short period, there is an explosive increase
of RNA. When the amount of RNA and protein increases
inside the neuron, it decreases in the neuroglia outside. “It
could be,” Dr. Adey proposes, “that the electrical activity
coursing through the neuroglia causes it to pour some-
thing into the fluid around the neuron that in turn alters
the RNA and the protein inside the neuron.”

Experiments conducted by Adey’s team suggest that it
takes about twenty minutes to change the firing pattern of
a neuron. Biochemists say that is about the time needed
to make any basic change in RNA. Twenty minutes is also
approximately how long it takes for the memory to be-
come permanent. Electroshock treatment wipes out re-
membrance of anything that happened during the twenty
or so minutes prior to the shock. All earlier memories—
safely deposited in the protein of the neurons—are retained
in the storehouse of memory.

Dr. Adey’s concept of the brain is one of many. Each
researcher in this field proceeds with his own model—
explicit or implicit—in mind. At present, there’s no way
of proving which one is “right”; the brain is far too com-
plex for that. But some of Adey’s key points are beginning
to gain support in other labs. Dr. Phillip G. Nelson at the
National Institute of Health has shown that the nerve
cells in the spinal cord interact, not only by firing bursts
from one to the other, but also on the basis of the more
subtle electrical fields they themselves generate. The cells
in the spinal cord are larger and more widely spaced than
those in the brain. If they can transcend the “fire or no-
fire” mode of operation, it makes it seem almost inevitable
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that cells tightly packed in the brain can do the same and
more.

The complicated new math used by Dr. Adey and his col-
leagues in analyzing brain-wave activity finds affirmation in
the work of Mr. Harry Blum of the Air Force Cambridge
Research Laboratories. Mr. Blum writes that, “despite more
than two millennia of geometry, no formulation which ap-
pears natural for the biological problem has emerged,”
and he goes on to seek new ways to describe shapes by
analyzing waves of light that bounce off them. Similarly,
Dr. Adey’s team uses waves of electricity to describe events
within the neurons in the brain. Research that tends to
bolster Dr. Adey’s theories also is being carried out in the
laboratories of Otto D. Creutzfeldt in Germany and Yasui-
chiro Fujita and Toshio Sato in Japan.

If subtle electrical fields generated in the brain can affect
thinking and perceiving, what would happen if the same
sort of fields were applied from outside? Dr. James Hamer
of Northrop Systems Laboratories has attempted to an-
swer this question in a rigorously controlled series of ex-
periments. Dr. Hamer applies low-voltage alternating cur-
rent (only two volts) to aluminum plates on either side
of human subjects’ heads. The plates do not touch the
head and the amount of electricity that can penetrate to
the neurons is minuscule indeed—certainly not enough to
set off neuronal firing. And yet, this tiny electric field
significantly alters the subjects’ perception of time.

All of which adds up to a sensitive and subtle brain
indeed. With enough poetic license, we may view each of
its neurons not merely as a computer-like cell with a
single function, but as a versatile, complex personality in
miniature. It may have a specialty, but is also able to par-
ticipate in a multitude of memories, moods, perceptions
and actions. It interacts directly with its neighbors, but
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also tunes in to news of distant events in the brain, ready
to add its vote or its influence when the moment is appro-
priate. It has a stable, recognizable character, but is willing
and able to change, to learn from experience.

A brain composed of such neurons obviously can never
be “filled up.” Perhaps the more it knows the more it can
know and create. Perhaps, in fact, we can now propose an
incredible hypothesis: The ultimate creative capacity of the
brain may be, for all practical purposes, infinite.

But how are the capabilities of this marvelous organ to
be tapped? And for whose benefit? The men who probe
for the secrets of the central nervous system often find
themselves asking these questions. Most of them assume
that a better understanding of the brain will guarantee
new techniques for achieving the human potential. But
they grow cautious when asked for specific—if speculative
—examples.

Not so cautious are some popular books and magazines.
Stretching the substance of brain experiments to the shape
of science fiction, they come up with futuristic thinking
caps that will teach you, in a twinkling, everything there
is to know about, say, calculus. Or intercranial hookups
that will make it possible for students to get a famous pro-
fessor’s insights without the bother of listening to his lec-
tures. From the speculation come two fairly promising
tools for changing human behavior: electrical stimulation
of the brain and mind-altering drugs.

As far back as 1936, the Canadian neurosurgeon Dr.
Wilder Penfield discovered that electrical stimulation of
certain brain areas (especially in the brains of epileptics)
sometimes creates a vivid mental experience. The patient
seems to be reliving old memories with one part of the
mind while retaining consciousness of the present with
another. Several researchers also have discovered that elec-
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trical current applied through slim electrodes inserted
deep inside the brain of animals may strongly influence
their actions.

Scientists at the Max Planck Institute at Seewiesen,
Germany, for example, have probed for controlling centers
in the brains of chickens. They never know exactly what
action they will get from these small-brained creatures
when they turn the current on. Electricity directed to one
point may make the chicken into a compulsive eater. Ap-
plied a millimeter away, the electronic persuader may
keep the chicken from eating at all. A little jolt in the rage
center may cause a cock to beat his wings and clack his
spurs against a stuffed animal.

The Planck Institute scientists moved closer to creating
automatic chickens when they equipped them with tiny
transistor radio receivers so that current could be turned
on from a distance. This led to interesting social situations
among a freely moving but transistorized flock of chickens.
The low hen on the pecking order, the most chicken of
the flock, could be turned into a tiger if her aggression
center was stimulated.

Sometimes more than one electrode was activated within
the chicken’s brain, giving the scientists control over pos-
sibly contradictory behavior. One chicken, equipped with
two electrodes, could be ordered electronically either to
sit or to jump and flee. The scientists complicated things
by turning on both the “sit” and the “jump” electrode
at the same time. Confronted with a dilemma not un-
known in ordinary human life, the chicken did the best
she could. After a period of agitated shuffling, she sat down,
remained seated for a while, then leaped up with a squawk.

A number of researchers in various parts of the world
have carried on similar experiments with various animals.
Dr. José Delgado of Yale’s School of Medicine implanted



32 @ EDUCATION AND ECSTASY

a radio-controlled electrode in the fear center of a fighting
bull; then, to prove his point, entered the bull ring. When
the bull charged, Dr. Delgado pressed a button on a small
transmitter he was carrying. The bull braked and backed
off. Pictures of the episode appeared in the world press.

The finding that has most delighted the human imagi-
nation has to do with a deep-seated pleasure center. Dr.
James Olds, then of McGill University in Montreal, dis-
covered this wellspring of Elysium in the brain of a white
rat in 1954. The rat, presented with a pedal attached to the
electrode stuck in his own pleasure center, would spend
most of his days and nights stimulating himself, oblivious
to fine food and a lady rat alike.

In later experiments by Olds and others, rats have been
known to press their pleasure pedals up to 8,000 times an
hour and to carry on their electronic pursuit of happiness
for weeks. What happens to these pleasure-bent rats? Do
they, like some portrait of a rodent Dorian Gray, turn
ravaged and worn? Bad news for the Puritans who linger
among us: the orgiast rats generally end up in better physi-
cal and mental shape than do their pleasure-deprived lit-
termates. They are alert. Their coats are glossy. Their eyes
shine.

Pleasure centers of one sort or the other have been dis-
covered in many animals, including cats, dogs, monkeys,
dolphins and—perhaps—man himself. That this point is
debatable may be illustrated by a possibly apocryphal ac-
count of what happened when a famous Scandinavian
brain researcher (as an adjunct of therapy, of course) hit
upon what he took to be the pleasure center in the brain
of a male patient. Overjoyed, he phoned an American col-
league, who took the first transoceanic jet to see for him-
self. When the American arrived on the scene, the patient
was happily and repeatedly pressing a lever that sent a
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current through a wire into the electrode implanted in his
brain. The American watched for a while, then asked per-
misston to make just one little check. Permission granted,
he went into the control rooms and disconnected the wire.
The patient, not missing a beat, continued pressing the
lever—enjoying, so he said, the same ecstatic sensation.

As we shall see later, this simple story has profound im-
plications. It suggests that man may not need to be wired
for joy—or for anything else. Over the ages, the human
race has developed many ways for arriving at sensations
that spring (as all do) from brain activity. It may be that
anything a jolt of electricity can do, the activity we have
defined as education can do even better.

Then, too, it is easy to weave scenarios of horror by tak-
ing brain probing to a totalitarian extreme: A brave new
generalissimo of 1984 forms an electronically controlled
army. Each soldier carries a little transistor receiver at the
base of his skull from which electrodes run to various con-
trol points within the brain. Time for a long march? The
generalissimo at his transmitter merely has to push the
MArcH TIRELESSLY button. Time for rest and recuper-
ation? SLEEP DEEPLY is the button to press. The enemy
approaches. FIGHT FEARLESSLY does the trick. To the sati-
rists of the future (if satire can survive science) we may
leave the uses of the ForaGe button or that final one
marked RAPE, PILLAGE AND DESTROY.

More sanguine scenarists have envisaged the electrical
invasion of the skull in the service of knowledge and joy.
What if scientists could get enough circuitry into the
brain? Wouldn’t it be possible then to deposit knowledge
electronically? And what about using the pleasure center?
Wouldn’t that be a powerful reward for shaping desired
behavior? (The properly wired student might get a jolt of



34 @ EDUCATION AND ECSTASY

pleasure rather than an “A” for spelling “serendipity”
correctly.)

What credence should we give these fantasies? Since the
birth of modern science, history has been unkind to most
scoffers. A writer debunks even the wildest-sounding scien-
tific speculation only at his own risk. Still, it must be said
that most scenarists of electrical stimulation have been
naive or poorly informed. Against the marvelous intricacy
of the human brain, the present brand of electrical stimu-
lation appears a blunt instrument indeed. Thus far, it has
been hard to handle, erratic and unreliable. The same
electrode that once caused an animal to overeat may even-
tually cause exactly the opposite effect. Experiments by
Elliot and Thelma Valenstein and others show that even
the pleasure center has been oversold. A rat, it turns out,
will keep switching an electric current on and off when it
is applied at many different parts of his brain. There is no
single, localized wellspring of joy.

A far more fundamental objection to electrical stimula-
tion has been largely overlooked. UCLA’s H. W. Magoun,
an elder statesman among brain researchers, explained it
to me: “Electrical implantation is a way of simulating what
happens naturally. It is a rather crude prosthesis. But we
don’t need a crutch to get around if we have our legs. In
our sense organs—eyes, ears and so on—we possess the most
beautifully controlled, delicate and effective access to the
brain. If we want to change a brain, we can best do it
through our natural senses. That is what we are doing
every day, what society has always done. The puzzle for
the future is how to do it better.”

Again, we are confronted with the environment, the
stuff of education itself, as the most powerful instrument
for achieving a greater use of our potentialities. But before
looking into new “natural” methods that can expand hu-
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man capabilities, we might briefly view one more “arti-
ficial” method: the use of drugs.

Chemistry, perhaps even more decisively than electricity,
controls what goes on in the brain. Since before the be-
ginnings of civilization, societies have conducted massive
and generally quite effective chemical experiments with
uninhibitors (alcohol), stimulants (caffeine), euphorics
(marijuana), depressants (opium) and many other brain-
changing substances.

Modern science has speeded the search for happiness and
wisdom by the drink or the pill. Tranquilizers and psychic
energizers already have revolutionized institutional care
for the mentally ill, supplanting shock treatment and
locked wards, calming the manic and cheering the de-
pressed. Beyond therapy, these benign drugs—as the less
benign side effects are refined away—may increasingly help
the normal neurotic achieve more of his potential by put-
ting him in the proper state to learn or act.

The search for chemical educators will go on. Already,
researchers are administering drugs high in RNA to older
people to find out if their memories can be improved; ex-
perimenters at Abbott Laboratories have developed and
marketed a drug that appears to increase brain RNA. An-
other brain function that may be improved by drugs is the
ability to focus attention, to filter out stimuli that experi-
ence has shown to be unimportant. The attention mecha-
nism is thought to dwell in an area deep within the brain-
stem called the “reticular formation.” Perhaps the psychic
energizers act directly upon this area of the brain. A world-
wide search is presently underway for a specific and effec-
tive “‘attention pill,” a drug that will sharply and safely
increase one’s ability to give long and intense attention
when desired.

The controversial hallucinogens, or psychedelics—nota-
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bly LSD—have been used to create unfamiliar shifts in the
condition of consciousness itself. These chemicals are cur-
rently under attack for their possibly dangerous side effects
and for the youthful, dissident cultures that have grown
up around their use. But, whatever the side effects, what-
ever the misuse among young people, the fact remains that
hundreds of thousands of serious, mature people of all ages
have used the drugs neither for kicks nor for therapy, but
to gain glimpses of new and rich worlds of consciousness.
To stand outside the standardized consciousness and per-
ceptions of the immediate past, as will be seen later, be-
comes a matter of great importance during times of fast
technological and cultural change. The psychedelics have
provided quick journeys into other lands of the mind; they
have expanded many people’s concept of the possible. Even
here, however, it is becoming clear that the kind of psychic
mobility rudely thrust upon one by the psychedelics can
be learned with no drugs whatever.

In fact, just as chemicals can change people’s actions, so
people’s actions—their relationship with the environment,
their education—can change their brain chemistry. How
this works is being demonstrated in experiments at the Uni-
versity of California at Berkeley. For several years there,
psychologist David Krech and his associates have been
rearing matched sets of rats in two sharply contrasting en-
vironments. One set of rats lives in a sealed room. Each
animal is isolated in a separate cage, in darkness and si-
tence. Each is deprived of relationships with other rats or
people. The second set of rats, littermates of the first, is
kept in a rich and varied environment. They live together
in large cages filled with playthings. They learn to explore
mazes. They are taken out and handled every day.

Here is what Krech and his associates have discovered:
Starting out the same at birth, the enriched rats develop a
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higher concentration of an important brain enzyme than
do the deprived rats. Not only that; the size and weight of
their brain cortex (the outer bark, associated with higher
learning) becomes larger and heavier, because of the life
they have lived. The deprived rats, when tested for learn-
ing ability, are far outperformed by their more richly edu-
cated littermates. They are mentally crippled.

One glimpse of that darkened room with its isolated and
silent rats has come back to me many times—whenever I
hear talk of “cultural deprivation” or visit a tenement in
a big-city ghetto; whenever I go into any classroom where
children are quelled, silenced, placed in rigid psychic iso-
lation. Are these children being robbed of their potential
brain tissue? If so, is there any worse crime?

But if the environment can take away, it can also en-
rich. Already, we find ordinary individuals performing
feats that, in terms of past expectations, would be consid-
ered miraculous. Run-of-the-mill technicians today per-
form feats of abstract reasoning that would have a Pytha-
goras exclaiming in wonder. And what young daredevil of
the early 1goos would have believed anyone who told him
that, within his lifetime, hordes of housewives would be
driving superpowered vehicles along four-lane raceways,
scant feet apart, at better than a mile a minute? In those
days, it was thought only supermen could ever perform
such a feat. From this vantage point, we can say they were
“wrong.” But what well-established, commonly agreed-
upon human limitation of today will we be “wrong” about
tomorrow? In a sense, we might say that those freeway
housewives are miraculous.

Brain Research Institute researchers have compared the
brain-wave patterns of subjects driving along the Los An-
geles freeways with those of jet pilots flying practice air-
defense interception missions. The automobile drivers
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showed up with more complex and stressful patterns. And
there are millions of them. As a matter of fact, mankind’s
universal response to the motorcar provides a good ex-
ample of human potential and how it is best elicited. The
automobile makes a perfect teacher. It is a highly inter-
active learning environment, providing quick feedback for
the student driver’s every action. Anything that can be
verbalized by an instructor about this process is trivial
compared with what the car in motion tells the learner.
The interaction between environment (car in motion) and
learner is frequent, intense and often novel. The learner’s
behavior is changed during the process. And, at best, learn-
ing to drive is ecstatic. (Ask any sixteen-year-old.) Little
wonder, then, that practically every human on the planet
can become in this respect—when we stand back and ap-
prehend the miracle for what it is—a superman.

Not all environments are significantly interactive. The
average lecture room, for example, is extremely low in
interaction. No great amount of human potential is likely
to be elicited there, and it is significant that college lec-
turers are sometimes among those who stress human limi-
tations. One of history’s more notable misapplications of
environment as a change agent came during the 1920s and
1930s. That was when reformers were convinced all we
had to do was provide the poor with clean housing as well
as a decent wage and then sit back and wait for literature
and the arts to flower. It was disappointment that flowered,
however, and the cynics have had a good time ever since
citing the model towns in England where poor miners
used their new bathtubs to store coal. This is supposed to
illustrate some ancient wisdom about “human nature.” All
it really illustrates, though, is that simply moving people
from one kind of housing to another and giving them more
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money is not giving them the kind of environment that
will educate, that is, change them.

This society is still plagued by the unexamined notion
that placing the organism and the environment in physical
proximity will somehow change the organism (and prob-
ably not change the environment). How many “culturally
deprived” children have been taken in tow by well-mean-
ing educators or clubwomen and led to art museums and
symphony rehearsals? Have you seen those children as they
move, straggling, whispering and nudging each other, from
the Expressionist collection to the Colonial silverwork?
There are still people who assume that, if slum children
could just be “exposed” to enough “‘culture” in this man-
ner, they would become polite, dress properly, quit drop-
ping out of school and, in short, behave in such a way as
to stop bothering us. No need to dwell on the enormous
arrogance behind the assumption that “culture” as safely
deposited in our museums is better than life on the streets.
It is enough to say that such juxtaposition does not edu-
cate.

No environment can strongly affect a person unless it is
strongly interactive. To be interactive, the environment
must be responsive, that is, must provide relevant feed-
back to the learner. For the feedback to be relevant, it
must meet the learner where he is, then program (that is,
change in appropriate steps at appropriate times) as he
changes. The learner changes (that is, is educated) through
his responses to the environment.

Within these constraints, the human organism is in-
credibly flexible. If there are limits on the human ability
to respond to learning environments, we are so far away
from the limits as to make them presently inconsequen-
tial. Throughout human history to date, it has been the
environments, not the human beings, that have run up
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against limitations. Now, for the first time, mankind has
gained the physical, technological ability to create almost
any kind of environment he can imagine. The situation
may be difficult to comprehend, but it has, nonetheless,
come to pass. We are now capable—without brain ma-
chines, without drugs, without eugenics—of educating peo-
ple so that, not the few, but the many would appear to our
present perceptions as geniuses of thinking, perceiving,
feeling and being.

In this business of putting together the new environ-
ments that would bring forth the latent genius of man, we
have arrived perhaps at the level of the invention of the
wheel. Still, evidence is mounting to support the case for
an almost limitless human potential. The evidence tells us,
in answer to one of the questions that opened this chapter,
that even moderate efforts, properly directed, may yield
great gains.

The efforts that currently show the most promise move
on two main frontiers that now are separate and often
hostile, but may eventually merge into one. The first is
rigorously scientific; the second may appear to threaten
the scientific-rationalist outlook. The men on both fron-
tiers, like the brain researchers, live in a state of high ex-
citement, buoyed by good results almost everywhere they
turn.

The man who argues most vehemently for the applica-
tion of science to human affairs is Harvard University's
controversial psychologist Professor B. F. Skinner. In recent
years, many who have written about man’s prospects in a
technological future have attacked Skinner as the most
diabolical architect of a dehumanized world. And yet, in
one of those paradoxes which often accompany great turn-
ing points in history, it is Skinner and his followers who at
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this moment in time offer clear proof that the human
potential outruns all our previous expectations.

To the popular mind, Professor Skinner is best known
as the man who invented the teaching machine, who
trained pigeons to play ping-pong and to guide a missile,
who built an air-conditioned box in which to rear his baby
and who wrote Walden Two, a novel about a rather dull
utopia where behavioral techniques are used to achieve
pastoral, nineteenth-century ideas of happiness and com-
munity. None of this suggests the importance of his work.

Professor Skinner himself may eventually find it para-
doxical that his discoveries and techniques can be used to
reach far more varied and ambitious goals than those
envisaged in Walden Two. In any case, Skinner’s clear and
concise way of looking at the relationship between the
organism and the environment may prove exceedingly
useful to anyone interested in a thoroughgoing reform of
education, whatever way that reform would move. Essen-
tially, what he has done is strip the behavior of living things
down to the bare bones, cutting straight through the ver-
biage, the dense theories, the “explanatory fictions”—to
use his term—that have sometimes made psychology more
a literary metaphor or an occult parlor game than a science,
and that have sometimes blocked the way to human im-
provement. In a series of experiments with rats back in
the 1930s (since corroborated with other animals, includ-
ing man), he found a way to predict, measure and control
the actions of living things, in some cases with nearly the
precision of a physicist dealing with matter and energy.
He reported on the experiments in Behavior of Or-
ganisms in 1938, a book that was politely ignored for more
than fifteen years. During this period, Skinner carried his
experiments forward, expanding them to include human
behavior, debated anybody anywhere about his work and
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never wavered for a moment in his view that all behavior
must be ultimately predictable, controllable and, there-
fore, improvable.

In 1954, he devised the idea of the modern teaching ma-
chine or programmed instruction, an application of his
animal methods to people. Soon human beings were dis-
playing the dramatic increase in learning rate previously
seen only in Skinner’s rats and pigeons. Since then, interest
in (and attacks on) Skinnerian psychology have soared,
and today a growing arena of psychology is inhabited by
the men and women who would apply and expand his
methods.

In the twilight of the Freudian age, when every house-
wife has been led to believe that human behavior is in-
variably more complex than it seems, Skinner’s ideas sound
startlingly simple and commonsensical. Unlike Freud, Skin-
ner does not find that people are driven by mysterious
inner forces that war with society. Unlike Pavlov, he does
not find that people are slaves to things happening imme-
diately around them. Unlike many modern psychologists,
he deals, not in hypotheses and complex statistics, but in
direct observation, prediction and control of behavior.

According to Skinner, your tendency toward any action
—your ‘‘character,” “personality,” ‘“motivation”’—has been
shaped mostly by the consequences of your past actions.
How you will act in the future will be further shaped by
what happens to you after any of your present or future
actions—i.e., by your interactions with your environment.
A baby’s ability and tendency to say “mama” is developed,
not so much by his parents telling him to “‘say mama,” as
by the smile or the attention he gets—i.e., what happens—
when he does successfully voice the word. If the child never
received any response whatsoever for saying “mama,” he
would very soon stop saying it. (Skinner calls this “‘extinc-

P
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tion.”) The baby would also stop saying it if punished for
doing so, but then he would tend to fear and avoid who-
ever punished him.

Skinner has found that, not punishment, but reward—
or, in his terms, “positive reinforcement”’—is the most
effective force for shaping or teaching. Positive reinforce-
ment may turn out to be food, money, praise, a kiss, a
smile, a fleeting nod of approval. Best of all, it may consist
simply of getting a right answer and knowing it’s right, of
working out a puzzle, of mastering a skill, of finding new
beauty and order in words, music, color. Every culture and
subculture, every school, every home has its own way—
acknowledged or unacknowledged—of using rewards and
punishments. Too often, according to Skinner, people have
relied on punishment or the threat of punishment to con-
trol other people. Or they have used gross and insulting
positive reinforcement, such as money meted out in a
crude piece-work system. Skinner’s scientific and humane
impulses meet in his desire to substitute reward for pun-
ishment, to rely increasingly on the more subtle and “beau-
tiful” forms of positive reinforcement.

To this end, he and his followers have created systematic
programs to change behavior. A person generally changes
his behavior, or learns, according to Skinner, in gradual
steps. The manner and frequency in which he is reinforced
for making these steps largely determines how well and
how quickly he learns. There are many aspects of human
behavior for which no effective reinforcement program
has yet been worked out. But the results in those cases
where the technique has been applied are frequently spec-
tacular, especially in the treatment of “hopeless” schizo-
phrenia, mental retardation, stuttering, juvenile delin-
quency and the like.

When Skinnerian methods were applied to education,
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the nation began hearing of good students who finished a
semester’s work in, say, geometry in four or five days; and
poor students who, for the first time, could comprehend
material that previously had seemed unfathomable. So
powerful—and potentially profitable—was programmed in-
struction that hastily formed commercial outfits began
flooding the market with various forms of the new educa-
tional tool, much of low quality. Gradually, however, a
startling fact began to come clear: even shoddy and boring
programs sometimes worked as well as conventional school-
ing.

How about really first-rate programmed instruction?
Some time ago Skinner predicted that students would learn
twice as much in half the time as before. He turned out to
be not quite right. Often they do better than that. In al-
most every case, good programming has proven its ability
to speed and smooth the learning process for great num-
bers of students, leaving teachers freer than ever before to
go beyond mere essentials, beyond group teaching.

Perhaps the best measure of how the new method can
clear the way for greater use of human ability comes from its
application to beginning reading, the most crucial skill pres-
ently taught in our schools. A programmed reading course
developed by M. W. Sullivan and Associates already has
helped several hundred thousand children learn to read
at an average of better than double the usual progress.
Some readers make such spectacular headway that worried
teachers devise stratagems to slow them. Educators who are
willing to give children their heads watch a number of
them reading at fifth- or sixth-grade level by the end of
first grade. The programs, unless misused, have produced
hardly any nonreaders—a particularly interesting note in
view of claims by some “reading experts” that up to thirty
percent of children are afflicted with mysterious neuro-
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logical reading defects. The defects, according to Dr. Sul-
livan, generally do not reside, inherent and inescapable,
within the brain, but result from confusing learning en-
vironments—the usual classroom situation, for example.

In the new situation created by Sullivan, children learn
with individual workbooks, move at their own pace, make
written responses at each step and quickly check their re-
sponses against the “answer” provided in the program.
Each program has been tried out and rewritten several
times to make sure it is responsive to the kind of children
who will be using it. Those sections which do not work
during the trial sessions are rewritten until they do. Thus,
the vast majority of children who use the program are as-
sured of ninety-five percent right answers.

Undoubtedly, such a learning aid will soon be regarded
as primitive. It is limited in that it teaches “right answers”
and only one set of them at a time. “This is just the begin-
ning,” Dr. Sullivan told me. “We’ve just started to rede-
sign a little piece of our environment—the part of it that
reinforces us for learning to read. Here, as always, the hu-
man potential outruns our expectations. We have no idea
whatsoever what the human animal can do in a properly
designed environment.”

The work thus far cited gives a hopeful prognosis of
man’s ability to function more effectively and happily in
a somewhat familiar world, but does not venture to create
radically new environments. More far-out proposals and
experiments are being made by psychologists, philosophers
and educators who seem, at first glance, to be radically op-
posed to the Skinnerians. Many of these men are grouped
around the humanistic-psychology field. They hold a
highly optimistic view of man and often use the phrase
“human potential.” They are perhaps more concerned
with personal than with objective knowledge and fre-
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quently quote philosopher Michael Polanyi’s credo that
“we know more than we can tell.” They are free-swinging
rather than rigorously scientific and feel that the first
big step we could take toward increasing human abil-
ity and happiness would be merely to remove the artificial
societal restraints that now bind us.

The men and women along this frontier are informed
by the writings and the spirit of Abraham Maslow and Carl
Rogers. Dr. Maslow, a professor of psychology at Brandeis
University and president of the American Psychological
Association, hit upon an idea so utterly simple and
so utterly brilliant that it set psychology on its head. In-
stead of studying neurotic or psychotic people, he studied
people who are particularly happy and successful. Instead
of looking into the low points of mental illness, he ex-
amined the high points of human joy. The picture of hu-
manity that emerged from these studies contrasted sharply
with those drawn by the traditional psychologies. In “self-
actualizing” people (Maslow’s term for the happy ones) the
personality splits and inner conflicts of “human nature”
just did not exist. At first it was hard for Maslow to accept
his own findings. “It has involved for me,” he writes, “the
continuous destruction of cherished axioms, the perpetual
coping with seeming paradoxes, contradictions and vague-
nesses, and the occasional collapse around my ears of long-
established, firmly believed-in and seemingly unassailable
laws of psychology. Often, these have turned out to be no
laws at all but only rules for living in a state of mild and
chronic psychopathology and fearfulness, of stunting and
crippling and immaturity which we don’t notice because
most others have this same disease we have.”

Maslow could not escape the consequences of his find-
ings. The old laws would have to collapse. Theories based
on the needs and strivings of deprived people might be



THE HUMAN POTENTIAL @ 47

appropriate to a depriving world. But they do not define
man’s “nature” or speak to the human potential. The self-
actualizing people are not theoretical. They exist all
around us. By turning our attention—and our expectations
—toward them, we step easily across barriers once con-
sidered fixed and final. And Maslow, describing the self-
actualized, provides clues in our search for expanded
human capacity. He gropes for words, lists “‘characteristics
of the healthy human specimen” (more openness to ex-
perience, increased integration, increased spontaneity,
etc.), but always comes back to one theme: the self-actual-
izers are somehow both mature and childlike. They mani-
fest what he calls “healthy childishness” and “a second
naiveté.”

Like Maslow, Dr. Carl Rogers, now a senior fellow at
the Western Behavioral Sciences Institute, is possessed by
a fierce faith in the human potential. This faith flowed
into his development of Client-Centered Therapy. Here,
the client (not “patient”) defines and seeks his own goals;
the therapist serves merely as a “facilitator” toward them.
Client-Centered Therapy is vulnerable to parody: the
therapist always seems to be repeating the client’s words,
or simply saying, “M-hm.” But even parody affirms Rogers’
unshakable theme, repeated in many ways over many years:
“It has been my experience that persons have a basically
positive direction.”

Both Maslow and Rogers are now interested in the “in-
tensive small-group experience.” In these experiences,
people gather in groups of around seven to fifteen. They
use a whole spectrum of techniques to break old patterns
of relating, to expand their sensory and emotional range
and, simply, to achieve joy. There are many varieties of
these groups and many names for them, including “T-
Groups” (from the early work of the National Training
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Laboratory in Bethel, Maine), “‘sensitivity-training groups”
and “encounter groups.”

In the simplest kind of encounter groups, people learn
to change their modes of relating and expressing them-
selves in a surprisingly short time. Formal, verbal instruc-
tions can be few: “Be completely open and honest, relate
on the level of feelings rather than rationalizations and stay
in the here and now rather than the past or future.” Start-
ing with this and moving through a series of practice tech-
niques, most people find it possible to drop the old masks,
the defenses, the deviousness that have cut them off from
their own feelings and from the ability to express them to
others. Hardened executives often end up revealing more
of their deepest, most carefully guarded secrets to members
of their group than they have ever revealed to their own
wives, friends, brothers. Some shed tears of sadness over
the essential loneliness of their lives; others weep with re-
lief and joy of being able to let go of long-repressed hostil-
ity or anxiety. Most find that this new openness allows
them ultimately to be more effective on the job, with their
friends and families. It is significant that business and in-
dustry—especially the aerospace industry—sponsor a large
share of these groups. Many management theorists believe
that the usual efforts to scheme, manipulate and disguise
true feelings waste better than fifty percent of the average
exccutive’s energy and time. Then, too, the intricate task
of creating a spacecraft rcquircs far more trust, candor and
sensitivity than did the old production line. Corporations
pursue an expanded human ability to express feelings and
relate with others, not for altruism’s sake, but for higher
profits.

None of this, it might be noted, is “therapy,” and only
confusion will follow from viewing it as such. It is practical-
minded preparation for living in a world of unprecedented
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flux. In his recent book, Joy, Dr. William Schutz of Esalen
Institute presents forty of the new techniques for achieving
a fuller development of human potential. The techniques
range from expressive body movements through fantasy to
verbal confrontation. Most of them start with the basic
encounter group. Most can be practiced without the help
of professional therapists. The success that Dr. Schutz,
other pioneering professionals and laymen are achieving
with an ever-expanding spectrum of techniques suggests
that a new domain of learning already is available to edu-
cators at every level.

All of this doubtlessly will soon seem timid. It is likely
that human capabilities will be most significantly stretched
in new, man-made environments and reinforcement sys-
tems that would be hard for us to imagine. To move toward
them means breaking free of “doctrines,” “movements” and
“schools of thought”—those old enemies of human devel-
opment. A new generation of researchers (some of whom
will be discussed in later chapters) is prepared to draw
from Skinner’s work or from the humanists’ or from any-
one else’s; to use programmed reinforcement along with
encounter groups; to pursue the human potential wherever
it leads, even if it be toward what is now termed “psychic”
or “mystical,” even if it be called “fantastic.” A few steps
in that direction already are being taken.

For example, Dr. Joe Kamiya of San Francisco’s Langley
Porter Neuropsychiatric Clinic, using the simplest rein-
forcement techniques, is among those who are now teach-
ing people to control such “inner” states as their basic
brain-wave patterns. In his brain-wave experiments, Dr.
Kamiya has his subjects lie in a quiet room, eyes closed,
with electrodes attached to their scalps. He tells them only
that, when they are “right,” a tone will sound. The appara-
tus is hooked up so that, if Dr. Kamiya wants the subjects



50 @ EDUCATION AND ECSTASY

to increase a particular brain wave, the appearance of that
wave will automatically set off the tone. (A similar tech-
nique decreases brain waves or blood pressure.)

At first the tone sounds only when, more or less by ac-
cident, the desired wave form appears. Merely by reacting
to the reinforcement of the tone, the subjects gradually
learn to make it sound more frequently and thus to in-
crease the desired brain wave. When they learn to enhance
the alpha-wave pattern, subjects tell of reaching a state of
heightened awareness. They become relaxed, but not
drowsy. They arrive finally at a state they term “serene.”
Dr. J. T. Hart of the University of California at Irvine,
another researcher who works on the control of brain
waves, has predicted that some day people may use the
technique to turn off anxiety without drugs.

But there is a more profound hope in this research. Ac-
cording to recent studies in Japan, the people taking part
in brain-wave experiments are accomplishing at least a
part of the inner control that yogis and Zen Masters
achieve only after many years of the most severe and self-
less discipline. Many of Dr. Kamiya’s subjects achieve it in
about twelve one-hour sessions. ““These experiments,” Dr.
Kamiya said, “suggest that eventually we shall find ways
of influencing for the better almost every aspect of the life
of man.”



ALL ENVIRONMENT has the capacity to educate. We are
rapidly becoming capable of controlling all environment
we can perceive. It may someday turn out that what we
can be will be limited only by what we can perceive.

To imagine the fantastic is often easier than to perceive
the obvious and all-pervasive. This is an age of prophecy;
respected scientists and organization men are replacing
wild-eyed soothsayers as the masters of extrapolation. The

3. THIE NAKED ENVIRONMENT
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head of UCLA’s Biotechnology Laboratory has announced,
a bit apologetically, that it may take as long as a hundred
years or more before teleportation comes to be. In tele-
portation, according to Dr. John Lyman, a man’s entire
genetic code would be fed to a computer, flashed to a re-
ceiving computer on the moon or a planet, and instantly
reconstructed into the person who stood on earth a few
seconds earlier. “Teleportation is still pretty wild stuff,”
Dr. Lyman was quoted as saying, “but the basic concept
does not violate any known physical laws.”

But extrapolation, no matter how bold, is only a way of
measuring and stating present perceptions. To deal with
the future, we must perceive the unperceived, the naked
environment itself. Marshall McLuhan has said he couldn’t
tell you who discovered water, but it was certainly not the
fish. And yet water is the fish’s master mentor, determining
his way of moving, his very shape, his cool, wet ecstasy.
How can we discover the waters that surround man, the
unseen teachers that shape our being? Let us question the
unquestioned, then ask how much of the naked environ-
ment can, after all, be manipulated to further the educa-
tion of mankind.

From before birth, all humans are caressed and threat-
ened by the affinity of matter to matter, the graceful warp
in space we know as gravity. The newborn baby, according
to behaviorists, fears only two things: a sudden noise or a
sudden loosening of the embrace gravity provides between
itself and the object supporting it, i.e., the scnsation of
falling. Throughout life, gravity in interplay with inertia
and movement is a powerful and pervasive teacher, giving
us subtle, finely graded feedback for a great variety of
learning. It teaches us through both positive and negative
reinforcement, and the ratio between the two (with posi-
tive highly predominant over negative under the usual
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earthbound conditions) could well serve as an optimum
model for many less pervasive, more specialized educators
—schoolteachers, for example.

Only when we at last step beyond gravity do we realize
how powerfully it has taught us. The first space-walking
astronauts found themselves unable to perform the sim-
plest physical tasks without the accustomed guidance of
their most constant tutor. But learned behavior is re-
versible. Once space technicians set about creating a
systematic learning program, including new gadgets, for
getting along without gravity, astronauts began perform-
ing adequately in a new environment.

The naked environment teaches, shapes and aids us
everywhere. But it also limits. The simple properties of
~ the phenomenon we call light serve as a sort of straight-
edge against which we may plot the plans for our percep-
tions and actions. Light has often seemed, with its great
speed and copious information-carrying qualities, the royal
band of the energy spectrum. It was only with the inven-
tion of the laser that we began to question the limitations
of those onrushing, incoherent, strictly linear, ricocheting
photons that we have thus far dealt with. Now, it appears,
lasers and other devices can help us create far more sophisti-
cated forms of light that can carry vastly more information
and thereby provide for us vastly increased feedback.
When and if new light environments become pervasive
enough, we ourselves will change.

What does all this have to do with education? More
than we might realize. Taking the naked environment for
granted, we fail to realize that seeing itself is, in part,
learned behavior. When a person blind from birth sud-
denly gains access to light, he hardly sees at all. Generally
he learns quickly enough, having a full arsenal of cues
from the other senses and the verbal environment to aid
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him. Still, though he ‘“knows” the difference between a
square and a triangle perfectly well, it will be a long time
before he can distinguish one from the other without stop-
ping to count the sides.

Watch the new baby learn to see. Better say ‘“‘see and
act,” for nothing is learned that is not somehow, in some
manner, consequential. The baby lies on its back; a shin-
ing toy is held before it. When the eyes’ random move-
ments bring the object into the field of vision, something
happens. Through chains of optic nerves, chemical balance
swiftly shifts, electrical charges fire. Electrochemical activ-
ity pulses in, excites a large area of the occipital lobes of
the brain, in the back of the baby’s head. The whole brain
responds to some extent, and there is even a perturbation
in the overall, ongoing brain-wave pattern. All of this
something happening is highly reinforcing, and when the
baby’s eyes wander away from the object, the reinforce-
ment stops. Gradually, in small steps, in successive approxi-
mations, the baby learns to control the extrinsic eye
muscles so as to keep the exciting object in the field of
vision.

But that is only a beginning. The baby can increase the
amount of reinforcing visual stimulation by focusing the
lens, by fixing both eyes on the object with the proper
convergence, by adjusting the size of the pupil to maximize
the contrast between object and background in term of
the retina’s range of sensitivity. And then, of course, the
baby goes on to coordinate vision with arm and hand
movement (aided by gravity and inertia and kinesthesia as
well as light) so as to reach up and take hold of a toy.

Such “natural” developments require interaction be-
tween the organism (baby) and the environment. If the
properties of the environment were different, if gravity,
light, inertia, air, sound and the like were not as they are,
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then learning would be different and the resulting organ-
ism, though clothed in a human body, would be different
indeed.

All behavioral development is a function of learning.
Some psychologists and physiologists have defined what
may be termed “optimal” ages for given types of learning,
as if these periods exist apart from the nature of the en-
vironment. They do indeed exist in any given environ-
ment. But they do not spring up purely from within the
organism.

A human best learns to talk at age two because he has
completed the necessary prior learning and has not yet
come under the influence of other modes of reinforcement
(athletic activity, for example) that would compete with
the reinforcements in learning to talk. At that age in most
present human cultures, the baby is surrounded by an ideal
environment for precisely this type of learning. It is hard
to teach a fifteen-year-old to talk, but probably not because
his neurological system has mysteriously “grown” past
some optimum point. Whatever kept the fifteen-year-old
from learning to talk probably also got in the way of neces-
sary prior learning. By fifteen, he has most likely come
under the influence of competing satisfactions. And the
learning environment we would provide him would most
likely be wildly inappropriate; we might even try to
“teach” him rather than being delightedly responsive to
his free learning.

Learning to see, learning to talk, learning to love all
take place in a Little Round Schoolhouse called Earth,
replete with audiovisual aids that we are only just now
realizing we can manipulate. “Natural enemies” have
taught us well, have shaped our species. We are rapidly
dismissing those useful old instructors and replacing them
with educators of our own making.
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And yet, many of the old teachers are still with us, es-
pecially those we never realized were teaching. For ex-
ample, the human organism is educated—and limited—by
the inexorable day-night cycle of a rotating planet. Here,
again, we become aware of an environmental condition’s
power only when we start transcending it. Current research
on what happens to those who jet east or west across several
time zones only confirms what many travelers have sus-
pected since the jetliners began to fly: interaction with the
terrestrial twenty-four-hour cycle shapes many aspects of
our being into resonant cycles. Functions that range from
digestion to dreaming, from sex to sweating need recycling
after a quick hop from New York to Teheran. We have yet
to know precisely the diurnal or nocturnal patterns of hor-
monal and other systems. Perhaps breaking prior conditions
of longitudinal place will help us better understand the
human mechanism.

The unseen educators surround us. Not acknowledging
their presence, we do their bidding. Words, for example,
crowd our world, shape us, block our vision of the silent
joys. Aldous Huxley once estimated that seventy percent
of human existence is dominated by the verbal. We have
learned how strikingly perceptions change when filtered
through different languages, especially those of such peo-
ples as the Hopi Indians. But what happens when we
escape—if only for a time—from language itself? Experi-
ments in Huxley’s ‘“nonverbal humanities” reveal the
opulence of the existence that waits for us behind the
screen of words.

The awakenings offered by fast technological change
often are rude ones. Perhaps nothing prepares us so well
for the shock of recognizing the naked environment as
does science fiction. Robert Heinlein’s Stranger in a
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Strange Land is in this respect among the very best. The
stranger is Michael Smith, an earthling of the future who
was reared from birth in the very different and, in many
ways, advanced environment of Mars. The genius of
Stranger springs from the fact that the reader is not asked
to watch someone like himself adapt to an imagined alien
culture. Instead, he sees an earthman, free of our environ-
mental limitations, attempt to adapt to conditions of life
we commonly take for granted. This device makes such
ordinary things as bipolar sexuality, inflexible time sense
and aging and death seem quite extraordinary, as perhaps
they are.

About sex, Heinlein wrote: “Martians and humans were
both self-aware life forms but they had gone in vastly
different directions. All human behavior, all human moti-
vations, all man’s hopes and fears, were colored and con-
trolled by mankind’s tragic and oddly beautiful pattern
of reproduction.” Heinlein’s Martians, we are led to be-
lieve, had no conventional bipolar sexuality, but they did
have a rich and ceremonial “growing closer.” Michael
Smith’s attempts to understand human sexuality, his sub-
sequent cross-cultural working out of new sexual patterns
make the reader sharply aware of how our “natural” sexual
constraints shape and limit us.

This may be fiction, but it is fiction informed by reality.
Right here on earth, sexuality is now being separated from
procreation. Just as the birth-control pill frees the sex act
from reproduction, so sperm banks and artificial insemi-
nation free reproduction from the sex act. Against these
new environmental conditions, young people already are
working out new sexual patterns that sometimes seem as
strange and threatening to the old as a Martian invasion.

On Heinlein’s Mars, time has come under the control of
consciousness as have the processes of aging and physical
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death. Here on earth, we of the West have generally re-
garded time as a constant, a steadily flowing measure of all
events and of life itself. But now time’s constancy is under
attack within our own civilization—conceptually in rela-
tivity physics, artistically in films, novels, poems, plays, and
personally in widespread time-altering experiments with
psychedelic drugs and other methods. Perhaps time is the
ultimate water in which we swim, and we shall never really
know what it is to be human until we are able to pull our-
selves up on the bank of timelessness and view the scene
behind. This, in any case, has been a central theme of the
religious mystics, though when they return from the time-
less world they bring us often quite disparate instructions
of what to do with our lives in time.

Even the process of aging, it now appears, may be manip-
ulated to some extent, and gerontologists are beginning to
question that there is any inevitable physiological necessity
for the cellular forgetting that leads to dissolution and
death.

We would have to be naive indeed to suppose that such
crucial overthrows of basic human conditions could come
to pass without affecting the very foundations of mankind'’s
education and eventually creating a new kind of man.

How can we discover the naked environment, the givens
of the educational situation? There can be no final answer,
only a series of new questions stretching to the ends of our
perceptions and beyond. Start with the simplest: that we
are driven, shaped, educated by our constant needs for
food and water and salt (how many school principals will
show visitors the new cafeteria before showing a single
classroom?); that the stuff we consume takes such diverse
form, so ingeniously found, so brutally got (we devour
root, stem, leaf, seed, fruit, bark, peel; relish the liver of
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baby bull; steal the food of bees); that periodically we must
defecate the waste of all this devouring (a book could be
written on the educational contingencies around ‘“being
excused”; the history of civilization might be traced in the
history of plumbing); that we live on the floor of an air
ocean in which other creatures fly, clouds soar, odors waft,
heat hovers, sounds mingle; that we must keep bringing
this air into our bodies, awake or asleep, every few minutes
or die; that rains fall, rivers flow; that our bodies in water
poise between sinking and floating while stone goes down
and wood rises (imagine the history of man had the specific
gravity of wood been a few points greater); that the ulti-
mate source of all our energy is single, a ball of flaming
gas ninety-three million miles away.

Another thing that profoundly affects our thinking and
striving is the very fact that the environment has the capac-
ity to provide forms of energy that our unaided senses at
present do not perceive. If there were nothing at all that we
could not sense, our lives and our expectations would be
radically different. We would not be making the great turn
toward technology involved in harnessing electromagnetic
energy for radio, television, radar, X ray, radiotelescopy,
computers and all of electronics.

The existence of unperceived and unharnessed forms of
energy puts stretch in the human system; it stretches us
not only toward an increasingly technological existence,
but toward the vast, unknown realm that we call (pending
the time we learn to manipulate each of its specifics) the
“mystical.”

The new question here becomes: What is the environ-
mental potential? Will we find ourselves running out of
unused environmental resources? Not likely. New sub-
atomic particles, new quanta of energy are still being dis-
covered. The neutrino, for example, is an elusive one, a
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particle particularly reluctant to interact. Ten billion of
these tiny bits of energy from space can penetrate the entire
bulk of the earth and come out the other side before a
single one interacts in any way with anything in its path.
But the neutrino is there for us to use when we can. What
will be the neutrino’s role in the education of the future?

Look deeper for the naked environment. Perceive differ-
ently. Perhaps the human body itself, as Michael Murphy
of the Esalen Institute has suggested, can be viewed as en-
vironment. Perhaps we limit ourselves by considering our
skin as the crucial boundary between the self and its world.
The body has been educated by the environment, but at
any present moment it is a prodigious producer of stimuli
on its own, apart from the stimuli it receives from outside
the skin. The muscles have ways of signaling their posi-
tions, movements, tension and tone. And there are mes-
sages from digestive, circulatory and sexual systems, from
the delicately balanced hormonal circuits. When we of the
West classify this activity as ‘‘involuntary,” we reveal a
failure of no small dimension; for ways do exist and have
long been known in other cultures for bringing these ‘“‘in-
voluntary” bodily functions under voluntary control, and
thus opening up a whole “new” environment for the bene-
fit of the self.

Truly, Western civilization’s neglect of the body is noth-
ing less than scandalous, for it has made a rich universe of
energy, action and information practically invisible. The
body may also be thought of as an extension of the outer
environment, for outside stimuli are processed, filtered,
changed by it before they reach consciousness. Inner and
outer are composed alike of matter and energy and possi-
bilities. Seeing each as extensions of the other helps us
perceive essential unity where multitudes of theoreticians
have debated fruitlessly over modes of separateness. The
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body may act both as organism to the outer environment
and as environment to the center of consciousness. Its pos-
sibilities in education are powerful indeed.

Or look at it another way. Theoretically, a varied and
intense sensory life can be had without the body at all. As
science writer Arthur C. Clarke has pointed out, all sensa-
tions are simply electrochemical activity in the brain.
Therefore, if there were a way of hooking the disembodied
brain to enough artificial sensors (including surrogate body
sensors), then this brain could enjoy all the conscious sen-
sations of normal life and more. If the sensors could be
joined to a worldwide network, the brain could “be” any-
where on earth in a twinkling, “feeling” and “seeing” and
engaging in almost unlimited sensory behavior. In this
light, embodiment itself appears as a limitation. Having to
move an old-fashioned body into physical proximity to
another sentient being in order to converse or make love
seems crude and ponderous indeed.

Some aspects of this worldwide sensory mobility already
are available with the TV communications satellite, and
the personal and societal effects of instantaneous vision and
hearing on a global scale are yet to be imagined.

Nor is disembodiment required for the senses to suffer a
sea change into something rich and strange. When Jacques-
Yves Cousteau devised the aqualung, he was not so much a
pioneer of a silent world as an alchemist of the perceptions.
For to enter that dim and dreamlike realm, where colors
are somehow more vivid and all things eerily near, is to
abandon your senses of time and place and motion. Cooled,
silenced, encompassed—in that very yielding, the being it-
self may burst from the body’s familiar prison. This truly
is metamorphosis, the ancient magical myth suddenly come
true: man into fish, freer of the surface than dolphin or
whale.
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Even more triumphantly free is the skydiver. Buoyed
up only by the hundred-mile-an-hour race of invisible
air, he plays tricks with gravity and ancestral fears. The
earth seems far below; the diver seems suspended in space.
Time is altered in that long skyborne interval until a half
minute seems half a lifetime. Nor does the diver simply
plummet. He draws back his arms, tilting his body for-
ward against the uprushing tide of air; he moves horizon-
tally over the face of the earth just as fast as he approaches
it. Quick as the wish, he may turn and glide toward a fel-
low diver. And if he can catch a flying girl, he may grasp
her arms and share a perilous kiss, saved from certain death
by his willingness and ability to break the embrace.

Only the earthbound could call sky merely blue or
clouds merely white and gray. Flying through one of those
glistening, cloud-bordered countries of the upper air, one
redefines the whole notion of light and color. The most
transparent, most swiftly shifting hue is somehow the most
vivid. Near sunset, those colors deepen, and that is when
the skydiver, godlike, can start high and bring the sun
down with him, sinking into a huge pool of blue and
purple dusk. For all of this he pays only the light tribute
to mortality entailed in the requisite in-flight discipline
and proper care of gear.

It is too bad that no poets have been skydivers and that
no men of letters have orbited the earth. For one of the
responsibilities of poetry and literature, if not to prepare
us for the future, is at least to help us know the present.
The poet might proclaim that his predecessors’ fantasies
already have come to pass, and he might go on to help us
find new fantasies worthy of this age. The writer might
tell us that, while environments limit, perceiving and
changing environments liberates. He might even suggest
that the most valuable by-products of space exploration









ALL LIVING THINGS—paramecium, plant, person—learn
through interaction with the environment. All behavior,
including that commonly called “instinctive” or “species-
specific,” is learned. In the lower organisms it is learned
not so much during the life of any individual of the species
as during the life-span of the species itself. Standing back
and viewing learning on a species-long scale, we can sense
again the unity of all life.

4. THE CHAIN OF LEARNING
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Learning involves memory, that is, the storage of infor-
mation. Man’s large, complex, yet unified central nervous
system can store great amounts of new information during
the individual’s lifetime and can revamp information al-
ready stored. All the brain cells, as well as the material
between the cells, have their own ways of responding to
every contingency. These ways of responding, as we have
seen, may be traced back to thin, chainlike molecules of
RNA or DNA, which serve as tiny reference libraries, hold-
ing incredibly great amounts of coded information. The
DNA, passed down from our ancestors, contains informa-
tion about the brain cell’s basic structure and composition
(just as it does for all of the body’s cells). The RNA serves
as a messenger from the DNA and a template upon which
the protein of the cell may build. During learning, the
RNA also helps modify the brain cell’s composition so as
to change its way of behaving. It may be said that a record
of our lifetime’s learning is kept in those tiny, chainlike
molecules.

A lower organism, with its small, relatively undeveloped
central nervous system, has only a limited ability to learn
(that is, change its behavior) during a single life-span. And
yet, the species does change in the long run as its environ-
ment changes. It may change in what we call behavior
alone or in physical form as well. The distinction, from a
larger viewpoint, is not significant. The robin is a robin
because it has a yellow bill twenty millimeters long. Itisa
robin just as much because it hunts earthworms in a stereo-
typed manner and builds a certain kind of nest at a certain
kind of place at a certain time. In this sense, physical
changes and behavioral changes are the same. Any devia-
tion very far from the norm either in length of bill or in
nesting and feeding habits would prove perilous in terms
of “robinness”’—and survival.
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We call species-long learning “adaptation” or, when the
species shifts in physical form so that we recognize it as
something separate, “evolution.” A record of these changes,
this education, is kept in the DNA, the microscopic libra-
ries of learning that are passed down from generation to
generation. Whether in earthworm, robin or man, the
chemical scheme, the language in the molecules, is the
same. But the words and the length of the message are dif-
ferent. They tell a story of the species’ victorious interac-
tion with the environment. Each seed is a chronicle of
success.

The record of all learning for all life is written on the
same tablets. Learning can occur, not just during the life
of a single organism, but in species-long spans, on a geo-
logical time scale. This species-long learning (without ap-
peal to Lamarckism) exhibits all the characteristics of
learning that have been described thus far.

The change in a species invariably results from interac-
tion with environment. It relates to the frequency, variety
and intensity of the interaction. Just as the baby, to learn
to talk, needs a variety of sounds out of which the particu-
lar sounds useful to a given culture may be reinforced, so
the species, to adapt or evolve, needs variety in its progeny
so the behaviors and physical characteristics adaptive to a
given environment may be reinforced by natural selection.
Genetic differences, from minor variations to major muta-
tions, provide the range.

And ecstasy? The crucial acts of learning in species-long
education are the ecstatic moments of conception and
death. The maladapted individual that dies before repro-
ducing contributes to the education of the species just as
does the individual that conceives and brings forth new
life. It may be said that the species learns by dying, that is,
by the death of certain of its individuals. Those which live,
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live totally. Just as every seed is a chronicle of success,
every animal, in the words of André Gide, is a parcel of joy.

The interaction between species and environment is in-
variably a two-way process. As the species flourishes or de-
clines, it affects the ecological balance, changes the condi-
tions of life for many other species—and for itself. Species
have had to respond (with adaptation, evolution or extinc-
tion) to repeated geological convolutions that have created
new climates, new mountains, new plains, new seas. And
yet, the geological changes alone are not nearly enough to
explain the wholesale extinction of whole families of life
during certain crisis periods in the earth’s long history.
Only about a third of the 2,500 families of animals that
have left fossil records still exist (though even more fami-
lies have subsequently developed). A few became extinct
by evolving into new families, but the majority disap-
peared without leaving descendants. Some of the great mass
extinctiol.s occurred at times when no geological cataclysm
was under way. In fact, as paleontologist Norman D.
Newell has pointed out, even a relatively minor geological
change, say the drying out of tidal flats, can affect the for-
tunes of certain species. The subsequent effect on the eco-
logical balance can be more cataclysmic than earthquakes
and glacial slides.

The species Homo sapiens has proven to be an ecologi-
cal catastrophe for all manner of life. The extinction in
North America of such large mammals as the mammoth,
the giant sloth, the camel and the mastodon between 11,000
and 6,000 years ago has been attributed usually to a sud-
den change in climate. The best recent evidence, however,
suggests that the real cause was the arrival of well-armed
hunting bands from Asia. But, again, just as man affected
the environment, the consequences of his actions—the ex-
tinction of so many mammals—powerfully affected his sub-
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sequent condition. Life’s interdependence is total. The
chain of learning is endless.

Why do some species succeed in learning from their en-
vironments while others fail? For the same reason that
your child succeeds or fails in school. Here we may borrow
the terminology of programmed instruction. If the learn-
ing steps are too great, if the environment changes too fast,
no learning (adaptation or evolution) can take place and
the species may perish. In an extremely stable environ-
ment, on the other hand, the species may survive but
change hardly at all. Even in a changing environment, cer-
tain species have learned ways to withdraw at critical peri-
ods, to saspend interaction and thus to increase their
chances of surviving change. Consider some of the old
ones, creatures that have weathered many crises in evo-
lutionary history: the crocodile, the turtle, the opossum.
There is a periodic sluggishness about them. Like those
recalcitrant students who sit in the rearmost seats, they
can pull back into a stuporous immobility whenever real
learning threatens. Most slow learners on the evolutionary
scene, however, have no such defenses. They simply bow
out when the teacher unexpectedly steps up the tempo of
the lessons. No need for obscure and unsupported hypoth-
eses about “the exhaustion of germ plasma” to account for
evolutionary dropouts.

On the other hand, some learning feats of even the sim-
pleminded creatures seem incredible. The operating prin-
ciples of programming may help make them understood.
The green turtle in certain South Atlantic colonies, for
example, navigates 1,400 miles without a landmark, from
Brazil to Ascension Island, a tiny dot on the open ocean.
The feat in itself argues (though by no means proves) that
Ascension is the last outcropping of what once was a vaster
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land mass. Perhaps when the green turtle first evolved, the
Great Atlantic Ridge, now sunken, humped a thousand-
mile-long spine out of the sea, making a target nearly im-
possible to miss. As the ridge gradually disappeared be-
neath the water, generations of green turtles gradually
learned finer and finer positional discrimination.

What sensors did they use? This is really not the most
important question, since there are so many available:
visual ability to fix the precise height of the sun at noon
on any given day; magnetic sense; supersensitive olfactory
capability that would make each ocean current as easy to
read as a road map—or perhaps some ability to sense a
source of energy we know nothing about. A more im-
portant question is the schedule of the learning, the
tempo at which the land mass shrinks against the rate at
which the species can learn by evolutionary selection.

This gradual, programmed withdrawal of behavioral
cues is indeed a favorite conditioning stratagem, called
“fading.” If a student wishes to memorize a poem, for in-
stance, he first reads it through. Then, with each successive
reading, he erases a few words until, at last, all he needs is
the words in the title to set off the behavior of reciting the
entire poem. Using this technique, an unfettered learner
can master a sonnet in a few minutes. A turtle species,
however, may take a million generations, starting with,
say, a gradually shrinking, thousand-mile-long land mass,
in learning to navigate to an island five miles in diameter.
In both cases, the programmed fading must not proceed
too fast. The student would not start right out by erasing
the last six lines of “The World Is Too Much With Us.”
And in both cases, the results—whether meditated by turtle
DNA or brain RNA—will seem remarkable to us only be-
cause we have not yet fully realized the power of optimal
education for any organism or species.
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The lower animals exhibit inflexible, stereotyped re-
sponses, and this is indeed quite useful for them. Such
responses allow creatures with extremely simple nervous
systems to draw directly upon learning programs millions
of years long. And it must be said that man has lost some-
thing in becoming cut off from species-specific or instinc-
tive behavior, most particularly those behaviors regulating
population and prohibiting killing within a species. Re-
cent books on territoriality (a chief means of species popu-
lation control) and aggression have been widely interpreted
as linking man with the animal kingdom in instinctive
matters. Actually the books provide striking examples of
how man differs from all other earthly creatures in these
behaviors.

There is no need to say that man has no instincts what-
ever. Obviously, he is limited to some extent by the ex-
periences gained from a long ancestry in interaction with
the earth environment. The very shape of his body (no
wings, no fins), the very makeup of his endocrine system
aim him in certain directions. But even in something as
urgent as the sex drive, to take an example, man is notable
for the multitude of changes he is capable of ringing. In-
stincts, if you wish, are present but, in comparison with
those of other animals, are truly unremarkable.

The ancient learning of the species called man is
passed down in the cleverly comprehensive code of the
DNA molecules. A key message in the code for this species
may be summarized as follows: “Construct now an organ-
ism that will do most of its learning during its individual
lifetime.” From this, the organism derives its very essence.
All the other particularities that have been cited to distin-
guish man from animal—upright stance, opposable thumb,
massive brain—may be viewed as means to this end. To
achieve it, man has sacrificed almost all the stereotyped



72 @ EDUCATION AND ECSTASY

biological responses that rule the lives of the lower organ-
isms. Man is not without his own automatic behaviors;
from this vantage point, life would seem unbearably diffi-
cult if we approached each experience as if for the first
time, responding always afresh. Our present automatic re-
sponses are passed down, however, not so much by DNA
as by an agency that in some cases seems equally rigid and
repetitive. That agency is society.

Social entities themselves interact with their environ-
ments in the process of change we have called education.
In this process, they display, again, the learning character-
istics previously outlined. Societal learning is far faster
than species-long learning. Its permutations are many,
transcending the simple survive-or-die mode of species
learning, while retaining survival (of the society, not its in-
dividual members) as a final criterion. Social information-
storage devices entirely bypass DNA. Many of them—epics,
rituals, mores—preceded written records. During preliter-
ate times, people undoubtedly performed routine tasks of
memorization that would stun present-day memory ex-
perts. Indeed, Socrates questioned the introduction of a
written alphabet as a threat to Memory, the guardian (it
must then have seemed) of survival itself. But whether
social learning is stored in song or on shelves, each human
individual draws upon a learning program that goes back
many centuries.

In these programs may be found the ‘“nature” of man.
All those writers who have delineated “human nature”
(and note that the term itself has a pessimistic, limiting
ring to it) have actually been writing about the nature of
human societies. More specifically, they generally have
been referring to societies since the Agricultural Revolu-
tion. That dramatic event dates back perhaps 15,000 years,
when, in certain parts of the world, the Paleolithic Age
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gave way to the Neolithic; when, in the simplest terms,
men stopped being free-roving hunters and took up the
ways of farmers.

How can we fully comprehend the enormity of this
event? Before agriculture, most people spent lives of total
involvement. Man the hunter learned what was necessary
from the tribal memory bank—the skills, the conventions,
the minimal stereotyped responses—but did not then stop
learning. Roving freely, interacting directly with his en-
vironment, the hunter went on learning, changing, all life
long. He had no job except education, a fact noted by
Thoreau when he pointed to the American Indian as the
perfect lifelong learner. The hunter was firmly linked to
a schedule of positive reinforcements—subtle, specific and
precise. He planned, he maneuvered in concert with his
fellows, he used all of his senses. He grew wise with age.
The consequences of his acts were reasonably clear. There
was little conflict between private impulse and the general
good. No complex battery of punishments, artificially im-
posed by society, was necessary.

Perhaps this Noble Savage, rescued from romantic long-
ings for lost innocence (whatever that is), can once again
aid our educational quest. For it was as hunter that man
became man. The magnificent human central nervous sys-
tem—the most complex, the most disentropic entity in the
known universe—was not developed in farmers, scribes,
kings, cobblers, accountants or nuclear physicists. These
specialists, indeed, have always served as components of a
larger whole, a service that rarely has required the total
range or reach of the human faculties brought into play
during a single day of the hunter’s life.

Modern archeological methods are now making it pos-
sible to reconstruct prehistorical hunts even down to such
details as the month of the year in which they occurred,
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the wind direction, the weapons used. Recent diggings
near the village of Torralba in Spain reveal that, even
thousands of centuries ago, hunters were using fire to stam-
pede elephants and rhinoceroses into a bog.

Little by little, the ancient moments come to life: the
glitter of eyes around a campfire; talk that has the imme-
diacy of poetry or food; the hunters with small clay cups
of embers creeping around the elephant herd on a day
when the wind is right; each hunter taking his place along
a valley that leads to the trap, every sense alive and fully
awake, totally aware of the total environment; the acrid,
crackling fire and the great beasts running. The hunters
of Torralba shout their joy to us across the centuries.

Man the hunter, superb in probing a natural environ-
ment, in manipulating the fully interlocking and self-
regenerating system of the wilds, lacked only that which
at last prevailed over him and made his progeny less whole
than he: man-made environments.

When the hunter’s children first built societies based on
agriculture, two new things entered the human experi-
ence: specialization and long-delayed reward. Specializa-
tion at first was not extreme; men cooperated to perform
what appear even now as miracles of plant domestication
and animal breeding. From the very beginning, however,
it must have been no easy matter to take arduous action
(plowing and planting) in the spring, then wait several
months for the rewarding consequences.

How was this radically new way of life accomplished?
We now know that it is possible to put living organisms
on a schedule of delayed reward purely through positive
reinforcement, with no punishment whatever. Scientists
at the Institute for Behavioral Research in Silver Spring,
Maryland, have done so with monkeys, gradually length-
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ening the interval between action and reward until the
monkeys “work” a full eight-hour day to receive their
“pay” of food pellets only after twenty-four-hour intervals.
But it is not likely that Neolithic man was weaned over to
delayed reward without a great deal of aversive control.
The various religious sanctions that serve as behavioral
codes seem to have become considerably more complex
and powerful during this period of prehistory. The whole
idea of punishment as a prime education tool was probably
born with the Agricultural Revolution.

It is certain that by the time the ancient cities of Meso-
potamia and Egypt sprang up along the Fertile Crescent,
both specialization and long-delayed reward were rampant.
Lewis Mumford has advanced the idea that the kings of
those cities, invoking sanctions of divinity, created pre-
cisely the highly structured, rigid, ordered “‘utopias’ that
Plato and later utopianists were to write about. In so do-
ing, Mumford theorizes, the kings made pawns of people
and, indeed, created of them the first great machine: “a
machine that concentrated energy in great assemblages of
men, each unit shaped, graded, trained, regimented, artic-
ulated, to perform its particular function in a unified
working whole. . . . The division of tasks and the speciali-
zation of labor to which Adam Smith imputes so much of
the success of the so-called industrial revolution actually
were already in evidence in the Pyramid Age, with a
graded bureaucracy to supervise the whole process.” This
power system, Mumford observes, “was kept in operation
by threats and penalties, rather than by rewards. Not for
nothing was the king’s authority represented by a scepter,
for this was only a polite substitute for the mace, that fear-
ful weapon by which the king would kill, with a single
blow on the head, anyone who opposed his will.”

Indeed, the most common teaching machine of the age
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of agriculture was the mace or its less absolute counterpart,
the whip. And its teaching may be summed up in the de-
mand, often enforced on penalty of death, that each human
individual develop only a fragment of his potential abil-
ities. That man could respond even to this negative edu-
cation constitutes high tribute to his adaptability as a
learner. But the unfortunate side effects of education by
punishments—including avoidance reaction, increased ten-
dency toward aggression, hypertension, ulcers, tics, hysteria
and all the various and subtle array of neuroses and psy-
choses—have now been convincingly demonstrated. These
side effects were only part of the price men paid for the
first great civilized cities. Some of the other costs, as listed
by Lewis Mumford, were “total submission to a central
authority, forced labor, lifetime specialization, inflexible
regimentation, one-way communication and readiness for
war.”

The price is still being paid. The conditions listed above
have a familiar ring, for they have been only ameliorated
and rationalized, not basically changed, during the years
since early Egypt.

The invention of “reason,” for example, was an ingeni-
ous way of internalizing the whip, for the concept itself
comes into being only as separate from and opposed to
feelings, emotions, impulse. Too often, indeed, such terms
as “conscience,” ‘‘dignity,” ‘“‘stoicism,” “heroism,” “honor”
or even ‘“glory” have constituted ultimately indefinable
variations on a single theme: man’s endeavor to act and
speak in a manner aversive to him without the prod of
external punishment. During the entire period of Civili-
zation, a large measure, perhaps a majority, of an individ-
ual’s education was devoted to teaching him how to be less
than he could be and to perform this feat with the aid of
no external taskmaster whatever. The whip securely tucked
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inside, Lord Raglan’s rider could charge the cannons at
Balaclava with a narrow smile and a quip. And Central
High’s honor student can sit day after day, mute and al-
most uncomplaining, as his perceptions, his world, himself
are sliced into little pieces.

Internalizing the whip made possible societies with more
agreeable facades than those of the ancient cities. At the
same time, the very conditions cited by Mumford—central
authority, forced labor, lifetime specialization, inflexible
regimentation, one-way communication and readiness for
war—could be far more highly developed than would have
been possible before the invention of reason, conscience,
honor and the like. With a stiff upper lip, the “free” citi-
zens of Imperial Britain under Victoria proudly suffered
conditions of life that would have required hordes of task-
masters in ancient Mesopotamia. The U.S. Civil Service
employee, sitting atop a giant pyramid of regulations, can
find reasons for doing almost anything he really does not
want to do.

In all of this, the final reinforcer has been negative. Be-
hind each “‘progressive” teacher (if you will look there in
the shadows) stand the stern vice-principal, the truant offi-
cer, the policeman. At the heart of every academic honor
code dwell expulsion, disgrace.

Since its beginning in the Agricultural Revolution, the
period we shall be calling ““Civilization” has marched re-
lentlessly, if not steadily, toward ever more subtle and in-
genious means of internalized, negative control, toward
the goal of “voluntary” individual submission to group
functioning. Throughout Civilization, individuals have
learned to do their duty: to provide human components
for a larger working whole, thus renouncing individual
wholeness. “Distrust impulse. Deny feeling.” The whip
inside—wielded by codes, ethics, words—flogs incessantly.
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In the verbal arts, Civilized Man has cried his plight to
the heavens. The most memorable word practitioners—
Ecclesiastes, Sophocles, Dostoevsky, Freud—have chanted
the same great tragedy of fragmentation and waste of hu-
man potential. Freud, standing at the extreme, the very
climax of Civilization itself (Victorian, upper-middle-class
Jewish, middle European), composed perhaps the most sor-
rowful metaphor of all, finding man limited, lashed,
broken, condemned to eternal war with himself. He made
two main mistakes: thinking himself a scientist rather than
a man of letters and believing he was writing about ulti-
mate nature of Man rather than the immediate plight of
Civilized Man in extremis.

Someday (a thousand, a hundred years from now, or per-
haps even tomorrow) men may look back at all these last
150 centuries as a darkly tragic if necessary transition
period. The future may weep at what humans endured
and wonder that they did indeed endure, that they found
it possible to sacrifice themselves to build the man-made
environment which, linking all the globe in response and
interaction, could at last bring to an end the long Dark
Age called “Civilization.”

During the period of Civilization, societies learned. The
conditions under which they learned imposed a morato-
rium on the full development of individual learning.
Though there have always been exceptions (as we shall
see in the next chapter), the vast preponderance of people
have been required to learn, in addition to the necessary
tricks of their trade, only the body of knowledge and the
way of knowing of their particular society, and no more.
Our present-day IQ tests are as good an example of the
cognitive barbed wire that surrounds us as you could hope
to find. It is interesting to note that it takes only sixteen
years to master the ground rules that operate within our
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society’s well-guarded compound. After sixteen, it turns
out, there is rarely any further “growth” in “intelligence,”
“reasoning ability” or what have you. And how could there
be, with our every “educational” facility bent on the civil-
izing process? By six, the child is measurably slowed as a
free-ranging learner; by sixteen, he is through. The prison
gates are locked, the key thrown away. Within the com-
pound, some are better at playing the game than others
and are rewarded accordingly.

For those who would break through the barbed wire,
each society has devised a multitude of little deaths—loss
of status, polite contempt, ostracism, the analyst’s couch,
the mental ward. Nor has physical death itself seemed too
hard a deterrent against real individual learning during
the Civilized Epoch; many of the great martyrs barely
tested the boundaries of their time.

With human beings as well-regulated components, soci-
eties went about their business of learning, changing the
conditions of life on this planet. They learned to organize
larger and larger social entities, widening the circle in-
scribed by a campfire’s gleam to cover half the globe. This
particular learning must have been richly reinforced, for
each society has had a powerful tendency to go on aggran-
dizing far beyond the point where the rewards stopped.
The extinction curve of empire is long, cruel and destruc-
tive. Destroyed, empire begins again. And through all this
gathering up, sweeping together, bringing into bondage,
societies have gone on building toward the total, man-
made environment that would finally end Civilization it-
self. They built laboriously, in fits and starts, at incalcula-
ble human cost. They built the Sphinx at Giza, the
Acropolis, China’s Great Wall. They built armies and
navies and colonial administrative systems. They built
roads and vehicles to move upon them and conduits for
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water and markets and modes of exchange. They built
London:

I wander thro’ each charter’d street,

Near where the charter’d Thames does flow,
And mark in every face I meet

Marks of weakness, marks of woe.

In every cry of every Man,

In every Infant’s cry of fear,

In every voice, in every ban,

The mind-forg’d manacles I hear.

From his sanctuary of poetical mysticism, William Blake
could hear “the mind-forg’d manacles.” Civilizaticn might
need to call Blake mad, or—since he had sanctuary—eccen-
tric. But there have been many other clear-seeing mystics
and visionaries, even in the “highest” (most structured and
technological) of all civilizations, the Greek-Roman-West-
ern. On the other hand, almost every utopian writer in
this lineage—from Plato through More, Bacon, Andreae,
Campanella up to the modern anti-utopianists—has created
a dream worse than reality. Utopia almost invariably cari-
catures the Civilized condition, being more highly struc-
tured, more rigidly ordered, more concerned with an
unchanging, mechanistic technology. Only recently have
we begun to see the truth: that most utopias have con-
stituted blueprints, not of hope, but of despair and sur-
render.

Throughout Civilization, order at whatever cost has
seemed the most reliable bulwark against every threat. But
it has been a particular kind of order—not the elegant, in-
terlocking, responsive, self-regenerating order of a natural
ecological system, but a sort of artificial, disjointed, pre-
carious order, in constant danger of collapse from within
and without, propped up only by massive human energy
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applied in safely stereotyped fashion. Little wonder that
Man and Nature have so long seemed opposite, irrecon-
cilable.

But now Civilization as it has existed for 15,000 years is
ending and a new kind of order, a new kind of education
are upon us. The old mode of life does not end gracefully
or peacefully. The greatest wars, outrages, catastrophes
ever known accompany its death throes. It does not end
simultaneously everywhere around the world; while new
African nations lust after the accouterments of industrial
nationalism, the U.S.A.—at least the leading edge—finds
itself drawn beyond those very strictures.

McLuhan has said that the African nations, having
missed the industrial revolution, may find it easier to ad-
just to what he calls the “postliterate, retribalized” condi-
tion than will the advanced Western nations. Perhaps. In
any case, the global communications network can narrow
the perceptual and aspirational gap between nations more
rapidly than we might expect.

What has happened, indeed, is simpler than it may seem
from our present site on the battleground between past
and future. Up until now, building and maintaining man-
made environments—farms, cities, pyramids, production
lines, colonial empires, H-bombs—has required great, even
desperate expenditures of human energy. It has demanded
the kind of specialization that limits the education of full
human potential. But Civilization, it has been argued,
made possible leisure, which then made possible the flow-
ering of the arts, humanities and sciences—the “finer
things” of human existence. So it did. It made possible a
tiny elite of specialists who could turn certain fragments
of themselves to these finer things. Most worked within
carefully laid-out boundaries. Almost all were male. The
artists among them were allowed to engage in the strangely
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paradoxical business of creating “beauty” out of the waste
and horror of their times. Art, indeed, is Civilization’s
palliative, a ration of rum for the fo’c’sle hands, a bright
hallucinogen within prison walls. Matthew Arnold could
write that the world “hath really neither joy, nor love, nor
light,/ Nor certitude, nor peace, nor help for pain;/ And
we are here as on a darkling plain,” and, in the very act of
setting down those words, contradict them. For how, we
ask, can a world in which such beauty exists really be a
darkling plain?

Civilization has not, of course, been able to destroy com-
pletely the models of individual learning. Social systems
are simply too inefficient. (Some of the best arguments
against tyranny have been arguments against efficiency.)
But the last two centuries in the West (and more recently
throughout most of the rest of the world) have seen an
exponential increase in the old efficiency.

The death throes of almost every form of life and learn-
ing, whether brachiopod, dinosaur, empire or artistic pe-
riod, is generally marked by grotesque extremes—giantism,
overspecialization, supercomplexity and other thrashings
about. Civilization reached its extreme, its death throes
during the age of mass production, not so long ago. That
was when human beings were treated, literally, as compo-
nents of the social machine, as replaceable and expendable
commodities. That was when specialization and standard-
ization ran amok, creating such close resemblance between
individuals within a specialty that narrow competition be-
came just about the only way that people could be distin-
guished one from the other. Competition became the chief
ostensible motive force in Western mass education, as it
seemed more and more to imitate the production line,
with grades, honors and tests of all kinds gathering about
them a power and glory all out of proportion to their quite
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limited function as learning aids. The departmental struc-
ture of U.S. higher education, with its proliferating dis-
ciplines breaking down into even more subdisciplines, may
be looked upon as a model, if not a parody, of Civiliza-
tion’s final extreme.

All of this is reasonably easy to view. It is slightly more
difficult to realize how fast it is all passing away. Civiliza-
tion, the period that began some 15,000 years ago, is over,
though its aftereffects will linger for a long time to come.
It ended when the man-made environment began to take
on the characteristics of a natural ecology, that is, when it
became interlocking, responsive and self-regenerating. All
this has happened, if only in its crude beginnings, within
the last few decades. The worldwide communications satel-
lite, science writer Arthur C. Clarke believes, will be more
powerful than the ICBM in changing the world.

At the same time, production lines are yielding to
electronically controlled, computerized devices that can
produce any number of varying things out of the same
material. Already, most U.S. automobiles are, in a sense,
custom-built by highly responsive machines. Figuring all
possible combinations of styles, options and colors avail-
able on a new Thunderbird, for example, a computer ex-
pert came up with twenty-five million different versions of
it for a buyer. When automated electronic production is
more fully developed, it will be just about as cheap and
easy to turn out a million differing objects as a million
exact duplicates.

Even more important, computers are now learning to
build other computers, to repair or update defective com-
puters, to set up communications systems of their own, to
plan marketing operations and handle distribution—i.e.,
to build and maintain self-regenerating systems. When
tens of thousands of these computers all over the world
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are hooked together with access to the virtually unlimited
power supply available with nuclear energy; when all peo-
ple have gained increasingly sophisticated and responsive
access to this worldwide ecology; then the limiting, frag-
menting conditions of Civilized life will not only be un-
necessary, but impossible.

Space technologist Dr. Simon Ramo has described a
merchandising system, already technically feasible, in which
a product could be conceived and marketed before a single
actual model is built. In this system, a designer (or a com-
puter) could conceive a new consumer product. Computers
could then figure the optimal size, colors, price and other
details of the product and produce a TV “commercial” in
which the product (not yet built, mind you) would be fea-
tured. Viewers who wish to order it would push a certain
button on their sets. (Other buttons would specify color,
style, quantity, etc.) This action would instantaneously
transfer money credits from the viewers’ bank account to
the corporation’s account. When enough monetary credit
is thus accumulated, computer-controlled machinery could
start turning out the actual products and sending them to
the consumers.

But such futurism, even if imminent, is not necessary to
explain what is happening to “human nature.” The U.S.
housewife drifting dreamlike along the mazes of a super-
market is example enough. No Civilized Calvinist is she,
but rather a Polynesian plucking breadfruit as she wan-
ders. This breadfruit, however, has been brought together
for her from all over the world—figs from Greece, beer
from Japan, caviar from Russia, wines from France. Such
an ample Eden would have been inconceivable to those
who perpetuated and embellished even the most glittering
myths of the Civilized Epoch.

Nor is there any waiting. Reward is immediate. (Regret
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for indulgence may come later.) And with time-payment
plans for everything from socks to automobiles to houses
(and even for cash), the entire system of delayed reward
has been turned topsy-turvy. This is like saying that Civili-
zation itself has been overthrown, for a dominant bulk of
the social practices and sanctions since agriculture has been
based ultimately upon the need for long-delayed gratifica-
tion. In 1966, the leading American thrift association was
quietly disbanded, but the event might well have been
heralded by the trumpets of a new age. The fact is, in the
post-Civilized era, thrift in the old sense would prove
ruinous. And this situation can be reversed only by turn-
ing technology around, a doubtful eventuality.

Specialization and standardization as we now know them
also seem doomed by the new man-made ecology as it be-
comes ever more interactive, responsive and self-regener-
ative. The chief arguments for this possibility have usually
come, direfully, from those straight-line extrapolators who
cry out that cybernation will take over so many jobs as to
create massive unemployment. These men cannot conceive
a society without jobs. But job is an invention of Civiliza-
tion, a short word that tells its own long story of entrap-
ment, enclosure and fragmentation. Of course, there will
be no jobs as we now think of them. Already, electronic
devices run elevators, draw blueprints, analyze X rays and
perform a myriad of other specialized and standardized
jobs. Let the devices have all the jobs and let human be-
ings go on with the business they interrupted 15,000 years
ago—but now on a far higher, more complex, more joyous
level.

Soon the man-made environment will be able to take
care of itself, to interact with itself and with human beings
just as did the natural ecology in the time of the hunter.
Then men will be free again to range the new wilds, to
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explore possibilities, to probe, to create—in short, to learn.
The chain of individual learning, broken for this long
while, can resume. Challenged by the new environment,
the human learner will undoubtedly astound himself. And
this will require no further selective breeding, for the
brain as is has so much stretch in it as to make eugenics
irrelevant during the foreseeable future. From the new
situation can come a new kind of order; not a precarious,
painful order built by breaking humanity into pieces and
trying to fit the pieces together, but the elegant order of a
fully functioning world environment that elicits wholeness
and lifelong learning from each individual.

Recently, computers programmed to play chess have
been giving chess masters a few scares before going down
to defeat against superior human “intelligence.” The day
may come when the computers start winning. For some of
those who have not practiced looking beyond Civilization,
this may seem a dark day indeed. But others will cheer.
Playing chess is not what being human is all about (though
programming a computer for competition may be a divert-
ing game). It is oddly but characteristically pessimistic to
think that ratiocinating machines will “take over.” Ratio-
cination itself may someday be looked upon as another
form of drudgery. The day a computer becomes World
Champion of Chess could well be (if we have prepared
wisely for the future) merely another step toward ultimate
human freedom.
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My friend is a successful novelist, a journalist, a critic.
As a teen-ager, however, he had been a member of a gang
of thieves. Now he was telling me what all of us keep for-
getting to acknowledge: that the Civilized condition, while
nurturing us, robs us of the chance to be all that we could
be. Our fascination with every rogue, every free-roving
adventurer from Ulysses through Tom Jones, Jesse James,
John Dillinger to James Bond reveals an impulse toward
lawlessness in us all. Civilization’s songs, tales and chron-
icles are filled with rascals. Maybe it is more than enter-
tainment.

Take fairy tales and children’s stories. There is a
moment in Kenneth Grahame’s The Wind in the Willows
(written in the early 1goos) when the irrepressible Mr.
Toad finds himself in the presence of the one thing most
forbidden to him, a motorcar.

“I wonder,” he said to himself presently, “I wonder if
this sort of car starts easily?”

Next moment, hardly knowing how it came about, he
found he had hold of the handle and was turning it.
As the familiar sound broke forth, the old passion seized
on Toad and completely mastered him, body and soul.
As if in a dream he found himself, somehow, seated in the
driver’s seat; as if in a dream, he pulled the lever and
swung the car round the yard and out through the arch-
way; and, as if in a dream, all sense of right and wrong,
all fear of obvious consequences, seemed temporarily sus-
pended. He increased his pace, and as the car devoured
the street and leapt forth on the high road through the
open country, he was only conscious that he was Toad
once more, Toad at his best and highest, Toad the terror,
the traffic-queller, the Lord of the lone trail, before whom
all must give way or be smitten into nothingness and
everlasting night. He chanted as he flew, and the car re-
sponded with sonorous drone; the miles were eaten up
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under him as he sped he knew not whither, fulfilling his
instincts, living his hour, reckless of what might come to
him.

For his action, Mr. Toad suffers the full weight of the
law. He is tried, convicted, sentenced, loaded with chains
and dragged “shrieking, praying, protesting” to “the re-
motest dungeon of the best-guarded keep of the stoutest
castle in all the length and breadth of Merry England.”

Toad’s high moment, and his punishment as well, speak
to us from Civilization’s forbidden lectern, as does Milton’s
Satan, gloriously unrepentent, the penultimate crosser of
boundaries, doomsday enemy of The System:

. . . Farewell happy fields
Where joy forever dwells: Hail horrors, hail
Infernal world, and thou profoundest Hell
Receive thy new possessor: one who brings
A mind not to be changed by place or time.
The mind is its own place, and in itself
Can make a Heav'n of Hell, a Hell of Heav’'n.
What matter where, if I be still the same,
And what I should be, all but less than he
Whom thunder hath made greater? Here at least
We shall be free. . . .

It is not all Milton’s doing that his Satan makes our
blood run fast, or that his God is a pompous, flat, insuffer-
able bore. We should not wonder that the man in the black
hat often engages our support, that the lost cause seems the
best cause, that bystanders cheered Britain’s Great Train
Robbers as they came to court, that a vision of Persian orgy
dwells in every Shriner’s heart. Do not assume that all of
this reflects some incurable perversity in mankind or that
it tells us anything about the “nature” of man, but instead
that it may inform us on the subject of education. For I
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should like to propose that it is precisely those people who,
for whatever reason, have operated outside Civilization’s
strictures who have carried the torch of learning to us
across the centuries.

These people are varied. They are the rogue. The com-
mon criminal is not among them. Most criminals, after
their initial break with pattern, fall into repetitive, stereo-
typed behavior that apes society itself. Criminologists look
for the “MO” (modus operandi) by which the criminal
gives himself away. The true rogue has no obvious MO.
Whether fictional or historical, he is the man of many
devices, constantly exploring, probing the environment—
learning.

That this master learner to whom we give our secret
admiration is so frequently associated with crime and vio-
lence may simply indicate that, under the conditions of
our Civilization, it is often difficult to go on learning for
very long without breaking the law. “There’s no crime on
Bimini,” a visiting reporter remarked, ‘‘because nothing’s
illegal.” Bimini may not be an oasis of learning, but
neither is Merry England. The point is not that the future-
trending educator should encourage violence or disrup-
tion, but that he recognize the many new means, now clear
on the horizon, for making lifelong learning legal, for mak-
ing it possible, in the poet Herrick’s words, for men to be
“nobly wild, not mad.”

Rogues come in numerous varieties. For our purposes,
we may take four, blending fact and fiction, as our tutors:
(1) the ordinary rogue or rascal, the adventurer, the picaro;
(2) the radical technologist; (3) the mystic; (4) the artist.

The first of these need detain us only a moment. His
tradition is secure, his fascination universal. “The condi-
tions of civilized living do much to sap our lives of adven-
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ture and risk,” J. Bronowski writes in his book The Face
of Violence. “We take our revenge by equating spirit with
lawlessness and adventure with the criminal.” But we seek
extraordinary criminals as our teachers: Jean Laffite, the
pirate; or, better still, Sir Francis Drake and all those sea
captains who pirated under the legitimizing colors of pa-
triotism; Robin Hood, who somehow has come to repre-
sent a one-man United Fund Drive; Black Bart, who posted
doggerel verse on the stagecoaches he robbed.

War, conquest and politics may be viewed as means of
sanctioning roguery. In these endeavors, men are some-
times freed to burst through the restraining barriers of
Civilized living and become free-roving hunters again,
going “‘beyond themselves,” performing feats of endur-
ance, skill and clairvoyance they had no reason to antici-
pate. Stable societies have simply been unable, thus far, to
provide the opportunities, the reinforcing contingencies
that would make possible going beyond ourselves in the
happier and far less limiting fields of brotherhood, love,
communion, discovery.

What has perhaps not been noted is that rogues through-
out history generally have been closely linked with the
latest technology of their times. Just as Ulysses was a mas-
ter mariner in the early age of seafaring, the highwaymen,
cony catchers and vagrants of Europe were men of the
open road at a time when the confining dominance of
household and guild were waning. And the master rogue
of our day, James Bond (with all his imitators), is nothing
if not technological. Indeed, the new global spy is purely
an instrument of technology. He violates the old boun-
daries of time, place, conscience and probability. He
strikes directly at our old, secure faith in the impossible.
His mission is distant and detached from the personal lives
of the main actors in the drama. His boss is not the stern,
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hated, feared, loved “Old Man” of earlier conflicts but,
like himself, a cool technician. Sex is an icy pleasure that
is best when taken by force or deception from an enemy.

And, above all, technology is supreme. In the Bond
movies, our laughter at the mechanical, electronic and
chemical outrages is a laughter of recognition, not ridicule.
Bond is the foremost free-roving hunter in the new global
jungle of interlocking technology. By his double-O code
designation, he is identified as one licensed to kill. Thus
law sanctions the outlaw. But what this rogue may be
teaching us—in the absurd triumph of impersonality (and
possibly its end)—is that the final victim is actually society
as we know it, Civilization itself.

The radical technologist, second among our rogues,
figures in some of Civilization’s most persistent myths.
These myths—cautionary tales on a grand scale—show the
bringer of or seeker after new technologies succeeding for
a while, then suffering his dire desserts. Prometheus is the
archetype, and fire may be said to represent all the new
technologies. The fire-bringer’s suffering serves warning
on all who would tamper with the basic technological
framework of any society and emphasizes an essential truth:
Any radical change in the technology within an established
order will surely bring that order down.

Indeed, those who would conserve and perpetuate any
social entity are quite correct in fearing new knowledge
and opposing all innovators who step across the lines that
circumscribe Civilized man’s every move. Establishment
warnings against new technology come down to us across
the ages. “Blest pair,” wrote Milton of Adam and Eve;
“and O yet happiest if ye seek/ No happier state, and
know to know no more.” Daedalus warned Icarus to fly
neither too high nor too low. The Tower of Babel, accord-
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ing to archeological deductions, was simply a temple in
the form of a ziggurat and was not meant by the Baby-
lonians to threaten God but to worship him. But to the
Israelites (who wrote the story) the tower was a threat. The
Babylonians stood at a high stage of technology for their
time and were building in an impressive manner. Such a
technology might have destroyed Hebraic society; better
not understand it.

During the medieval period, fear of all novelty reached
a high state and was reflected even in the language. The
Arabic word bid’a means ‘“novelty,” but it also means
“heresy.” The Spanish word novedad carries similar un-
dertones.

The Renaissance view of just who the devil was came
clear in the legend of Faust: the devil, it turned out, was
none other than the master technologist himself, the very
same one who had led Adam and Eve out of their happy
ignorance. To follow his forbidden knowledge as Faust did
was to lose one’s soul. This warning came at a time when
new technology was shattering all the usual forms of ex-
istence throughout Europe. In the legend, the threatening
technology was presented as old-fashioned medieval magic.
Nothing surprising about this; as McLuhan has repeatedly
pointed out, the content of each new environment is in-
variably the old environment itself; man drives into the
future with his eyes fixed firmly on the rearview mirror.

Christopher Marlowe in 1588 presented the Faust story
in dramatic form, and his Doctor Faustus became im-
mensely popular. Traveling troupes brought it even to
small villages all across Europe. In several versions, includ-
ing puppet plays, the traditional Faust story retained its
popularity well into the nineteenth century, long after
Goethe’s literary treatment.

The question here is whether people flocked to see the
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Faust plays to be warned about the dangers of following
devilish knowledge or simply out of fascination with a
marvelous rogue. For Faust steps restlessly across Civiliza-
tion’s most rigid barriers, inspired, it seems, by nothing
more than a spirit of curiosity. “Possessed of omnipotent
magic,” Richard G. Moulton has written, ‘“Faustus does
not use his power for profound speculations, or schemes
of self-aggrandizement; he flits like a bee from flower to
flower of casual suggestion; he is ready to go to hell for
the sake of a new sensation.” He is, in short, a learner.

A nineteen-year-old girl named Mary Wollstonecraft
wrote the archetypal modern tale of the rogue-technologist
just after being married to the poet Shelley. She called her
work Frankenstein, or The Modern Prometheus. Franken-
stein was published in London in 1818 and quickly be-
came a best seller. The first dramatic version was staged
in London in 1823. A handbill advertising the play read:
““The striking moral exhibited in this story is the fatal con-
sequence of that presumption which attempts to penetrate,
beyond prescribed depths, into the mysteries of nature.”
Frankenstein, the creator, is still with us, suffering, time
and again, the fatal consequence of his presumption. In-
variably, he is unhappy beyond human endurance and
generally shares violent death with the monster he has
created. Various stage adaptations have had the monster
being caught in an avalanche, hit by a thunderbolt, falling
into Mount Aetna, drowned in an Arctic storm and leap-
ing from a high crag. The cinema has added death in a
burning mill, in an explosion and in a cauldron of boiling
sulfur. Sic semper technologists.

What concerns us here is not the literary quality of
Frankenstein and the endless progeny of mad scientists
who peer at us through their thick glasses from behind all
that intricate tubing in comic books and horror movies,
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but the universal bewitchery they hold for us. These
rogues have something powerful to teach: radical change
in technology will change human life in a way Marx could
not have dreamed. This process of change itself moves
from what is known to what is unknown. Fearing that, we
fear the technologist. And with reason: the H-bomb is the
ultimate Faustian tool.

But joyful and intelligent engagement, not paralyzing
fear or stubborn resistance, may be the appropriate re-
sponse. The monster may well be amenable—not just the
bomb, which can serve as an oversimplification, but the
whole pervasive network of new technology. In the early
1800s, the Luddites roamed the English countryside, de-
stroying the textile machinery they feared would create an
economic disaster. But the disaster did not occur; the riots
ended. Recently, a history professor at the University of
California informed me that technology would not change
the human condition because, in his words, “there are
enough people like me who will go out and smash the
computers before that can happen.”

Professors vs. computers? It could happen, though the
professors will probably find their worst fears, like the Lud-
dites’, are groundless. It is useless to pretend, however, that
the established order will survive unaltered. Revolution by
technology is far more effective than by ideology or vio-
lence. In violent political revolutions, only the hangmen
change; the gallows remain the same. Technological revo-
lution, on the other hand, razes the entire structure. The
cautionary tales are generally in vain, since technology has
a way of creeping in unseen. When the revolution at last
becomes visible, the guardians of things-as-they-are may
react with confusion and panic. These guardians include
entrenched politicians, traditionalists of all stripes and a
surprisingly large segment of the academic and intellectual
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community. The latter is known to be liberal, openminded
and innovative, but not beyond prescribed depths. Much
academic and intellectual energy, in fact, goes toward
building and mending the perceptual fences within which
established specialists feel their disciplines must operate.
It is precisely these fences the rogue-technologist would
leap.

A third rogue, the mystic, can be the most dangerous
of all, since he is a technologist of the inner being. His
works do not always upset traditions. Revelation has been
buttressed with hierarchy as rigid as any known to Civili-
zation. Mystical practices have helped, as in India, to per-
petuate structured societies. But beware. At any moment,
the mystical impulse can bring the structure down. For
mysticism admits no boundaries whatever, not even the
minimal interface between self and other. Logic, knowl-
edge, proportion all may fall. The Upanishads hold that
Enlightenment lies beyond the Golden Orb, that is, the
very best of conventional wisdom.

For us of the West, there is no better example of the
mystic as rogue than Jesus. He followed his vision all the
way, though the changes he preached would have unglued
the entire reinforcement structure of Civilization, replac-
ing law with love. He formulated perhaps the most revo-
lutionary educational prescription ever known: “Except
ye be converted, and become as little children, ye shall not
enter into the kingdom of heaven.” Any respectable citizen
would have to be far removed, in time and place, from
Calvary to think Jesus anything other than a rogue. It may
be an indictment of our time that we no longer consider
Him so.

The artist, last of the rogues considered here, teaches us
more explicitly than the rest. Unlike the rascal, the radical
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technologist and the mystic, he often has enjoyed his own
society’s sanction for his roguery. Like Agent o007, he is
licensed to kill. Make no mistake about it, the great artist
must destroy the forms and perceptions of his time. He
must seek order that confounds order. He must journey
beyond the conscience of his race.

The more highly specialized and repressed a society be-
comes, the more it needs Art as a separate category, a place
that is safe for wholeness, for feelings, for learning. Primi-
tive man did not see Art apart from life. He seems to have
been indifferent toward his cave paintings or sculpture
once it was completed; we find the same cave wall painted
over again and again. The important thing was not the
finished work itself, but the act of making it. Even as late
as the Renaissance, artists could be thought of in some-
what the same terms as craftsmen. And Bach revealed his
views on the permanence of his work by sometimes using
manuscripts to wrap his lunch.

As fragmentation and categorization continued apace,
however, the artist found himself pushed off to one side
into his own special niche, where he often was granted a
tentative amnesty for his “eccentricities.” The most re-
pressed and rigid societies (say Victorian England), soci-
eties that permitted their male members no outward dis-
play of emotion, allowed their artists to exhibit Bohemian
ways, to be effusive or melancholy or even tearful. And
then these societies used the completed works of art as
safety valves for their own bottled-up feelings. They tried
to imprison them in heavy, stolid buildings they called
“art museums,” or in other museums they called “sym-
phony halls” and “opera houses.” But the artist is a rogue
and eventually can be neither imprisoned nor classified.
Always a jump ahead of the technologist, the artist in re-
cent times has been attempting to cross all of Civilization’s
boundaries. Today, in the Happenings and total-environ-
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ment events of the young, we may watch the ultimate bar-
rier—that between artist and audience—being torn down,
brick by brick. It may turn out that the contemporary
artist is engaged in the business of ending Art, thereby
helping us create an environment in which each individual
life may be lived as a work of art.

In the meantime, the rogue-artist provides us one of the
best learning programs to be found in the whole crumbling
schoolhouse of Civilization. He demonstrates the interplay
between discipline and freedom, contending with the limi-
tations of his materials, yet never failing to find (if he is a
true artist) that the materials are less limiting than was
previously thought. He reveals for us, in his way of work-
ing, what the Indian mystic Sri Aurobindo called the soul’s
distrust of all absolutes. He is compelled toward the par-
ticular, the place, the moment. “Art does not generalize
and classify,” writes Suzanne Langer; “‘art sets forth the
individuality of forms which discourse, being essentially
general, has to suppress. The sense of life is always new,
infinitely complex, therefore infinitely variable in its pos-
sible expressions.”

The artist revives in us the senses and feelings and as-
pects of being that Western Civilization, in its pell-mell
pursuit of the purely verbal-symbolic-conceptual, has
caused many of us quite to neglect in the educational en-
deavor. He shows us how to explore the sensory universe.
He maps for us the many roads to delight.

To play, to dally, to caper—these are the true modes of
creation. History shouts the lesson; we refuse to hear. We
forget that, in Eric Hoffer’s words,

man’s most unflagging and spectacular efforts were made
not in search of necessities but of superfluities. . . . The
utilitarian device, even when it is an essential ingredient
of our daily life, is most likely to have its ancestry in the
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nonutilitarian. The sepulchre, temple and palace pre-
ceded the utilitarian house; ornament preceded clothing;
work, particularly teamwork, derives from play. We are
told that the bow was a musical instrument before it be-
came a weapon, and some authorities believe that the
subtle craft of fishing originated in a period when game
was abundant—that it was the product not so much of grim
necessity as of curiosity, speculation, and playfulness. We
know that poetry preceded prose, and it may be that sing-
ing came before talking. . .. On the whole it seems to be
true that the creative periods in history were buoyant and
even frivolous. . . . One suspects that much of the praise
of seriousness comes from people who have a vital need
for a facade of weight and dignity. La Rochefoucauld said
of solemnity that it is ““a mystery of the body invented to
conceal the defects of the mind.”

The artist, like all rogues, mocks solemnity. And he
shows us how to be nobly wild, not mad. Psychologist
Frank Barron of the University of California and his col-
leagues have conducted intensive studies of highly creative
people who have achieved recognition in their fields—
writing, painting, sculpturing, music, architecture. It is
particularly interesting to note that, on the most widely
used personality test (the Minnesota Multiphasic Personal-
ity Inventory), the successful creators rank up with insti-
tutionalized schizophrenics on the Schizophrenia Scale.
However, on an Ego Strength Scale, the creative people
rate high, the schizophrenics, low.

We may interpret these findings as testifying to the use-
fulness of controlled madness. The unusual perceptions,
heightened sensory vigilance and unexpected visions of the
madman perhaps exist to some extent in every genius who
would move the boundaries of his time. The “successful”
creators differ from the institutionalized unfortunates in
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that they can give their visions form—and also in that they
have learned the disguises and dissimulations required by
the world-as-it-is. Some of the remaining shamanistic soci-
eties (the Bantu of south Africa, the Tanala of Madagas-
car and the Mojave of the southwest U.S.,, for example)
have found ways to reap social worth from extreme “schiz-
ophrenia.” And indeed, a growing number of present-day
psychologists and psychiatrists are beginning to feel that
it is quite possible for us to create a world safer for man’s
errant impulses, a world that would yield us more color,
richness and ecstasy without repressions, violence and war.

The rogue, nobly wild, teaches us the first elementary
lesson about a life in which one does not have to break law
or custom in order to come fully awake; a life in which
new technology—whether outside or inside the human or-
ganism—is not feared and resisted, but deflected toward
humane uses; a life in which every established order takes
as its first task the business of making itself obsolete; a life
in which society’s main function is to evolve into ever-
evolving new societies.

Such a lesson may seem radical. But it may turn out to
be a simple drill in current events. The shackles of the
past are loosening. And the world is crowded, as always,
with rogues. Actually, there are now hundreds of millions
of them. They are rascals, radical technologists, mystics
and artists. They are original, openminded, clear of vision,
adaptable, sensitive, enthusiastic, joyful and graceful. They
are anything but fragmented, and their chief pleasure in
life is learning. It is with what happens to those rogues,
our children, in the years to come that the following chap-
ters are concerned.
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This means just what it says: the elimination of educa-
tional institutions housed in separate buildings with class-
rooms and teachers. At the least, it involves the end of all
compulsory school attendance. The idea may seem entirely
impractical. But the recent development of a technology of
individualized learning has changed things. “No school” has
now become feasible. Before going on to other alternatives,
we might well give this one a fair hearing. The case may be
stated as follows: Practically everything that is presently
being accomplished in the schools can be accomplished
more effectively and with less pain in the average child’s
home and neighborhood playground.

The man who first brought this proposal to my attention
is Dr. M. W. Sullivan, the educational programmer whose
work was covered briefly in the chapter on the human
potential. Sullivan is an outspoken and passionate man,
and he argues with the prejudice of one who has seen the
power of well-designed self-instructional materials. But I
doubt if there is anyone who can state the case better.

Sullivan first began mulling over the “no school” idea
in the late 1950s, when he and others at Hollins College
in Virginia were developing some of the earliest pro-
grammed instruction. Why ship the bodies of our children
through crowded streets to overstuffed schools, he won-
dered, when we can much more easily ship instructional
materials to their homes?

In the entire psychological literature [Sullivan says], you
can find no evidence that the teacher per se helps learning.
You can find much evidence that the teacher does harm to
the learning process. The average school, in fact, is no fit
place to learn in. It is basically a lock-up, a jail. Its most
basic conditions create a build-up of resistance to learn-
ing. Physically, the child is worn down by the fatigue of
sitting in one position for inordinate lengths of time.
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Mentally, he is stunned by the sameness of his surround-
ings and the monotony of the stimuli that bombard him.
Can you imagine the amount of energy it takes just to sit
still, waiting, against every impulse, for your turn to re-
spond?

When you think, you want to get up, move, pace
around. But most schoolrooms are set up to prevent
thinking, learning, creativity—whatever you want to call
it. You'd be surprised how many new teachers are told,
“Classroom control must come first. The most important
thing the child has to learn is how to take instructions, so
if you spend the first two months, or two years, teaching
them to take instructions, it will be well worth while.”

The average kid gets few chances to respond during the
school day. And when he does get a chance, it's generally
an echoic response. He just gives the teacher back what
the teacher wants to hear. And you end up with an or-
ganism that has no integrity at all. Too often, when the
organism does break through and start responding, he
gets slapped down. He learns to sit still, to line up in or-
derly rows, to take instructions, to feel guilt for his natu-
ral impulses—and perhaps to do a few simple things that
he could learn to do one-fiftieth—yes, one-fiftieth—of the
time it usually takes him.

Now what would happen if you shipped the learning
materials to the child rather than shipping the child to
the dungeon? Let’s assume no technological advances—no
computers or electronic consoles. All you'd have to have
would be the present form of programmed textbooks plus
tapes that could be played on $24.95 Japanese tape re-
corders equipped with foot pedals. We already have pro-
grams for teaching languages and other auditory subject
matter; the child goes through a written program, turning
on the recorder with a foot pedal wherever stars appear in
the program. Thus we can combine all the needed writ-
ten, visual, auditory stimuli. We can provide any learning
of importance that goes on in most present classrooms.
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So I would have to say that, even with the present rather
primitive programs, even the worst ghetto home can be a
better learning environment than most schools. At least
in the ghetto home, the child can get up and run around
when he wants to. If he can just be kept out of school, he
won’t be taught that learning is dull, unpleasant work.
He'll just assume it’s what it is: the greatest pleasure in
human life. There’ll be no guilt and fear. He’ll play with
his learning materials when he feels like it. And if it’s
only a half hour a day, he’ll be far ahead of school learn-
ing in all the basic subjects.

But what of social contacts, I asked Sullivan? What of
“learning to get along with others in the peer group?”
Sullivan replied:

Is there any indication that such a thing takes place in
school? What is this getting along or making out with
others? Why can’t children learn that much better in
neighborhood playgrounds or on the sidewalks or even in
the streets? These bowling-alley places where you leave
kids. They’re good. Much better than schools where chil-
dren are subjected to a totally false discipline and totally
artificial relationships with each other.

In my own case, I was the only kid in my neighborhood
who was sent to kindergarten. It was optional then in
Connecticut. So for almost a year my peer group was out
playing, learning, creating their own very exciting world
while I was being tortured in school. They built a tree-
house. They built a hut. And what did I do? I learned
how to lie on a mat, how to listen to stories, how to line
up, how to sit still. Finally, I figured how to escape. I wet
my pants and they sent me home. They sent me home.
The first time was an accident, but after that I made sure
to do it every day. And I was free to learn again.

School is a terrible thing to do to kids. It’s cruel, un-
natural, unnecessary.
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Many people would argue, I reminded Sullivan, that the
school is a model of the world. Eventually, the child prob-
ably will have to face unpleasant working situations, nar-
row competition. There will be unreasonable deadlines,
hasty instructions that will have to be understood and
heeded—all sorts of hardships.

Yes, I know. The old idea was, if you want the kid to
get along in life, you put him in that situation as soon as
possible. If he’s going to be in a lousy situation where he
feels inadequate later, you put him in a lousy situation
where he feels inadequate now. It just doesn’t work that
way. There was a very interesting study made on those
Marines in World War II who went through the worst
campaigns of the war, the ones who hit Guadalcanal and
went through the whole thing—boredom, jungle rot,
water up to the waist in foxholes, people dying all around
them. As it turned out, the guy who stands up under all
this is the one who would be considered to have had a
very fortunate childhood, the good boy who was always
told he was good. And who cracks wide open? The person
who had been up against tough conditions in his child-
hood, with all sorts of hardships, the guy who had never
had a chance at success.

You see, the whole argument falls apart however you
look at it, even in the extreme case of the Marines in com-
bat. But the world is generally not that extreme. The
world isn’t any damned way. It's what people make it.
You can go a long way toward making your world. And
that’s just where the school steps in. It warps your ex-
pectations so that you’ll see the outside world like the
school and then you’ll tend to make your world that way.
You'll be trained to see learning as hard and painful. And
you’'ll go out and perpetuate a world in which those con-
ditions exist.

You know, you have to teack any organism how to be
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unhappy. And the human being is the only organism that
has learned unhappiness—except maybe some of his has
spilled over onto his dog. I must insist that schools as
they now exist are well-designed to produce unhappiness
and little else.

At this point, I felt constrained to raise the most power-
ful objection of all. “Whatever you say,” I told Sullivan,
“the mothers won’t buy it. They just don’t want their kids
around the house, under their feet all day.”

You'’re probably right. It’s strange. They’re so anxious
to have the kids, then they seem to want to get them out
of sight as quickly as possible. We’d have to teach the
mothers a different attitude toward their children, not so
much goddess and slave as playmates. We’d have to relieve
their nervousness about the whole area of book learning.
We’d have to show them how to reinforce their children’s
exploratory behavior whenever possible. Most of all, we'd
have to teach them to spend a lot more time just leaving
them alone—and perhaps enjoying them.

The trouble is that the parents have been to school, too.
If we could just get the kids out of school for one gen-
eration, we’d solve the whole problem.

Parents who would reject Sullivan’s views as extreme
have a simple way of checking them out. Arrange for a
visit to your child’s school—but not on the usual parents’
visiting day. (Go then, too, if you wish, but don’t expect
to find out what really goes on; the teacher and class have
probably spent several days or weeks preparing for this
charade.) Arrive early in the morning, with your child.
Chat for a few moments with the teacher to put him at ease,
and allow him to introduce you to the class. Assure him
that you plan to create no disturbance whatever but simply
to melt into the woodwork. Then take a chair near the
back of the room at a position where you have an oblique



NO SCHOOL? @ 107

view of your child. Be natural, casual, friendly. When chil-
dren turn to look at you, smile slightly in acknowledgment
and reassurance, then turn away. If you are natural and at
ease, you will probably be surprised at how quickly you
are ignored. And, though the teacher may tend to be on
guard, his basic style of teaching and relating with the chil-
dren is generally too deeply ingrained to allow for very
much dissembling. You will have the opportunity of ex-
periencing what your child experiences.

Take the opportunity. Focus in on your child. Try to
assume his viewpoint, feel what he feels, learn what he
learns. Become sensitive to his body positions; see when he
sits straight, when he hunches over, when he squirms, when
he languishes. Balance the weight of the teacher’s words
against the pressure on your seat. Try not to daydream.
Remember that time goes more slowly for a child than for
an adult.

Now are you ready for a little walk? A cup of coffee? A
visit to the restroom? A cigarette? Forget it. Stay with your
child. Stand only when he stands. Leave the room only
when he leaves the room. Concentrate on him. Become
your child.

Bored beyond endurance? Let us hope not. Let us pray
for our children and for all children that you have found
one of those master magicians who, in spite of every ob-
stacle, manages to pull each unlikely new moment out of
a hat, wiggling and full of life. If not, be easy on yourself
for a little while; steal a few moments from the day
(though your child has no such opportunity) for a modest
experiment. Take out a watch with a second hand. Mark
the lines of a sheet of notebook paper with tiny cross-
hatches, each representing ten seconds. An hour’s worth
will fit neatly on a single sheet of notebook paper. Select
a typical period, say, arithmetic instruction. During this
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period, mark each ten-second interval during which your
child is really learning something. Leave the other in-
tervals blank. For a working definition of what learning
is, refer to Chapter I. Bear in mind that true learning is
change (not needless repetition of something already
known) and that the learning has to do with the response
of the child, not with the presentation of the teacher.

This little exercise will take sensitivity; you will have
to be, in a sense, inside your child’s mind. It will be more
easily accomplished in the lower grades than in high school
(or college, for that matter), where the lecture system
makes it virtually impossible to know if learning is taking
place. It will involve some guessing and can under no cir-
cumstances be termed “scientific.” Nonetheless, it will
most likely prove a revelation to you. I have tried it with
my own children and with scores of others in all sorts of
schools. The results are discouraging. Even marking with a
kind of desperate generosity, I have rarely been able to fill
in more than a third of the intervals. Often I have found
that “classroom control” plus waiting for other children
to recite plus all the other unwieldy manipulations de-
manded by the usual classroom environment leave less
than ten percent of any child’s time for anything that can
remotely be termed “learning.”

When you have had enough of this exercise, stay where
you are. No coffee, no cigarettes, no moving around to
relax your body and stimulate your thoughts.

Playtime. Freedom. Not so fast. First (if you are in a
typical classroom), the entire class must come to order.
That means stillness, silence. Perhaps each row of children
will be pitted against the others; the row achieving sub-
missive nonactivity first gets to line up first at the door.
After all the children, again, have come to order and after
teacher, again, orders the class to walk, not run, down the
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stairs, the door is opened. The children explode onto the
play yard.

Go with them. Sit down somewhere among them so that
you can experience the child’s world at the child’s level.
True learning can take place under the conditions of play.
But are you observing play? Probably not, unfortunately.
The children are likely to be merely letting off steam, with
shrill yells and frenetic running about. It has been my
experience that, wherever the classroom situation is re-
pressive and antithetical to learning, the playground situa-
tion, in direct ratio, is hyperactive and equally antithetical
to learning. In true play, the child is intent, responsive,
unhurried, completely involved. There is a lovely serious-
ness about it. The child who explodes out of and in
reaction to a static, nonlearning environment is hurried,
unresponsive, indeed almost spastic. This is not delight;
it is desperation. After experiencing the playground situa-
tion, ask yourself, “Is this the kind of social interaction
for which I'm sending my child to school?”

Back in class again, then to lunch. And then the after-
noon. Does the classroom seem stuffy? Watch the eyes
of your child and all the others. Are they becoming
heavy with incipient sleep? Are the tender half-moons
of delicate skin just beneath them becoming puffy and dis-
colored? Look closely. And how about your own eyes? Do
you find yourself stifling yawns? Let us hope not. Let us
hope the day has been an exhilarating one.

If not, however, don’t hasten to blame the teacher. The
environment in which he works, the expectations he tries
to fulfill, the techniques generally offered him are woefully
inadequate to the human potential. The teacher who pre-
vails over such conditions is an artist, a hero of our times.

And yet do not let compassion for the teacher soften the
sense of tragedy that you may feel. The world is filled with
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wrongs—war, disease, famine, racial degradations and all
the slaveries man has invented for his own kind. But none
is deeper or more poignant than the systematic, innocent
destruction of the human spirit that, all too often, is the
hidden function of every school. And do not think that your
child can escape unscathed. There has been a lot of specu-
lation lately about LSD’s permanently altering the brain
structure. This is a naive way of putting it. First, as pointed
out in Chapter II, the brain does not have a set ‘“‘struc-
ture.” Second, there is very little that is entirely “perma-
nent” about the behavior of the central nervous system.
Learned behavior is generally reversible, though reversing
a behavior learned early in life takes a great deal more
energy at a later stage than was originally needed to estab-
lish the behavior. Still, it might well be said that a number
of LSD trips do alter the brain, if only because of the
changes wrought through the behaviors engaged in during
those trips. This being the case, it must be said that the
typical first-grade experience probably alters the brain of
your child even more than would many LSD trips, doing
untold violence to his potential as a lifelong learner.

“Tragedy” is a strong word, but I can think of no other
to describe what happens to most children during the early
elementary years. Visiting schools around the country, I
have shuttled again and again from a kindergarten room
to, say, a fourth grade. (If you have the chance, you might
try this for yourself.) And I have talked with hundreds of
teachers about the seemingly mysterious human discrep-
ancy revealed on that short journey. It is almost as if you
are viewing specimens of two different species. Teachers
are the first to agree that this is so. Nor did I receive a
single letter of dissent when I described the trip in a Look
magazine story called “What Your Child Can Teach His
Teacher,” in December of 1966:
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Go into a kindergarten room. By and large, the five-
year-olds are spontaneous, unique. Tell them to dance,
and they move naturally with a sort of unorganized grace.
Read them a story, and their eyes give you back its sus-
pense, fear, laughter. We like to say their faces light up
(a particularly telling phrase), and when we look into this
illumination, we are not ashamed to let our own faces
glow in return. All of this, we assume, is a natural con-
dition of the very young.

Walk down the hall to a fourth-grade classroom. Very
quickly, you will notice that something has been lost. Not
so many eyes are alight. Not so many responses surprise
you. Too many bodies and minds seem locked in painful
self-awareness. This, too, we carelessly attribute to the
natural order. It's just part of growing up.

But is it really? Is it really necessary for the human ani-
mal to lose in spontaneity and imagination as it gains
in knowledge and technique? Must we shed the brightness
of childhood as we put on the armor plating of age?

Perhaps it is no coincidence that the growth rate of in-
telligence falls off so rapidly just at the point when the
child enters school. Older concepts of how the brain works
offered physiological explanations for the startling fact
that most humans have achieved eighty percent of their
intelligence growth by their eighth birthday. Each new
fact, it was said many years ago, makes a little crease or rut
in the gray matter. After so long, there is no space for any
more ruts. In more recent times, the synapses were said to
be somehow ‘“filled up,” or the brain cells were “com-
mitted.” The best recent research, however, as was pointed
out in Chapter II, suggests that the brain can never be
“filled up.” But it can be taught to stop learning—that is,
changing. It can be taught to stop exploring, to reject the
unfamiliar, to focus on a limited number of stimuli, to
make repetitive, standard responses.
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Indeed, the entire education process as it is usually con-
stituted in our schools may best be viewed as a funnel
through which every child is squeezed into an ever-narrow-
ing circle; at the end there is room only for a single set of
“right answers.” The funnel does not stop constricting at
the end of the lower grades, or even at high-school gradu-
ation. Educator Harold Taylor told me of what he called
“four of the most depressing days of my life,” with students
from each of the four classes of a small, elite Eastern col-
lege—one day for each class, starting with freshmen. The
experience had the quality of stop-action photography, in
which the effects of four years of college were compressed
into that many days. The freshmen, Dr. Taylor said, were
still, to some extent, open and inquisitive, ready for new
ideas. Each subsequent class was less so, with the seniors
seeming bored, cynical and interested only in “How will
this help me get a better grade?” or “What’s in it for me?”

Professor William Arrowsmith goes another step, in
writing of his preference for teaching the undergraduate
in the humanities rather than the graduate student, whom
he finds

already half-corrupted by the fate he has chosen, the fate
which makes him a graduate student. He wants knowl-
edge and information. He has examinations on his mind,
and hence tends to conform to his professor’s expectation
of him—the fate they have jeintly chosen and now jointly
enforce. The resentment they both frequently feel is their
resentment of this mutual fate. For the graduate student,
the undergraduate’s lucky integration is no longer possi-
ble—or if it is, God help him! The present is now less
insistent for him. He has chosen to know rather than to
be. For a man with a gift of life, that loss is like castra-
tion; the best leave rather than suffer it. Others grit their
teeth and will their way through.
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It is not that the “product” of our education system is
not “capable.” He comes out with “skills.” He may be a
usable component in the social machine. But he is just
about finished as a learner.

Only the inefliciency of the present school system and
the obdurance of certain individuals can account for the
creativity, the learning ability that survives after age
twenty-five. Dr. Harold G. McCurdy of the University of
North Carolina has studied the childhood patterns of those
historical geniuses about whose childhood most is known.
Seeking factors common to the early life of the twenty
geniuses he selected, Dr. McCurdy came up with three:
“(1) a high degree of attention focused upon the child by
parents and other adults, expressed in intensive educa-
tional measures and, usually, abundant love; (2) isolation
from other children, especially outside the family; and (3)
a rich efflorescence of phantasy, as a reaction to the two
preceding conditions.” McCurdy concludes that “the mass
education of our public school system is, in its way, a vast
experiment on the effect of reducing all three of the above
factors to minimal values, and should, accordingly, tend to
suppress the occurrence of genius.”

When McCurdy refers to public education as an “exper-
iment,” he is, unwittingly, taking educators into danger-
ous territory. For if we did consider schooling as experi-
mental in nature, educators might well stand indicted
under at least five of the ten essential principles of the
Nuremberg Code for research involving human subjects.
Imagine your children as the subjects:

1. The voluntary consent of the human subject is abso-
lutely essential.

2. The experiment should be such as to yield fruitful
results for the good of society, unprocurable by other
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means of study, and not random and unnecessary in na-
ture.

3. The experiment should be designed and based on the
results of animal experimentation and a knowledge of the
natural history of the disease or other problem under
study, so that the anticipated results will justify the per-
formance of the experiment.

4. The experiment should be so constructed as to avoid
all unnecessary physical and mental suffering and injury.

5. During the course of the experiment, the human sub-
ject should be at liberty to bring the experiment to an end
if he has reached the physical or mental state where con-
tinuation of the experiment seems to him impossible.

The first and last provisions cited here would seem to be
the most grossly violated by the present system of compul-
sory mass education. That children should be forced by
law to stay in school until late adolescence may someday
be perceived as outrageous. The current series of public-
service advertisements urging adolescents to remain even
longer already reveals the crux of the matter:

EDUCATION IS FOR THE BIRDS

The birds that get ahead
or
BOY.
Drop out of school now and that’s what
they’ll call you all your working life.

Behind the words, society’s naked face—patronizing, in-
sulting, ultimately utterly cynical.

But the slogans are true, aren’t they? Yes. And there’s
the trouble. Jobs are withheld from those who don’t pos-



NO SCHOOL? @ 115

sess a certain diploma. The diplomas, however, are screen-
ing devices. The job-dispensing agencies are not really
interested in what the job seeker has learned in the school,
but merely that, for whatever reason, he has survived it.

When you come right down to it, the amount of learn-
ing that goes on in high school, even in the simplest and
most explicit techniques of our civilization, is minuscule.
Look, for example, at the English textbooks from seventh
grade through twelfth. They are basically the same book.
And the student who writes and comprehends skillfully in
the seventh grade will most likely be doing equally well at
high-school graduation and forever after. To quote the
recent president of the National Council of Teachers of
English, Dr. Alfred H. Grommon: “Forty years of teaching
traditional English grammar to American students of vary-
ing backgrounds has failed to improve their ability to
speak or write it.”

Perhaps we should be glad that schools do generally fail
in their present task, which is, as I have said before and un-
doubtedly will say a few more times, to teach a few tricks
and otherwise limit possibilities, narrow perceptions and
bring the individual’s career as a learner (changer) to an
end. Such a task may have seemed necessary, if ignoble, in
the precarious fragmented society of the past, when in-
dividuals, as components, had to prop up the great social
machine.

It is the basic premise of this book, however, that the
highly interactive, regenerative technological society now
emerging will work best, indeed will require something
akin to mass genius, mass creativity and lifelong learning.
If this premise proves out, schools as they now exist are
already obsolete. And, if someone like Sullivan can provide
us with the wherewithal to do at home, easily, painlessly
and quickly, what the schools attempt presently to do, in
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pain and failure, then perhaps we should consider ending
the affliction, the tyranny that for so long has entrapped
schoolchild and schoolmaster alike—and save billions of
dollars in the process. (Linguistic note: The only two
entries under the word “disciplinarian” in the index of
Roget’s Thesaurus are “tyrant” and “‘teacher.”)

But let me hasten to stress again that what is usually
being taught in school today makes up only a tiny fraction
of man’s education, present or potential. Nor does pro-
grammed instruction offer salvation; it will soon become
outmoded. But this mode of learning—and others, such as
the new speed-reading technique—provides hope and con-
fidence to those who would expand education’s domain
and pursue ecstasy in learning. It proves that, if need be,
we can even now remedy most educational ills that have
plagued our children and confounded the “experts” over
the years. Excepting the severely handicapped (possibly
less than one percent of the population), every child can
learn to read, to write, to spell, to manipulate quantities,
to learn all the hard stuff of present-day schooling—in less
than one-third the present time.

We might end schools rather than let them remain as
they are today. Except for the legal difficulties, I would
prefer having my own children learn at home; I have seen
what schools, in spite of every good intention, have sub-
tracted from their lives. But, instead of taking that alter-
native, we can move on into the unexplored lands of the
human potential. We can take that extra two-thirds of
present school time available to us right now (as a few ex-
perimental schools already are doing) and get on with the
most exhilarating experiment in man’s history: to help
every child become, in his own way, an artist; to help every
child become, in his own way, a genius; to see just how far
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toward ecstasy and accomplishment every human being
can go.

About that day in class, your visit to school: I was not
being hypothetical. I seriously recommend that you do it.
Most teachers and administrators will probably welcome
you. If, however, some administrator should bridle, re-
mind him that you have every educational, moral and
legal right to be there. The kind of visit outlined above,
one parent a day, creates far less disruption than does a
mass visitation on special days or weeks. And anyway (we
keep forgetting) the schools belong to us. If they are failing
to educate, it is, ultimately, because we don’t care enough.






To crREATE a new university is to take a new look at the
universe. The same may be said, with added force, about
a new elementary school. The way we look at the universe
defines ourselves. Whenever we do anything about educa-
tion—whether formally in separate buildings staffed by
people called “teachers” or otherwise—we are forced up
against the ultimate definitions, the ultimate human ques-
tions: What are we? What are we to do with our lives?

7. SCHOOLSFOR WHAT?
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What specific actions will make it possible for us to do it?
We do not always answer these questions with words. Or,
if we use words, they often have little to do with the real
answers. But the answers are there, acknowledged or not,
in every administrative directive, every textbook, every
teachers’ meeting, every classroom. If we are to have
schools in the future, how are they to answer the question
of human purpose?

Schools and colleges have until now (to recap briefly)
served a society that needed reliable, predictable human
components. Appropriately enough, they spent overwhelm-
ing amounts of time and energy ironing out those hu-
man impulses and capabilities that seemed errant. Since
learning involves behavioral change, lifelong learning
was the most errant of behaviors and was not to be
countenanced. Educational institutions, therefore, were
geared to stop learning. Perhaps half of all learning ability
was squelched in the earliest elementary grades, where chil-
dren found out that there exist predetermined and un-
yielding “right answers” for everything, that following
instructions is what really counts and, most surprisingly,
that the whole business of education is mostly dull and
painful.

With the bulk of learning ability wiped out in early
childhood, the schools could proceed at their own leisure
to slow and then still what was left of each human com-
ponent’s capacity to change. The process moved at differ-
ent rates for different types of components. The simpler
ones (unskilled workers, for example) were finished off
after only a few years of schooling. Cast to a basic confor-
mation that would last all their lives, they were plugged
into the social machine. More complex components took
longer to shape. Schooling’s most elegant maneuver con-
sisted in braking learning ability so that, for all practical
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purposes, it would reach zero speed just at the point of
graduation.

Exceptions were made. Art, as discussed earlier, could
be set aside as a sanctuary for lifelong learning. Another
activity, generally termed “the life of the mind,” was found
to be generally harmless and inconsequential; so it, too,
was sanctioned by society even after graduation. Thus the
illusion of lifelong learning could be maintained while the
organism changed hardly at all beyond its ability to ver-
balize “‘concepts.”

The process of formal education itself was kept in
motion by punishment or the threat of punishment, and
by two main positive motivators, narrow competition
and eager acquisition. These motivators became answers
in themselves to the ultimate questions of life’s purpose.
Narrow competition, for example, served ends that went
far beyond motivation. It produced close resemblance
among the individuals involved. (Competition needs spe-
cialists who distinguish themselves from one another
primarily by doing the same thing slightly better or
faster.) As much as any other factor, it created the stan-
dardization so essential to the highly structured societies of
the Civilized Epoch. Individuals who perform unique acts
or live unique lives tend to make narrow competition
impossible and thereby to throw the traditional social
structure out of kilter.

Acquisition, too, served not only as a motivator but also
as a purpose of life. In our own society, acquisition reached
its fullest expression in the accumulation of wealth. (When
you ask, “What’s Mr. Jones worth?,” there’s no doubt
about what you mean.) Students have been prepared for
this by the use of symbols—gold stars, class listings, awards.
Piling up honors, tangible or intangible, has had the effect
of divorcing the student from his own feelings, his own
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being. A man’s worth, it might be noted, is measured by
things outside himself. These things are best measured by
symbols (words, figures), which helps account for the domi-
nance of symbols over personal feelings in Western civil-
ization.

A society that encourages competition and acquisition
is almost sure to encourage aggression as well. This may be
seen on a national scale in the drive to acquire territory,
wealth or status—especially by means of war or coloniza-
tion. Preparing young men in the behaviors needed for
these activities has become perhaps the most powerful
shaper of education—and of life’s purpose. Most of the
utopian writers have acknowledged this primacy. Recent
educational theorists have not; but conflict is there none-
theless, rooted deeply not only in educational practices,
but in our language itself. It provides, in fact, one of the
most pervasive metaphors through which we apprehend
reality. We find ourselves engaged in a ‘“‘war on poverty,”
a ‘“battle against discrimination,” a ‘“mobilization for
peace.” I once tried to produce a long journalistic project
without the use of a single conflict metaphor. It was not
easy.

The history of mankind, and of education, has been a
history of men. Thus, as Charles W. Ferguson has pointed
out in The Male Attitude, it has been a chronicle of war,
conquest, politics, hot competition and abstract reasoning.
“What survives in the broad account of the days before the
modern era,” Ferguson writes, “is a picture of a human-
kind full of hostility and inevitable hate.”

The male bias of education explains a great deal. In
order for young men to bear the conditions of war or colo-
nization, it was necessary that they reduce their imagina-
tion and self-awareness to a minimum. One could best live
in an alien land governing an alien race or fight to the
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death against an impersonal foe by conceiving oneself as
an instrument of something other than oneself. This trick
of detachment has been taught in many ways. Stereotyped
behaviors were trained by close-order drill on the parade
ground and instructional drill in the classroom. Slogans
justified the behaviors. “To die for Rome is noble” said
more for Rome than for the Roman soldier. Team games
helped submerge and repudiate individual feelings. If it
is true that the battle of Waterloo was won on the playing
fields of Eton, it is also true that some of the players’
sensibilities were lost there.

Concentration on technical proficiency has become one
of the very best ways to avoid awareness of self. The swords-
man in a duel or the jet pilot in a dogfight generally is
more concerned with his technique than with the survival
of his own physical person. Detachment from self reaches
an extreme in the test pilot. Facing imminent death, his
interest remains focused on his flight instruments. Millions
have heard the voices of astronauts (test pilots all), calm
and mechanical in the face of epic dangers. Courage? Yes,
but also detachment, divorce from the self. These things
can be taught. I remember a few episodes from my own
pilot days in World War II. I later wondered at my “lack
of fear.” Once, while instructing in B-25s, I let my student
get too close to the plane landing in front of us. A few
feet off the ground, we were caught in the preceding
plane’s propwash; our right wing began sinking. I took the
controls, applied left aileron, then full left rudder. The
wing kept sinking. It seemed inevitable that it would hit
the ground, that the plane would cartwheel and explode.
I could visualize all of this and could hear my inner voice
saying, quite calmly and with a certain irony, “I'm going
to die.” But these considerations were extremely distant
and of little interest. What held me spellbound was the
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technical problem the situation presented. The rather
unusual measure of adding right throttle finally brought
the wing up just before it touched the ground. We
climbed back to altitude, I handed the controls over to the
student and we went on practicing landings.

Because of this and other wartime episodes, I am in a
poor position to criticize the educational procedures that
helped me operate successfully while remaining coolly
detached from my own deepest feelings—standing at at-
tention for hours in the July Alabama sun in flagrant dis-
regard of the body’s urgent messages; learning that “there
are only three answers to a superior officer in this man’s
Air Corps, ‘Yes, sir,” ‘No, sir,” and ‘No excuse, sir’ ”’; prac-
ticing in-flight emergency procedures over and again, until
they become not merely automatic but entirely impersonal.
No, I cannot fault these measures when used in prepara-
tion for war, for the precarious conquest of the physical
world or for the subduing of alien peoples. For such pur-
poses, they are quite apt. I can wonder, though, at the
extent to which they have shaped the entire educational
enterprise, for boys and girls alike. Wartime aviation cadet
training was nothing more than prep school exaggerated,
and the prep school has long remained a model for the
“quality” public school.

“Right answers,” specialization, standardization, narrow
competition, eager acquisition, aggression, detachment
from the self. Without them, it has seemed, the social ma-
chinery would break down. Do not call the schools cruel
or unnatural for furthering what society has demanded.
The reason we now need radical reform in education is
that society’s demands are changing radically. It is quite
safe to say that the human characteristics now being incul-
cated will not work much longer. Already they are not
only inappropriate, but destructive. If education continues
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along the old tack, humanity sooner or later will simply
destroy itself.

To take one example, the narrow competition, eager
acquisition and aggression clustered around the manu-
facture, marketing and purchasing of automobiles in the
U.S. have resulted in ever larger and more powerful inter-
nal-combustion engines. Dr. Philip Leighton, Professor of
Chemistry, Emeritus of Stanford University, has calculated
that just one modern American car consumes well over a
thousand times as much oxygen as does a person. Worse
yet, Dr. Leighton writes, “to carry off the exhaust gases,
and dilute them to harmless concentrations, requires from
five to ten million times as much air as does the driver. In
other words, just one automobile, moving along a Los
Angeles County freeway, needs as much air to disperse its
waste products as do all the people in the County for
breathing.” The supply of oxygen in the earth’s atmos-
phere is huge, but not unlimited. If the spread of the in-
ternal-combustion engine continues at its present rate all
over the world, and if the oxygen-producing greenery
keeps getting chopped down (to make space for roads,
among other things), a time may come when there is sim-
ply not enough natural, uncontaminated air to support
life.

And this is only one of many ways man is swiftly arrang-
ing his own destruction. Mere existence in the largest cities
is becoming almost unendurable, even for the most afflu-
ent. Air pollution from the cities is reaching out and dam-
aging forest greenery in distant mountain ranges. The
most beautiful lakes and streams are being poisoned.
Lovely hills are being leveled for monotonous house sites.
The whole earth is being polluted: the bodies of seals,
penguins, skuas and fish in the Antarctic, remote from the
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source of the poisoning, have been discovered to contain
DDT.

“No man is an Island” and ““All men are brothers” may
have been theoretical statements before; but now, in the
time of worldwide, interlocking, responsive, all-pervasive
and powerful technology, they are urgent cries for self-
preservation. The region-wide power blackouts of recent
years have given us striking reminders of our interdepen-
dence. During the first great Eastern blackout, people in
New York City found themselves walking down the streets
singing with strangers, touching one another. They were
reaching for the future. To die for Rome—or any other
state—is no longer noble. It is too easy to take the whole
world down with you. The H-Bomb is brotherhood’s most
decisive seal. Peripheral wars, ever more wasteful and frus-
trating, may go on for years to come. But WAR is through.
What justification, then, is there for continuing those edu-
cational procedures that prepare the young for the condi-
tions of gross conflict? Even on the most vigilantly main-
tained first line of national defense, one may now find
young air force officers sitting at desks in underground
silos studying for advanced degrees as they baby-sit their
nuclear-tipped missiles.

But how about test pilots? Won’t we need cool, de-
tached, icy-eyed young men to complete the conquest of
the universe? Perhaps not. Already, the most advanced air-
craft are almost totally automated, just as will be the space-
ships of the future. Putting men in those U.S. and Russian
moon vehicles may turn out to have been, in the scientific
community’s own frame of reference, a silly salute to the
past. I proposed in Chapter III that valuable by-products
in the way of new perceptions and altered states of con-
sciousness may reward our efforts at manned space flights.
But I doubt if those rewards have been considered by the
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“practical” men who must justify the enormous cost of
supporting human life in space. Many of them, I know,
believe we would have done well to concentrate on much
less expensive robot devices with hypersensitive sensors to
do our moon exploring for us.

In any case, the age of man as a component—whether of
a pyramid-building gang or a space system—is just about
over. The future will require that men behave in none of
the ways thus far noted. A world in which everyone will
be in touch needs people in touch with themselves. Where
the actions of one can drastically affect the lives of others
far distant, it will be crucially important that each person
master the skill of feeling what others feel. This skill, more
than new laws or new politics, will soon become crucial to
the survival of the race. Such empathy is possible only in
one deeply aware of his own feelings. The future will very
likely judge nothing less appropriate than detached, frag-
mented, unfeeling men. Such men have done their work.
They have fought wars, built empires. But war no longer
makes much sense in anybody’s terms, and empires soon
will be found only in the infinitely rich and varied com-
mon countryside of humanity. In a new quest, on a globe
newly linked and painfully sensitive to the most distant
disturbances, men who conceive of themselves as imper-
sonal instruments can easily become instruments of de-
struction.

One of the first tasks of education, then, is to return
man to himself; to encourage rather than stifle awareness;
to educate the emotions, the senses, the so-called auto-
nomic systems; to help people become truly responsive
and therefore truly responsible.

Narrow competition, eager acquisition and the aggres-
sion that accompanies them—so essential to the Civilized
life of the past—already have become inappropriate in most
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cases and soon may be disastrous. It is hard to find anyone
who has thought seriously about the future who does not
agree that these activities should be reduced. Many of the
futurists, however, believe they are so deeply ingrained in
“human nature” that the best we can do is divert them to
less dangerous uses—sports, mercantile competition and the
like. William James sought the moral equivalent of war.
Modern ethnologists anthropomorphize animals, then ani-
malize people. They speak of animals “discharging” their
“anger,” then go on to assume that every human being has
within him an inevitable, fixed “quantity” of aggression
that somehow must be “discharged.”

This is not so. As previously argued, the lower animals
do most of their learning over species-long spans, very
little during the lifetime of any single animal. Changing
their DNA-mediated learning would take many, many
generations. People, on the other hand, do the great ma-
jority of their learning during the lifetime of each individ-
ual. The chief repository of human learning is not DNA,
but society. Look there, if you will, for the seat of aggres-
sion. And even there the learning is far from perfect. Any-
one who thinks that man is “naturally”’ aggressive should
visit an infantry training school, where the most ingenious,
desperate measures are needed to turn young Americans
into aggressive killers. (Typical sign in the Fort Ord, Cali-
fornia, training area: “THE SPIRIT OF THE BAYONET
IS TO KILL.”) But the measures are never altogether
successful. Even when killing is socially sanctioned and
highly rewarded, even when it may save the soldiers’ own
lives, many GIs never fire their rifles. During the Korean
War, studies show, only one out of four fired during battle.

No, man is not ‘“naturally” aggressive. ‘“Instincts” are
not needed to explain those aggressions which do exist.
Even if man had not a trace of instinctive aggression, the
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conditions of Civilized living would require that he learn
it. As these conditions change, so will man. The questions
are: Will he change fast enough, or will the transition be
too rough, too abrupt? And how can education ease the
transition?

The first thing schools can do to reduce narrow compe-
tition, eager acquisition and aggression is to stop teaching
them. Grades, tests, prizes, honors have proven woefully
inadequate as motivators for learning, even at the height
of the Civilized Epoch. It has been previously argued, in
fact, that competition was used in the schools not really to
help students learn other subjects, but to teach competi-
tion itself, to further specialization and standardization.
When learning becomes truly rewarding for its own sake—
and this goal has been given lip service for centuries—then
narrow competition will be seen for what it is: irrelevant
to the learning process and damaging to the development
of free-ranging, lifelong learners.

Eager acquisition and aggression may seem more diffi-
cult to reduce. Thus far, the emotions and actions associ-
ated with them have been highly reinforcing. With life’s
rewards lodged outside the self, the acquisition of extrane-
ous tangibles or intangibles has quite naturally been synon-
ymous with success. And, under some circumstances, the
behaviors and affective states associated with aggression
can be most desirable. The blood runs fast, the senses
sharpen, the veil of the commonplace falls away; a man
can transcend himself.

Punishing eager acquisition and aggression has never
really worked. It has created more scars than cures. It has
left a legacy of resentment against social controllers who
would quell in others what they themselves live by. Neither
punishment nor diversion gives answers to this problem in
education. Acquisition will slow when technology creates
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a condition of plenty rather than the usual deprivation for
all. Aggression will quiet down when aggressiveness stops
being reinforced.

Still, a faster, more specific, more positive remedy is
needed to reduce aggression as well as competition and
acquisition. The remedy already is available. It appears to
us in the form of an alternative reinforcer that will stir
the blood and senses, that will make aggression merely un-
interesting. It is joy, delight, ecstasy, the ancient, potent
cure so long feared by Civilization, now so specifically and
obviously prescribed. Joy resides within the self and is the
most relevant of reinforcers.

Just as many people consider peace simply the absence
of war, others think of peacefulness as the absence of
aggressiveness. But that is seeking substance in a vacuum.
To oppose war or racial hatred by signing petitions and
marching in protest may be useful. But those who really
want to end these evils might better spend their energy in
building situations that are more engrossing, that elicit
more of the human potential, that excite the ecstasy in
humankind. And those who really want to reduce aggres-
sion of all kinds may seek not to work out more punish-
ments against it, but to replace it by creating the condi-
tions of ecstasy. The person who has learned to seek and
find intrinsic joy has no time, no desire for aggression. Hu-
manity’s new situation suggests not that “to die for Rome
is noble,” but that “to delight for Rome is noble.”

The purpose of life? Schools for what? Words can never
answer. Mankind’s moments of passage are especially hard
on language, and one is often tempted these days to con-
cede the impossibility of handling new things with old
words. One response has been intentional oversimplifica-
tion: The purpose of life is to reproduce your kind, to
serve society and to glorify God. The last portion of the
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statement may be redundant, for organized religions gen-
erally find a way (regardless of gospel or doctrine) to make
serving society and glorifying God synonymous.

And then the question arises as to how to serve a society
that will no longer need human components to keep it
running, to prop it up almost moment by moment. One
answer keeps coming to mind, an artless phrase from a
BBC television special about California and a vision of the
future. According to the narrator, in a future without work
in the usual sense, people’s main function might be not to
get ahead or to accumulate wealth, but “to sing and dance
and interact.”

This audacious oversimplification resonates, but it also
misleads. There is something about it and perhaps about
all the musings in this chapter that might give an impres-
sion of passivity, of the purely negative aspects of reform:
we must, for our own safety, turn from the excitements of
competition, acquisition and aggression to a sort of idyllic,
inward-turning ecstasy, a sort of pallid paradise. This is
not at all what I have in mind. The emerging mode of life
promises to be so challenging, so vivid, so intense as to
render the old life extremely dull. The end of “job” means
the end of the eight-hour day and the beginning of the
twenty-four-hour day. Lifelong learning, lifelong creative
change, is an exhilarating and dangerous endeavor that
will require far more human intensity and courage than
the old modes.

Nor will the new life be predominantly inward-turning.
In a highly responsive, richly interconnected world, all of
us—choose to or not—will be involved in building and con-
stantly rebuilding a world community. Technologically,
all things we can conjure up eventually will be possible.
If we choose to control the weather anywhere, we will af-
fect the weather everywhere. If we choose to leave it alone,
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that is also a choice. There is no escape from the challenge,
the most awesome in this planet’s history: Unless we can
turn back the technological clock, we shall be forced to
become—are becoming—co-creators of the world.

The personal and interpersonal challenges (by no means
separate from the technological) are no less awesome. Freed
from the hunter’s struggle for survival, freed from the
Civilized man’s incumbency as specialized component, the
human race can explore for the first time what it really
means to be human. This quest will not be restricted to a
small minority of seekers or holy men; it will be a pilgrim-
age by the millions, a search for the billion manifestations
of increased human capacity. It will not be easy or restful,
this journey into terra incognita. Without clear maps,
without safe travel instructions, without comforting ex-
hortations, we can only follow delight like a hound on a
trail.

We cannot guess what the distant future will ask of its
schools, but perhaps we can step far enough in the future
to see what our children already need. Schools for what?

@ To learn the commonly-agreed-upon skills and knowl-
edge of the ongoing culture (reading, writing, figuring,
history and the like), to learn it joyfully and to learn that
all of it, even the most sacred ‘“‘fact,” is strictly tentative.
© To learn how to ring creative changes on all that is
currently agreed upon.

@ To learn delight, not aggression; sharing, not eager
acquisition; uniqueness, not narrow competition.

@ To learn heightened awareness and control of emo-
tional, sensory and bodily states and, through this, in-
creased empathy for other people (a new kind of citizenship
education).
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@ To learn how to enter and enjoy varying states of con-
sciousness, in preparation for a life of change.

@ To learn how to explore and enjoy the infinite possi-
bilities in relations between people, perhaps the most
common form of ecstasy.

@ To learn how to learn, for learning—one word that in-
cludes singing, dancing, interacting and much more—is
already becoming the main purpose of life.

In the next two chapters, it is shown that these gen-
eralities of today will become specifics for tomorrow. They
may seem to lead far from the school in which your child
is now enrolled. And yet, in the deepest sense, they spring
from the original American impulse toward hope and in-
dividual fulfillment. They spring, too, from a personal
journey that began in an “ordinary” U.S. public school
some thirteen years ago.

The fall of 1955 was a difficult time for American teach-
ers. It was two years before the Russian sputnik was to go
up and bring down a deluge of criticism on U.S. school-
men; but already a vague discontent was in the air. This
atmosphere encouraged a band of critics to launch attacks
upon the educational establishment. Almost every national
periodical had its own ‘“expert.” Most of them followed
the Basic Education line; that is, they scathingly attacked
teachers and “educationists” while offering a curious
remedy for all of education’s ills: “Go back”—back to the
three Rs, back to phonics, back to tough, no-nonsense sub-
ject-matter drill, back to McGuffey’s Readers.

Against this backdrop, I found myself assigned to pro-
duce a lengthy magazine feature on what my editor called
“the plight of the teacher in America.” The assignment
offered all the freedom and prerogatives a journalist could
wish. There were no preconditions or preconceptions. I
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could travel anywhere in the country I liked, take as long
as I needed, call on any expert for consultation or for
authorship of part of the feature.

Expert I was not, never having written a word on the
subject of education, never having even visited a class-
room except as a parent with daughters in the second and
third grades. Aware of this lack, I plunged into the assign-
ment, reading as much as I could of what had been written
on the subject during the five preceding years, meeting
with leading educators and their detractors. I found that
my lack of expertise, far from being a handicap, was an
advantage. In a year when most education writers carried
axes to grind, my naiveté pleased everyone I interviewed.

The assignment captured me. I became totally involved.
Dropping any notion of calling in outside help, I went
ahead with plans to do all the writing myself. I would
depend heavily on a picture story about one teacher.
Through the teacher’s day-by-day experiences, photog-
rapher Charlotte Brooks and I would try to illuminate the
matters under debate in a way that would transcend dia-
tribe and expertise. So we set out across the midlands of
Illinois, visiting medium-sized schools in medium-sized
towns on days when nothing out of the ordinary was hap-
pening, seeking one teacher who might, in some respect,
represent a million more.

We came into Decatur, Illinois, before the end of har-
vest and we were still there when the snows were falling.
Garfield School was an old, gloomy, blocklike structure of
the general kind you have seen or imagined a thousand
times. Its staff was neither the best nor the worst 1 had
encountered. And the second-grade classroom presided
over by a young second-year teacher named Carolyn Wil-
son was, on the surface, like any number of others. But it
was here we decided to stay, to risk our whole project on
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the premise that the “ordinary” events in that room were
not ordinary at all.

At first, we perceived only a fraction of what was hap-
pening. Then we began to realize that twenty-eight chil-
dren represented twenty-eight little dramas exploding
around us at every moment. Perceiving, we were over-
whelmed. We were tumbled in a surf of impressions.
Charlotte would focus on one situation and then, before
she could click the shutter, something would happen on
the periphery of her vision and she would whirl around to
capture a moment already gone. We became obsessed with
the lives in that room. After school, we talked of nothing
else, endlessly pondering the complex maze of interaction
between children and children, between children and
teacher. We learned. Charlotte’s camera became more ac-
curate. She was there at the high moments. Still, it was all
too swift. The click of the camera lagged a fraction of a
second behind the action. We both felt as if we were swim-
ming endlessly against a current.

Gradually, as the weeks passed, we became part of Caro-
lyn Wilson’s class. We found ourselves sitting on the floor
among the children. They didn’t seem to consider it
strange. We got onto their verbal level and into their lives.
Everything began working. What had been hard became
easy. The click of Charlotte’s camera made perfect accom-
paniment to the action, pizzicato accents in a ballet. Caro-
lyn rushed to the lavatory with a boy who was about to
vomit. Somehow Charlotte was there ahead of him, in posi-
tion, camera focused. And one afternoon just after lunch,
she caught an elfin, yellow-haired boy in the very act of
learning. It made an unforgettable sequence. I was to de-
scribe it as one of “those magic moments when knowledge
leaps across the gap like a spark, and a child flings up his
hand, exulting, ‘I know. I know!”
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In Carolyn Wilson’s class, the educational haggling in
the periodicals simply faded into irrelevance. How could
anyone smugly prescribe “intellectual rigor” for Sherryl,
whose parents had just separated, leaving her bewildered
and half-crippled by anxiety? What did “concentration on
subject-matter content” mean to Harold, who sometimes
came to school tired and hungry? Charlotte and I were
appalled at the teacher’s situation. Society had carelessly
heaped Herculean tasks upon her—and she just didn’t have
the tools, the techniques, the environment to do what was
required. The solutions offered by the Basic Education
writers seemed not only inadequate, but malicious.

We visited other towns, other classrooms. I looked into
educational experiments and investigated the critics’ main
charges. Something obviously was wrong with the schools,
but it was certainly not what the critics were saying. I com-
pleted my assignment in a fury of admiration for teachers.
Caught up in impossible situations, they seemed to me the
real heroes and heroines of the times. They needed more
understanding and help, not self-righteous slander.

These feelings were revealed in the feature, which ap-
peared under the general title “What Is a Teacher?,” and
included pictures, text and “A Magna Carta for Teachers.”
By the time it came out in Look’s February 21, 1956, issue,
I was already at work on something else and never dreamed
of doing any more stories on education. But “What Is a
Teacher?” would not release me so easily. It struck some
sort of national chord and quickly stirred up the con-
comitants of “success” that have become so familiar in
novels and movies—showers of letters and wires, requests
for reprints, awards, translation into many languages. So,
I often found myself in school again in the years that fol-
lowed, reporting on gifted children, school boards, super-
intendents, slum schools, vocational education, testing, the
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teaching of writing, programmed instruction and the like.
I worked hard at not becoming an expert. Each story, I
figured, would be best approached as if my first.

But I moved away from ‘“What Is a Teacher?”’ I became
increasingly concerned not with the way things are, but
how they could be. New experiments showed how woefully
we had underrated children’s ability to learn. New tech-
niques to help children learn—just what teachers needed,
it seemed to me—became available. And I became increas-
ingly involved with education outside of journalism.

I guess it was inevitable I would fall out of love with
that first story. There is a modern disease of detachment
and despair that has infected many of our most noted
intellectuals; the symptoms include a morbid fear of en-
thusiasm and an inability to perceive hope in any situa-
tion. The disease is highly contagious. I was not immune.
“What Is a Teacher?”—enthusiastic, hopeful, emotional—
began to seem embarrassingly naive and starry-eyed to me.
I found myself omitting it when people asked for reprints
of my past educational stories. I wanted to be as full of
existential despair as the next writer.

That was some years ago. I hope I have been cured. A
certain naiveté is prerequisite to all learning. A certain
optimism is prerequisite to all action. When a nation’s
best minds desert all hope and decry all enthusiasm, they
leave the nation susceptible to nihilism and anarchy. When
they refuse to be committed, they leave commitment to
those who would destroy, not build, those who would go
back, not forward. Existential despair is the ultimate cop-
out. I'll have no more of it.

And now I leaf through a copy of “What Is a Teacher?”.
Thirteen years is archeological time in the field of maga-
zines. One of the pages is torn. The pictures seem faded.
But the moments are vivid and the thesis seems right. I
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do not deny my enthusiasm. A yellow-haired boy flings up
his hand. A tearful boy with a crew cut pulls away from
Carolyn Wilson’s embrace, resisting forgiveness. A doleful
little girl nestles in the curve of Carolyn’s body. And, on
page after page, the teacher is there, struggling cheerfully
against impossible odds, bolstered by unsubstantiated
hope, saying, ‘““There is good in every child.”

I reach for the future from Carolyn Wilson’s classroom
(though there will be no classrooms). I borrow my spirit of
hope from her and the hundreds of teachers I have known
(though there will be no teachers as we now think of
them). And if my school of the future seems a radical de-
parture, it is only because the human potential I have
found in schools like Garfield in Decatur, Illinois, de-
mands that we now take radical measures.



ANYONE WHO TRIES t0 draw the future in hard lines and
vivid hues is a fool. The future will never sit for a portrait.
It will come around a corner we never noticed, take us by
surprise. And yet, foolishly, I cannot deny a vision born of
indignation and hope. George Sand has called indignation
at what is wrong in humanity one of the most passionate
forms of love. If this is so, hope for something better may
be love of a more enduring sort. Kennedy School in Santa

3. VISITING DAY, 2001 A. D,
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Fe, New Mexico, exists not in the blazing immediacy of
the twenty-first century, but in the indignation and hope
of today. If it should sound like science fiction, do not be
misled. Everything there is technically feasible. We don’t
really have to wait until the year 2001; it is only people,
their habits, their organizations that may take so long to
move. The alternatives, real alternatives, exist now.

A spring morning, 2001 A.p. It is visiting day, but not
in any special sense; every day is visiting day. We are
among those parents who frequently drop by Kennedy
School when our children are there or even on those rare
days when they choose not to attend. We go not through
any sense of duty (though I guess that old-fashioned word
would apply to what we feel for our children), but out of
sheer fascination. In fact, there’s a certain amount of kid-
ding among members of our adult learning group about
how much time we spend in our children’s early-school—
“lifting ideas for our own projects.”

We catch a glimpse of the school before driving our
electric down the ramp and into the underground parking
lot. The sight, as always, pleases us—gleaming geodesic
domes and translucent tentlike structures scattered ran-
domly among graceful trees; a large grassy playfield en-
circled with flowers; all of it a testament to the foresight
of community planners who set aside the land decades ago.
Educators in the great strip cities haven’t had it so easy.
Some of them have had to build vertically; others are still
engaged in lengthy negotiations for enough land for a few
trees and flowers.

We walk up a ramp to an entrance. Two postgrads, an
eleven-year-old boy and girl, welcome us with hugs and
kisses. The girl finds our electronic identification devices
on a large board, and we clip them to our clothing. The
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boy gives each of us a flower—a large orchid-like bloom,
orange speckled with deep red, for my wife; a lavender
rose for me—the products, we know, of botanical experi-
ments by a group of six- to ten-year-olds. We thank our
hosts with another embrace and stroll through a grove of
oaks toward the Basics Dome, where we may find our three-
year-old, Sally. Even if we knew Sally was somewhere else,
we’d probably go there first anyway.

On the way, we pass children of various ages in various
states of consciousness. Some are walking aimlessly, alone
or in small groups, perhaps toward some destination, per-
haps not. Others are running. We notice a group of around
seven of the older children with two of the educators in
impassioned encounter near one of the biggest trees. Al-
most in our pathway sits a little girl with long black hair
and dark skin—probably of Mexican-Indian extraction.
Her enormous black eyes seem to hold a powerful dream,
and we tiptoe around her, so as not to disturb her inner
voyaging. But she looks up and, for a moment, shares with
us something mysterious.

A total of some 800 children between three and ten are
enrolled in Kennedy, but on a typical morning only about
600 (around seventy-five of each chronological age) are on
the school grounds. Most of the educational environments
are in operation from eight in the morning until six in the
afternoon. Children can come when and if they please;
there’s no problem at all if parents wish to take their chil-
dren on extended trips or simply keep them home for
something that’s going on there.

While the children are on the school grounds, they are
absolutely free to go and do anything they wish that does
not hurt someone else. They are free learners. The italics
belong to Will Hawthorne, Kennedy’s Principal Educator.
The free-learning concept has, of course, been accepted for



142 @ EDUCATION AND ECSTASY

years all over the U.S. Almost every educator gives it lip
service, and the overwhelming majority of them follow it
to one degree or another. Will, however, lives and breathes
it.

“Everything starts there,” he tells parents. “Until we
had the free learner, we really didn’t know anything about
education. The free learner built Kennedy School.” Will
is a student of educational history and has created several
experiential tapes on the development of the concept.
“This feisty old radical named A. S. Neill started a place
called Summerhill in England in 1924,” Will tells parents.
“Children were relatively free, but there was no systematic
attempt to create learning environments, to find out what
human beings really were capable of. There was no real
vision of the human potential. Summerhill was mostly a
reaction to the incredibly inefficient and cruel teaching
system of the day. Unfortunately, too, it was tied to the
dogma of the then voguish Freudian psychology, with its
static and limiting views of the human personality. Still,
there was a remarkable interest in Neill’s books that re-
flected a widespread though unfocused hunger for educa-
tional reform.

“It was not until the late 1g6os and early 1970s that real
free-learning schools began springing up here and there,
and it was only then that educators could start learning
about education. The first such schools were crude affairs.
For one thing, the educators of that day found it very diffi-
cult to give up the idea of teacher-led classes at certain
periods. So—even though the children were ranging freely
all over the building—you had someone walking around at
given times ringing a bell to announce the beginning of,
say, ‘math class’ for anyone who cared to attend. If the
class was made interesting enough—a heroic endeavor un-
der the circumstances—quite a few kids would come. But
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the enormous inefficiency and the expense of the ‘class and
teacher’ situation became more and more apparent. Learn-
ing environments could be created, it was discovered, for
constant operation and full utilization, always available
for children and yet always amenable to modification by
educators.

“Among the earliest such environments were simple,
paper-and-pencil self-instructional programs, mostly in
such basic subjects as reading, spelling, figuring and the
like. Most of them were terribly linear, unimaginative and
single-tracked. But they did their job in demonstrating
that the free-learning situation was feasible, even in terms
of the strictly limited training offered in that day. Not only
that, they freed some teachers to become educators, and
these fledgling educators began asking themselves ques-
tions on what education was all about. Free learners were
there to help give them the answers.

“At around the same time, another development moved
in from an entirely different direction. Several large cor-
porations started pushing Computer-Assisted Instruction
(CAI). The computer learning programs were at first even
more limited and stereotyped than the paper-and-pencil
programs. And the learning consoles were mounted, of all
places, in ‘classrooms.” Children had to come to them at
certain fixed periods and sit there under the ‘guidance’ of
‘teachers.’

“You know, this is one of the most difficult things for
our children to recreate experientially. I mean, the whole
business of classrooms and teachers. They can conceptual-
ize it. They’ve seen the historical films. But, during their
history-drama sessions, they rarely can truly get the feeling
we know existed then. When the child playing teacher
forces the children playing students to sit still while
teacher gives a long blackboard demonstration, the stu-
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dents find it very hard to get the feeling of being bored,
distracted, or squirming and hoping for time to pass. Many
of them simply go into a relaxed, serene state of semimedi-
tation, enjoying the whole situation immensely. The child
serving as history-drama coordinator senses this, naturally
enough, and stops the drama amid much laughter and con-
fusion. The fact that children once had to get permission
to go and urinate is even harder for them to understand.

“Anyhow, the computer and the free school were des-
tined for marriage, and it didn’t take them long to get
together. By the mid-1970s, most of what was called
‘Computer-Assisted Instruction’ was being applied in free-
learning situations. Immediate economies and efficiencies
were realized in terms the Systems Engineering people of
the time could understand. The system was, in fact, too
efficient for the educational goals then envisaged. Children
could finish everything too fast and too easily. ‘Homework’
went right out of the window, creating dismay and anxiety,
strangely enough, among many parents. The Great Na-
tional School Debate of the middle and late 1970s con-
cerned what to do with all the extra time gained by the
new mode of learning. The question generally was stated
in this fashion: ‘What is the province of education?’ The
answer was simple: ‘Everything.’

“During the 1970s, most schools spent a great deal of time
with encounter groups for children and educators. These
served to educate the emotions and to break down the old
protective, defensive patterns of relating. They helped
open people to all sorts of capacities they barely realized
they had. Gradually the encounter mode became a part of
everything the learners did, and it was no longer necessary
to set up these groups as such.

“At the same time, educators were finding out that com-
puter-mediated programs could be constructed to encour-
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age uniqueness rather than sameness in learners. In fact,
by tying to the ongoing program referents from a memory
bank consisting of all the learner’s past responses, the
learner’s distinctness from all other learners could be
rapidly increased. Too rapidly, it seemed to some educa-
tors.

“The programs still were narrow, concerned with one
‘subject’ at a time—in other words, they were programs.
Then, gradually, they evolved into what we now call ‘dia-
logues.’ It started when programmers began adding novelty
and surprise through what they at first termed ‘extraneous
material.” For example, material about astronomy would
pop up in programs on Eastern philosophy. Soon, they be-
gan realizing that what they were adding was by no means
extraneous. Far from it, cross-matrix learning increased the
central nervous system’s capability for making connections,
as well as enhancing mastery of any given subject. The
early 1980s were fascinated with Cross-Matrix Stimulus
and Response (CMSR). Naturally enough, the cross-matrix
linkage started out quite teleologically, with the dialoguers
seeking ‘reasons’ for their connections. But ‘reasons’ were
found to be unduly limiting. Random retrieval through a
central school computer made it possible to bring mate-
rial up from the general cultural data bank, from the learn-
er’s own past responses and from the discontinuous sym-
bolic storage to create displays that were anything but
teleological.

“It was about this time, too, that dialoguers began con-
ceiving the displays not only as learning aids, but as artistic
creations in their own right. It occurred to them that the
two—art and learning—really were one. That was still in
the period when the displays were presented on old-fash-
ioned cathode-ray television screens mounted in front of
each learner. The art-and-learning movement was given a
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tremendous push around 1985, when the hologrammatic-
conversion problem was solved for mass production. Laser-
type projection created images of unimagined brightness
and resolution—moving images that seemed to hang in
midair, in dimensions that somehow outshone reality.

“An even more important development of the 1980s was
the application of Ongoing Brain-wave Analysis (OBA) to
Computer-Assisted Dialogue (CAD). The experiments of
such pioneers as Kamiya and Adey had already shown that
it was possible, through computer analysis, to identify the
brain-wave patterns not only of certain general states of
consciousness but also those associated with effective short-
term memory. Certain experimenters began attaching
brain-wave sensors to learners’ earphones, so that their wave
patterns could be fed directly into the computer for ongo-
ing analysis and immediate influence of the dialogue. In
this way, the learning process could march along much
more swiftly and surely, and the number of overt motor
responses—speech or key pressing, for example—required
of the learner could be greatly reduced. If the learner was
responding neurologically, the dialogue could move on.
His general state of consciousness could also influence the
dialogue.

“It took a few years for OBA to spread to most of the
nation’s schools. By that time, of course, musical-rhythmic
sound had become a key matrix in CMSR. As the Hindus
say, Nada-Brahma-, Sound Is God. And with sound respond-
ing to a learner’s innermost states, a sort of cosmic counter-
point was born. The 19gos were a period of consolidation
of the basic techniques, with breathtaking advances in the
state of the art not only in Computer-Assisted Dialogue,
but in a great number of educational environments.”

Will Hawthorne’s ebullience turns to caution only when
the matter of Direct Brain-wave Manipulation (DBM)
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comes up. “First of all,” he says, “it will be many years
before DBM has anywhere near the subtlety and specificity
of CAD through the usual sense channels. Then, too, I
just don’t like the idea of bypassing the senses, the sources
of ever-present joy. No, if I have anything to say about it,
there won’t be any Kennedy children wearing those cum-
bersome DBM electrode helmets until I've seen a lot more
data, especially concerning sensory side effects.”

Some parents and children consider Will hopelessly con-
servative in this matter. But one visit to the Basics Dome
explains why he is reluctant to “‘go inside.” My wife and I
find our pace quickening as we approach the most active
and spectacular learning environment at Kennedy. We go
in through one of three tunnel-like entrances and emerge
near the center of a great dome lit only by the glow of
laser learning displays that completely surround us on the
dome’s periphery. Sitting or sprawled on cushions scattered
on the floor are other parents and older children who have
come just for the experience, in addition to the little chil-
dren waiting their turns at the learning consoles. We settle
down and open our senses.

No matter how many times you visit the Basics Dome,
its initial effect is literally stunning. It takes a while for the
nervous system to begin processing; first, you have to sur-
render to the overwhelming sensory bombardment that
comes from every side. There are, around us, forty learn-
ing consoles, at each of which is seated a child between the
ages of three and seven, facing outward toward the learn-
ing displays. Each child sits at a keyboard, essentially less
complex than that of an old-fashioned typewriter, but
fitted with a number of shifts so that almost every symbol
known to human cultures can be produced. The child’s
learning display, about ten feet square, is reflected from
the hologram-conversion screen that runs all the way
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around the inner surface of the dome. The image appears
to stand out from the screen in sometimes startling colors
and dimensions. The screen is slightly elevated above the
child’s horizontal eye level so that everyone in the dome,
by turning all the way around, can view all of the learning
displays. Each display joins the one on either side of it, so
that the total effect is panoramic. And each has its own set
of stereo speakers, joining in a panorama of sound.

There are almost always children waiting for each con-
sole. A small electronic tablet on the back of each chair
shows the name of the child in the chair and the number
of minutes he has left in his learning session. The amount
of time allowed for each session varies; it is calculated elec-
tronically according to the total number of children wait-
ing in the dome, but it is never less than twenty minutes.
Young children entering the dome shop around for con-
soles that have few or no other children waiting and that
have the shortest time to go. The child assures his waiting
place simply by touching the tablet with his electronic
identification device (EID); a receiver picks up the infor-
mation and the child’s name appears at the bottom of the
list on the tablet.

When a child takes the chair to begin learning, another
radio receiver senses his presence through his EID and
signals the central learning computer to plug in that par-
ticular child’s learning history. The child puts on his com-
bination earphones and brain-wave sensors, so that OBA
can become an element in the dialogue. (Some schools use
the brain-wave pattern, much in the manner of a finger-
print, to identify the learner.) Once the computer picks
up the child’s ongoing brain-waves, it immediately begins
reiterating (in drastically foreshortened form) his last
learning session. The child watches his most recent lesson
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reeling by on his display. If he wants to continue where he
left off last time, he holds down his “yes” key until the
reiteration is finished. If not, he presses “no,” and the com-
puter begins searching for other material appropriate to
the child’s level of learning, material which is flashed onto
the display until the child presses “yes.” The “select” pro-
cess generally takes less than two minutes. The dialogue
then begins.

At any given time during the dialogue, five variables are
at hand:

1. A full bank of the basic, commonly agreed-upon cul-
tural knowledge, arranged in dialogue form. Most chil-
dren go through the entire basics bank in the four years
from age three through age six.

2. Basic material arranged in Cross-Matrix Stimulus
and Response form. This material appears at random in-
tervals along with the dialogued material, to provide
novelty and surprise and to help the child learn to make
those unexpected leaps which are so much a part of dis-
covery.

3. The child’s brain-wave pattern, analyzed in terms
of general consciousness state and short-term memory
strength.

4. The child’s overt motor responses as typed on the key-
board or spoken into a directional microphone mounted
on the console.

5. Communal Interconnect (CI). This is one of the very
latest educational developments. Only a few of the nation’s
schools have it. Through CI, the material on one learning
display sometimes influences and is influenced by the ma-
terial on nearby displays. This makes the learning process
far more communal. It also helps tie together all forty dis-
plays into a single learning-art object, enhancing learning
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and appreciation, not only for the children at the consoles,
but for the many spectators in the dome as well.

As soon as our senses become accustomed to the sounds
and sights and smells in the dome, we look around for
Sally. We are pleased to find her at one of the consoles. We
move over to the side of the circle of spectators nearest her.

Sally, we notice on the electronic tablet on her chair, is
only five minutes into her learning session. There is a
Negro boy, probably six, on her left who is deep into a
simple calculus session. On Sally’s right, a girl of four or
five is dialoguing about primitive cultures. Sally herself,
as in her last several sessions, is concerned with simple
language skills. It quickly becomes apparent that she has
launched into a session on breaking her linguistic set.
Standard spelling and syntax are generally learned during
the first half of a child’s third year of age. During the sec-
ond half (where Sally is now) an equal or greater amount
of time is spent trying out alternate forms. This leads even-
tually, after the basics are finished, to a key project: almost
every child, working with friends, creates an entire new
language before leaving Kennedy School.

We watch Sally’s display, which now seems to be billow-
ing with pink and lavender clouds. Gradually, the clouds
take the shape of some kind of animal’s face. Before I can
make out what it is, I hear Sally saying “Cat” into her
microphone. Almost instantly, a huge, grinning cat’s face
gathers form and the word “cat” appears at the bottom of
the display. Then a written conversation begins between
Sally and the Computer-Assisted Dialogue, with the words
of each appearing on the display:

cap: Can you think of an alternate spelling?
SALLY [Typing]: kat.
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On the display, the giant cat face recedes and is trans-
formed into a white Angora cat, surrounded by vibrating,
jagged radial lines of many colors. A purring sound comes
from the display.

cap: How about another?
SALLY [Pausing a moment]: katte.

The purring becomes louder.

CAD: A cat is a kat is a katte.

saLLY [Quickly]: A Xkatte is a kat is a cat.
cap: Copy cat.

saLLY: Koppy kat.

There is a pause as the cat image gradually fades and the
purring mingles with sweeping electronic music coming
from the display on the left. As the dialogue goes on there
between boy and CAD in the lovely visual symbols of cal-
culus, a spinning wheel fills most of the display. Through
its spokes, slender and glistening like the spokes of a bi-
cycle wheel, may be viewed the rush of its motion—across
grassy fields, deserts, down winding mountain roads. A
ghostly image of the wheel appears on Sally’s display, too,
along with multicolored, dancing wave forms, related
somehow to her brain waves. On the display at the right,
an African pygmy with a blowgun stalks an unseen prey
through dense jungle as the girl at the console carries on
a voice-only dialogue with CAD. Suddenly Sally begins to
type again:

SALLY: A cat hiss a kat hiss a katte.
cap: WILD!!!
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Sally’s display explodes for a moment with dazzling
bursts of color, then becomes the jungle of the girl at the
right, in which may be seen the prey of the hunter, a
leopard. A tentative, suspenseful drumming echoes back
and forth between the two displays. The two girls turn to
each other smiling, then Sally quickly starts typing:

SALLY: A tiger is a tigger./ A gunne has a trigger.

A moment after the last letter of Sally’s couplet appears
on her display, the jungle remains the same, but the leop-
ard becomes a tiger and the pygmy becomes a white hunter
of the early twentieth century, carrying a gun. The girl at
the right snaps her head around at Sally, smiling, and Sally
laughs delightedly.

cap: Why not *“leopard’’?

saLLY: “Leopard” doesn’t rime with “trigger.”

cap: Okay. How about some alternate spellings for
“leopard’’?

saLLy: That's easy. Leppurd.

Meanwhile, the girl at the right keeps talking to CAD
and suddenly the tiger becomes a leopard, the white hunter,
a pygmy again. The pygmy lifts his blowgun and with a
sharp, explosive exhalation that echoes through the dome,
sends a dart into the air. The display becomes a closeup of
the dart coursing in slow motion across the girl’s display,
across Sally’s and into the boy’s at the left, disappearing in
the hub of the spinning wheel. Another dart arches across
the three displays, then another and another, sailing, soar-
ing, starting always from different angles but ending in-
variably in the center of the boy’s spinning wheel.

“Beautiful CI!” I hear my wife exclaim, and I notice
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that several people are watching the sequence and listen-
ing to the rise and fall of the accompanying electronic
music. I also see that the flight of the darts is beginning to
influence displays even farther along the line. But the boy
continues his calculus dialogue and Sally goes on, too:

cap: “Leppurd” is good, but you don’t have to stay with
sound correspondence. Would you like to try something
farther out?

Sally presses her “yes” key, then pauses before beginning
to type:

SALLY: Leap-heart.
cap: Nice. Do you want to do another?
sALLY: No.

The flying darts begin to fade. Gradually, Sally’s display
takes on the deep, rich, undulating plum purple that often
characterizes the brain’s alpha-wave pattern. Some of the
gorgeous richness spills over onto the displays at either
side. We know her eyes are closed. She is serene. It is one
of education’s more valuable moments. We, too, are serene.
It is easy, in this setting, to share Sally’s feelings. We also
share the sheer delight of the educators who set up and
constantly modify this learning environment. It is a kind
of delight that was unknown to lecturers.

When Sally’s session is finished, we walk with her out
of the Basics Dome. We talk for a while, but soon she sees
some of her friends and leaves us. They run off toward the
thickest grove of trees to continue an animal game that
may take them the rest of the day.

So we stroll from one place to another, looking (but not
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too strenuously) for Johnny, our nine-year-old. If we were
in a hurry to find him, it would be easy enough. We would
merely go to the Central Dome and present one of our
electronic identification devices to the ongoing scan, then
read out Johnny's approximate present location. Every
child wears an EID whenever he is on the school grounds,
and the central computer continually tabulates how much
time he spends in each educational environment. In addi-
tion, whenever the child is in dialogue with a CAD, his
learning experience is stored in the computer. This allows
Kennedy's educators, not only to keep track of each child’s
educational development with a minimum of effort, but
also to evaluate the drawing power and effectiveness of
each environment. The first principle of free learning is
that if an environment fails to draw or to educate, it is
the environment’s, not the learner’s, fault.

Visiting educators from educationally underdeveloped
nations sometimes find it hard to understand that EID
tracking serves not to enforce conformity, but just the
opposite. In fact, “asymmetry” is highly valued. Will Haw-
thorne becomes quite excited when a young child resists
the enticements of the Basics Dome for a year or two. Such
a child may turn out to be so unique that much can be
learned from him. And individual uniqueness is itself one
of the main goals of the educational process.

Anyway, learning the basics, the commonly agreed-upon
cultural stuff, is so sure and easy that there’s never any
worry about delay in starting it. It seems incrsdible to to-
day’s children that there ever was.

“I still find it hard to believe,” Johnny sometimes says,
“that people of Grandpa’s generation spent most of their
time in school learning just what the little kids learn in
Basics.”

“It’s really true,” my wife tells him. “They learned
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Even in my parents’ day, the distinction between college
and “real life” had begun to blur, with millions of people
engaged in what was then called “adult education,” and
millions of students dropping in and out of school. The
sealed-off four years that once were college began breaking
up; no longer was it possible to keep the academy separate
from the community. Increasingly, the university became
a study-work-recreation center for everyone. It offered vari-
ous types of “membership,” ranging from full-time par-
ticipation to subscription to a university news service
received in the home on electronic consoles. The fast, effec-
tive flow of information via computer-mediated networks
made decentralization possible, and the unwieldy giants of
higher education began breaking down into smaller units.

At the same time, learning environments outside the
traditional university proliferated and flourished. Laymen
set up their own institutes, schools, research centers. In-
dustries and businesses realized that their real business was
learning and the spread of learning. The family unit, it
came clear, was basically an educational unit. Parents be-
gan consciously designing the home as an environment in
which to learn.

College degrees had become rather meaningless by the
time I reached my teens: they were just too commonplace;
there was so much learning going on outside of college;
and the emphasis in education had turned from extrinsic
to intrinsic satisfactions. The old hassles over admissions,
processing and graduation had created the need for top-
heavy administrative staffs. With these hassles greatly di-
minished, administration could be reduced, and educators
and researchers could get on with education and research.
Universities, unique and highly decentralized, still do ex-
ist, but not apart from the rest of the community. They
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are taking their place among a growing number and di-
versity of learning environments.

More and more communities, including Santa Fe, have
begun limiting free, tax-supported education to the ages
from three through ten. A sort of apprenticeship system is
developing for older children. After ten, children can
move from one learning environment to another, whether
it be a formal school or not. Various financial arrange-
ments are evolving, with the learner or his parents gen-
erally paying a small amount to the learning environment.
After apprenticeship, the learner might receive pay for
the same activity he previously had been paying for.

The Renaissance author of The City of the Sun, Tom-
maso Campanella, provided a curious piece of historical
foresight when he imagined that “boys are accustomed to
learn all the sciences, without toil and as if for pleasure;
but in the way of history only until they are ten.” If we
read “history” as “all that is already known,” and “‘science”
as “research and lifelong learning,” we may say that we are
at last coming close to that utopian goal.

With Sally out of sight, we continue our casual search
for Johnny. The Quiet Dome is smaller than the Basics
Dome and made of a translucent, milky-white material.
Perhaps Johnny will be there, practicing the omega-form
meditation he has recently been learning. We leave our
shoes in one of the racks that line the entrance and push
our way in through three separate sets of heavy, sound-
absorbing curtains. Inside, we step onto a spongy floor that
floats free from the earth on hydraulic mounts.

Just as the Basics Dome shocks the senses with an initial
overload of stimuli, the Quiet Dome shocks with the
lack of them. All of the interior materials absorb sound,
and batteries of deep, conelike sound deadeners line
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the inner wall six feet up all the way around. A num-
ber of nondirectional speakers pour out a gentle flood of
white sound (like that of a distant waterfall) which suffuses
the space, just as does the pale, directionless light. A faint
odor of balsamic incense neutralizes the sense of smell.
Everything is neutral, directionless, without dimension.

We look around for Johnny, but in vain. So we sit for a
while amid scores of children and a few parents, shedding
the exterior world like a superfluous garment. Almost im-
mediately, a fantasy takes form in my consciousness. It is
not easy to put into words. I am in a sort of column of
force, slowly ascending to another level where I move into
another column and so on. It is a delicious if somewhat
awesome feeling, and I simply experience it for a while.
Then I shift from an experiential to a problem-solving
mode of consciousness. Perhaps I can apply the fantasy to
a concept of interfamily communications. Imagine that the
family members exist on different levels; that they can
communicate deeply only when they join, even tempo-
rarily, on a common level; that there is only a discrete
number of “columns’—maybe only one—between each
level; that the members cannot communicate while en
route from level to level. I go on conceptualizing, not
really getting anywhere, but enjoying myself.

And then I get a strong signal—you might call it “extra-
sensory”’—from my wife that she wants to go on looking for
Johnny. I turn to her and nod and we exchange the rather
knowing smile that sometimes celebrates this particular
form of intimacy. We leave, stepping past children locked
in silence and contemplation. While meditation is encour-
aged everywhere on the school grounds, especially out-
doors among the trees and flowers, the Quiet Dome is
available always, good weather or bad. Kennedy educators
consider it necessary that the learner be free to retreat, to
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take a stand within himself. He can then reenter the world
of active learning enriched by new inner connections.

We walk on to the Water and Body Domes. These domes
are joined together about halfway up, creating two inter-
connected circular areas inside. One of the areas contains
a free-form swimming pool; the dome above it slides open
to the sun. The other area is a gymnasium and dance floor.
The pool, we find, is fairly crowded with nude children.
I comment on how many of the very youngest are in the
water.

“Yes,” my wife adds. “Will says that every single new
three-year-old could swim by Christmas.”

There are no adults in the pool—no “lifeguard,” no “in-
structors.” The older children take full responsibility for
the younger, helping them learn to swim and otherwise
handle themselves in the water. As Will points out, it
would be practically impossible for any of the newcomers
to drown. The older children have developed their em-
pathy, their awareness of others, to a high state. There is
no higher educational goal.

Over in the gym and dance area, two educators are al-
ways on hand to counsel learners about the all-important
relationship between the body—its posture, tension, move-
ments and coordination—to everything else in life and
learning. A group of about ten children of various ages is
dancing near the center of the floor. An educator watches
as they express their feelings, in sequence, toward each
member of the group, using physical movement only.
When they finish, the educator will give verbal feedback
on what has happened, if any child should ask. More im-
portant, he will help them pick up the feedback from their
own bodies. He will help them realize how movement may
alter perception.

Children at the far edge of the dome are learning to
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control their muscle tension, blood pressure, heart rate,
peristalsis and the like. They are aided in this by quite
simple Body Feedback (BF) devices that have been in use
for decades. To reduce muscle tension in the neck, for ex-
ample, the child sits, attaches electrodes with suction cups
on either side of the neck and puts on earphones. As the
tension relaxes, the tone in his earphones becomes lower
in pitch. The child merely concentrates on lowering the
pitch. When he does so, the muscles are relaxed. Similar
sound feedback is provided for each of the body functions
being educated. Two eleven- or twelve-year-old postgrads
monitor the BF devices and help children attach the elec-
trodes or other sensors. The BF devices are equipped with
automatic safety cutoffs so that the children cannot reach
any bodily state that might be dangerous. Within rather
wide limits, however, they are encouraged to experiment
freely in bringing their functions under voluntary control.
They are also encouraged to control the functions without
BF as soon as possible. We notice a cluster of children do-
ing just that, practicing the control of respiration and
pulse rate while one of the body educators watches. It is
through such exercises that each child learns to read his
body as accurately and easily as he reads print. When this
is possible, “psychosomatic” complaints are extremely un-
likely.

We walk toward the playfield. On the way we pass sev-
eral Discovery Tents—structures of translucent plastic
erected on skeletal frameworks over lightweight plastic
floors. The tents are provided with portable air condition-
ers. They are easily movable or convertible to a different
shape. Their character is tentative, temporary.

As we stroll past, we can make out the shapes of children
inside, but can’t tell exactly what they are doing. Adults
rarely enter Discovery Tents. An educator is responsible
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for each tent (sometimes one educator handles more than
one tent), but he sees his function as setting up and con-
stantly revising educational environments that will encour-
age children to make their own discoveries. For example,
one educator handles both of the current Matter/Energy
Manipulation projects, making sure the appropriate ap-
paratus and “instructions” are available every day. He
strives to create conditions that will stretch the learners’
abilities without leaving them behind.

Only a few electronic or printed reference materials are
needed inside the Discovery Tents. Every learner in the
school, once he has finished enough of the Basics, is given
a Remote Readout device through which he can query the
Central Computer at any time. The device is slightly larger
than an old-fashioned cigarette pack. It has a visual dis-
play screen large enough for several lines of type at the
time or for small diagrams and pictures. It is fitted with a
miniature microphone, slimmer than a pencil, and an ear-
plug. The learner thus has voice access to the computer.
He can also contact the educator in charge of the project.
Most of the children, however, are reluctant to do so. They
have found that the real joy of learning lies in finding out
for themselves, either alone or in concert with other chil-
dren.

When an educator has finished setting up a new project
environment, he describes its possibilities on a display at
the tent’s entrance. Children of various ages wander in.
They are electronically recognized through their EIDs,
and their names appear under “Visiting” on the display
at the entrance. If they should decide to become involved
in the project, they touch their EIDs to an electrode be-
neath the display panel, and their names then appear un-
der “Involved.” When enough children for a given project
have “signed up,” the display announces, “Project filled.
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Please try again later.” Word about the ongoing projects
always spreads; at particularly exciting ones you may find
children checking several times daily to see if anyone has
dropped out.

For several years now, one of the more popular events in
the Discovery Tents has been the “Faraday Project,” ar-
ranged by the Matter/Energy Manipulation educator. A
tent is set up, insofar as possible, just like Michael Fara-
day’s laboratory on the morning of August 29, 1831. All
the appropriate excerpts from Faraday’s notebooks dealing
with the relationship between electricity and magnetism
to that date are available to the children. Also provided
are reports of other experimenters, notably Hans Christian
Oersted, who had demonstrated that magnetism could be
obtained from electricity. The equipment in the tent is
primitive: wire, magnets, iron cores, batteries, a galvano-
meter. Nothing is available that was not available to Fara-
day. The learners’ goal is the same as was his: “conversion
of Magnetism into Electricity.”

Faraday, in ten inspired days, not only accomplished his
goal, but also found essentially all the laws that govern
electromagnetic induction and built a working model of
an electric dynamo. The children of Kennedy School start
out with great advantages over Faraday. They know very
well that magnetism can be made into electricity; most of
them have a pretty good idea of how it is done. What is
fascinating is to see just what a group of twelve to fifteen
of the young ones (six- to eight-year-olds) come up with and
how long it takes them. Often their experiments lack the
elegance and economy of Faraday’s. After all, he was a
master experimenter with a lifetime of experience. The
children often build devices that seem, next to his, com-
plex and cumbersome. They sometimes go the long way
around to come to the same conclusions. But there are also
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those times, those ecstatic moments, when they hit upon
some truly ingenious demonstration that seems to tran-
scend Faraday. Parents, educators and other children alike
eagerly await those inspired reports, put together by little
children working with primitive equipment, which draw
tentative conclusions beyond anything Faraday could have
possibly dreamed.

As we pass the current Faraday tent, we can see the out-
line of children’s heads bending over a table. My wife and
I agree to check at the Central Dome, perhaps today, to
learn what the latest Faraday projects have yielded. We
walk on toward the Senoi tent, where we may find Johnny.

The Senoi project is generally filled with twenty or even
more children of various ages. It is a large tent with an
earthen floor, recreating the bamboo, rattan and thatch
environment of a primitive tribe that inhabited the cen-
tral mountain range of the Malay Peninsula. Through all
the wars and horrors of the eighteenth, nineteenth and
twentieth centuries, this people, the Senoi, lived without a
single violent crime or intercommunal conflict. They did
so by employing methods of psychology and interpersonal
relations that seemed, to the people of the mid-twentieth
century, nothing less than astonishing. Even today, when
the absence of aggression and violence doesn’t seem so phe-
nomenal, the Senoi methods make an enjoyable and ef-
fective introduction to the control of the inner impulses,
of what was once called the “subconscious.”

The Senoi were a hunting and fishing people, although
they practiced some agriculture. But they spent a great
part of each day, starting with breakfast, in dream inter-
pretation and the follow-up activities it triggered; this was
central to the education of every child. As reported by the
mid-twentieth-century psychiatrist-anthropologist Kilton
Stewart, a leading student of the Senoi, when a child re-
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ported a falling dream, for example, the adult would re-
spond with enthusiasm, congratulating the child for hav-
ing had one of the most powerful and useful dreams a
person can have. The adult would then ask the child where
he had landed after the fall and what he had learned.

The child might answer that he had been afraid and had
awakened with a start. At this point, the adult would begin
his instruction, explaining that every dream-act has a pur-
pose and a destination. The dreamer must overcome his
fear. He must surrender to the spirit-world and thus get in
touch with its enormous powers. The adult would then
ask the child to remember his words during his next fall-
ing dream and to find pleasure in traveling to the source
of the power that caused him to fall.

To change the fear of falling into the joy of flying takes
time and practice. But the entire Senoi social structure is
set up to encourage such feats, and eventually every Senoi
child learns to exchange hesitation and anxiety for curios-
ity and ecstasy. Every child learns to advance straight into
the teeth of any dream-danger. He learns to travel all the
way to any dream’s destination or resolution and to bring
back something that will be of use or delight to the entire
tribe in its daily, waking life.

While in the tent, Kennedy children become Senoi. By
so doing, they practice psychic mobility and gain control
of their dreams, of a whole realm of thinking and feeling
that was almost entirely ignored throughout the Civilized
Epoch.

The great majority of Kennedy children have learned,
by the age of six, to fall asleep at will. About midmorning,
everyone in the Senoi tent lies down and goes through a
complete sleep cycle, including at least one dream. This
takes about ninety minutes. They awaken, eat and begin
their dream sessions. Older children who have been Senoi
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children in earlier years are now Senoi adults. For the last
several weeks, Johnny has been one of them, with the
added responsibility of a halak, a psychologist-educator.
He has a “wife” and two “‘children,” a six-year-old boy and
girl. When Johnny’s “son” dreams that a friend has in-
sulted him, Johnny advises him to inform his friend of
this fact. The friend’s “father” then tells his child that he
may have offended the dreamer without really meaning
to, that he may have allowed a malignant character in the
dream universe to use his image in the dream. He should
therefore give a present to the dreamer (Johnny’s son) and
go out of his way to be friendly toward him in the future.
Thus, any aggression building up around the image of the
friend in the dreamer’s mind becomes the basis of a
friendly exchange.

When the Senoi project children are not directly in-
volved in their dream sessions, they are preparing their
meals or making gifts from the type of materials available
on the undeveloped Malay Peninsula or presenting the
dances, poems, drum rhythms and so on they have brought
back from the universe of sleep. As a halak, Johnny also
initiates “‘adolescents” into the agreement trance, or co-
operative reverie, that is the mark of the adult Senoi. After
adolescence, if a Senoi spends a great deal of time in the
trance state, he is considered a specialist in healing or in
the use of extrasensory powers. Kennedy children, because
of their experience in altering states of consciousness (be-
ginning in the Basics Dome and continuing especially in
the Quiet Dome and Body Dome), probably find it much
easier to enter the trance than did even the Senoi them-
selves.

Walking on toward the Senoi tent, we pass tents where
children are playing games that join what you might call
math and logic with music and the sense of touch; where
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children are simulating the environment of space; where
they are creating an even more exotic place, late nine-
teenth-century America. We search the Senoi display for
Johnny’s name. It is not there. Though we know Johnny
has pretty well mastered the Senoi environment, we specu-
late on what other environment could have pulled him
away from it.

Perhaps the playfield. We enter it through a break in
the border of flowering shrubs—a large, grassy expanse of
flat and rolling ground. People from earlier times might
be surprised that it is unmarked by lines or artificial
boundaries of any kind. The games of limitation—which
include most of the sports of Civilization—faded so rapidly
after the late 198os that the last lined area disappeared
from the playfield a couple of years ago. Touch football
was among the last to go. In its many permutations, foot-
ball was fluid and interwoven enough to remain interest-
ing and relevant in the new age, and some Kennedy chil-
dren even now play a version of it that requires no fixed
boundaries and no “officials.” But the aggression it some-
times encourages leaves a bad taste in the mouths of most
modern children.

Baseball, by contrast, lost its relevance long ago. Played
now in four major domes across the nation before small
invitational audiences, baseball may be seen on some of
the lesser laservision stations. Its audience, needless to say,
consists mostly of men over fifty. Suffused with sweet,
sleepy nostalgia, they sit near their sets late into the night,
transported back to another, more complex time. Baseball,
indeed, characterizes much that has passed away. Its rigid
rules, its fixed angles and distances, shape players to re-
petitive, stereotyped behaviors. Its complete reliance on
officials to enforce rules and decide close plays removes the
players from all moral and personal decisions, and encour-
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ages them, in fact, to get away with whatever they can. Its
preoccupation with statistics reveals its view of human
worth: players are valued for how many percentage points,
hits, home runs, runs batted in and the like they can ac-
cumulate. Everything is acquisitive, comparative, competi-
tive, limiting.

Children who have played the games of expansion are
hard pressed to comprehend baseball’s great past appeal.
As for these present games, many are improvised by the
children themselves, then revised day by day. Refinement
generally runs toward simplicity, elegance and an absolute
minimum of rules. With no officials to intervene, the play-
ers themselves are repeatedly up against moral decisions.

On the flatland, several pairs of children are sailing
plastic aerodynamic disks back and forth. We watch the
disks spin, whirlpools of color in an ocean of blue sky, soar-
ing, wheeling, slanting. One child throws. His co-player
runs pell-mell to intercept the disk, diving, if necessary, to
spear it one-handedly. It is a popular game, sort of an old
standby. Rules may vary, but are generally quite simple:
The two players stand about fifteen yards apart. When the
thrower launches the disk, the receiver makes an all-out
effort to reach it. If he cannot get close enough to touch
the disk—i.e., if it is entirely out of his range—he takes a
point. If, on the other hand, the throw turns out to have
been within his range but he failed (through misjudgment
or insufficient effort) to reach it, the receiver gives a point
to the thrower. If the receiver manages to touch the disk
and then drops it, he gives the thrower two points. In each
case, the receiver makes the decision. There is no appeal,
no intervening referee, no out-of-bounds sanctuary. Thus,
the receiver is making frequent statements about his own
ultimate capabilities. He is practicing moral judgment.
The greatest joy comes from a perfectly executed throw
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and a spectacular catch. In this case no score whatever
changes hands. The reward is intrinsic. There are no ex-
ternal standards, no statistical comparisons—only the abso-
lute of individual ability, desire and honesty.

Over on the playfield’s gently rolling area, we see a
group of about ten children running wildly from one crest
to another, then sitting in a circle. They creep catlike to
the next crest, and again sit. I suggest to my wife that we
stay for a while and try, as we sometimes do, to figure out
that game’s rationale or its essence. But she is more inter-
ested in Johnny, and we can see that he is nowhere on the
field. So we head past the large Arts Dome on the edge of
the playfield toward the Central Dome.

I ask my wife: “Are you hungry?”

“Yes, yes, yes.”

We walk faster. Throughout the school day refreshments
are served to parents and educators in the computer read-
out room. Comfortable chairs and lounges are arranged
in informal clusters. Multiple stereo fills the room with
music. One wall is lined with readout consoles, at which
parents and educators alike can request data about Ken-
nedy children. Parents, identified electronically through
their EIDs, are granted information only about their own
children, while educators can learn about any child in the
school. (In another, smaller room, children can request
and get the same kind of feedback about themselves.) In
seconds, the computer will provide up-to-the-moment data
on how much time a child has been spending in each of the
environments. It will analyze a young child’s “progress”
in the Basics Dome or will show what kinds of information
an older child has been requesting on his Remote Read-
out. It will also, upon request, provide a Uniqueness Pro-
file or a number of other profiles, including Empathy, Joy
of Learning, Body Development, Awareness, Conscious-
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ness Control and the like. Parents and children are cau-
tioned, however, not to take these profiles very seriously.
They are only rough guides to development, not evalu-
ations in the old sense. The best thing about the computer
readout room, most parents feel, is not the computer read-
out, but the happy atmosphere of relatedness between par-
ents and educators—and perhaps the refreshments.

We don’t quite make the Central Dome, however, in
spite of our hunger. On the way, we pass a group of older
children in a grassy clearing surrounded by shade trees.
Something about the way they are sitting draws us nearer.
We see at once that Johnny is among them and that all of
them have been crying. My wife walks over slowly and
rests on the grass near him. I follow. No words are spoken.
We settle down and tune our consciousness to feel what
these children feel. Gradually their melancholy suffuses us.
I close my eyes and a wine-dark sea, sparkling with sap-
phire and gold, stretches to the horizons of my inner
vision. I am overcome with a sense of waste, of utter loss.
I open my eyes and meet those of children around me.
Tears have made their eyes pale and bright. They meet my
gaze directly and openly, and I feel my own tears welling
up.

“We couldn’t go on,” Johnny says softly, handing me a
history-drama script, thin pages of opaque plastic bound
by spiral wire. Thucydides: The Peloponnesian Wars.

Nodding, I say, “I know what you mean.”

“We tried to become Athenians. We tried to stay in
character. But look . ..”

He hands me the script, pointing out a passage in “The
Melian Dialogue.”

MELIAN: But must we be your enemies? Would you not
receive us as friends if we are neutral and remain at peace
with you?
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ATHENIAN: No, your enmity does not injure us as much
as your friendship; for your enmity is in the eyes of our
subjects a demonstration of our power, your friendship
of our weakness.

“And then,” Johnny says, “the Athenians went on to
massacre all the adult males in this—this little island—and
made slaves out of all the women and children. It’s hard
to understand. It’s hard to play the parts.”

Tears start streaming down his face. “We tried to act out
the Melian section yesterday afternoon, but we didn’t do
too well. And then this morning, we were in the Athenian
Assembly making the decision to invade Sicily, and—in
some ways they were such beautiful people—most of us
know how it’s going to come out—we all broke down and
couldn’t go on. We can’t get anyone to play the part of
Alcibiades. I don’t know if we’ll ever finish.”

Overhearing Johnny’s words, several children begin sob-
bing audibly. Two little girls crawl into my wife’s arms.

“Don’t worry about it, Johnny,” I say. “Anyone who can
relive the Peloponnesian Wars—or any war—without cry-
ing is somehow defective. Something’s lacking.”

“Yes, but isn’t it true that people used to be able to read
about wars without crying? That seems so sad. It seems
kind of—crazy, or something.”

“It would seem crazy to you. But I must remind you
that even your grandmothers and grandfathers approached
the subject that way. People studied wars with an attitude
that would seem completely crazy. But I won’t use that
word; ‘inhuman’ is better. They were able to make the
whole thing into a sort of chess game. They'd become
‘experts’ on something like our own Civil War of 1861,
mapping campaigns with hypnotic fascination, never
feeling anything except maybe an avid hope for one side
to win or lose, or a captivation with strategy or tactics.
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Sometimes they felt ‘glory,” too, which isn’t so much a feel-
ing as a substitute for feeling, programmed by Civilized
societies to take the place of or even block relevant per-
sonal emotions. We have to face it, Johnny, people actually
could and did read about or see movies about brutal kill-
ings and senseless destruction without most of the relevant
human feelings.”

“But why? How? How did they do it?”

“They were uneducated. It’s as simple as that. You
know, Johnny, until very recently education was mostly
nothing more than the ‘teaching’ of facts and concepts.
Even as late as the 1g6os, people could go completely
through school and remain what might be called, in the
words of those days, not only emotional imbeciles, but
sensory ignoramuses and somatic dumbbells. That in itself,
just as you said, is one of the saddest things of all. Crying
over the absolute tragedy of war—and especially a war such
as the Peloponnesian—is a part of learning, it seems to me,
a way of practicing relevant emotions—a lot more impor-
tant than remembering names and dates.”

“But we do remember all those things,” Johnny says.
“It’s hard to forget, once you've lived it.”

“Yes, and you can live it on more than one level. With
psychic mobility, you can experience what you as an Athe-
nian of 415 B.c. feel, what you as Thucydides feel (when
you’re working from his text), and what you living in this
age feel. And isn’t there a certain common ground? Don’t
you sense in Thucydides an irony, an outrage, even a deep
personal sorrow about the events he describes?”

“Yes, I do. We all do. It adds to the sadness.”

By this time several children of the history-drama group
had gathered around me and Johnny.

“Why don’t you stay with us today?” one of the younger
girls asks, looking first at me, then at my wife.
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“Why don’t you be Alcibiades?” a boy, one of Johnny’s
friends, asks me. “And Johnny can be Nicias, and we can
start over again.”

“And we’ll be Athenians,” the girl says with determina-
tion. “We really will.”

So once again, as on so many other visits, we find our-
selves drawn into one of the learning projects. This tree-
circled plot becomes the Athenian Assembly. I become
youthful Alcibiades with all his pride and folly, instru-
ment of an ancient male conspiracy of “honor,” “power”
and “‘glory”’; while my son is old Nicias, appointed general
against his will, now counseling in vain against the mad-
ness of arrogance and empire. The hours pass. We sail to
Sicily, and then down that slow, agonizing whirlpool to-
ward annihilation; the nightmarish denouement of pride-
ful dreams; the affirmation of Thucydides’ judgment in
his time that unbridled human nature, finally, is “ungov-
ernable in passion, uncontrollable by justice and hostile
to all superiors.”

We emerge from the past with a new sense of commu-
nion and love. We sit silently, holding hands, in a circle.
‘We are unashamed of our tears, unmindful of differences
in age and sex. In the fading sunlight we celebrate the
present. By the power of our ability to feel, we are rescued
from history. We know that Thucydides was wrong; hu-
man nature is what we make it. None of this needs to be
said. The moment transcends words. And I cannot tell how
long it is before my wife and I, descending to another state
of consciousness, remember that we have forgotten to eat.



KENNEDY sCHOOL will not exist in 2001 A.D. By then, we
may hope, a wide diversity of schools will offer far more.
But it can exist today.

Obviously, the educational technology envisaged in the
last two chapters has not yet arrived in full array. But it is
nearer than you might imagine. A national effort far less
expensive than the U.S. space program could bring it into
being long before the turn of the century. Much of the

10, THE FUTURE NOW
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new technology already is here (as will be seen), though
no one thus far has pulled it together in a unified educa-
tional environment. In any case, lack of technological aids
does not deter change. Most of the things done electron-
ically in Kennedy School can be done now by human be-
ings.

Indeed, everything in the preceding chapters is based on
something that already exists. In this and the next chapter,
therefore, I shall present brief descriptions of the main
idea sources for Kennedy School. They represent only a
small sample of the many organizations and individuals
who are pressing ahead into unexplored educational ter-
ritory. But they may be useful to educators, parents and
students who are interested not in shoring up the present
educational structure, but in building a new one. They
affirm that true alternatives are possible, that a vastly ex-
panded, efficient, joyful new education is not only possi-
ble, but imminent.

The free learner has become a favorite concept at the
“free universities” scattered around the nation. But it has
been hard to make the concept work in higher education.
Those who have lived the academic life are prone to
specialty and theory. Often, without even questioning
it, they subscribe to the Academic Heresy (i.e., the “life
of the mind” is all that really counts). The academic
approach to free learning usually has turned out to
be either negative or esoteric. Experimental colleges re-
move exams, grades and units—a good first step, perhaps.
Too often, however, they fail to add new educational situ-
ations to take their places. And they pay too little atten-
tion to building total, involving environments. Some of
the reformers in higher education have a childlike faith
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that, once compulsion is ended, true learning will auto-
matically begin. It is not quite that simple.

Free universities have sometimes replaced courses in
literature, history and the like with courses such as “Con-
sciousness and Society” or “The Search for Identity”—an-
other good move, perhaps. But these are still courses, with
teachers and students, not real learning environments.
There is great pressure for reform among the brightest
college students and faculty, and a great deal of energy for
experimental projects on many campuses. But the unfet-
tered free learner may well emerge first in the lower
grades.

The best free-learning school I have visited operates in
a rather drab four-story building on West Fifteenth Street
in New York City. The Fifteenth Street School was con-
ceived by actor Orson Bean as a Summerhill-type institu-
tion—but with a difference. Most Summerhill offshoots are
primarily negative in character; that is, they go all out to
remove the coercive aspects of conventional schooling
without a corresponding effort to create new motivations.
The Fifteenth Street School, on the other hand, pursues
basic learning passionately and successfully. It does so with-
out compromising the principle of the free learner.

From the moment a child enters the building until he
leaves, he is free to go anywhere and do anything he
pleases, so long as he does not harm himself or his fellow
students. Wandering through old hallways and rooms, up
and down stairs, the Fifteenth Street children today ex-
hibit the joyful intensity I imagined for children in the
far more expansive environment of the twenty-first cen-
tury. The building’s entire ground floor is the “gym,” a
large rectangular space with a composition floor. In the
gym, children may find various play objects—balls, bats of
foam rubber, blankets, large cardboard containers. Two
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old upright pianos are there, and a jukebox that plays a
selection of rock music for free. At the gym’s far end is a
low platform, and at the near end a sort of closet, in which
children often create arcane little worlds that are almost
impenetrable by adults.

The school’s educational director, a tall, long-jawed,
practical man named Wilbur Rippy, considers the gym
“the most important place here. The young animal must
move. That’s what keeps him alive. All the senses are in
operation here—the visual, auditory, tactile, kinesthetic.
They tell the child, “The world is really here, now.” ”

It is instructive to spend a day in the gym. As children
come and go, the mood of the place shifts like a summer
sky. Boisterous pursuit runs its course, subsides into a time
of watching and waiting. A child turns off the lights, and
the only illumination filters in through windows at the far
end. Now the gym is a cavern of silence and mystery. The
senses become acute. Children are aware of each other—
their movements, their feelings. A new group enters. Some-
one turns on the jukebox. Everything changes.

With the freedom to do so, why don’t children spend all
their time in the gym? The question would naturally oc-
cur to most of us, whose school experience has consisted
of sitting long hours at teachers’ commands, of repeating
the same thing over and again, of wishing and waiting to
escape. Children at Fifteenth Street leave the gym because
their bodies and minds tell them they have had enough,
and because other fascinating and deeply involving edu-
cational environments are available. A room where chil-
dren lounge around and read, for example, is on the
fourth floor, a pleasant place with chairs arranged in-
formally at a table and cushions on the floor around
the walls. A “teacher” may be there, but the child re-
ceives no instruction in the conventional sense. He uses
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the Sullivan programs (see Chapter II), so he can start
where he left off last time. If he needs help, there are other
children around to help him. Wilbur Rippy has discov-
ered, in fact, that children make the very best teachers.
Often, when a child runs up against a block in some sub-
ject such as reading, he overcomes it most easily with the
help of another child rather than an adult.

There are other rooms, other environments—a wood-
shop, a math room, a kitchen, a quiet room, two balconies,
a rooftop playground. One large room on the third floor
is set aside for the arts. Every obtainable art material is
made available to the children. Wilbur Rippy’s wife,
Rachel, remains in the room most of the time, not to in-
struct the children, but to help when requested and to
provide feedback on what the children are doing. Another
large room on the same floor contains tables, reference
books and charts as well as a variety of children’s books.
The most striking characteristic of this room is the profu-
sion of things that might be labeled “junk”—large wood
blocks of various shapes, wires, ropes, all sorts of surplus
electronic equipment and other machinery. Here, children
can create their own worlds, their own learning environ-
ments.

During the time of my visits, a six-and-a-half-year-old
named Alan had invented a learning environment for him-
self so efficient, involving and complete that educators at
all levels might well learn from it. Since Alan’s basic meta-
phor was war, I was at first somewhat put off. Then I
realized that he, more than anyone I had met, hated
and feared war and the consciousness of war that pervades
American life. It was as if, by understanding war down to
the roots, he might gain some sort of dominion over it.

Alan’s home base was a corner of the reading-reference-
junk room. There he had built an impressive fortress that
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changed in character and armaments as the campaign he
was imagining changed. Alan spent quite a bit of time,
helmeted and armed, within the fortress. But he spent far
more time at what he called “my work.” His work con-
sisted of filling large sketch pads with line drawings of
battle situations. Vivid and accurate in detail, the draw-
ings were produced with great speed and economy of line.
When I told him my own combat experience had, fortu-
nately, kept me out of trenches, he said, “Do you want to
see what trench warfare is like?”” and leafed through a com-
pleted sketch pad. The sketch he showed gave me the ex-
perience of being in a World War I trench—the cramped
surroundings, tangles of barbed wire, exploding shells, the
distant yet ominous presence of the enemy.

After a couple of days, I learned that Alan’s “work”
involved a project of grand proportions: he was creating a
picture history of every major war the U.S. had fought,
from the Revolutionary War through Vietnam. At the
time of my visit, he was up to the North African Cam-
paigns of World War II. When Alan needed further in-
formation about some battle or mode of warfare, he would
take a book about the campaign (generally written at the
eleven- or twelve-year-old level), retire to a corner and
read avidly. No “motivation” problem here. Or he would
go to the art room and paint combatants’ flags and insig-
nias, or model tanks and warships in clay. In the wood-
shop, Alan would build appropriate armaments. In the
gym, he would invent war games. Or, in a perfectly reason-
able switch, he would organize peace marches, with hand-
lettered signs (“War is sick”).

Perhaps not by accident, Alan’s headquarters were
located within easy hearing distance of the table where
Wilbur Rippy read aloud about and discussed history,
geography, evolution, etc. While Rippy would read, Alan
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would continue his work, hardly seeming to notice the
“lesson,” but actually taking it all in. When Rippy would
leave, Alan would rush to the table, scan the written ma-
terial, look at the pictures, study the specimens, then mut-
ter: “I must get back to my work.”

Reading, of course, was no problem for Alan. He didn’t
have to waste his time, as he would in the usual school,
sitting listening to others labor over words. As for math, I
asked an evaluation from the youngish woman who gen-
erally handles that environment. “Alan drops by about
once or twice a week,” she told me. “He works the prob-
lems and then verbalizes the concept as well as anyone
there. After five or ten minutes, he says, ‘I must get back
to my work,” and he’s off.”

Children at Fifteenth Street bring their own lunches
and they can eat whenever they wish. (Some eat as soon as
they arrive.) On one of the days of my visit, Alan’s mother,
upon picking him up at the end of school, was heard to
exclaim: “Oh, no. You haven'’t forgotten to eat your lunch
again!” That a child can become so involved with his
“work” that he forgets to eat is only one measure of how
ecstatic education can be.

I do not like to think what would happen to a child
like Alan in a conventional school. Forget the psychologi-
cal pain, the human tragedy for a moment if you can, and
consider just the inefficiency—and not only for a child like
Alan, but for all children. If human beings are individual
and unique, then any system of fixed scheduling and mass
instruction must be insanely inefficient. It may seem tidy
and convenient, but that is an illusion maintained only by
pretending that individual differences are not significant
and that the human potential is incredibly low—only by
giving up on education and concentrating on control. For
an educator of courage and flexibility, the free-learning
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situation is not only more educationally efficient but, even-
tually, easier to handle. Best start with the youngest. Chil-
dren who have been sat upon for years in conventional
classrooms might simply explode for a while when first
placed in the free-learning situation. Experience with trans-
fers to Fifteenth Street School, however, has shown that
children quickly adapt. To the uninitiated observer, the
free-learning situation may sometimes seem noisy and con-
fused on the surface. The conventional classroom may
seem quiet and orderly on the surface. The noise and con-
fusion there are in the minds of the children.

Fifteenth Street School has neither computer nor Elec-
tronic Identification Devices to keep track of how long
each child spends in each environment. The educators per-
form this function. They make it their business to know
(if not with mathematical precision) where and how each
child spends his time. If a child stays in the gym all the
time, for example, the educators try to figure out why,
then set up learning situations for him that will draw him
out. Since the school is still small (sixty children, five edu-
cators) the children are easily tracked. (Larger schools may
be broken down into equally small units.) If nothing more,
Fifteenth Street School shows that free learning in the
early grades is possible and certainly not incompatible
with the rather unambitious, narrow ‘“‘academic” goals that
constitute present-day education.

The total environment .has been a central theme
throughout this exploration of education and ecstasy. No
act of learning exists in a vacuum. It is only when the
learning environment is viewed and acted upon as a whole
that education can become truly efficient and joyful. Most
schools do not run twenty-four hours a day. But the in-
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spired and devoted participation of parents can help link
the broken days together. The best innovative schools tend
to draw parents closely into the circle of learning.

The total environment, the interrelatedness of every-
thing within an educational setting, should quickly become
apparent to those within large corporations who are now
analyzing education in terms of systems engineering. Thus
far, the systems people have tended to dial into their sys-
tems only those aspects of education which currently are
considered the schools’ domain—which is to say, very little,
indeed. However, if the new educational engineers keep
their feedback circuits open, that is, if they truly keep
learning from what they are analyzing, I feel it inevitable
that their concern will widen.

The question remains, Can a total, controlled environ-
ment really change human behavior, deep down? If proof
is needed, an organization called Synanon offers proof posi-
tive. Not the most deep-rooted character disorders or the
most “hopeless” forms of drug addiction or even “human
nature” itself have proven immune to its powerful, twenty-
four-hour-a-day educational techniques. And education is
precisely what Synanon’s leaders conceive their work to be.

It is difficult to treat this organization at less than book
length. (T he Tunnel Back by Dr. Lewis Yablonsky is prob-
ably the best written on the subject.) Upon first examina-
tion, Synanon seems rife with contradictions. When you
try to compare it to a better-known organization, the
comparison inevitably leaves something lacking. Its struc-
ture is hierarchical, even paramilitary; and yet it pursues
the highest human freedoms. In one of its educational
settings (the Synanon Game), a lowly new member may
be praised for screaming insults at the director; in an-
other setting, he might be asked to have his head shaved
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if he muttered far less to his immediate boss. Its theorists
follow the concepts of Maslow (peak experience, self-
actualization) and Rogers (humanist values, noncondi-
tional love), while feeling some of the usual humanist
distaste for the radical behaviorism of Skinner; and yet, a
Synanon house is blatantly Skinnerian, with ‘“reinforce-
ment” a favorite operational term. None of this is really
contradictory.

Synanon was founded in 1958 by Charles (Chuck) Ded-
erich as a way of dealing with drug addiction. Dederich
got an old house on the beach at Santa Monica, California,
and set up a tightly structured living situation in which
the addict had to face the direct short-term and long-term
consequences of his every act. The value system on which
he based the Synanon reinforcement system was, in gen-
eral, the one preached (but not lived) by the outside soci-
ety—absolute honesty, personal responsibility, cooperation,
love. History gave Dederich little chance of success: every
therapy since Freud had been all but helpless against the
character problems tied up with addiction. Dederich, how-
ever, offered not therapy and theories, but close attention
to living, i.e., education in a total environment, designed
to change people. What happened? Of all addicts who have
to come to Synanon, more than half are still “clean.”

But that, for Dederich and his lieutenants, is only a be-
ginning. At this writing, Synanon operates houses in Santa
Monica, San Francisco, San Diego and Marshall, Califor-
nia, New York City and Detroit. It runs an advertising-
specialties business and several service stations.

Around 1,000 men, women and children live full time
in Synanon houses. In addition, some 2,500 ‘“squares”
(nonaddicts) are members of the Synanon Game Club,
which means they spend several hours at least one night a
week at a Synanon facility. Though Synanon first set up its
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education for people in the dire straits of addiction, its
ultimate aim is nothing less than the creation of a giant,
utopian ‘“‘communiversity” with millions of members rep-
resenting every walk of life. This communiversity would
influence the society at large through its example of recti-
tude and realization, and perhaps through economic and
political pressure.

Addicts come to Synanon voluntarily, “through the front
door.” A newcomer must abide by two absolute prohibi-
tions: no drugs, including alcohol, and no violence. He
also agrees to give up all his material possessions to the
organization and not to communicate with any of his
friends or relatives for ninety days. Thus he is effectively
removed from the old environment, the set of reinforce-
ments that caused him to become addicted in the first
place.

Deprived of narcotics, the newcomer begins his physical
withdrawal from addiction. He does so on a couch in the
living room of the house, in full view of all who pass. He
is not reinforced by undue pity and attention for such
behavior as writhing on the floor. To the contrary. In these
circumstances, the process turns out to be far less histri-
onic than usually portrayed in the cinema. A moment
comes when the withdrawal symptoms have gone. The
newcomer looks up expectantly: “I've kicked it!” He
smiles for congratulations. He is the prodigal son. Where
is his feast of praise? Someone hands him a mop.

The members of Synanon know that old pattern too
well. The addict will get himself a habit just so he can kick
it and become the prodigal son to his mother, his girl
friend, his buddies, in an endless cycle. Synanon members
are too Skinnerian to reinforce an organism for something
they don’t want it to do again. The newcomer will get his
reinforcement for doing his job (initially a lowly job) and
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for becoming a responsible member of a responsive com-
munity. He will not be reinforced for gaining “insight”
into his “problems” or for analyzing his “sickness.” For
Synanon, people with character disorders are not “sick” or
“bad.” They are simply stupid. They are uneducated—
perhaps not verbally or conceptually, but morally and
emotionally. Their education consists of facing the conse-
quences of their acts, moment by moment, day by day, in
an environment so total that no escape into stupidity is
possible. Traditional psychiatry is turned on its head.
Rather than verbally probing the unconscious so they can
understand their unhealthy urges, then do something
about them, Synanon members face situations where they
must go ahead and change their actions. When they do
this, their feelings about themselves and others change.
Insights may follow, but are considered simply explanatory
of why the person is already acting and feeling differently.

The Synanon Game, played by ex-addicts and “‘squares”
alike, stands somewhat at the other end of the behavior
spectrum. Groups of from eight to twelve sit in chairs in
a circle and express themselves with all the vehemence
they can muster. There are no prohibitions here except
against physical violence or offers of it. As in basic en-
counter groups, absolute honesty is sought, and a premium
is placed upon present feelings. A greater than usual stress,
however, is put upon aggression and attack. Synanon lead-
ers describe the Game as “‘a verbal street fight”” In the
Game setting, a person finds he can express forbidden feel-
ings openly and honestly, without fear of reprisals. He can
also hear the worst about himself without collapsing in
self-pity or turning to drugs or other escapes offered by the
society at large. Each participant gets the kind of feedback
about his own behaviors that is simply not available out-
side. And he receives it in direct, active encounter, involv-
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ing his own responses. Thus he learns, he changes. Syna-
non residents play the Game at least three nights a week;
nonresident “squares” generally play weekly.

Synanon has devised several other educational tech-
niques: regular noon seminars for all residents; daylong or
weeklong “Cerebrations,” during which members interact
and become deeply involved on matters that tend toward
the intellectual; “Dissipations,” during which select mem-
bers (not newcomers) engage in marathon encounter ses-
sions lasting up to thirty hours at a stretch, and during
which, in the words of a Synanon leader, “peak experiences
by the bushel are guaranteed—visions, mystical experi-
ences, whatever.”

Here, then, is a determined, ornery, proselytizing outfit
that started out solving a previously insoluble human
problem and that is now on the way toward an almost mys-
tical “trip.” Chuck Dederich says that “straightening out
people whose head is screwed on sideways is only a side
effect.” But the fact remains that Synanon has been shaped
by the kind of people it first dealt with. These people were
so damaged (or ‘‘addicted to stupidity,” in Dederich’s
words) by the outside environment that they required
tight reins in the new environment. Rigid, authoritarian
structure works for them, but probably needs to be modi-
fied as Synanon expands into the larger community.

Nonetheless, by tackling the impossible first, Synanon
has affirmed, beyond any doubt, the power of a changed
environment to change (educate) human beings.

Technological aids to education are not hard to imagine
for the future because there are so many around right now.
In fact, with all those large corporations presently plan-
ning school computers and other hardware, educators al-
ready are hard pressed to pick the wheat from the chaff.
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The magnitude of our technological effort makes possible
errors of great magnitude. For example, one teacher lectur-
ing to thirty or goo students with minimal feedback is in-
efficient enough. But it took the ingenuity and grandeur
of American technology to make it possible (on “educa-
tional” TV) for one teacher to lecture simultaneously to
hundreds of thousands of students with no feedback what-
ever. The results of this kind of TV teaching have been
discouraging even to its backers.

The free learner in a total school environment will tend
to serve as a check against error in selecting hardware. If
an educational environment does not work in this setting,
the educator finds out about it soon enough. Not so with
students chained to their desks by day, overloaded with
homework by night and forced to take exams against their
will. Hardware might also be judged as to how it enhances
the learner’s pleasure. Even on narrow, practical grounds,
joy of learning will generally prove to increase efficiency
of learning. Beyond efficiency, technological aids to edu-
cation might be judged as to how well they fulfill the new
educational goals. Whether these goals resemble those sug-
gested in Chapter VII or not, they will probably depart,
sooner than we think, from the tacit, limiting goals of to-
day.

In any case, the technology is on its way, and we can
make what we will of it. The Basics Dome in Kennedy
School is simply a projection of present reality. For several
years, Dr. Omar Khayam Moore has been using various
versions of a “talking typewriter” to teach children as
young as three to read, write, spell and compose little
stories. Dr. Moore now carries on his work at the Learning
Research and Development Center of the University of
Pittsburgh. This brief description of his project is taken
from The Computer in American Education, edited by
Don D. Bushnell and Dwight W. Allen in 1967:
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The Edison Responsive Environment Instrument
(ERE) is a computerized typewriter with capabilities in-
tended to reproduce several of the response actions of a
human teacher. When a pupil depresses a key on the type-
writer keyboard, the key symbol is typed in large type on
the typewriter paper and is pronounced at the same time.
On a rear projection screen, letters, words, and sentences
can be displayed automatically with accompanying audio
explanations and pointer designations. The keyboard can
be locked except for the key the child is expected to press.
As well as playing the model soundtrack, the device can
record and play back the child’s voice for comparison
purposes.

Typically, the instrument is programmed to point out
a particular letter, play the recording of the pronuncia-
tion, and free only the correct key to be pressed by the
student. The program proceeds to the next letter or word
or sentence after the correct key has been pressed.

Dr. Patrick Suppes of the Institute for Mathematical
Studies in the Social Sciences at Stanford University is
among the other researchers who are using the computer
and the learning console to increase the ease and efficiency
of conventional education. At the Brentwood Elementary
School in East Palo Alto, California, students learn lan-
guage and math skills from electronic tutors. Suppes’
young learners communicate with the computer not only
through a keyboard, but by using a “light pen” to touch
right answers on the display.

At the college level, the Penn State Multi-Media Build-
ing and the PLATO (Programmed Logic for Automatic
Teaching Operations) project at the University of Illinois
exemplify the academic approach to electronic education.

All these projects, in comparison to what they can be-
come, must be looked upon as crude and rudimentary.
They lack, most of all, a sense of fun, of play, of sheer de-
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light. Their developers may be too enthralled with the
hardware itself to view that rare if quite urgent vision of
learning as ecstatic, as an art form.

Such a vision is realized in some of the most powerful
learning environments I have visited, the light-and-sound
ballrooms that were first developed in San Francisco in
1965. Like Kennedy’s Basics Dome, the Fillmore Audito-
rium and the Avalon Ballroom overwhelm the senses at
first impact. Two walls overflow with swirling, everchang-
ing visual images. Motion pictures appear briefly, to reap-
pear a hundred feet away on another wall. Still pictures
flash on, only to be transformed into something ingeni-
ously unrelated; a rock band becomes a scene of medieval
falconry. Images race from one end of the panorama to the
other, while liquid colors flow in slow eddies. At one end
of the ballroom, powerful ultraviolet lamps pour out black
light; beneath these lamps, hair, eyes, teeth, clothing sud-
denly are different. So, we learn, the sternest, safest colors
are by no means fixed and permanent. Appearance can be
changed in a twinkling. Under the black light, impromptu
artists with luminescent paint cover the floor with glowing
tapestries or paint each others’ faces, hands, boots. Trans-
figuration now. From a side wall, a jarring strobe light
flashes. Slowly at first, then quickening with the intensity of
the music and the dancing, the flashes approach ten cycles
a second, the approximate rate of the ongoing alpha wave
in the brain. Some dancers surrender their brain-wave
tempo to the light (in brain research, this process is termed
“brain driving”) and enter another realm; everything
about them seems to float and they themselves, dreamlike,
glide above a floor that no longer seems necessarily level
and fixed.

Some practitioners of this new art/education form, the
light-and-sound show, have found a way to connect lights
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to the sound amplifier so that the intensity, frequency and
hue of the show reflect the intensity, tempo and pitch of
the music. I have also heard (but have not been able to
run down) a rumor that experimenters in the Los Angeles
area have used human brain waves through an EEG to
influence a light show. There is no technical reason that
this cannot be done quite easily.

Indeed, the chief learning derived from these marvelous
environments is on the nature of the possible. This learn-
ing is sensory, somatic and conceptual, if you will. But
there is also more specific learning: When my daughter
Lillie started first grade, she was a fine artist. That is to
say, she produced drawings and paintings that delighted
me, my wife and our friends; she produced them in great
quantity; she was happy and deeply involved while pro-
ducing them. After six months of art instruction (in a
conventional classroom, alas), her voluntary art production
had dropped almost to zero. The art she did produce was
tight, stereotyped and completely uninspired. She won-
dered if the cow she drew would match the cow of the
stencil (yes, really) her teacher had given her. She worried
about being neat, about coloring within the lines.

One Sunday afternoon, I took her to the Fillmore Audi-
torium. It was crowded; she sat on my shoulders and I
eased up to the middle of the dance floor. Ten or fifteen
minutes passed before she spoke, and then it was one word,
uttered during a break in the music with such awe and
conviction that I can still hear it: “Wow!”

When we got home, Lillie sat down and began drawing
with an entirely new sweep and freedom that showed a
definite Fillmore influence. In the months that have fol-
lowed (we returned another afternoon with some lumi-
nescent paint to use beneath the black light), Lillie’s art
output has been prodigious. She has produced drawings,
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paintings, colored masks, clay models, collages and some
objects that defy categorization. Rarely is a single learning
experience so powerful and long-lasting. But the Fillmore
was not designed by pedants to teach in a dutiful, limiting,
linear fashion. It was designed by a new kind of artist to
produce ecstasy. And an ecstatic environment, providing
appropriate materials as in Kennedy’s Basics Dome, can
produce a learning rate fantastic by all present standards.
There is no technical reason that something very similar
to the Basics Dome could not be set up right now. The
computerized learning displays could be arranged around
the inner wall of a circular building. The visual materials
to be used on the displays would be conceived and created
with far more verve, humor and artistry than is now the
case. A skilled light-show team, working from an elevated
platform in the center of the building, could produce a
constant, 36o-degree light show. Observing the learners’
progress and the nature of their learning material, they
could provide much of the novelty, excitement and sense
of community provided by Cross-Matrix Stimulus and Re-
sponse and Communal Interconnect in Kennedy School.
Visionary? It may seem so to those who persist in omit-
ting the Dionysian factor from the educational equation,
who are willing to tolerate countless physical and psychic
dropouts, who can bear for our schools to limp along in
their present agony. No, I am not suggesting specifically
that we immediately combine the work of men like Moore
and Suppes with the work of the hip innovators to create a
sort of do-it-yourself Basics Dome. But I am saying that we
can. I am expanding, if only modestly, the realm of the
possible. I am holding up a vision to encourage visions in
others. In these times, nothing less is even respectable.



EDUCATION’s NEW DOMAIN is not bound in by the con-
ceptual, the factual, the symbolic. It includes every aspect
of human existence that is relevant to the new age. To
move into it, we don’t have to wait for the twenty-first
century. Experimenters all around the U.S. and in some
other nations as well already have established beachheads
in the new domain. Some of these experimenters work
within the academies, some without. Powerful and re-

1. THE NEW DOMAIN
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spected institutions have begun to show strong interest in
helping education break out of the old subject-matter
entrapment. A Ford Foundation official has become an au-
thority on what he calls “affective education” (as opposed
to “cognitive education”). The prestigious Twentieth Cen-
tury Fund held a series of “Human Potential Luncheons”
during 1966 and 1967 in New York City. Speakers at these
luncheons ranged far beyond the conventional boundaries
of education and psychology, even as far as speculation on
extrasensory perception. (My own presentation, “Towards
Basic Changes in Education,” summarized some of the
ideas in this book.) The Bureau of Research of the increas-
ingly powerful and innovative U. S. Office of Education is
becoming deeply involved in exploring the new domain.
For its future studies, the Bureau has called upon (among
other innovative organizations) the Western Behavioral
Sciences Institute and Stanford Research Institute to probe
into possibilities that lie beyond the present scope of
schooling.

The one place you would go to find most of the new
domain drawn together in some sort of coherent whole is
an unlikely institute that psychologist Abraham Maslow
has called “‘probably the most important educational in-
stitute in the world.” To get there, you would drive south
from Monterey, California, forty-five miles along the edge
of the Pacific on one of the more spectacular roads in this
hemisphere. Of this Coast Road, that at some places soars
over a thousand feet above the sea, poet Robinson Jeffers
wrote: “Beautiful beyond belief/ The heights glimmer in
the sliding cloud, the great bronze gorge-cut sides of the
mountain tower up invincibly/ Not the least hurt by this
ribbon of road carved on their sea-foot.”

The road would lead you to a cluster of cabins, a small
dome, a rustic lodge, some meeting rooms, a swimming



THE NEW DOMAIN @ 19

pool and hot mineral baths—all thrusting seaward on a
point of land above the Pacific. This site was the home,
up into the nineteenth century, of a tribe of Indians who
called themselves the “Esalen.” They fished in the ocean
and the cold stream that cascades down an adjoining red-
wood canyon, hunted small game in the canyon, foraged
for acorns and roots in fertile soil and worshiped the me-
dicinal powers of the hot springs that gush from the hills
all around. It is from this Indian tribe, not an acronym,
that Esalen Institute takes its name.

Just as Synanon reflects the crusty personality of its
founder, Chuck Dederich, Esalen reflects Michael Murphy,
its youthful president and co-founder (with fellow-seeker
Richard Price). In a thirties-type movie, Murphy would
be type-cast as the student-body president (which he was,
at Salinas, California, High). In a Western, he would be
the Good Guy, too good-looking, too gentle and thought-
ful for his own good, but capable of that final, necessary
resolve.

Esalen’s open-mindedness and inspired eclecticism (re-
flecting Murphy) are probably what accounts for its having
become, since its modest beginnings in 1961, the freest
marketplace for new ideas in the behavioral sciences of
our time. I cannot claim objectivity (if such exists) on this
subject. It is only fair to say that Michael Murphy is a
close friend and that I have served as vice-president of the
institute since 1966. Objective or not, I am unable to im-
agine an institute other than Esalen where people have en-
joyed free-swinging weekends with such experts as Arnold
Toynbee, Linus Pauling, the late Paul Tillich, Carl
Rogers, B. F. Skinner, Frederick Perls, Joseph Campbell,
Abraham Maslow, Alan Watts, Buckminster Fuller and
others of their caliber—interspersed with seminars or work-
shops presided over by lesser-known but perhaps even
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more innovative leaders, meetings with such titles as “Sen-
sory Awakening for Couples,” “The Self and Physical
Movement,” ‘‘Meditation,” and “A Workshop in Bio-
Energetic Analysis.” It is certainly the only place in the
world where you would find arch-behaviorist Skinner de-
lightedly giving a weekend “On Programming Nonverbal
Behavior,” or where a supercerebral seminar by British
critic Colin Wilson would be immediately followed by a
weeklong workshop on “Meditative Techniques and
Depth Imagery.”

When, in 1961, Aldous Huxley called for a great new
effort in what he termed “the nonverbal humanities,” he
was able to cite only a handful of examples of what he was
talking about. More than 650 Esalen seminars and work-
shops since then have revealed that the new domain is
teeming with activity. In fact, every new area of education
imagined for Kennedy School (with one exception) has
been explored to some extent at Esalen Institute. A resi-
dential program was initiated in September 1966, in which
graduate-level fellows spend nine months as full-time free
learners in the new domain. They practice meditation, in-
tensified inner imagery, basic encounter, sensory aware-
ness, expressive physical movement and creative symbolic
behavior. They learn to control their brain-wave patterns,
using the simple brain-wave feedback device developed by
Dr. Joe Kamiya of University of California Medical Cen-
ter. They do extensive dream work, with the Senoi meth-
ods described in our school of the future. They also prac-
tice the all-action, antianalytical Gestalt Therapy de-
veloped by the venerable Frederick Perls, in residence at
the Institute.

Even the Faraday project at Kennedy School was in-
spired by the work of a man I met at an Esalen Seminar,
Dr. J. Richard Suchman. Suchman, then an official in the
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U.S. Office of Education, founded Inquiry Development,
an educational approach that helps children work out
their own concepts of the way the world is. Inquiring for
themselves, fifth and sixth graders, for example, have come
up with explanations of Archimedes’ Principle that Dr.
Suchman considers in some ways more elegant and precise
than Archimedes’. Suchman is now developing Inquiry
materials for large-scale distribution. In my view, the only
weakness in the approach is that it was developed for the
now existing classroom-and-teacher situation. The Ken-
nedy Faraday project simply takes the Inquiry approach
to its inevitable, child-and-environment, free-learning
conclusion.

Like Synanon, Esalen resists description at less than
book length. Any single episode, out of context, may make
it harder to understand. Two visitors may report quite
accurately on their particular experiences and discover
little in common. Since so much of Esalen is truly experi-
mental, nothing can be guaranteed to “work.” Yet, most
people who participate come away with the conviction that
they have somehow been changed. And many of the Esalen
experiments resonate with a characteristic sense of hope
and an assumption that even the most intractable human
problems contain within them the seeds of their own solu-
tion.

One such experiment took place on a July weekend in
1967, at a time when race riots were troubling many of the
nation’s cities. The experiment had been announced in
the Esalen brochure under the rather unfortunate title
“Racial Confrontation as Transcendental Experience.”
The brochure went on in the same vein:

Racial segregation exists among people with divided

selves. A person who is alien to some part of himself is
invariably separated from anyone who represents that
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alien part. The historic effort to integrate black man and
white has involved us all in a vast working out of our
divided human nature. Racial confrontation can be an
example for all kinds of human encounter. When it goes
deep enough—past superficial niceties and role-playing—
it can be a vehicle for transcendental experience. Price
Cobbs, a Negro psychiatrist from San Francisco, and
George Leonard, a white journalist and author born and
raised in Georgia, will conduct a marathon group en-
counter between races. The group will try to get past the
roles and attitudes that divide its participants, so that they
may encounter at a level beyond race.

Price Cobbs and I had okayed that brave overstatement
some months before the event was to occur. On the Friday
night the confrontation began both of us were feeling
qualms. Here they were, thirty-five people of mixed race
who had driven for miles over tricky roads to “work out
their divided human natures.” Could we help them past
“superficial niceties and role-playing”? Could we deliver
“transcendence” in a weekend?

The question gained urgency from the fast-worsening
situation in the cities. It was the weekend of the Newark
Black Power conference, and Price had been asked to go
as a speaker. Only with considerable guilt had he begged
off in favor of the improbable experiment at Big Sur.

We had planned the experiment out of a growing
need, almost a desperation, for something that could show
a way, even if a small one, through the racial impasse that
had almost brought the civil-rights movement to a halt.
The traditional ways weren’t working. The Black Power
militants screamed their hurt, anger and hatred. By reveal-
ing themselves and voicing the truth, they begged for en-
counter. The white leaders responded with conventional
language, revealing nothing of their own feelings. How
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could there be understanding without self-revelation?
Didn’t the whites feel outrage, fear, repressed prejudice?
The measured, judicious response seemed to us a lie. Nor
was there real encounter in the biracial committees set up
in some cities. Blacks and whites sat around tables,
mouthed slogans, established “‘positions” and made “deci-
sions” of an intellectual and political nature. They gener-
ally left the meetings unchanged. Little education took
place. What would happen when we ventured into the
dangerous territory where nothing is hidden?

We sat in a circle in a rustic meeting room, warmed
against the cool sea air by candlelight and an open fire.
Price and I outlined tentative plans for the weekend, after
which each person around the circle introduced himself
and offered reasons for attending—awkward, neatly
wrapped statements that would be utterly shattered before
the weekend was through. We started the confrontation
with a technique borrowed from Dr. William Schutz. In
this “Microlab,” participants would have a chance to prac-
tice several ways of revealing and communicating feelings
in the shortest possible time.

We asked people to take their chairs and form four sepa-
rate circles of about eight each. I invited them to go along
with a series of simple exercises in human relations. I sug-
gested they start with the assumption that, within the
hour, they would be relating on levels generally unknown
in the community at large. Throughout the exercises, they
would follow the familiar encounter rules: (1) Be com-
pletely honest and open. Forget about conventional polite-
ness and reserve. Express anything you wish, no matter
how shocking it may seem. (2) Relate on the level of feel-
ings. Don’t theorize or rationalize. () Stay in the here and
now. Don’t escape into past events or future plans. Only
one prohibition: No physical violence, please.
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In the first exercise, the groups would try this on their
own for about ten minutes. Soon the room was alive with
the kind of chatter you hear at cocktail parties. Price and
I moved from circle to circle, listening in. After about
seven minutes, we stopped them and offered our reactions.
We had heard a lot of polite laughter. Expressions of nega-
tive feelings had been accompanied by humor that might
soften the impact and take the heat off the speaker. Not
that we had anything against humor, but it could so easily
serve to avoid the kind of confrontation we were hoping
for this weekend. Charm, too, could be a cop-out; several
people were practicing it quite skillfully. The group by
the door had somehow slid into the past tense, talking
about former experiences and attitudes toward race, dodg-
ing the dangers and rewards of the present. As for the
group nearest the fire, it was hopelessly tangled in the
abstract. Members were vying with one another to spin
theories that would “explain” just why they were there
and how they felt. The realm of ideas is powerful, fasci-
nating and always to be valued. But at this moment it
wouldn’t help us attain our goal. We asked the groups to
try once more.

Now there was a change in tone. The room became
quieter, more somber. We sensed premonitions of the ten-
sions that might erupt. Tentatively, hesitantly, people be-
gan revealing themselves. But they softened each “insult”
with a self-deprecatory grimace; they smiled gently at what
might bring tears. And the group near the fire was back
at its intellectualizing again.

After about ten minutes, we stopped the groups. Several
people protested that they were just getting started. Price
and I considered this an encouraging sign. We went on to
the next exercise. The groups would stand in circles. Each
person, in turn, would go around confronting each other
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person in the circle. He would look him in the eyes, touch
him in some honest way (a handshake, an embrace, a
finger in the chest, whatever), and tell him what he felt
about him at that moment. This one-to-one situation en-
couraged a more direct and honest dialogue. Theorizing
became more difficult. And the participants were intro-
duced to the use of physical touch as a medium of com-
munication.

Price and I sensed a new intentness in the room, but
again we stopped the exercise before its completion. More
vehement sounds of protest. We asked the groups if they
would sit and try communicating for ten minutes without
the use of words. They could touch, move, hum, dance—
anything but talk. And they could practice a skill generally
forgotten or forbidden by our culture: they could look
directly and openly at another person for an extended
period without having to justify it. This kind of engaged
silence has a particular potency. Several people later told
us it was only here they really began to feel something
happening.

Ten minutes passed. We were reluctant to intervene.
Most people in the circles had joined hands; though some,
true to their feelings, had refused. Fifteen minutes. Com-
plete dialogues transpired without words. People learned.
Finally, Price broke the silence.

In the last exercise, the circles stood again and were
asked to move slowly closer together. Inevitably, most peo-
ple ended up tightly linked, arms around each other’s
shoulders. An artificial, manipulated integration? Perhaps.
Nevertheless, people experienced a kind of closeness with
strangers of various races they might previously have con-
sidered only in the abstract.

We asked the groups to sit again and try what they had
tried at the beginning. Use words, sounds, touch, move-
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ment, silence—anything that would express true, here-and-
now feelings. The difference was startling. It was by no
means a deep confrontation, but it was a beginning. En-
tirely departed was the cocktail-party chatter. A few bar-
riers had been crossed and a few eyes were moist with the
wonder or relief that often accompanies such crossings.
Price and I let the groups go without further interference.
Gradually, the participants drifted out, most of them down
the steep seaside path that leads to the hot mineral baths.
The bathhouse juts out on a cliff high above a rocky beach.
It is open to starlight, moonlight, the sound of surf, the
chill ocean air. Up to my neck in the steaming water with
members of the group, I felt comforted and mellow. Here
were people of good will who were willing to be close.
How could they harbor calamitous hostilities?

The next morning I began to find out. Contrary to usual
practice, we held the whole group together rather than
breaking it into two. This was mainly Price’s idea. He
wanted to keep the two of us in the same encounter. The
example of our relationship, he felt, might prove useful,
especially if the group ran into a complete impasse.

The first confrontations started, however, not between
black and white, but among the blacks. The morning
was shattered by their bitter accusations. “Racist,” “Uncle
Tom,” and “fink” were among the milder words that went
slashing back and forth across the room. “When they come
with machine guns and barbed wire,” one Negro said, “all
I want to know is, baby, are you for me or against me?”" By
lunchtime, the atmosphere was electric. But there had
been more accusation than true encounter. No one had
really changed very much. There had been little educa-
tion.

After lunch, the marathon began. We would stay in un-
interrupted session through the night. Dinner would be
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brought to us. We would keep at it until the conventional
defenses against feeling were broken down, even if it took
until noon the next day. It didn’t take nearly that long.

We had planned to begin the marathon with a period of
sensory awakening, led by Bernard Gunther, an innovator
in the field. Gunther would take us through exercises de-
signed to make us aware of a bit of the rich sensory universe
this culture commonly denies us. Because of the multi-
racial nature of the group, he planned to have us keep our
eyes closed during the entire session. Prejudice, he felt, is
visual. When we touched an unseen stranger, we would
have to deal with him in a way that would bypass racial
stereotypes. But a hitch developed. Many people were
anxious to get on with the encounter. Only about half the
group went out on the sunlit terrace to do the exercises.
I accompanied them. Price stayed with the ones inside.

It was a bizarre experience for me. As I went through
Gunther’s exercises, I could hear the voices but not the
words from the meeting room. Eyes closed, we groped our
way around the terrace and found a partner. Touching
hands, we “got acquainted,” had a “quarrel,” “made up,”
tried to express love or liking, and so on. At the same time,
the counterpoint from inside rose: excitement, anger,
pleading and finally a burst of loud sobbing and wailing.
I knew the encounter was finally under way. (Who could
deeply and truly experience the reality of racial prejudice
without crying?) Sweat ran down my chest and sides. I
wanted to continue the Gunther experiment and at the
same time be inside. At last the outside group ended with a
long, unrestrained shout. Those inside found this counter-
point equally bizarre.

We crowded back into the meeting room to find that
everything had changed. The dialogue was on an unfa-
miliar level. The faces looked unashamedly tragic and yet
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strangely radiant. We seemed to come from a different
world. We were an intrusion, yet grudgingly accepted as
the encounter rushed on.

What had caused the breakthrough, I later learned, was
this: A young Japanese-American named Larry had driven
up from Los Angeles with his friend, a personable light-
skinned Negro named Cliff. Both of them were college
students in business administration. They were making it
in the white world and had tried to numb themselves to
racial hurt. They were cool and cynical. They wore their
masks well. But all the vehement racial talk, and especially
the attacks among the blacks, had turned something up-
side down in them. Larry had begun talking. He had not
realized how deeply he had felt racial prejudice or how
much it had ruled his life. But now he knew he was a yel-
low man, a “Jap,” and was ready to admit it. He declared
himself to be a soul brother. With this declaration, all of
his reserve collapsed and he “burst” into tears. The dikes
were down then, and several of the Negroes poured out
their hurt. “How many of you people can realize,” a
mother asked, “what it’s like to send your children off to
school and know they’ll probably be called ‘nigger’ or spat
on? And there’s nothing, nothing you can do about it?”

When the outside group came in, Larry’s friend, Cliff, was
locked in a bitter encounter with a beautiful young white
schoolteacher named Pam. She had told him she wanted
his friendship, and he had responded scathingly, de-
nouncing her “pitiful, condescending” overtures. Now
her eyes were filled with tears.

“Please. What can I do? I'm trying. Please help me.”

CIiff rocked his chair back and forth, looking across the
room at her with contempt.

“No, baby, I'm not going to help you. I'm not going to
take you off the hook. I want you to feel just what I feel.
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I want you to feel what I've felt for twenty-one years. Go
on. Cry.”

‘“Please,” she begged. Tears streamed down her cheeks.

CIiff kept rocking back and forth, his eyes fixed on hers.
No one came to her aid. Somehow it seemed right that this
interval in time should be fully realized by everyone in
the room. The silence intensified, became in itself a power-
ful medium of communication. We began to know each
other. At last, the silence seemed to unfold and we were
talking again, the exchanges crackling around the room
faster than the rational mind could follow.

Though any number of “subjects”” came up in the hours
that followed, the main theme through dinner and for
some time thereafter was the Negroes” hurt and anger and
despair, their absolute distrust of all whites. (Several times
Price said that he did trust me. This had the effect of tak-
ing me off the hook, something always wished for in the
hot and heavy of an encounter, but regretted afterwards.)
At one point I suggested that whites, too, have their prob-
lems, their tragedies. But this was not accepted. A Negro
mother said, “I just can’t buy that. Whatever’s wrong with
you, you can do something about. But I can’t do anything
about the color of my skin—or my children’s. Compared
to us, you've got it made.”

After darkness fell, we split the group in two for the
night. Price took his half to a meeting room in another
building. Without him, I felt forlorn in the vortex of all
the anger and hate. But it was something we had to get
through. There was no way around it if we wanted to ac-
complish our goal. By ten o’clock every white in my group
was in utter despair. “I had no idea it was this bad,” a
middle-aged white woman said. “I work with Negroes.
That's my job. And I didn’t realize. My best friend of
fifteen years is a Negro, and I had no idea she felt these
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kind of things, and now I know she does and has just been
keeping them from me to spare me. I don’t want to go
back home. I'm afraid to see my friend. I don’t see how
the race problem can ever be solved.” I told her I was glad
it was all coming out in the open. The race problem could
certainly never be solved so long as we didn’t know and
feel and experience the truth.

About this time, an episode began that was to occupy us,
off and on, for most of the night. We had let a newcomer
join the group at dinnertime. Chuck was in his early
twenties, almost jet black, with a wary face and a body as
taut as a steel spring. He began telling the group how he
had successfully “transcended” the entire matter of race.
He was utterly lacking in bad feelings against whites. He
disliked the system, but not the man. He thought that
racial incidents were extremely rare, especially in his own
life. He never felt anger or hostility.

No one believed him. “It makes me nervous just to hear
your voice,” I told him. “That singsong way you have of
talking, like there’s no relation between what you’re say-
ing and what you feel. It puts me on edge. I feel like yell-
ing at you.” Someone suggested that I do so, and I did.
Others followed me, cursing, yelling and cajoling as they
expressed their feelings toward him and his professed atti-
tude. But nothing moved Chuck. His face became a mask
of stone. He had nothing but love for all mankind, the
stone said. The group united in trying to get through to
him. Black and white worked together. Cliff and Pam, the
afternoon’s bitterness forgotten, operated like a team.
There was an unspoken accord among the eighteen
people in the group that somehow, no matter how long it
took, we would get through to Chuck. It was grinding,
exhausting work, as if we were trying to penetrate a huge
granite boulder with a hand drill.
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At about 2:30 A.M. there came a moment of relief, A
tall engineer with a thin moustache, excoriated earlier as
the last of the old-time white liberals, began boasting
about how many social contacts he had with Negroes.
Then, with a slight smile of self-revelation, he said: “Actu-
ally, I collect Negroes.” Perhaps it was not that the remark
struck us as funny, but that we all needed so desperately
to laugh. In any case, we exploded. “Do you have a good
connection?”” someone managed to gasp. “‘Oh, yes, the very
best.” “What’s your source?” another blurted. The engi-
neer named a ghetto near San Francisco. Between whoops
of laughter, a good-looking Negro housewife said, “I col-
lect Negroes, too. My source is my uterus.”” That was all
it took. For a good ten minutes we had our laugh of relief.
Gradually, we subsided into silence. Wearily we looked .
over toward Chuck. There still was work to be done. If
Chuck had asked us to take the pressure off him, we would
have. Or he could have simply left. The principle of the
free learner applies strongly to encounter groups; leaving
would constitute an honest and appropriate response. But
we sensed that Chuck was as fascinated by the confronta-
tion as we were. Just as he was gradually learning, so were
we.

Another hour passed. At last, Chuck’s voice was begin-
ning to sound more natural. He was talking about his
sexual prowess. “I could take any woman here,” he said,
his eyes flashing around the room.

“How would you take Pam?” I asked him.

“T'll tell you.”

“Tell her.”

He turned toward the teacher. ““All right. First I'd rap
you, then I'd take you.” ,

“Rap?”
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“Talk. You know, establish rapport. I'd rap you, then
I'd take you.”

Pam looked at him with scorn. “You’d never take me. I
wouldn’t let you touch me. Ever.”

“I'd take you, all right, baby.” A fury lay just beneath
his words.

Voices broke out around the group as various women
denied or affirmed his sexual attraction. The Negro house-
wife leaned over toward him.

“You could never take me, and I'm going to tell you
why.” Something in her voice reduced us all to silence.
“Because you’re just a dirty little black nigger.”

Chuck almost leaped from his chair. Clenching his fists
on the armrests, he loosed his hidden fury in a savage and
frightening tirade. Finally, he caught himself, looked
around the room with dazed eyes and covered his face with
his hands. He sat that way as members of the group com-
forted him. Then he looked up and smiled. His face was
different.

A little later, after a surprisingly tender interchange,
he said, “I want to thank all of you. I've learned more
in the last two hours than in the last two years.”

Near dawn, some of us went down through a dense fog
to the baths. Others slept for an hour or two. All of us
seemed illumined in the peculiar clarity of sleeplessness
when we gathered in the meeting room after breakfast. Al-
most immediately, the group took an unexpected turn.
The whites began revealing themselves, baring the most
tragic and painful moments of their lives. And the Negroes
wept for the whites. Without question of race, they felt,
they knew. One after another, the revelations poured forth.
The group took life of its own. There were no leaders
now. We were all swept along.

An attractive white woman in her thirties had told us
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brightly the first night that she had come to tape some inter-
views. Now she was telling us the real reason. She had a
half-Negro son. She hated the child’s father, who had left
her, and she feared that she would become prejudiced
against the boy. The years were passing; she despaired of
ever getting another husband. The son hurt her chances
of remarriage. She resented Negro men and yet found
herself dating them.

“I'll tell you why I'm dating spades,” she said, near
breakdown. “Because I've given up on white men.” She
collapsed in racking sobs. Though her words might previ-
ously have been construed as prejudiced, it was a black
man who took her in his arms and comforted her.

Almost everyone in the room was crying. We were un-
ashamed of our tears. We were not Negroes or whites or
Orientals. We were human beings joined in a very pre-
cious, fragile awareness of our common plight, of the waste
and loss in every life, and of hope for something better.
For many of us, that morning was transcendental, a space
in life when ordinary objects seem to shimmer, when all
faces are beautiful and time can be taken at the crest like
a great onrushing wave. That was the way it was for me.

Noon came and passed, but we wouldn’t leave. At one-
thirty, the dining-room crew came and told us we would
have to go. We rose and moved, without a word, to the
center of the room in a mass, moist-eyed embrace.

Since then, Price and I had planned further racial con-
frontations in San Francisco, sponsored by Esalen and the
Episcopal Diocese of California. Other organizations have
taken up the idea, and like meetings are spreading through
the city. We can’t predict what will eventually happen.
Perhaps some education will take place.

But the racial confrontation described was only one of
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more than 650 Esalen meetings, each one unique and un-
predictable. Esalen remains truly experimental; if an
approach doesn’t work, it is dropped, not made into a
rigid doctrine. It is a place where new things that don’t
fit into the old structure can and do happen. One key rea-
son may be that it is self-supporting, tied to no major cor-
poration or foundation grant, and that it operates outside
the restrictive latticework of university academic depart-
ments. Though thirty-two of its forty-three officers and
advisors hold doctorates, the leadership is nonacademic—
whether the leader happens to have a “Dr.” by his name
or not.

The Esalen experience shows that a new education is
possible. It is not important that educators, parents and
teachers follow the Esalen example or that they aim toward
a Kennedy School. It is important that they know they can
change more in their schools than the window dressing.
They have a real choice—now.

Earlier in this chapter, I mentioned that every new area
of education imagined for Kennedy School has been some-
how explored at Esalen—with one exception. About that
exception: I cannot hang the blame for the fate of baseball
in the year 2001 on Esalen Institute or Michael Murphy.
Before starting Esalen, Murphy spent nine years of ascetic
study and contemplation in the Eastern disciplines. He
meditated six to eight hours a day for eighteen months
at the Sri Aurobindo Ashram in Pondicherry, India. He
came back to his native California convinced that the hu-
man potential, even in the realm called “mystical,” can
best be achieved on an American model, through an af-
firmation of the sensory universe. His is an American
sadhana. Murphy, it must be revealed, is a good amateur
athlete and an avid sports fan. Dr. James Fadiman, a
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brilliant young psychologist at Brandeis University, was
once asked if he could sum up the “human potential move-
ment” in a sentence. He considered the question for a
moment, then answered: “I'd say it was Mike Murphy at
a Giants game eating a hot dog and meditating.”

The game with the flying disk is not an Esalen inven-
tion. It is one I have played for several years—mostly with
novelists and journalists.

And now I must close this chapter. I hear from my
transistor that the Giants and the Mets are tied in the top
of the ninth. The game’s on TV. McCovey’s coming to
bat.






IT MAY BE EASIER fo do it all than any part of it.

My talks with leading educators and visits to schools
throughout the country have convinced me that U.S. edu-
cation is nearing a time of dramatic change. The wonder
is, when you think about it, how long our schools have
managed to stay the same. Since 1930, even such staid in-
stitutions as banks and insurance companies have changed
almost beyond recognition. And yet, the average second-

12, THE FUTURE HHOW?
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grade classroom today resembles nothing so much as the
classroom in which I daydreamed my way through second
grade that year.

A certain caution in educational matters is quite under-
standable. A school child is far more complex, embodying
far more variables, than NASA’s entire saicllite communi-
cations network. Baffled by this complexity and inhibited
by a reluctance to “experiment” with children’s lives, edu-
cators feel justified in clinging to methods that have been
developed, hit or miss, over the centuries—even when those
methods are shown to be inefficient. Others take refuge in
education’s old conservative function of passing along the
culture’s median knowledge, values and ways of perceiving
—just when these things are shifting faster than we can
perceive.

Where were the reformers who might have cried out in
the wilderness of educational inertia? From the mid-fifties
up until quite recently, most of them stood in the camps
of reaction or conservatism. No need now to waste time on
the Rickovers, Bestors and others of the Basic Education
stripe. Their mindless assertions that education should
be limited to “the mind” and their simplistic prescription
that, to improve education, teachers merely need to know
their subjects and “get tough” have done their damage—
and have been repudiated. By exacerbating the conditions
already existing in the schools, in fact, the reactionary
critics have probably hastened the coming of real reform.

The conservative critics, on the other hand, may well
bear some of the responsibility for delaying changes in
education. Archetypical of these critics is the gray emi-
nence, James B. Conant, a man of undoubted good creden-
tials and good will. This establishment reformer, with
enviable instruments of research and dissemination in his
hands, regularly grinds out proposals for administrative
and procedural repair, all the while treating the basic
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structure and content of U.S. education as if it were built
to last a thousand years. His priorities reflect his back-
ground in higher education. He turns first to high school,
is fascinated by subjects, tracks, units, administration. In
writing that monument to the status quo The American
High School Today, Dr. Conant simply overlooked the
problems of the big-city slum school. He confessed this
oversight in his belated Slums and Suburbs. By helping to
shore up the present rickety educational structure with
glue and plastic wood, such men as Conant inhibit edu-
cators from starting to build a new one.

More recently, an increasing number of less inhibiting
voices have been raised. Student rebels and writers for un-
derground newspapers have joined with critics such as
Paul Goodman and Edgar Z. Friedenberg in impassioned
outcries on what is stultifying and dehumanizing about
our schools. They are incisive about what is wrong—espe-
cially at college level—but vague about what may be done
to change things. Distrusting science, they often fail to
credit recent experimental work in human learning that
shows real reform is practical, not visionary.

But now it is clearly possible to opt for true alternatives,
to build the new as well as to criticize the old. Every edu-
cator, parent and student has a stake in this building proj-
ect. All will help determine whether our schools become
flexible, humanistic and joyful, or whether they must first
become more rigid, monolithic and doctrinaire. In either
case, change they will. The old structure is crumbling.
The traditional glue can’t hold it together much longer.
In building the new, we might start with three assump-
tions that by now may have a familiar ring:

1. The human potential is infinitely greater than we
have been led to believe. Acting on this faith, we shall find
that even small and simple efforts can yield us great gain
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—efforts as small and simple as the experiment reported
by psychologist Robert Rosenthal and school principal
Lenore Jacobson in their book Pygmalion in the Class-
room. The children in Dr. Jacobson’s elementary school
in South San Francisco were given IQ tests. Teachers were
falsely told the tests would show which children would
“spurt ahead” in their learning. The teachers (but not the
parents or students) were given a list of twenty percent of
the students. The children on the list were said to have
great potential, but actually were selected randomly from
all grades and all three achievement tracks. As it turned
out, they did spurt ahead. For example, first-graders on the
list gained an average 24.4 IQ points in one year, while
members of the control group gained only 12 points. And
these gains were accomplished even with the weak and
crude educational techniques usually available. They re-
sulted from nothing more than an assumption.

2. Learning is sheer delight. This doesn’t mean it avoids
tension or fears to look tragedy in the eye. But education
devoid of the ecstatic moment is a mere shadow of educa-
tion. We may assume that, when learners are apathetic,
bored or just matter-of-fact, something is drastically wrong
and that the wrong can be remedied.

3. Learning itself is life’s ultimate purpose. This as-
sumption has grave implications. If it is true, anyone who
blocks learning, especially in a small child, is guilty of an
enormous crime. The crimes against humanity, like the
causes men are willing to fight and die for, do not appear
all at once, absolute and sharply defined. Crimes and
causes emerge gradually out of the clay of human experi-
ence. Noble Athenian ethics quite ignored the question of
slavery. Tracts on American morality could omit consid-
eration of segregation right up to the 1954 Supreme Court
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decision and sometimes after. But once an outrage takes
shape in our consciences, we are appalled—even as we re-
form it—at its enormity. Men have always been willing to
put their lives on the line for things that have seemed es-
sential to their lives—food, water, salt, land, freedom from
slavery, better wages and working conditions, racial equal-
ity. And now, behold: Education emerges as the most es-
sential. Today, schooling determines so much, even such
matters as eventual earnings, status and neighborhood.
But look beyond extrinsic rewards into the core of exist-
ence. In the future, a man’s ability to learn and keep learn-
ing joyfully from birth to death will define the quality of
life itself.

If this is the case, we should not be surprised and unpre-
pared to wake up one morning to find riots and rebellion
raging over the content, methods and goals of education.
We have been warned: The student upheavals at large
universities in recent years may have paraded under the
banners of “free speech” and the like. But, make no mis-
take about it, they have been directed at the present insti-
tution of higher education itself. Though parents are only
just now becoming aware of it, conditions in the early
grades are far more crucial. The experiments of Krech at
Berkeley, showing that educational deprivation actually
stunts the growth of the cerebral cortex (see Chapter II),
are being validated at more and more laboratories. Your
child robbed of his brain tissue? Here is something—
though the notion may seem a quaint one to the old revo-
lutionaries of the thirties—about which people may some-
day shed blood.

But bloodshed, violence, revolution are not the way to
educational reform in this age. An outrage overthrown by
an outrage generally gives birth to an outrage. Conven-
tional mass movements, with militant demonstrations,
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banners and simplistic slogans, often lend new life to the
extreme positions they oppose. The conditions of living in
the U.S. have become too complex and interrelated for
the either/or, us vs. them, highly polarized modes of
change. The new technology brings us new modes of
change. Increasing interdependence along with fast, conti-
nent-wide communication media make possible the rapid
spread of appealing and workable new alternatives.

We start, then, not merely by attacking existing educa-
tional environments, but by building new ones. How? The
ways are many.

A foundation or other funding agency interested in
changing the face of American education now has that
opportunity. It will do so not by sponsoring a technologi-
cal spectacular (say, orbiting airplanes to relay classroom
TV across several states) or by paying for expensive and
ponderous national assessments that measure the effective-
ness of things-as-they-are. Instead, the innovative agency
(or group of agencies) can help set up a half dozen early-
education schools, starting with the four years from three
through six and adding a new age group every year. These
schools might start with principles such as those explored
in the preceding chapters. But they would by no means
seek standardization. Each would be encouraged to grow
organically, to learn from its learners. They might vary
widely as to geographical region and type of neighbor-
hood. Up to three of the six might be located in ghettos,
and I would expect the “deprived” children here to out-
perform students in the best conventional suburban
schools, on their own terms, as well as doing things con-
ventional educators have not dreamed of. Most important,
all of this would be accomplished without any of the usual
pressures on the learners whatever.

“Faculties” in the model schools would not be limited
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to professional educators. The professionals would be wel-
comed. But they, like all others involved, would have to
show their willingness and ability to break set, to help
create a new, ever-changing climate of learning. People
from diverse fields would be invited to participate, espe-
cially members of the burgeoning new breed of generalists
—that is, competent and knowledgeable people whose per-
ceptions and actions are not limited by specialized bound-
aries.

On the specialist-generalist question, communicator
Howard Gossage, a self-proclaimed generalist, has written:

Once you take a problem to a specialist, you're wired
into a specialist’s solution. Let us say your company is hav-
ing growing pains and is uncomfortable in its present
quarters. So you go to an architect. He inquires after
your needs, your ambitions, your hopes, your fears, what
manner of people you are, etc. Do you know what you're
going to end up with? A building.

Now, a building, however nice, may not be the answer
to your problem at all. Perhaps the real answer is to stop
expanding, or to fire the president, or that everyone
should stay home and do cottage work connected by
closed-circuit TV. But these are generalist solutions, not
the sort of thing you'd expect an architect to come up
with.

It might be added that today every specialty harbors
secret generalists. The new education will help flush them
out into the open.

Up against the giant bulk of the U.S. education estab-
lishment, a half dozen experimental schools may not sound
like much. But in the electronic networks and the national
magazines we have something new in human history: a
way to speak with a single voice to a continent-wide soci-
ety. Startling news travels wide and fast. The media can
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create a climate for change. With educators, parents and
students looking for new approaches, six radically different
—and successful—schools could transform education every-
where.

But this is only one of a spectrum of strategies. Changes
can come one step at the time. Teachers can work toward
making their own classrooms into free-learning environ-
ments and can create there new modes of human relations.
They can start with something as simple as taping a class-
room discussion. The playback is a revelation to most
teachers. They are amazed to learn how much they talk,
how little chance their students have to respond. Teachers
can also gain useful feedback in encounter-group sessions.
Several encounter experiments are underway in U.S. pub-
lic and parochial schools in an attempt to get teachers
ready for change. One of the experimenters, Dr. Carl
Rogers of the Western Behavioral Sciences Institute, is
working with the school system run by the Immaculate
Heart Sisters. He plans eventually to involve everyone in
some sixty elementary and secondary schools—and this in-
cludes administrators, teacher trainers, faculty, students,
parents, community leaders and dropouts. Dr. George I.
Brown of the University of California at Santa Barbara is
using sensory awareness, bodily movements and other tech-
niques as well as encounter in an Esalen program for pub-
lic-school teachers funded by the Ford Foundation.

Many teachers who have attended Esalen Institute
workshops or other innovative practice sessions have re-
turned to their schools to transform their own classes, to
influence their colleagues’ by example. This has not neces-
sarily been in the nature of subversion. Administrators
sometimes have responded sympathetically to experimenta-
tion and have followed up the pioneering teachers’ quest
for a new education.
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True, educational administrators often hesitate to rock
the boat. They feel themselves hemmed in by all sorts of
constraints—school boards, teachers’ associations, lobby
groups that pressure for selfish and often contradictory
causes. They tend, therefore, to consider the course of least
action the safest. But when they sense a lessening of these
constraints, administrators, ‘“‘educationists,” can become
enthusiastic sponsors of reforms that increase the freedom
and learning ability of their students.

In fact, the educationists’ most rabid detractors may turn
out to be the real Philistines of an age that demands
change. These may even include a few cultured, literate
men and women who cling so desperately to “good taste™
that they cannot bear the inevitable gropings that accom-
pany every pioneering effort; who sense a little spurt of
smug warmth when Faulkner concludes that the “Ode on
a Grecian Urn” is worth any number of old ladies; who
fear nothing so much as enthusiasm and value nothing so
much as irony—defined by author Wallace Stegner as “that
curse, that evasion, that armor, that way of staying safe
while seeming wise.” Underrate the educators at your own
risk. The post-World War 1I crop is the best in memory.
When the public is ready, they will move. In my judgment,
that time has come.

Students and faculty in the upper grades and in college
can also move into new educational modes, if they are will-
ing to build anew, not just criticize the old. San Francisco
State’s Experimental College is a good example. In a pe-
riod of two years, this student-led experiment has not only
carried on a large and spirited program of its own, but has
strongly influenced its parent college as well. An Experi-
mental College bulletin described the concept behind the
enterprise:
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The idea is that students ought to take responsibility
for their own education. The assertion is that you can
start learning anywhere, as long as you really care about
the problem that you tackle and how well you tackle it.
The method is one which asks you to learn how you
learn. . . . The assumption is that you are capable of play-
ing a major role in evaluating your own performance.
The claim is that if people, students, faculty, and admin-
istrators, work with each other in these ways, that the finest
quality education will occur. The Experimental College
was built to develop a new style of learning and teaching,
to serve as a model for the direction in which San Fran-
cisco State College might grow.

Anyone who wished—student, faculty member, outsider
—could attempt to start a course on anything he wished;
the course would become a reality if enough students came
to it. Up to 1,200 students have been enrolled. Within the
limitations of the classes-courses model, the Experimental
College has moved a long way toward encounter, explora-
tion and free learning. And its innovations have been
snapped up eagerly by perhaps a majority of the faculty
and administration of San Francisco State.

This success contrasts with the Free Speech Movement
at nearby Berkeley, which primarily succeeded in helping
elect a hostile state administration. James Nixon, onetime
president of State’s Associated Students, worked first along
the lines of the Free Speech Movement. Learning from
his FSM experience, he then became instrumental in set-
ting up the Experimental College. He tells how the two
operations differed:

The FSM showed it was possible to act and have impact.
It created the vacuum that we tried to fill. But when I
identified with the FSM, I perceived the establishment as
completely hostile. T felt it was behind a high wall and
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there was no way I could communicate with it. So I had
to demonstrate, picket, sit in. I defined and therefore
limited myself by my opposition to the establishment.
So—it turned out the establishment was hostile. It was
monolithic. It was behind a high wall and 1 couldn’t
communicate with it.

Then, when we got the idea of the Experimental Col-
lege, I started by perceiving the establishment as possibly
friendly, as something I could communicate with. And
we went on to build a structure of our own right inside
the establishment so that we would have something to
offer, something of value to communicate. From the be-
ginning, we assumed a dialogue with the establishment
would be possible. So it turned out that at least a part of
the establishment was friendly, we could communicate
with it and the dialogue did happen.

Today, indeed, San Francisco State is fast changing from a
little-known streetcar college to a nationally known center
of innovation in higher education.

Again and again it turns out that reforms are possible,
inside and outside of established institutions, when the re-
formers assume the best and then act, when they build
rather than just protest. It is not necessary to wait for offi-
cial approval at every level. It is not necessary to wait for
experts. In fact, one of the most significant findings of the
Western Behavioral Sciences Institute has been that en-
counter groups operating without professionals have been
able to achieve (among other things) therapeutic results
that certainly equal those of professional therapy. The In-
stitute’s director, Dr. Richard Farson, points out, “In spite
of compelling evidence, we generally fail to attend to the
greatest resource we have for the solution of every social
problem—that is, the very population that has the prob-
lem.” Farson cites Synanon and Alcoholics Anonymous as
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examples that former dope addicts and alcoholics are best
at fighting those problems. “And research evidence from a
variety of sources indicates that convicts themselves lead-
ing rehabilitation programs have shown a better rehabili-
tative record in working with convicts than have the
correction officers and other specialists who have previously
guided the programs. In the ghettos, too, the best results
have come from Community Action Programs that have
put the control of Negroes’ destiny in their own hands.
Perhaps this is the true meaning of Black Power—a drive
for self-respect through self-help.” Dr. Farson estimates
that over 1,000 self-help organizations now are functioning
in the U.S,, from A A. to Parents Without Partners.

Their success in dealing with human difficulties suggests
that self-help can also succeed in moving people toward
higher orders of life. Farson has proposed that married
couples form networks to monitor each others’ marriages
and provide honest feedback on how they can be im-
proved. As it is now, his research has shown, the Browns
can plainly see what needs to be done to improve the Jones’
marriage. And the Jones can evaluate the Browns’ just as
readily and accurately. But neither couple, under the pres-
ent mode of relating, dares to tell the other. Farson’s new
network would encourage openness and encounter, and
could serve as the foundation for a vast interpersonal ex-
periment to increase the enjoyment of life and elicit an
ever-increasing amount of human potential.

Indeed, the modern family, encouraged by other fami-
lies and pursuing uncommon goals of human accomplish-
ment, can become perhaps the most powerful agency of
education and the reform of education. Parents have the
very first opportunity to create joyful and effective learn-
ing environments for their children. From the beginning
they can reinforce exploratory behavior in every child.



THE FUTURE HOW? @ 225

Sometimes this may seem a little hard on furniture, but,
to turn Faulkner around, a happy, free-learning child is
worth any number of broken ashtrays. Anyway, discipline
and the acknowledgment of necessary limits are not incom-
patible with free learning. Certain areas of a house can be
designated free-learning areas, where almost everything
goes. Parents who are truly in touch with their children
can set up the kinds of environments that will bring forth
remarkably constructive and involving behaviors. In our
house we have used a central room (once the dining room)
for this purpose. It contains worktables, musical instru-
ments, tape recorders, art and craft materials, children’s
books and the sort of miscellany and junk that children
use to create their own worlds. The key to making such
an environment work, we have found, is to resist becoming
“teachers.” The parents’ task is to keep expanding the
environment, the possibilities; to introduce materials that,
as in the Kennedy Discovery Tents, stretch but don’t lose
the child. This takes ingenuity. If the situation is pro-
grammed skillfully, you will almost always run out of en-
vironment before running out of your child’s ability to
cope with it.

With automation, increasing amounts of human energy
are rapidly becoming available. Individuals, families and
organizations now have the opportunity to create new cul-
tures within a lifetime, to burnish anew the hopes, the
goals that brought this nation into being. There is little
time for delay. We may have reached the moment in his-
tory, as many have suggested, where the basic alternatives
lie somewhere between sweeping reform and self-destruc-
tion. The future guarantees no kindness to those who, in
the name of “reasonableness” or “practicality” or out of
fear of being thought presumptuous, fail to make the
larger proposals.
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I am reminded here of the only meeting I had with Al-
dous Huxley. It was a blazing California day in June of
1962, seventeen months before his death on November 22,
1963. We sat in lawn chairs in the Hollywood Hills. A yel-
lowish haze dazzled the sky. Hundreds of thousands of cars
were rushing along freeways, roads, streets that stretched
for miles around us. Thick tropical foliage screened the
cars from our view. We were aware only of their sound, a
distant rush of wind. Huxley was a slim, elegant man of
nearly seventy, but his mind was youthful and eager as
he leaned forward, head cocked to the side, struggling with
the questions we had put to each other.

“When I wrote Brave New World in 1932,” Huxley
said, “I had no idea how soon so much of it would come
true. I had no idea—I don’t think anyone did—how swiftly
science would develop, how fast the population would in-
crease, how effectively people would be organized in larger
and larger groups. Already, we're working out most of the
techniques for controlling the mind, as I saw them in my
book. What’s more, our power for controlling—or devas-
tating—the outside world already has proceeded beyond
what I could have foreseen.”

Huxley, a prophet surpassed by reality, gestured around
him. “Look at Los Angeles. You can see it all here—the
poisoning of the water and the air itself, the rape of the
open country, the depletion of farmland for housing. Man-
kind should not fear a Martian invasion. We are our own
Martians. With the help of science and technology, we are
destroying much of what is beautiful and valuable on this
planet. You must tell people they don’t have much time.
We all must start thinking like mad. We must do some-
thing.”

“But what shall we do?” I asked him. “What shall I tell
people?”
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“That’s hard to say. The Founding Fathers of this coun-
try were concerned with the sources of power of that time
and with humane restraint of that power. Now new
sources of power have developed—enormously greater than
anything previously imagined. I feel we need some kind of
new Constitutional Convention, a new meeting of ‘Found-
ing Fathers’ who will take steps to insure that the power
released by science will not limit human freedom or de-
stroy the world.”

“Yes, but how are we to organize such a convention?”
I asked.

“It would be difficult, of course.”

“In the meantime, what specific steps do you think we
should take? What shall we do to stave off what clearly
seems to be certain disaster?”

“I just don’t know,” the prophet said.

Since that meeting (which set me thinking about writing
this book), I have gone back to our conversation many
times. Much has happened during the intervening years.
Since Huxley’s death, the alternatives have become clearer.
Perhaps if he were alive today, he might help us set up, in
fact, a new “Constitutional Convention.” It could start
with meetings at local, then state levels. It could involve
not only governmental officials, but interested citizens
from all walks of life. It could take a completely fresh look
at the “humane uses of power,” beyond all the traditional
solutions. It could assume that workable new solutions do
exist, that we do have the resources and can develop the
techniques to make these solutions work. The statewide
meetings could lead to a series of national meetings in
Washington, not to write a new constitution, but perhaps
to draw up documents and guidelines for action concern-
ing rights to quality in life—the rights to clean air and
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water, to natural beauty, to privacy and uniqueness in an
electronic world and—most especially—the right to edu-
cation in the broad, new sense of the word. Even now, in
an age of universal education, schools can accomplish
what Utopia never could.

Already, fragments of this work are being accomplished
at various conferences cn the future. But a truly national
effort to define new alternatives, sponsored by both the
private and public sectors, could electrify the nation and
the world, and set us off on a new footing. Our worst error
would lie in dreaming too small.



UNLIMITED AMOUNTS of power are coming into human
hands, perhaps surpassing what even Huxley could have
imagined a few short years ago. For example, the “breeder”
reactors now under development promise to produce more
nuclear fuel than they can use. Human control of the
death rate already has set into motion a possibly cata-
strophic population rise, though the means for controlling
the birth rate also are available. Both time and distance in

13, THE USES OF ECSTAS!
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the old sense have been annihilated. The whole globe is
intimately intertwined with the means for achieving un-
derstanding or destruction.

This situation, despite attempts at drawing historical
parallels, cannot be viewed simply as more of the same. It
is something entirely new, calling for entirely new re-
sponses. What is more important, it seems to demand a new
kind of human being—one who is not driven by narrow
competition, eager acquisition and aggression, but who
spends his life in the joyful pursuit of learning. Such a
human being, I feel, will result not so much through
changed ideologies or economic systems as through changes
in the process I have called “education.” The idea of edu-
cation as the most effective human change agent is by no
means new. But I have tried to broaden and simplify edu-
cation’s definition, to expand its domain, to link it with
the new technology and to alter the relationship between
educator and learner. As a chief ingredient in all this, as
well as an alternative to the old reinforcers, I have named
“ecstasy’’—joy, ananda, the ultimate delight.

Our society knows little about this ingredient. In fact,
every civilization in our direct lineage has tended to fear
and shun it as a threat to reason and order. In a sense, they
have been right. It is hard to imagine a more revolution-
ary statement for us than “The natural condition of the
human organism is joy.” For, if this is true, we are being
daily cheated, and perhaps the social system that so ruth-
lessly steals our birthright should be overthrown.

How many of us can live through three or four utterly
joyful days without feeling, shortly afterwards, that our
plane will crash or that we shall be struck with lightning?
It is deeply embedded, this societal teaching. And when a
highly visible segment of our young people, sometimes
through shortsighted means, devotes all its days and nights
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to the pursuit of joy, how many of us do not feel deeply
threatened? Joy does threaten things-as-they-are. Ecstasy,
like nuclear energy, is dangerous. The only thing that may
turn out to be more dangerous is shunning it and clinging
to the old ways that clearly are dragging us toward destruc-
tion.

Perhaps it is time for scholars and pundits to engage in
the serious study of delight. What are its dangers? What
are its uses? I would suggest three primarily negative con-
siderations as a beginning:

1. Ecstasy is not necessarily opposed to reason. On the
other hand, it may help light the way toward relationships,
societies and educational systems in which reason and emo-
tion are no longer at odds; in which, in fact, the two are
so in tune that the terms themselves, as opposites, will
atrophy.

2. Ecstasy is not necessarily opposed to order. On the
other hand, it may help us redefine order. In the new defi-
nition, a balanced natural ecology in which all creatures
grow and act freely represents order. Our free-learning and
joyful Kennedy School represents a far higher, more elegant
form of order than does a school in which “order” is forced
and artificial. Life is an ordering force. Man is an ordering
animal. Order will continue to evolve. Ecstasy is impli-
cated in changing not the quantity, but the quality of
order.

3. Ecstasy is neither immoral nor moral in itself. At
times, forms of ecstasy have powered some of mankind’s
most destructive movements. The Third Reich, for ex-
ample, exhibited a certain ecstatic mania. But Hitler’s
“joy” was used to bolster the old reinforcement system—
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competition, acquisition and aggression—carried to the
most destructive extremes. It was not brought into play as
an alternative reinforcement system designed to replace
the old.

In dealing with ecstasy, as with all powerful forces, con-
text is crucial. The context I have suggested is neither the
wantonly Dionysian nor the purely contemplative, but the
educational. Ecstasy is education’s most powerful ally. It
is reinforcer for and substance of the moment of learning.

Knowing this, the master teacher pursues delight. Even
those best known as great lecturers have turned their
lecture halls into theaters, shameless in their use of spells
and enchantments. Great men, as every schoolboy knows,
have greeted their moments of learning with crazy joy.
We learn how Archimedes leaped, crying, “Eurekal,” from
his bathtub; how Handel, on finishing the ‘‘Hallelujah
Chorus,” told his servant, “I did think I did see all Heaven
before me, and the great God himself”’; how Nietzsche
wrote Thus Spake Zarathustra:

There is an ecstasy such that the immense strain of it
is sometimes relaxed by a flood of tears, along with which
one’s steps either rush or involuntarily lag, alternately.
There is the feeling that one is completely out of hand,
with the very distinct consciousness of an endless number
of fine thrills and quiverings to the very toes.

What we fail to acknowledge is that every child starts
out as an Archimedes, a Handel, a Nietzsche. The eight-
month-old who succeeds in balancing one block on another
has made a connection no less momentous for him than
Nietzsche’s. He cannot verbalize it so eloquently and prob-
ably would not bother to if he could; such moments are
not so rare for him as for Nietzsche. Much of his life at
that age, in fact, is learning. The possibility of an endless
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series of ecstatic moments stretches before him. We quell
the ecstasy and the learning, but this is hard work and
rarely is it entirely successful. Explaining why he was un-
able to think about scientific problems for a year after his
final exams, Albert Einstein said:

It is in fact nothing short of a miracle that the modern
methods of instruction have not yet entirely strangled the
holy curiosity of inquiry. . . . It is a very grave mistake to
think that the enjoyment of seeing and searching can be
promoted by means of coercion and a sense of duty.

And yet, life and joy cannot be subdued. The blade of
grass shatters the concrete. The spring flowers bloom in
Hiroshima. An Einstein emerges from the European acade-
mies. Those who would reduce, control, quell must lose
in the end. The ecstatic forces of life, growth and change
are too numerous, too various, too tumultuous.

In the eighteenth century, the Swedish botanist Carolus
Linnaeus thought he had catalogued all the species of ani-
mals and plants in the world, a total of 4,345. He was
wrong. Biologists today estimate they have classified nearly
two million different kinds of animals; botanists have iden-
tified more than 300,000 kinds of plants. And that is only
a beginning. Entomologists believe that, if all forms of
insects alone could be counted, they would total from two
to ten million. Faced with this profusion, scientists have
run out of suitable Latin and Greek names, and now grope
for impressive-sounding words that mean nothing what-
ever in any language. And all this life, the affirmation of
development and change, has taken place in the surface
film of an average-size planet of an average-size star in one
of hundreds of millions of galaxies. If this planet were the
size of an orange, the habitat of all living things would be
no thicker than a piece of paper.
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Life has one ultimate message, “Yes!” repeated in infi-
nite number and variety. Human life, channeled for mil-
lennia by Civilization, is only just beginning to express
the diversity and range of which it is easily capable. To
deny is to swim against the current of existence. To affirm,
to follow ecstasy in learning—in spite of injustice, suffer-
ing, confusion and disappointment—is to move more easily
toward an education, a society that would free the enor-
mous potential of man.

July the Fourth. A lake in the Georgia woods. The soft,
still air of afternoon vibrates with a thousand lives: the
mad, monotonous trance music of the cicadas rising and
falling above the chatter of crickets, the drone of bees;
cries of a Cooper’s hawk on a dead tree across the lake;
birdsong all around, a different blend for every change of
sky or air. The acoustics are incredible. Sound floats across
the lake, touches me, immediate and eternal. All is one
and I am of that one.

I walk slowly toward the lake’s edge. A blacksnake
whistles away through high grasses. A pair of white herons
that have been working their way around the borders of
the lake rise with undulating, confident strokes. Disdain-
ful, taking their own time, they fly on to a spot appropri-
ately distant from me. Perfect. Over the water, a flycatcher
shoots straight upward with wings fluttering fast, then
spreading motionless at the apogee—a moment frozen in
thin air. A buzzard, an inverted shadow, cruises overhead.
And there on a slim pine branch (pine needles spread like
star points) a tiny warbler is silhouetted, upside down.

A turtle rests on the bank. I pick it up. Dark brown
shell; long, translucent bear claws clawing air. A yellow
spotted head lengthens, cranes around. Impersonal eyes
see nothing, see everything. I return the turtle to its bank.
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Squatting down, I watch a dragonfly less than an inch long
with wings like amber cellophane quivering on a weed in
the burnt gold of late afternoon.

What now? A green grasshopper, disturbed by my move-
ments, has jumped into the lake. He kicks as in a spasm,
then lies in the water. Two ripples move out, concentric
circles signaling his plight. He kicks again, moving toward
the tangled bank. Will he make it? Two more spasmodic
kicks and he’s in shallow water. The bottom is visible.
Almost safe. And the fish is there, a light shadow appear-
ing, fully in position, without movement. Though only
as long as a hand, the fish is somehow terribly sinister.
Snakkk! A sharp report, a mouth sound. Empty water.

Later, just before the sun goes down, blue shadows settle
into the spaces beneath the trees across the lake. The sky
is a confusion of shifting clouds and colors. With twilight’s
advance, the colors richen, the sky comes to rest. After sun-
down, I take a rowboat out onto the water. The air is cool-
ing, the trees are utterly still. White morning glories on
the bank are closed for the night. Turtles peep out of the
still water, curious rather than predatory. A wood thrush
sings, its trill swelling suddenly to fill all the evening like
a distended balloon. A wren sings, a cardinal, a warbler—
all sweet singers.

Darkness approaches. The songs end. Something is swim-
ming, making steady progress along the shore toward my
boat. The swimmer goes into the bank for a moment,
curves out again, its ripples making a precise triangle be-
hind it. It sees me, dives. And now I know the night hunt-
ers have awakened. Two frogs croak tentatively. A night
hawk sweeps across the lake. I can barely make out a pos-
sum moving deliberately along the opposite bank. I head
the boat back toward the bank. The lake is a faint gleam,
the trees black silhouettes.
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This world is elegantly interconnected and all-involving.
It cannot be compartmentalized. It does not cease.

William Golding’s novel of some years back, Lord
of the Flies, generally has been interpreted as a bitter com-
mentary on man’s nature. In it, a group of children, ma-
rooned on a deserted island, turn from Ralph, the voice
of Civilized reason, and Piggy, his myopic egghead side-
kick, to join Jack, who has been interpreted as the villain,
the savage, the dark spirit in man that invariably emerges
when the Civilized restraints are removed.

But Golding stacked the deck in a way that comments
more on Civilization than on “human nature.” Ralph is
“good,” but dull, unimaginative and indecisive. Piggy has
“mind,” but not much else. He is physically and sensorially
inept. Jack, on the other hand, is physically and mentally
alert, resourceful, imaginative and creative. He encour-
ages his followers in games and chants, colorful costumes
and face paint, ceremonies and a sense of community. He
organizes successful pig hunts and provides his meat-
hungry children with torchlit feasts. Meanwhile, Ralph
and his dispirited followers sicken on their unvarying diet
of fruit. What child would not follow Jack? When Golding
makes Jack’s group evil, he reveals the usual inability in
our time to equate the ecstatic with the good. When he
makes Civilized Ralph dull and inept, he reveals what he
really feels about Civilization as he knows it.

When men must serve as predictable, prefabricated com-
ponents of a rigid social machine, the ecstatic is not par-
ticularly useful and may, in fact, erode the compartments
so necessary for the machine’s functioning. But when a
society moves away from the mechanistic, when an individ-
ual may function as a free-roving seeker, when what we
now term “leisure” occupies most of an individual’s hours,
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ecstasy may usefully accompany almost every act. Tech-
nology is preparing a world in which we may be learners
all life long. In this world, delight will not be a luxury
but a necessity.

I can recall little of what happened in school the winter
I was fifteen. Perhaps that was the year everyone in my
English class had to do a chapter-by-chapter synopsis of
Treasure Island. But the afternoons and nights of that
period still are vivid. I was infected with the ham-radio
bug. My next-door neighbor, a boy two years older, had
got me started, and I lived for months in a state of deli-
cious excitement. I would rush home from school, know-
ing the day would not be long enough. I would work
steadily, practicing code, devouring ham manuals and mag-
azines, poring over catalogues of radio parts, building
simple shortwave receivers. I loved everything about it.
When later I read Gerard Manley Hopkins’ “Pied
Beauty,” the phrase, “all trades, their gear and tackle and
trim,” immediately summoned up the coils and con-
densers, the softly glowing vacuum tubes, the sizzle and
smell of hot solder, the shining curls of metal drilled out
of a chassis.

One night, my radio experience came to a moment of
climax. For weeks I had been working on my first major
effort, a four-tube regenerative shortwave receiver. The
design was “my own,” derived from circuits in the manuals
and approved by my knowledgeable friend. Every part was
of the highest quality, all housed in a professional-looking
black metal cabinet. Every knob and dial was carefully
positioned for efficiency and esthetics, and there was an
oversized, freewheeling band-spread tuning knob. That
particular night I had been working ever since running
most of the way home from school. I had skipped dinner,
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fiercely overriding my parents’ protests. And now, at about
eleven o’clock, I soldered the last connection.

With trembling hands, I connected the ground and the
antenna, plugged in the socket and switched on the set.
There was a low, reassuring hum and, after a suspenseful
wait, the four tubes lit up. I increased the volume. Dead
silence. Nothing. I checked all the switches and dials. No
problem there. Perhaps it was the speaker. I plugged in
the earphones. Still nothing.

I couldn’t imagine what was the matter. For the next
hour or so, I went over every connection, traced the circuit
until I was dizzy. Since I had splurged on all-new parts, I
didn’t even consider that one of them might be defective.
The mystery, so powerful and unfathomable, could ob-
viously have been cleared up in a few minutes by any well-
equipped radio repairman. But, for me, its unraveling was
momentous.

The radio’s circuit consisted of two stages. The first
stage converted radio frequency waves to electrical im-
pulses of an audible frequency; the second stage served as
an amplifier for the electrical impulses coming from the
first stage. I hit upon the idea of tapping the earphones in
at the end of the first stage. Success! Static, code, voices.
This seemed to indicate to me that the trouble lay some-
where in the second stage. On an impulse, however, I tied
in a microphone at the very beginning of the second stage.
Success again. The second stage worked. I could hear my
voice coming from the speaker.

At that very instant, the answer was clear: Both stages
worked separately. The trouble had to lie in the coupling
between them. My eyes went to a little green and silver
coil (the broken connection between subconscious and
conscious, the hidden flaw between individual and com-
munity). It had to be that impedance coil. With this cer-
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tainty, I was quite overcome. I would gladly have broken
into a radio store to get another one, but my friend, I
found, had a spare. I tied it in, not bothering for the mo-
ment to solder it. And a universe poured into my room
from the star-filled night. I spun the dial: a ham in Louisi-
ana, in California; shortwave broadcasts from England,
Germany, Mexico, Brazil. There was no end to it. I had
put out new sensors. Where there had been nothing, there
was all of this.

Ecstasy is one of the trickier conditions to write about.
But if there is such a thing as being transported, I was
transported that night. And I was, as with every true learn-
ing experience, forever afterwards changed.

Every child, every person can delight in learning. A new
education is already here, thrusting up in spite of every
barrier we have been able to build. Why not help it hap-
pen?
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