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Hnlleck:

It is midnight aad I awm sitting here with my notes, enouzh
of them to make twos books and a half and a volume of post-
humous fragments, trying to make some smellar sense of then
than the grand maniacal desizn I have in my mind. I don't
knew whare to beyin. Once, travelling in sumasr across the
country with & friend from Hollywoed and my young son in a
battered zreen Porsche, I stopped fér lunch somewhere in
Kansas on a Sunday morning. As we walkei into the resizurant,
bearded, wearing dark glasses and strange hats and followed
by my longhaired boy, one XKansas matren bent toward ansthaer

and whispered: I bet thos2 two men have kidnawnez that litile

sirl. I tosk a deep» breath and started to speak, but I did
nat know where 1o begin or how to expi&in Just how many ways
she was misteken. Tomight, Hallock, thinlking aboutl educatien
and adolescence for you, I fecl the same way.

For that reason I have chosen an eccentric methoed of
composition, ene that may seem fragmentary, juapy snd brokan.
This paper is more like a letier, and the letter itself is
&n accumulation of impressiosns and idees, a samplin

|
thoughts a2t once disconnected but releved. There is & method

z of
to it that may disampear in its m:ild madness, but I do net
know st this juncture how else to proceed. Shufflisz through
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of thought, but all I can do here is assemble the bits and
pieces and lay them out for you and hope that you can ssnse
how I get from one place to another. An entire system is
hiding behind this, just beginning to take form, and these
notes are like a drawing, a preliminary sketch. I feel
comfortable with that notion, more comfortable than with
the idee of forcing them together, cutting aand pasting, to
make a more traditional paper. I can percieve in myself at
this moment waat I also see in the young: I am reluctant

to deal in sequence with my ideas and experience, I am im-
patient with transition, the habitual ways of getting "from
here to there." I think restlessly; my mind, like the minds
of my students, works in flashes, in sudden perceptions and
brief extended clusters of intuition and abstraction--and I
have stuck stobbornly to that method of composition. There
is still in me the ghost of an apocalyptic adolescent, and
I am trying with these pages to move it a few steps toward
the future and the shade of William Blake.

Oﬁe theme, as you will see, runs through wihat I have
written or thought: we must rethink entirely our ideas of
childhood and schooling.'We must dismantle them and start
again from scratch. Nothing else will do. Uur visions of
adolescence and education, like waltls, confine us to habit,
rule perception out. We make do at the moment with e set
of ideas inherited from the nineteenth century, from an
industrial, relatively puritanical, repressive and

"localized" culture; we try to gum them like labets to



new kinds of experience. But that won't do. bverything has
changea. The notions with which I began my job at Pacitiec
have been discarded one by one. They make no sense. Wwhat
emerges throuzh these children as the psyche ot this culture
is post-industrial, relatively unrepressed, less Literate
and tocalil: a new combination of elements, almost a new
strain. Adolescents are, literally--each one of them—-an
arena in which the culture transrorms 1i1itselt or 1is torn
between contrary impulses; they are the victims of a cultture
raging within 1tseif like man and wire, a schizoid culture--
and these children are the unfinished and grotesque products
of that schisd. - S |

They are grctesque because we give them no help. They are
foxrced to mslie among themselves adjsutments to a tension that
must be unbeareble. They do the best they can, trying, in
increesingly eccentric fashions, to make sense ol things. 3But
we scem--the acdults, I mean--to have withdrawn in defeat from
that same struggle, to have'given up. We are enamored,
fascinated and deluded by adolescenée precisely bacause it
is the lest life left to us; only in the young do the
energies of men seem to febei agaeinst media, machines, the
press of history itself. The elders seem to have no options,
no sense of alternative or growth. Adult existence is bled
of life and we turn in that vacuum toward children with the

mixed repulsion and desire of wanton Puritans toward life

itself.



das there ever been & communiiy of adults so conscious
and envious of children--and so fearful of growth! We
seenm mired in guilt. The family, each adult life, which
might at best be liks a vessel, an adventure, is instead
a fort €stablished on a hostile plain--and the child is
its natural enemy, for he brings to it all the enerzy
(that wind of chaos) that threatens it with change. Say
the same for schools. Say the same for each of us. Instead
of preceding children, leading them; we shove them forward
like shields, like bodyguards. They écem-to me at times
like a wave of shocktroops sent against karbed wire in
the war. They throw themselves against it so that the next
wave can pass over it unhindered. Of is that too dramatic?
Anyone who has kaown them intimately can sense in these
children their combined strengih and fregility, a recurrent
britileness that stems from what is paradcxically an exces-
sive exposure to culture and a dearth of participation.

They lack resonance--1 am forced back to subjectivity,

to acsthetics. But no other word epplies. They lack tae

resonanca of cultural continuity or comnection. Neither
family, school, tribe nor a useables past supporis them.
Instead, th2y define themselves and seem to pass among us
like buffalo, like alien beasts: the reverse image of our-
selves, strange weddings of the.elements bred out of our
lives and returned to haunt us with tne precise irony of
Gresk tragedy.

As for mysolf, Hallocx, I think of myseslf tonizhi es

an observer et & tribal war--an anthropolegist, e combi-



nation of Gulliver and a correspondeant ssnding home news by
mule and boat. By the time you hear of it, tkhings will have
changed. Arnd that isn't enough, is it, not enough at all.
Somebody must step past them, must move into his own .psyche
or two steps past his own limits into the absolute landscape
of potential and fear these children inhebit. That is where
I am headed. So these jdeas, in effeci, are something like

& last message tacked to a tree in a thickst or tucked
under a stone. I mean: we cannot follow the children any
longer, we have to step ahead of them. Somebody, Hallock,

has to marx a trail.

Adolescence:

a few preliminary fragments

(from ny student, V)

yr whole body moves in a treined way
& you %now that youve moved this way b/fore & it contains
all (what youve been taught) its all rusiy & slow some-
thingz is pushinyg under that rusted mesh but STILL YOU CANNOT
MOVE you are caught betwsen 2 doors & the old ope w/ all
that fuck is much closer & you can grab it all the time but
the other door it disappears that door you cant even scretch
& kick (like tne early settlers w?re stung by the new land)
but this new land doesat even touch 'you & ycu wonder if

youre doinz the right thingz to 2ot in



(from Kafka)

He feels imprisoned on this earth, he
feels constricted; the melancholy, the impotence, the sick-
nesses, the feverish fancies of the captive aflict him; no
comfort can comfort him, since it is merely comfort, gentle
headsplitting comfort gzlozing the brutal fact of imprisen-

ment. But if he is asked what he wants he cannot repnlv....

He has no conception of freadom

(from tapes recorded in Pacific Pali-

sades, 1966, several boys end girls aged 12-14)

-~-~Things are getting younger and
youngcer. Girls twelve will do it now. One guy saidé I fuck
& girl every Friday night. What sexual pleasure do you get
out of this (he's very immature you know) and he would say,

I don't know I'm just going to fuck

or

~-How o0ld are you?

~=Twelve.

~-Will you tell us your first ex-
perience with drugs, how you got inte it?

~=%Well, the people I hung around

2 s AT il <x A e 2y P S AW el
with were big acidhezds. So emre day ny friend asked me
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i? I wanted to get stoned and I said yes. That was
about five months age and I've been yetting en it
ever since. Started taking LSD about one month age
and started smoking hashish and plan to take peyote
s00n.

-~-Can you remember what
happened en your first acid-trip?

--I enjoyed'it. First time 1
took it was at school and walking hom§ from school
I wes alone., Got home and looked in the mirror and
said about 1CO times,l"I look horrible." 1 started
talking to my brother. He says tﬁe craziast thiangs.
So I left.... Went out to the Palisades and then
my peax dropped and I was jusi in i'good moeod for
the rcst of the nizht.... I enjoyed it. Took it
eleven times in one month. I consider it & zood
thing. For getting high, smoking grass is better,
or hashish. It's about six times strenger than mari-

Jjuana...

(from Paul Radin: Primitive Man

As Philesonher)




It is concievebly demanding too much
of a man to whom the pleesures of life are largely bound
up with the life of contemplation and to whom analysis
and introspection are the self-undersiood prerequisites
for a proper understanding of the world, that he
eppreciate...expressions which are largely nor-intellec-
tual--where life seems, predominetingly, a dischargs ol
physical vitality, a simple and naive release of
ernotions or an enjoyment of sensations for their own
sake. Yet...it is just such an ebsorption in a life of
sensations that is the outward characteristic of primi-

tive peoples.

Hallock:

Cen you see where my theught leads ma? It is precisely
at this point, adolescence, when the rush of energiss,
that sea-sex, gravitation, the thrust of the ego up
throuzh layers of childﬁood, mak;s itself felt, that the
person is once more like an infant, is swept once more by
energies that are tidal, unfamiliar and unyeilding. He is
in a sense born agzain, a fresh identity beset inside and
out by the rush of new experience. It is at this point,
too, when we seem compelled by a persistent lunacy to

: - 2 ~theat+t srfvmar T . =1
isolats him, that what is growin

demands expression, requires it, and must, in additiorn,

be recieved by the world end given forag--—or it will

ce



wither or turn to raze. Adelescence is a secend infancy and it
is rew a man desires solituide and at tahe same time contact
with the vivia warld, must test within s»2cicl reality the
new wpower within himself, needs atave all to discover for tlhe
first time himself as,sa bridge between inner and euter, s
maker of 'value, a vehicle through which culture perceives ani
trensfoerms itself. It is new, idezlly, that he begin to under-
stand the complex and delicate nature of the ezo itself as a
thain skin between living worlds, & synaptic jump, the self-
conscious point st which nature and culture combine.

In this condition, with these needs, the zdolescent is
Pike a primitive-many; an apecalyptic primitive;'he.exists for
the moment in thait stage-ef single vision in: which ayth is:
still the raw stuff o7 being, he Xnovws at firstunand tarsuza
his owin energies the possibilities of life--but he knows
these in muddled, sporadic, contradictory ways. The rush af
his pudbescent and raw energy seems at odds with public
bea~vier, the crider of thinzgs, the tenor of life around
hiay -especially in & culture just emergingy-os is ours,—fsom
& traditien of resression-pPite conlrudiciionsg irnitaes Gultard -
intensifyﬁbiS‘frustrdtianfTThﬁ<déveiégmeﬁt of ego-and enerzy
¥s.complicdated now, "pérhaps:-changedsradicszlly, by earlier
sexuzlity,:e camilex rolation. ts merdiag and the offagty -oTth
drussg Taesbi thrae.expgeriences;: Jike previews ¥Tron LUcuoins—

culture!, . are.permissive-and unresressive. But"if the cownéliing-

-~ o 08 - - a - Y .
effectsy ‘profound, and capplex,-~saiftwiwith 2 flask or . /xlow sea-
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self-defenserageinst ithre pressure e¢f his swn energies, the™™

sdolesczntitrdies 49 ‘chanze, to mpve:more frezly, feeling .. . .

ST . 5 Py % i G ida -
kis: own pewer, it is-then ace veginswta-Peeli lscked:in-vae =

id&azofﬂgplturegﬁfar‘his Zestures.are: éveded or éenieddite: !

fsitolarated, ‘at bést;’but‘hié‘zestureéfcleariyflack;tﬁé‘“:
atthenticity ¢i mebtionst indiviaunlly begua npi,colctively
suaportea.-He is -thrustibacki -upea himse}f and theipsistent -
natural thrust within him toward becoming u "ma&er" of
value, turning inpulse to gesture, is met perpetually by
unbudzing resistence., Schosls, rooted as they ere in a

Victorian century and suspicious of childhood itself,

]

ere his natural enemies. They don't help, as, they mizht,

h]

to make that bridge between .his private and tha social

worlds; they insist, instead upen their sepuration. -2l |
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Indeea, family, community and school combine te isolate

snd "proteet" +4he younz——2specislly ialsuburbs--from-

o£L

3

the esdventure;, risk and participationm-he nzeds; the same
enefgies that relate him at this crucial point to nature
result in. o kind of exile fram the sccial ecavirenment.
Thus the young, in that vivid confrontation with the
thrust of neture unfecldinz in themselves, are denisd adult
assistance. I onca wrote that education throuzh its limits
denied the gods, and that they would return in the youngz

in one form or another to haunt us. That is happening

now. You can sensz it as the students mass, with their

simplistiic moral certainty, at the getles of the universi-
ties. it is aimost aos if tas youny wers once more

O



once more possessed by the Bacchanalian gods, were once a-
gein inhabited by divinities the homagze to whom we héve
neglected. Those enerzies! Whet disturbs me most about-them
is that we lack rituals for their use, balance, and that the
young—-and perhaps ourselves—-now seem at their mercy. The
young have moved--bag and baggage-~—into areas where adults
cannot help them, and it is & 3cary landscape they face,

it is crowded with strange forms and faces, and if they re-
turn from it raddled, without balance and pitched toward
excess, who can pretend to be surprised--or blameless?

At times they seem almost shellshocked, survivors of a
holecaust in which the past was destroyed and all bridges
to it bombed. I cannot describe with any certainty what
eccurs in their minds, but I do know that most adults must
seem to them like viscious clinicians speaking in an
alien language about the Greek drema occuring in their
ninds. The words we use, our dress, our tenes of voice, the
styles of our lives--all of these are so foreign to that
dramatic crisis that as we approcach them we seem to
increase the distance we-are tryiang te cross. Even our
attention drives them furthsr away--as if adolescents per-
cieved that adults, coming closer, diminished.in size.

Ths inrper events in an adolescent--apocalyptic as they
are~-dermand from what surrounds him life on 2 large scale,
in a grand style. It is ne zccident that edolescents have
turned inward teward what they call "inner space.'" The
landscaope around thes must seem crowdai, must tavart and

diminish them--bled as it is of drama ana life. In sona
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way, like all apocalyptic or primitive men, youth musi dream
of a golden ciiy, a Jerusalem that corresponds point for
"poipt with the thrust of 1life in themselves (that is why 1
come back again and agein to Blake). It is as if that mythi-
cal cily were the physical simalucrum of & landscape farming
in themsealve at puberty: a city of pure potential waiting
just out of reach. It is that ciily and those energies thet
Reussezu had in mind whezn he spoke of the goliden age which
is neither behind nor ahezd of us but in us.

It is in adolescents, Hallock, and close to the surface,
first celling and then raging for relegse. But adults musti
seem to them to stand between them and their dream, for we
have eccupied those cities and the continent, have closed
the gates to thenm, despeilzd it, have built, instead of

Jerusalen, Pittsbuxrgh and Chiceago--and we have resipgned

curselves, it seems, to what iz here. That is what secms
to turn youth toward rage, that sernse of anothexr city be-
yoni, bencath this confusion, another place somewhere, sone
where...but where? Perhaps, they believe, we can tear 21l
this down, can burn it, and that other hidden city, with-
in, set free, will magically emergéess

That is the impulse to apocalypse in the youmg, as if
they were in exile from a natien thet does not exist--and
yet they can sense it, they knsow it is there--if only be-

v LA

cause balief itself demands it. Their demand is abseolute,

n

ungaswarable--but it is ihera and we 3zen unable av zhi

J2l

): ot in time 10 suppress Or evace it. S COn€ riasen 3T



anstier, massive shifts in cultural balances, the lessenirn.
of repression for whatever reasons--cconomic, industrial
(see Marcuse abeut this)--thsse ensrgies like ancient gods
set free by a sudden trembling of the earth, have appeared
ameng us again. But what can we make of them? The simple
problem is that our institutiors are gecared to another
century, another set of social n:cessities, and cannseti
change quickly enouzh ts contain, r=cieve or direcv them-—

and a3 we suppress or refuse them they turn to rage.

Primitive culiures dealt with this preoblem, I thini,
throuryh their initiation rites, the rites of passeze:
they legitimatized and accepted these energiecs and turned
them toward co2llective aims; they were merzed with the
life of the tribe and in the way acknewledged, honored
and &omesticato&--but.not gestroyed. In most initiation
Tites the particpant is ied throuzh the mythical or secred
world (er a symbolic version) and is then returneld, trans-
formed, to the secular ore--as & new person, with & new
ra3le. He is intreduced throuzh the rites to & dramatic
reelity ceexistent with the visible or social ene and at

its rest; he is put in dircet touch with the scurces c¢f

-~ b T~ - = [ - “v 3 - o 3 e - oV W e e a & g
enerzy, the 2iviniiiess of 7he trite. In many cullurss the
kg 43110 A'-""“\- Be 41 1 & 2 3 :*Trr;«' —t ‘v;\ - .7
syuboliic figures in the rites are umnmasked at the end--

as if to2 roeveal 195 the ini
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the sscular and sacred worlds. Cccasiconally the initiate

is asixed at

%]

ome point to don the ritual mask himself--

[¢]

joininy, &8s ha does, ones world with ansiher and assuaing
the responsibilily for their comnecciion. This shifi in
status, in relation, seem3s to me the heart ¢f the rite:

2 ritualized merzinz of the individual with shared sources
of povwer.

Do you see wvhat I am'driving at? The ritss are in =z
sense a sscial contract, a binding up; one osccuring
spacificelly, proafoundly, on a deep psychic leval. The
individual is redefined in the culture by his new relatisn
te its mysteries, its gods, to e¢ene form or another »f
nature. His cxperience of that hidden and ennipetent
nythical world is the basis for his relatien to2 the culture
and his fellosws, exch ¢f whom has a similar bond--deodp,
parsonal and uniqgue, but somshew, invisibly but leeply,
shaorsd. These ritualized relatiosnshnivs <f ecwch man te the
shared gods bind the grsup togsther; they ferm the subist .nee

t

of culture: on invisible landscana tha

)

is r23l and Palt,
commonly held-~z landascané which resides in each man and
in which, in turn, each mezn resides.

I hope that makes sense. Thet is the same kalieaesCopic
turninz to culture that Blako makes ian "The Crystsal

Cabipet," and it makss sanse here t29, in Aierica, in rala-

tion te adolescents. ¥What fascinates me is that our nublic
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of everythiny thse rites bestouw,. They manipulate them through
the repression of vnernies; they isolete them gnd close off
most parts of the community; they categoricaily refuse to
make use of the individual's private experience., The direc-
tion of all thsse tendencieaz is toward & cultural "schizo-
phrenia" in which the student is forced to choose betweoen
his own 1elation to reality or the one demanded by.the in-
stitution. The schools are orzanizzd to wogaken the student
so0o that he is forced, in thn abscncé'éf his own energies,

to accept the values ond demands of the.inztitution. To
this end ve deprive the student of mobility end experience;
through law and custiom we make the only lewai place for

him the schoole~~znd then, to make sure he remasinsg eepenzent,
menipulable, we empty the schoo}l of 8l) wvivid lifa,

¥o seem to have forgottch in our.schools viiat every
primitive tribo with 1ts functionsl psycholegv knows:
ellegisnce to tho tribec can be forged only at the deepest
levzls of the psyche and in extreme circumstance demanding
endurance, daring anid ewe; that the participant must bo

given direct eccess to the sources of cultural continuity--

by end in himself; and that only e place in & coherent

comnmunity can be exchenged for a man's allegience.

I believe, Hallock, that it is precisely this world that



deny them: o confrontetion with some kind of power within

en unfaniliax landscapse involviny sensaticn end rick, It

is there, I suppose, trhat they hope to find by some hurried
magic, & new way of seeing, a new relation to things, to

discard one identity end assume.another. The}r mean to find
through their adventures, the ground of reality, the resonance
of life we deny them--as if they might come upon their golden
city and return still inside it: at home. You can see the real
veteraons sonietimes on the street in sirange costumes they have
stolen from dreams: Americen versions of the Tupi of Brazil,
who travelled thousands of miles each yéar in search of the lard
vhere death and evil do not exist. Theirs is a world totally
alien to the one we discuss in schools;- it is dramatic, it
enchants them: its existence forms a strange brotherhood among
them end they cling to it--as if they alone had been to & fierce
land and baék. It is Zhat which draws them togeither and makes
of them & loose tribe. It is, after all, some sort of shared
experienze, some kind of foreay into the risky dark; it is the

best that they can do.

End of Part 1
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Dear Hallock:
When you begin to think about adolescence in this way, what

sense cuan you make of our schools? None of the proposed changes

. make sense to me; revision of curriculunm, teaching machines,

smaller classes, encounter groups, redistributioans of power--
2ll of these ere stopgap measures, desperate attempts to keep
the young in schools thet are hopelessly outdated. The changes
that are beingz suggested and debated don't go deeply enouzh;
they don't question or change enocuzh. For what needs changing
are not the methods of the school-system bud its cins, end
what is troubling the young and forcing vpon their teachers
an intolereble burden is the idga of phildhcod itself: the
woys we think gbout adolescents, theixr place in the culture
itself, lMore and more one comes to see that changes in the
schools won't be enough; the crisis of the young cuts across
the culture in all its areas end includes the family anrd the
conmunity. The young are displaced; there seems no other word
for it. They are trapped in a prolonged childhood that seens
to be almost unique. In no other culiture that I know of have
persons of fifteen or eighteen seen so isolated (in terms of
participation in the real life of the community) or so
unnecessary (in their elders' eyes) or so limited by law. As
adults we "see" the young in a very speci&l vay end we have
developed our schooling along lines which follow logically
from that vision. Our laws too, our ideas of responsibility,

el

our psrental fa20lings o
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these follow fronm taat wvigion and, in turn, concretize i3,



they legitimize it so that we avre no longer even conscious of
the ways we see childhood; how we feel about it end the strain
those hidden feelings put upon us. That is whal needs changing:
the iéea of ckildhood and the place of the yourg in the commu-
nity, the definitions we make socially and legally of the role
of the young. They ere trapped in the ways we sce them, and
the school is simply one function, one aspect, of the whole
problem. What makes real change so difficult in the schools is
only in part their naturel unwvieldliness; it is more often the

difficulty we have in escaping our preconéeptions aboul things,

In the last ycar I have spoken with graduate students of
education at pleces like Berkeley, Stanford and Santa Cruz. I
always found that their discussions began too clese to the
surface. Neithexr they nor their teachers were asking wvhet seem
to me the right questions, the basic troubling ones. I suppose
they could not afford to ask them, for asking those questions
involves by its nature a recognition of & new way of seeing
persons and of seeing onas2lf. That is what I am driving =&t
when I talk about the miniature "Reformation" taking plece.
The school~zystem we have inherited scems to me based upon
three particular things:

(1) A puritenical vision of human nature in which children
are percieved as zinnars or "savages” and in vhich human in-
pulse co1r desire i# notv to bo trusted end wmust therefore b

constirained oxr "treiwvesd." Pasul Goednmen calls this the idea of



"naturel depravity."

(2) The necessity during the mid-nineteenth century of
"Americonizing" masses of immigrant children from diverse
backgrounds and creating, through the schools, a common
experience and charactos.

(3) The need in an industrialized state for energy and
labor to run the machimes. The state needs workers and
educates persons to be technically capable but relatively
dependent and respoensive to authority so that their energies
will be available when needed. : o

These elements combine with others (ie, the labor-laws
which make childhcod a "iegal" state, a population explosion
that relieves the pressure for labor and mekes it necessary
now to keep adolescents off both the labor-market and the
jdle street) and "freeze"” into & school-system that resists
change even as the culture itself and its needs shift radi-
cally. But teachers can'i usually see that, for they them-
selves have been educated in this system and are committed
to hidden ideas that they have never seen clearly. Time and
again, speaking to teachers, one hears the same questions
and anguish:

"But what will havpen to the students if they don't go
to school? How will they leern? ¥nat will they do without
adults?"

Ynat teachers don't reelize, of course, is that those

questicns are, in reality, sizlemenis. Even vhilas asking




tudes I am talking about. Teachsrs can no longer imagine what
children will do "outside" of schools. They seem to ses thanm
as monstorz who will, if resleased from compulsory schooling,
disrupt thz order of things. ¥hat's more, adults no longer
seem capeble of imagining "learning" or child-adult relation-~
ships outside of schoecl. But mess-schooling is a recent inno-
vation in the educavion of the young. Most of the learning--
especially the process of "socielization" or "acculturation”
has gone on outside e¢f schools, more_naturally, ir the fabric
of the culture. Im most cultures the passage from childhood
to maturity occurs because of social necéssity-~the pecegd fox
responsible adulis--and is marked by clear changes in role
and often by rites of passage. Children in the past secem to
have learned the ways of the community or tribe through cong-~
tant coentact and interchange witih adul?s, and it was taken
for granted that the young "lcarned" continually through
their place clese to the heasrt of the community.

Ve seem to have lost &ll sense of that. The school is ex-
peclted to do whet the community cennot--and thet seems to me
impossible. For one reason end another--I am thinking here
of the fact thet the family can now be called "etomistic”
and that children are no longer re@lly needed for work or
comnunal safety--we have isolsted them in schools, impaired
their natural relstion to the community, and try in vain to
pexrfect an educstional system which, by its very nature,
cannot 4o what we expect. In the end we will have to change
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of the community. I think in the end we will have to redefine
legally and socially the meaning of "childhocod”; we will bo-
gin to grant greater frecdom and responsibility to the young;
more learning will take place in the grade school and the com-
pulsory-~schcoling age will be drépped tc fourteen, perhaps
less; we will talte for granted the "independence" of adoles-
cents and provide them with the chance to live alone, away
from their parents and with peerg, will make it easiexr for
them to travel; we will discover the jobs that they can do in
the community as well as the adults: anything from mail-
delivery to the teaching of smaller children and the coun-—
seling of othex adolescents; at some point, perhaps, we will
even find that the ceoemmunity itself-~~in return for a minimun
of work oy continued schooling--will provide & minimal in--
come to youager people (fifteen, eighteen) that will enable
them to live independently, assume the responsibility for
their own lives at an earlier ege--and learn the ways of the
community ouitside the school; finally, having lowered the
level c¢f gomomlsory schooling, we will find it necessary to
provide different kinds of schools, a wider choice, so that

. RN . . : .
students will be will to voluntarily continue their schooling

as it suits their needs.

All of these changes, of course, are aimed at two things:
(1) the restoration of the child's "natural” plece in the com-
ounity end (2) lowering the age at which a person is
considared an independent end resporsible member of the cen-
nunity so0 thet his "role” nore easily mekes room for his

capacities. Some of those changes can, of course, take place



in the schools, but my sense of things, after having talked
to teecheors and visitved the schools, is that trying to make

the changes in schools alon2 will not be enough.

One problem, Hallock, is that in everv school I visit--
public or private, traditicnal or "innovationel"--the students

seem still to have only two choices: to "drop out" (either

phycically or mentzally) or to makq_tﬁgmgelves snaller and
smaller until they can at lcast "ect" in the'ways that thoix
elders expect. One of my students has pickad up a phrase I
once used, "the larger and smallexr yorlds." The schools we
visit together, he scys, are always the "smaller" world:
smaller than his imagination, smaller than the potential of
the students. They all seem designed fer someonc else, the
clidren, perhaps, that teachers imagine or would like to
see; they never secm really connected to the students there,

et that moment, in that moment of history with their owm

specific experiences and nceceds. The students are asked to

-

put aside the best things about themselves-~~their own needs,
impulses and ideas--in order to "adjusti" to an environment
constructed for children who existed one hundred years ago--
if at all. I wonder sometimes if this condition is simply

the result of "poor" schooling; I &m more inclined to be-

scunooling and the fabricaticn of an aridi

L ; a3 \
by one class (the adulds) for znocther {(the children).



Is it possible for adults to understand what children need

.

and io chonce their institutions fost enouzh to keep un witih

chanves in culiurs and experienc

W

? Is it possible for children

to grow to their full "size," to feel their full strength, if
they are deprived of individual volition all along the line
and forced to scheol? I don't know. I know only that during
the middle~-ages they sometimes "created" jesters by putiting
young childrea in boxes and force-fecding them so thail, as

they grew, their bones would werp in uvnusual shapes-~and that

is often how the schools seem to me. Wnen I talk with teachers
1)

I have the feeling that students are trapped in the boxes of
adult ideces; I am tempted to say to teachers again and again:
more, more, you nmust go further, creete more space in the

schools, must go deepexr in thouvght, create more rescnance, a
different feeling in the schools, a different vision, e 2if-

ferent and more human, more daring, style.

I remember addressing the students of Berkeley's graduate-
intern program one weekend at Asilomar. I had spent a day
with the studeats, talking with them and watching end theat
evening, when I addressed them sbout students and drugs, I
could say to them only that had I been an adoclescent I would
long ago heve left to get stoned. What I wanted to say, Hallock,
was that the styles they had chosen, their concerns, the vision
of uman neture that seemed imwnlicit inwhat they seid or did—-
2ll secemed <o me, in my owa projectad adolescence, as limiita-
ticens, a delinition of baing itself made too easily, too soun,

+ smryy ]y I 32 aidfieult to z3av procizsaly hnt I mean
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efternoen I had spent scme time with & veguely delinquent and
precweious black high-school student and watched her reaction
to the teachers. "A shuck,"” she kept saying again and again,
"a shuck, a shuck" and, discountiing her own resentments, I
kpew what she meent: it was their ideas which stood in her

wey, their unconszscious moivives, no matter how benevolent they

thought themselves. I was reminded es she spoke of a close
friend and his bouts with schizophrenia and how, as I spcke
to him resonegbly, cerefully, he would lock et me from the
center of his private drama and disordercdltruths and repeat:
"true lies, txue lies." »

When I spok2 to the teachers later, recalling that hour,
I could suggest little to then in the way of specific "strate-
gies" for dealing with drugs. I could only epologize for ny
arrogance and suggest haltingly thet they must change the
schools themselves and that, to do that, they would have to
chengs their own lives, their own ideas--and open the schools
to the natural 1life and variety which is the normsl condition
of children. They were, understandebly, insulted, puzzled and
angered. I can understand why, end yet what I said was true:
only the expansion of their owvn lives tc deal in one way or
enother with apocalyptic drama would meke them of eny use to
the troubled yourng. I described to them the many ways I could

imegine teaching: ways of opening things up, creating clicice,

L=

a sense of space and volivion, power; they responded by tel-

the szhcols then chan



space. But in suggesting that I was elso asking them to re-
linquish their powexr and the roles they had defined for them-
selves and worked so hard to establish. They were unwilling
1o consider it. They could not imagine the young surviving
without themselves~-and it was that rationale they alvways put

forward to defend .compulsory schooling. They were incapable

of believing that the young could learn or thrive without
their forced benevolence.

I sympathize in a way with that worried sltruism--but I
have usually scen it pursued at the expense of the young.
Adult intentionsi--rarely-qguestioned~-=and:their tnconscioudc:x
vision of human nature and the laws sabout schooling all com-
bined to trap the young. That is what frightens me, for I
believe, as you know, that even the teachers with the best
intensions ere doing immeasureble damage to their students
while they work through the public-schocl system. For that
system is, in the end, designed to produce what we sometimes
call "good citizens" but what more ofien then not turn out
to be "good" unthinking soldiers; it is through the schools
of the state, after all, that we produce our armies. I re-
member how struck I was while teaching at the state college
by the number of mele students who wanted to oppose the
draft but lacked the courage or potency to simply say: no.
They were trapped; they had always been taught, had slways
tried to be "good." Now they wanted to refuse to go but

v weran't sur
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they could noz, feor th
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consequences thev'd been teugiht would follow such a refusal:



jail, social disgrace, loss of jobs, parentel disapprovel...
They could not believe in institutions but they could not
trust themselves and they were caught in their own impotence:
depressed, resentful, frustrated and full of self-hatred an
a sense of shame.

That seems to me a condition bred in the schools. In one
wey or another our methods (intentional or accidental-~
leave that aside) produce in the young & condition of pain
that seems very close to & mass--neurosis: a lack of faith
in oneself, a vaccuum of spirit into which authority or insti-
tutions cen move, & dependency they feed on. In our schools
students are encoureged to relinguish their own wills, the
freedom of volition, choice itsell; they are taught to depend
on their téachers for direction, mecasurement and the assess-
ment of velue. Indeed, they ere asked in most ways to put
eside their own world-views and accept instead those of
their tceachers. The system of competition end gredes tends
Yo isolate one individual from another; studenis are dis-

couraged from banding tegether for strength and are instead

encouraged to rely on their relationship to the institution
for satisfaction end reward. They are taught in addition

that value end culture reside "outside" oneself and must be

acquired from the instituition, and, finally, almost every-

thing in their eduzction is designed to discourage then

L=4
from ectivity, from the wedding of idea and act. It is al-
most as if we hoped to discoursge them from thought by
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obedient. The system &s it exists seems 1o me to breed obedience,
frustration, dependence, fear and a gentle violence that is tur-
ned usuelly against oneself and is sorrowful, full of guilt, re-
morse but that is there nonetheless, and one reelizes that the
schools may well do to persons in the same thoughtful way what
we have done to the Indians or are doirng in Vietnam ncw. That

is: we don't teach hate in the schcols, or murder, but we do iso=-
late the individuzal, we do teach him a deep distirust of himsel?
and & reliance on institutions; and, by emptying him of life, by
ignoring or supressing his impulses toward life, we breed in him
a lack of respect for it, a los=s of love---ond thus we produce
gently "good" men who will kill when asked or reasoned with--
for he has little sense, in himself, of the vividness of life
being lost.

I suppose, Hallock, that sounds fanciful end romantic. I am
tenpted to take out that part, to be more reasonable, but I
believe this to be true. It was what really frighvens me about
the schools. What is in questiion is the hidden motive in every
one of us, the impulse to guash life when we sec it. For most
of us, most teachers, have been trained in neat systems of
ordexr and are exposed throﬁgh the hierarchy of schools to an
awful pressure from parents end edminstirators. Any real signs
of life in the classrocm thati threaten disorder trouble us in
two ways: they challenge our own lesrned sense of what is
"proper" end they also jeopardize our jobs. In some strange
fashion--it is the way the system works, of course--the ways
w2 do ouxr Jjobs as teachers just to kReep then

the studenls o2 the life which is rightfully taeirs. Thet is



hard to swallow but seems to me true. Our very assumptions
about adolescents, how they need us {they do need us, but
not in ways we ordinarily think), what they should learr
and how learning must take place in schools...all of these
ideas, unless transcended, make it likely that we will do
damage to the young at the very moment we are trying so

hard to do good.

These limited ideas, this limited vision, is the "small-
ness" I mentioned earlier. It is something in£angible, in
the aix, but there nevertheless, Visiting public high
schools after my past year et Pacific I heove felt it often,
for I have secen whet students can do when given the room:
how they can ect volitionally, responsibly and create forx
themselves at the same time 2 sense of intensity and free-
dom. The lack of that feeling is what stirikes one ebout
the high-schools, and the act of learning to live with
that feeling, of being forced teo accept it dey in and out,
mey be incredibly destructivé 1o & student. I think here
about my own son, Joshua, who is seven now. He has finished
the second-grade end is tired of schooling. He seems to
have discovered that from now on each succeeding gradsz
will be~-in "form," in terms of activity if not content--

a repetition o th2 pest. He wantis no part of it. I ask
hia why ne no lornger writes bhis enswers in his booXk--as he

is supposed to do. Beceus:, he says, ne caa do it in his



head. "I know all that stuff," he answers—-and he doez. He
wents now to move on to something else. He wants to learn,
of course, but he wants no more of schoeol. But what is one
to do? There are ways to keep children out of school, of
course, and we will probably choose one of them. But how
many parents can or will? And how many children are forced
from the age of seven onward--or eerlier perhaps or later--~
to go through years of scheoling without reelly learning,
years of a dulled, asutomatic activity with is nothing more
than a kind of tithe in time that is paid to the state. It
doesn't matter what is taught or learned or done; that act
in itself--of years of meaningless eactivity--is what dulls
the person and deprives him of will, of his sense of choice
or himself. It is a process of dpersonalization in which a
youthr is seperated from his owr will, desire and enexrgy.
One can indsed see schocls as Marx spw labor, as a process
of alienation in which the disposal, direction end product
of a man's leboxr have nothing to do with his own needs ox
satisfections but ere determined by something outside him-
self.

My son fears the dreariness, day after day, of repetitive
schooling; to ask him to accept it without wanting it, to

require it, makes him smaller, squeezes and stunts him. That

is what most students know and fear: that smellness, that
prolongation of childkood and the pstponment, pest ell

reason, of their own rights to checice. They are much like
)
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still, they are released to the world--no longer e threat.
But we nre not animels, of course, fcr we remember our
lost freedonm, all that life, end it nmust pein us to remem-~
ber it ox to see it return, in the form of the young, to
haunt us. Nothing else can explain the defensive "forget-
fulpess" I find in most teachers: the refusal to accept in
the young the life that has been tlzd from themselves, We
must exile or diminish that energy in order to protect

our own order and ideas’, and our rationale is alweys mora-
lity or history or "order" or benevclence; we make end en-
force our rules on that basis, and we construct in relation
.to children a mass ethic and institution suppésedly for
their own good that I have never been able to distinguish

from paranociae.

Alrighv,

I will risk being repetitive and proceed with the pieces
of this despite the shrill note, the note of insistence that
seems 1o creep in. |

Where are we?

Schools deprive students of choice, experience and any
chance of transforming the environment--as if by accepting
those conditions they prove themselves "mature." Frono
first to twelfth grade the major effect of schools and
their inmplicit function is 1o iteach stulents habits of

silence, stillness and ar impoteont selfi-ne

of en environaent that musit svem 1o them avsurd. ¥



tize them to & fundementa) deadness end teach them to restrain
themselves for the sake of "order." The net result is a kind

of pervasive cultural "schizophrenia"

in which they are asked
to separate at the most profound levels their own experience
from institutional reality, self from "society," objective
from subjective, energy from order-- though these various
polarities are precisely those that must be joined and made
coherent curing adolescencs.

I remember an exchange I had with a college student.

"You know what I love to do," he seid, hI love to go into
the woods and run emong the trces.™ ‘

"Very nice," I said.

"But it worries me. We shotldn't do it," he added.

Wih oy smets, M 5T Vel @il
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"Because ve get excited. It isa't onderly,” ha

"No-t Q—I;i?_l::-&?n

"Not ordexrly."

"Do you rumn into the trees," I asked.

"Of course not."

"Then its orderly," I said.

In a small way that exchange indicate the pervasive dis-
tincticns that seem to me encecuraged in the schools: the
mistaking of rigidity and stillness for order, of order as

the sbseence of 11fs. You can't create order by destroying

all energy and passion no matier how hard you itry, end yet

that iz whatl we alitenpt in the schools, YWe itry-to create



and prescrve an order thal depends upon the destruciion of life
toth inside and out and which all life, vhen expressed, must
necessarily threaten or weaken.

The natural process of learning seems to move naturally from
experience through percepticn to abstraction-~in a fluid, conti=-
nuous process that cannot be clearly divided into steges. It is
in that process that energy is somenow articulated in coherent
and meaningful fcrm--as an act or thought or & made ohject. The
end of learning, its aim, seems to me "wisdom" amnd wisdem to me,
falling beck as I do on a Jewish tradition, is at its simplest
"intelligent ecitivity" or, more compliceatedly, the suffusion
of activity with knowledge, a wedding of the two; For the Hss-
sidic Jews every gesture wes potentially holy, a form of
prayex, when it was made with a revereace for God. It seems to
me thai in the same way & gesture is alwvays e form of wisdom--

en aclt is wisdom--when it is suffused with knowledre, made vith

a reverence for the truth.

Does that sound rhetorical? I suppose it does. But I meen
it. The end of education is intelligent activitiy, wisdom, and
that demands a merging cf opposites, a sense of process. ¥e
seem instead to produce the opposiie: immobility, insecurity,
an inebiliity to ect without institutional blessing or direc-~
tion or--at the opposite pole--a headlong rush toward motion
without balance or thought. We cut into the naturel movement
of learning end try to force upon the students the end precduct,

abstraction, while eliminating experience and ignoring his




-

self of e particular environmeni--school, community, culture,
etc. When this is ignored, as it is in schools, the natural
relation of self end knowledge is broken, the parts of the
process become polar opposities, antitheses, and the young
are forced to choose between them: "objectivity, ordsr and
obedience”" as against "subjectivity, chaos and energy." It
doesn't roally matter which they choose; so long as thé two
sets seem irreconcilable their learning remains incomplete.
Caught between the two, they suffer the intellectual "schi-
zophrenia" I mentioned until it occupies them too. They

weit. They sit. They listen. They learn to "behave" et the
expense of themselves. Or else--and you can see it happening
now--they turn against it ernd thoir "masters" with a ven-
geence that is not surprising. They may shout, as they did
at Columbia, "Kill All Adulis!" They have allied themselves
with raw energy against reason and balaence--our delicate,
herdwvon virtues--and we should not be surprised, for we

set up the choices ourselves end it is simply that they

heve chosen the wrong side.

In their rebellion, Hallock, the studentis seem to me
much like a colonial pcople turned against their masters.
The coalition of students and black power advocates is o

strikirngz and natural one. Schools cen be seen a8 & colonial
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our own ends, producing from those resources the very goods-—-
activities and products--which ve attempt to get them to
accept. That is in a sense what Mercuse talks about in Eros

and Civilization when he describes the need of an industxrial

state for the energies of iis young.

There is, in addition, something Puritanical, something
fanetical and inescapably "Western" and Faustian in our at-
tempts to colonialize or control the energies of students.
It is as if we wanted to deprive them of the life we have
alwvays exploited or evaded. They must sense that in some
way, must sense that we are doing to the young vhat we diad
in othex vays to the Indians or the buffalo or the landscape
itself; we could not "undevrstand" those things, could not
see them for what they wevre, but saw them all as alien and
threatening, strange, unlike ourselves and "savage," perhaps
the Devil's work, and had to destroy them, for we must for.
ever destroy what we cannot exploit, control or understand.

I am making vwild generalizations here, I know, sweeping
statements, and yet this is my sense of tihings. It is the
same sense of things you will find in our writers--}elville,
Hawthorne, Miller, Whitman, Williems and Lewvrenrnce (ocur best
critié: the sense of constriction, the destructiveness, as
if we built our institutions and lives on such a narrow
base~-oulawing certain styless and energies~-that we are
forced continually to destroy or suppress all th2 thirngs

that thr:aten themx, It is o spiresl. ¥We exile peris of our-
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end "immaturity,"” tad "conduci," and thosz exiled paris of
the se¢lf become our enemies, they threaten what we have
built irn their abserce and we are forced te deny them niore
foreefully. The more we deny them the more they threatan
us, the more they threaten us the more we deny them... The
cycle continues, tightening like a spring, unitil we become
avaere of what we call the "apocalypse': the relesse of the
tension, the return of those exiled selves. It is that too
wve see in the young, it.is that enexmy we project upon
them, it is what we so wrongfully fear in them: energy run
wild, unrestricted desire, savagery.

I am alvays amazed at the fantasies adults nmaintain g~

bout adolescents. They seem to think that without xestraint

they will run wiid, killing and mairing, throwing overboard
2ll cecution, restraint and self-proitesticn; they seem to
sce in them excess, a slant toward oxrgy, a destructiveness
that has little to do with the children I know. Most of
the studenis I have seen are as cautious as their parents,
es inhibited; they have inherited from them a mistaken
sense of their own fragiliiy .and have difficulty in living
through even their hest impulses; .they get in trouble when
they do because of stupidity not daring: and their senses
of restraint, respect and gentlensss seem far betier deve-
loped g2nerelly than those of their parents'. Yet I have

seen Pacific parents argue at great length with their

children over the frecdoa of the vounz. While the chilldren



childhood, telling the children how much more free they were
than their parents.
!

"How we envy you," the parents said. "How we envy you the

freedom of your acvivities and your guililessness.”

And ths students tried very hard to explain their own prob-
lems and limitations. But the parents could not hear, for
they seemed to see the children through a haze of fantasy--
es free and unruly crestures, wild and uncivilized, who had
the virtues of the "noble savage" but who had, at times, to
be contained for their cwn good. My own experience with
adolescents teaches me they necd more dafing and strength
and freedom, not less; they nced less restraint, constric-
tion and caution, not more. But who else has & chance to
see that? I have discovered it at Pacifie, whexre we give
the students enough to space 1o rveal what they really are
or need or do. But that is impossible in the oxrdinary
school for it means risking the neat "ordex" of the insti-
tution, and teachers are left with a peculiar vision of
students that will never be dispelled--~for they will never
see the students acting naturally.

That 1s what disturbs me ebout the schools: they are
self-fulfilling prophecies in the sense that there is very
little chance for raw experience to correct the preconcen-

tions teachers have about childxen; the myth of the savege
child remains intact because il seems built into the insti-

tution itsell and few teachers will risic changing thines



about education as "an open field.” I had tzlked ahout the
need feor a wedding of opposites, enerzy and order, as Blake
describes it in "The Marriage of Heaven and Hzall."

A philosophy professor from Los Angeles angrily raised
his hand.

"So you believe," he said, "in self-expression!”

"3f course," I said.

"Well," he said (triumphently) "so did Hitlexr!"

By which he meant, of course, The Devil. For we are Puri-

tans s31ill. We cee the young as Indians snd witches (they

(6]

even aress themselves thuat way!), destructivae and fascinating,
end they strike within us en echo, they appeal to what we per-
cieve in ouvrselves as disorder end thresten the order outside.
We ere forced to keep them constrained in whet seems to ne

at this moment almost a symbolic act: as if they were the

lost parts of ourszelves thot must be rejected if we .avre to
remzin what we are. That 1oo is the function of schools:

to kecep ourselves intact, Pefhaps thet is why they are so

destructive Vo the young.

A

I will repeat my point ageain:
Adolescents scenm clossest amnony classes of men to those
—————— o

encrgies ve fear. They come to represcent in our edult miads
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men. Childhood itself and the schools can also be scen as a
kind of "reservation" in vhich the young persomn, like the
Indian, is isclated. In oiher words, we define children in
certainways and confine them to forms of our definition--
and we deprive them of the experiences which might enable
them to escepe chilcdhood or prove themselves mature or form
more adult relationships to the community. The central
device in this deprivation is the school itself and a sys-
tem of lews which demands that the child and edolescent
attend school and at the sume time make it impossible for
him to do anything else. Adolescents cénnof vork, they can-
not travel, they cennot live alcne; there are lavs againsit
their presence on the streets early in the day or late =t
night. In Sen Jose I have seen sixteen year-5lds charged
vith "idle and dissolute behavicr'--ag if they were back in
seventeenth-century New England.

cle. We trap them in childhood by
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1t fer them to be men end women; ve deny
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them responsibility and then reil againsi them for theirxr
lack of it, for their immeturiity; and then, beceuse we de-~
fine them es immature, we confine them to th2 schools and
deprive them once agein of eny real life in the community.
The ambiguities in our approach to them is startling. I
remembeor talking to one of my students the day after we
had held a parsnt-student meeting:

"My father liked it," he szid, "but there was cne thing

13
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"And what was that?”

"You kept celling us children. He didnft like thst. He
says we're to big to be children.”

"He may be right," I said. "Yhat do we think?"

"I don't know. I kept tellingz him we were children in
a2 vay."

"And then?"

"And then he got more and more angry, and then he began
to shout, and finally hs &elled: you aeren'i children~-~and

now o to your roonm!"”

Do you see my pdint?

I thought at one time that changes in schooling would be
enough, that the school itself could bocome at leest & "micro-
cosw" of the community outside, a kind of half-way house, a
preparatory erena in vhich stﬁdents, in semi-protective sur-
roundings, would de¢velop not only the skill but the charactor
too that would be needz2d "in the world."

Buv I bave my dcubts aboutr that now. Those doubis are
intensified when I tallkk with teachers, for tkey seem deadset
on keeping the schools basically the same. When I telk to

them about "schizophrenia end the anxiaty of the schools

thet weelken stucdents they respond by pointing out that anxiety

13

is necassary to creatiosn or production, and the demands ol
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between different kKirds of enxietly, consecquence and stress.

5 the kind of consequenge that followszs naturally ir

[V

There
activity, kinds of anxieiy more naiuvral io one's existence
in the world thav seem entwined with all the problems of

being a man. But the anxieties we produce in schools are

of another sort entirely, for what we do in schools is set
up a series of "ertificial" conzequences~-punishmenzs, re-
wards, which den't follow naturslly from the act, but amre

attatched to it by adults. Do you see what 1 meen? The

structure of the schoecls end the systems of act and conse-
quence that we set up are, by their nature, "models" of
reality. But upon examination they turn out to havae little
to do with the world outside schools, where the denands a
man meets in his own growith are nothing at ell like the

demanda establizhed in schools.

tn

It is difficult for teachexrs teo sez this, for they have

hools systems of consequence that ere dis.

set up in the sc
guised systems of morality, end they are unconsciously
attechad more to "what ought to be" than "what is." 7The
worlds for which children are prepared no longer exist-—
if ever they did, end the more I sce of the schools the
nore I despair of itheir deing the jobs we want them to do:
echieving a wedding between the younyg and their culture
so that they understand its habitation of themselves zs

-

they reside withir it. More and mere, as 1 have said, it

sceml Lo m2 1o nogd thne "artificisl" nmedelsz of sohools:
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they respond more fully, more intelligently, when they make
direct contact .with the community and are allcowzd to assume

roles that are either meaningful to the community or to them-

b

selves. What is at stzke here is the freedom of volition,

for this is the basic condition with which people must learn
to deel--and the sooner they achieve within that condition
wit, daring end responsibility the stronger they will be. It
seens to me absurd to postpone the assumption of that condi-
tion es long as we do. In most other cultures end even in
our owvn-—-in the past--fifteen ycar-olds have taken upon them~
selves the responsibility of adults and have dealt with it
as successfully as most "adults" do now. The students I have
seen at Pacific can do that too--when given the chance. Vhat
a strain it must be to have that capacity, to sense in one's
self a talent for adventure cr growth or meaqing, end have

that sense continually svifled or undercut by the role one is

suovposed to plav,

I suppose the problem began in the late nineteenth cen-
tury when we began to develop the child-labor laws that were
obviously necessary to protect children from exploitetion.
Those laws and the dvelopment of mass compulsory schocling
seem to have combined to make "childhocd" a special legal
category and to mark cff, completely artifically, various
stages of develcpmenti. What begen as & legal distinction was
soon a social one and "childhood" became a curious category

of being that extended from birith throuzh one's eighieenth
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nced the labor of children &s many culzures did or do, nor



do we need to protect them, because of that need, from exploita-
tion. The opposite is true. We have little industrial need for
their raw power; we could not use it if it were aveilable. The
job-market, economy, ctc. make their energies a surplus commodity
end dangerous to social balance, and we keep them in schools now
for our own good, unable to imagine another place for them in

the society. They scem to me kept from the community simply be-
cause there is no real place or use for them; it has nothing to
do with their own capacities.

Vhdt I am suggesting is that this will have to chavnge. It is
clear that there exists little distinction these days betwéen
adult end "child" in terms of experience; early sexuality, birth-
control pills, the availability of drugs, television end an
increased mobility'make available to the ordinary adolescent
of every cless the same experiences available to his parents.
The "input" of experience and stimulation is enormous; what is
lacking is the chance to "express'" that experience, to meke
sens2 or meaning of it in relétion to a larger community. The
distinéﬁion between adults and children is breaking dowvn too
in terms of devendence or capaqity for thoughtful and vivid
behavior. Many people I know of fiften, sixteen or eighteen
are as capable of living independently as are most adults I
know and would make no more of a mess of it. There doesn't
seem to be any reascn to class them as "children" in that
respect. The one distinction that holds up seems to be between

those who work end those who don't, those who support them-
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want indcpendence and would be willing 1o earn it if necessary,
but the lsws won't permit it. And, more important astill, we

seen to be moving into ea age when work won't be necessarvy for

211 adults and we will see many older persons live off others
or the state without earning their way. As that protestant and
capitalistic ethic collapses, the major distinction beiween
edult and adolescent will give way, and one cen imagine adoles-
cents moving more freely into the community at an eerlier ege
wvithout haviag to work to "earn" that right.

Gf course I believe that thet vime is ﬁpon us now and that
we must find some "reel'" place, a place in the community with
volition and/or responsibility for adolescenis right now.

They are certainly ready for it--even if we eren't. That is

vhat we heve scen at Pacifice in our "experimental" setting.

[

Adolescents secm to need at least some sense of risk and ge

"out there" in the %World: an existential sense of themselves

n

that is vivid 1o the extent that the dangers faced are "real."
Pacific's students seem strongest and most alive when they
are in the mountains of Mexico or the Oakland ghetto or cut
in the desert or simply hitch-hiking or riding freights "to

see what's hoppening.™

They thrive on distance and motion--
and the right to solitude when they want it. Many of them
want jobs; they themselves arrange to be teachers in day-caere
centers, poslitical cenvassers, tutors, poolroom attendents,

sctors, governesses, gardeners. They returned froa these

expericences immeassurably brightened and more sure of them-



It was not simply the experience in itself that brought this
about. It was also the feeling of freedom they had, the sense
that they could come and go at will and meke any choice they
wanted~~no matter how absurd-—-if they were willing to suffer
what r2a2l consequences followed. Many wanted to work and itra-
vel and others did not; they wanted merely to sit and think
or read or live alone or swim or; as a student has scrawvled
on my office wall, "ball gnd goof." What they finally came
to understand, of course, was that the school made no pre-
tense at limiting or judging their activities; we considered
them "free agents" and limited our own activities fo advice,
wvhat "teaching” they requested and support when they needed
it when facing community, parents or law.

What we were after at Pacific was a feeling to the pleace:
a sensc of intensitly and space. We discarded the idesa of the
"microcosm" or model and repleced it an increesed openness

and access to the larger community. The cempus itself b
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a "hub," a place to come back to for rest or discussion or
thought; but we truned things inside-out to the extent thet
we began to assume that "learning" tooxk place more naturally
elsewhere, in all of the activties that our students chose,

and that the "school" was in actuality wherever thev wero,
o .y

whatever thev did. Vhat students learned at the school wes

L

simply the "feel'" of things; the sense of themselves as
mak%ers of value; the relaization that the environment is 2t

best an extensiocn of men ard that it can be transformed by

o

themr inteo what ihewv nead.
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I hope that doesn't sound rhetovical but I am afraid it



does., What we tried to cresnte wazs a "flexible environment,"

what e designer T Know has called permissive space. It wes

meant to be in a s2nse a model, & metaphor, for the condi-
tion in wihich men find themselves: a flux, e confusion, in
vhich the responsibility of a man vas to make connections,
velue and sense., We tried to create what I will call else-~
where an "open field" by eliminating from the school all
preconcepitions ebout what was proper, besi or useful; we
gave up rules and penalties; we refused aj all levels to
resort to coercive "force" and students wvere free to cone

and go at will, to do anythinz.¥e were afier what cne might

——in.

call e "free" environmeni, one that was guilt-free and in

which the students might become-oxr discover what they were

without having to worry abeut acting out adult images of
themselves. )

Cf course it took us a long time to come close to thot
and I can't go into the details here. What we learned to
o in every instance was to give up éll our ideas about
education that didn't work. When something didn't work we
refused to blame the students for it--or curselves; we

sinply went on tc the next thin feeling our way, trying

g 24
to get some sense of whait wes needed. That too is whet I
mean by "guilt~-free."”

What we found irn that setting was that our students
seemed to need, most of 211, relief from their own "child-

hocd"~~whot was expected 6f thea. Is that clear? Some of

then nagda:
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grid of adult e#pectation and demand for lengtihy periods of
introspection in which they scemed to grow mysteriously--
almost like plants. 3But an even greater numaber seemed 1o
need independent commerce with the Great ¥World outside the
school: a new sort of "social" existences. Nothing could
replace that. Early in the school year we had found our-
selves going to great lengths to provide vivid experiences
withia the school: encounter groups, psychodrama, team—
teaching, independent study, curriculer changes, less
traditionel content--all of the innovational devices of
contemporary pedagogy. Some worked.betfer than others but
none worked as well, in general, as direct social experi-
ence. The simple facl seemed {to be that our students grew
vhen they were allowed to move freely into and around the

adult community; when they were not, they languished.

But I must offer a brief discleimer here.

When I begin to talk about learning at Pacific and
what we found I am usually answered by anguished cries
from parents and teachers.

"But what about learning," they insist.

"What about boolks and math and geced spelling? What
about collega?"

"What aboﬁt our lnowledge and tradivions? How will
students discover the past?®

"How will thoav learn responsibility without rules?



Of course I understand these concerns. I worry about them
too. I hope that i1s clear elsewhere.

But it seems to me that they distract us from what may be
the real existential crises of adolescents. Everything I
have seen indicates to me that their real needs and problems
with learning can't be solved in the traditional ways; in-
deed, those ways exacerbate the provlems.

I accept without question the role of man as a maker of

value; clearly his resoponsibilities include the intelligcent
habitation of nature, the development of his culture and the
motion toward some sort of ultimate understanding--if such
en end is possible.

But I also think that the psychic violence we do to the
young to make them "accept" these burdens is what bleeds

them, finally, of wvalue or appezal.

It seems to me thet the period of adolescence is for many
students precisely the wrong period for literary experience
or abstract knowledge. It is hard to be certain. Certainly
the "bookish" students at Pacific moved naturally in that di-
rection and didn't really need the school to discipline them.
But while at the school itself they--with the other students--

seemed to thirst for different things.
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end hidlden assumption that children had to zo0 to school. ¥When




that coercion was removed we found that their interests--
given that new freedom-~-rarely followed the pattierns they
had when subject to rules and punishments. We found (1)
that when ccercion is removed most students don't want much
to do with schools-~even "good" ones--if they have meaning-
ful alternatives. Small changes within the school failed

to produce the sudden shifts in charaecter, the growth,

that followed release from school; (2) that most students
in a "free" environment would rather learn through direct
social experience than from books, but that they do learn

that way. They seem to want and need immediate adveniure--

choice, space and change—-and they thrive on‘it.

We came to see that learning is natural, yes, but it is
natural to most things adolescents do. By associating
leerning with ore particular form of anélytic_intellcction
and insisting upon that in school at 2ll levels we make a
grave error. ¥When students shy away from that kind of in-
tellection it doesn't mean they are turning away forever
from learning or abstractions; it means simply that they
ere seeking another kind of learning momentarily more
natural to themselves. That may be anything from physi-
cal adventure or exXxperimental community work to withdrawn
introspection and an exploration of their fantasies and
dreams. The forms seem endless.

Indeed, it is hard for them to do anything without some
kind of learning--but that may be what we secretely fear;

that those other forms of learning will make them less

manageabls or like ocurselves. Thkat, after all, may be one

reason we use all those posits. Levi-3trauss insistis some-~
where on the relation of increased literacy and the power



of the state over the individual. It may well be that depen-
dence on print and abstrection is one of the devices we use
to make students manipulable--as if we meant to teach them
that ideas exist in talk or on the page--but rarely in acti-
vity. We tried to aveoid that at Pacific. When we did, when
we permitted students the freedom of choice and gave them
easy access to the community, we found (naturally enough)
that ideas acquired weight and value as students were
allowed to try them out in action. It was in practical and
social situation, "real' situations, that abstractions be-
gan to mean something for them. As thef'emerged intact from
those situations their own strength increased, and the mer-
ging of the two--strengthened self and tested knowledge--
moved them more quickly toward maturity than any other
"methods" I have seen.

One might make a formula of it: to the extent that stu-
dents had freedom of volition and access to experience
knowledge became important. But volition and access were
of absolute value; they took precedence over books or pa-
rental anxiety; without them, nothing worked. So we had
to trust the students to make their own choices--no matter
what we thought of them. We ended by accepting those choices
as their absolute right, no matter where they led them or
how werried we became. In short, we lesrned to take their
risks with them--and to survive. In that sense we becanme
equals, and that equality may in the end be more Jeduca-
tional" for students than anything else.

That @ay de the most important thing we learred at

Pacific, I have certeinly repeated it often enougu in



these pages: the ways we defined '"childhood" or "student"
were in the end what influenced behavior and change more
than anything else. New ways in seeing them were more ef-
fective than changes in curriculum--and without them
nothing made much difference.

éut we must understand too that the 0ld way of seeing
things--the traditional idea of childhood--is in sone
way baked into the whole public-school system at almost
every level and also hidden in most teaching-theory. It

is very much entangled with the idea of comvulsory

schooling. For without real choice studentis will remain
locked in childhood in their schools awey from whatever
vivid or meaningful 1life is left.

The problem.is that real choice includes dominion
over one's own time and energies and the right to come
and go on the basis of what has actual importance--and
I wonder if we will ever get round, given all our fears,

to granting that privelege to students.



Dear Halloclk:
One thing alone of all I kave read has made recent sense to
me concerning adolescents. That is the implicit suggestion in

Erikson's Younz Man Luther that every sensitive man experiences

in himself the coanflicts and contradictions of his age. The
"oreat" man, he suggests, is the man who articulates and resol-
ves this conflicts in a way that has meazning for his time; that
is, he is himself--as was Luther—-~a victim of his time and its
vehicle and, finally, a kind of resolution. It seems to me

that every man, not only the great, has in some measure the
capacity to experience in himself what is happening in the cul-
ture around him. I am talking here about what is really shared

emong the members of a parvicular culture: a ccudition, a king

of intexrnal "landscape”: the psychic "shape" that e particular
time-and-place assunes within-a men as the extent and limit of
his perceptions, dreams end pleasure and pain.

If there is such e shared condition it seems to me a cru-
cial poiht, for it means that there is never eny real distance
between a man and his culture; no real "isolation" or "aliena-
tion" fron society. It means thet adolescents are not in their
untutored state cut off from culture ror "outside" it. It meens
instead that each edolescent is an arena in vhich the contradic-
tions and currents svweeping thrcough the culiure must somehow
be resolved, must be resolved by the verson himself~-znd that

ch

1

those individual resolutions are, ideally, the means by wh
the culiuvre advances izself,

Do you see what I em driving at? I am straining here to
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pa;t the idea of the adolescent as an isolate and deviant crea-
ture who must be joined--as if glued and clamped--to the culture.
For we ordinarily think of schools, not quite consciously, as
the "culture" itself, little models of society. We try to fit
the student into that model, believing that if he will alust

to it he will in some wey have been "civilized." That approach
is connected, as 1 wrote earlier, tov the needs of the early
century, when the schools were the means by which the children
of immigrant parents were aculturated and moyed from the
European values of their parents towerd more prevalent "Ameri-
can" ones. But all of that has chenged now. The children in

our schools--all of them--are little fragments of this cul-
ture; they no longer need to be "gocialized” in the same ways.
The specific experiences of every adflescent--~his fears, his
family crises, his dreams and hallucinations, his habits, his
esxvality~--all of these are poinvs ati which the general cul-
ture reveals itself in some way--however individualized--and
there is no longer any real question of getting the adclescemt
to "adjust" to things.

No. The problem is a different one: how do you get him to
discover and accept what is already within him, to erticulate
it and percieve the extent to which it is shared with others--
end, finally, to learn to change it within and outside him-
self? For that is whet I mean when I call the adolescent a
"maker of value" and a vehicle through which the culture
transforms itself. He is, I suppose, a2 trustee, but a trus-
tee of a world which already

himself--end we must both learn--the adolescent and his



-teachers--to resgpect iv.

There are, of course, adjustments to be made. I don't want
10 be trapped here into defending mere impulse or mindless-
ness or irresponsibility. Adolescents must always be exposed
to the mores of the tribe and the delicate balance of respon-~
sibility and priwvelege that is the sosial contrect at the
heart of any culture. He must be conscious ¢f what is sharted.

But the point I am making is that what is shared is not the

school itself; that is "frozen" history, an anochronisma.
Vhat.is ectually shared is that inner landscepe within each
men, and education--to make any sense at all--must begin
with its acknowledgemenit: with the acceptance of the inter-
nal life of each participant. It is from that centrel point--
one's own existential condition--and the discovery that +ihe
condition with others is shared, that it forms e natural
"community,” that other concerns begin.

In a sense, then, I am calling for a reversal of most edu-

cational thought. It is the individual who is central, who

is, iﬁ the deepest sense, the culture--not the institution.
It is in him that culture rsides—-in experience and memory--
and what is needed is an educetion in which (as in some
initiation rites) the wedding between private experience

and communal responsibility has at its base the sanctity of

the individual's experience and leaves it intact.

In the !aﬂ; few years, Hallock, & crisis ha& developaw:

-



a contest involving, in some general way, the control of an
individual's senses and energies. You can see it happening
now as the methnods of social manipulation change. Macluan,
of course, has pointed all of this out--but he seems much
less frightened than I am. Thirty yearé ago students were
still manipulated "socially," through family and group re-
lationships—-and some thought it possible (Dewey earlier
and, later, Neil) to "resocialize" persons in schools by
setting up new group configurations that demanded by their
very structure new and sometimes liberating relationships.
But these days students are being menipuleted in far more
complicated and subtle ways: through the media, through
mass-movements, through the environment itself--and the in-
crease in this sort of manipulation seems coupled to the
growing isolation of the adolescent from large families or
real community-~-from humen contact.

That is why one worries even more about the schools. At
the same time the adolescent is subjected to the barrage of
the medis~~predigested versions of reality--we deprive him
through school and law of most chances to articulate his
own experience or share it. Students denied a sense of their
own value or potency are beirg trained in a way to become
"recievers" rather than "senders" and are asked to depend
more and more on external manmade messages. I suppose the
man who understand this best is William Burroughs. One

would hope that all the people so excited by Understendin

@’
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Media would also read IBurroughs' saksi Lunch 2or the other,

=
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more frightened side of the same vision.
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The problem can be put simply.

¥e are becoming increasingly conscious of the effectiveness
of biochemical or electronic or environmental forms of manipu-
lation. More and more our versions of things are shaped less
by the immediate "locale" and more by the media, Thus, if any
sort of self-determination and choice is to remain, individuals
must become increasingly sensitive to the effects upon them-
‘selves of very subtle manipulative devices; they must learn

to evaluate for themselves which ones they prefer--ard even

why. But such an ability presupposes an ability to feel both
deeply and precisely and an awareness and trust of one's own
internal condition: of the state, at any given moment, of
one's own consciousness or "being." But that capacity, now
such a necessary one, is the one which schocls--nerhesns
without knowing--discourage.

The function of any humanistic education, I suppose, is

the creation at least of the possibilitv of freedom by

bringing the student to the point where he is capable of in-
telligent choice. In the past this has meant the capacity to
make ehtical or moral or politicel distinctions and choices.

It bas depended upon an awareness of the possible alternatives,
a sense of history and the ebility té foresee consequence.

But such choices in the future will be of a different and

more complicated nature. Alternatives will be presented in

different and less obvious ways, for they will involwve, I
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"realities.”" In 2 sense, ,such choices are alrealy beins made
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available to children of twelve through thz avilability of



of drugs. But upon what bases can they make a choice?

If direct manipulation of the nervous system is to continue--
an it will--and education is going to continue to create for
students an ultimate freedom of choice, students in or out of
schools must be exposed to & variety of conditions and styles,
different perceptual states; they must learn to distinguish
between various acts and choices on the basis of the ways they
make them and their fell;ws feel. Only that sort of deep invol-
vement with subtle conditions will work.If the students are
forced, as they are now, to deaden their sense of themselves
in order to remain in school and free oflpain, then they are
being readied for precisely the kind of manipulatidn that is
going to flourish in the next few years.

Do you see what I have done, Hallock? I have suggested some-
thing that the schools can do for students that cannot be done
elsewhere. Books-~as crucial as they dre-—will ‘always betavailable;
students who want them will seek them out. What may be more
important at the moment is this need for an education of the
consciousrness, of gwareness. But at the same time one recognizes
this as a possibility for the schools one must also ask: are
they likely to do it? I don't kxnow. I know that we probably
"rmean well"” in our schools or at least think we do. But you
can also argue, with Levi-Stirauss, that "the struggle against
illiteracy.is indistinguishable at times from the increased
powers exerted over the individual by the céntral authority."
Perhaps decreases in personal freedom and compulsory, mass
educnition must zlways go hand ir hend; that worries me. Per-

haps the implicit (thouzh unconscious) purpos2 of the schools



bave always been to make persons manipulable! This, I suppose,
is a mildly schizophrenic perception, a consfiratorial view of

history--and yet I am drawn to it. Qur institutions mey be

designed to destroy us: that would be Artaud's way of under-

stending Freud's ideas in Civilization and JIts Discontents--

but it is also Blake's and Burroughs' and it stays with nme

too, even during such calm days as these.

I wonder if such fear is justified.
I know that Machén and others face the same future with
a kind of glad unblinking acceptence. I am not so relaxed.

. . b . . .
I think that in some stirange way Meclilan and his enthusiasts
A

heve mistalken the machine for nature itself: as if, through
his relation to it, it somehow brought a man closer to some
kind of truth. But I think that is wrong. The individual in
relation to the media is more like & Burroughs character, a
kind of addict. That is, cut off from the media and its in-
tense stimulation he feel himself empty, a hollowness

waiting to be filled by the next wave of sound. What I fear

in all that, in its acceptance, is the loss of a primary

truth: that & man's being is in itself his primary connec-
tion to nature, that both nature and culture reside end
meet within himself--and that much of his attention, his
senses, must be directed toward that landscope rather than

machin

(V]
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Does that mak:s sens2? Vhat disturbs me about the unques-~



tioning ccceptance of an electronic utopia is that we seem
so ready to eccept or celebrate medie precisely because we
have forgotten this truth. To distract the individuvual from
his inner connections by forcing upon his consciousness ex-
ternal messages and breeding im him eautomatic and unchosen
responses i3 to deprive him of his btasic connections with
nature itself--and real choice. I have often seen my own
students animated at first by electronic music and then
numnbed by it, engulfed and--at its end--left high and dry,
vithout "11fe of THeiT 'own, 'Duppats with Tax Strings. It hs
then that one begins to fear the combined influence of the
media end poor schooling--and the gradual loss of feeling
in ourselves.,

One's real relations to things take place in peculiear
and highly complicated wazys—--often in silence eand solitude,

The unfolding of individual personality is slow and deli-
cate and it is through the richness og thaet personality
that one knows, first-hand, the rescnance of other things.
It is that, of course, must be protected in schools--if
they are to be worth anything at all. But how careful we
nust be! For we are in danger of making the same mistakes
with machines in this century that we did with "logical"
thought in the last. That is: what cannot be programmed

or conveyed or assimilated by machines may cease to be a
part of "objective" realiiy. It is in that wey that they

may nake the world smaller for us rather than larger and

leave us impoverishad.

27881



Dear fallock:

I don't know where all this wandering has led us. I come
to‘the close of this paper still wondering to myself if
schools are worth all the +trouble, Can they be saved or
changed? I no longer know. The more I visit and talk the
more I believe in the necessity of change--and the less
faith I have. I am not sure, afier all this time, that I
believe in schools at all.

One fall, I remember, I returned to the State College
after several suamer months in the mecuntains of Mexico.

I had been quiet there, calm, working end walking with a
fow good friends and a girl, and I had gotten many things
"straight" as they sz2y in my own mind--with a wonderful
kind of clarity and celm. That first day in school I felt
as 1 usually did: a sly humor at being there at all--
like a kind of comical spy, and a sense at the same time
of the heavy pressure of the place--as if the sharp edges
of those ugly buildings were actually insjde one's own
mind. I walked into the clessroom and looked at the class
I was facing for the first time. I wrote my neme on the
board--one always does that--and began to talk to them
quietly about what I wanted to do. It was all very simple,
of course; I never wanted nmuch. They would grade them-—~
selves, choose their own books, conduct their own discus-
sion and write papers when they wanted. They were mildly
perplexed by the simpliciziy of things, e little nervous;
was all this peraissiveness some xind of Trick? Thery be-

gen to ask questions, and Tinally one of them asked--



with real anguish in his voice:

"But whet is it you wani?"

I had at that moment what Zen students later described
to me as a2 brief and mild moment of satori. I could not

understaend the question and I was suddenly.fixed in a kind

of pleasant but inescapable silence. I tried to speak but
could notv. For there flashed through my mind with a sud-
den clerity not only the absurdiity of that question but
the absurdity of the whole situation: the roles we played
and the class and classroom and the structures outside
and their purposes. It is, of course, difficuit to desc-
ribe. I knew that whatever I answered would be gbsurd
beceuse the weirdness of things was built into the ques-
tion and our roles as teacher and student--and whatever
I said, no matter how I disclaimed that role, would res-
tore it, Had I been any sort of "master," I was told, I
would have spontaneously made some sort of gesture thet
would have revealed, magically, the absurdity of the
situation and opened the student's eyes. But I was not,
of course, a master. Instead I stood there in silence--
like 2 man who suddenly realizes that what he has taken
for reason or "reality" is, in effect, an absurd game
with nothing to do with the real relations or needs of
men.

I never did answer the question. I managed in a few

moments. to explairn 1y silence in a muddled way -and then

W
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I kept quiet for the resi of thae pariod waile they tallked



emong themselves.
0f course I had felt long before that instant that the
college was another version of Xafka's castle--a2nd I still

feel that way. But in that particular moment, which I cean

only hazily recell, I knew it with a dazzling certainty
that I cannot recapture. Everything had fallen into place
and I saw, from that hardwon summer's calm, the grotesque
nature of what I was doing.

I am torn between that sense now and the surge of feeling
at times that, yes, the schools can be saved or changed or
put to real use. This evening I seem to be neutral. I am
interested now only in getting down all I can about schools
before I move on in my own mind to something else. There is
more to it, of course, than I have written here. I once
thought, while teaching, that there were weys round the
problems I have described here. To that end I moved naturally
in my classes toward e theory and technigue called the "open
field" in which we tried to remove from the classroom all
regulations and expections and preconceptions about what
might or should happen. It was an essentially aesthetic idea
derived more from John Cage or Charles Olson or the action-
painters than from any kind of pedagogy. It was an attempt
to create en ideal environment in which every held idea was
implicitly questioned by the possibility of a total freedom
without external or institutional limit, a sort of absolute
space that assumed its meanicyg only through the activiiy of
its inzabitantis.

I suprose we hzve the time to describa iV in more detlail.



In my notes I find these rhetorical notes for a.speech:
What we ordinarily say in the classroom, implicitly,
is not here, not aow. What must be said is: Ilere &
Now, I & Thou. Not to sit back from things, watching,
teliing notes, talking, but to enter into them-~-arnd
dance. The classroom must always be an event occu-
ring in the present, it must be a kind of holy
moment. For particivation and experience are the
homage we pay to things, to life; they are acis of
love~-~that, I suppose, is wiat we meen by I & Thou,
and it is there, in participation and acknowledge-
ment, in that holy moment, that real knowledge
begins...

What I was after, Hallock, wWas what we later moved toward
at Pacific—-with younger students.and on a larger scale. I
thought, for a start, that such an approach would gradually
bring each student to an expression of himself; that the stored
experience of each one, as it rested in him a; hebit end memory,
would mke its way to the surface. We could begin to learn froom
the inside out--on the basis of what we really were. I wanted
to eliminate the preconceptions that ring the teacher round
and the classroom and thus reveal to the students how the
"shape!" of culture--~the real landscape we share--is noi the
institution around us but in actuality the form of a man's iun-
telligence and feeling: the "body" of the psyche.

I don't xnow how to meke that really clear. I struggle with

the idea and return to it again and agein because it seems to

me at once complex, vague and crucial--ard I don't have the
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right words. I know onlxy that T could ase in ny students
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and that the ways they saw things and reacted, what they could
feel and what they could noit, the areas in thea of vividness
or blankness=--all of that is what I meant by their internal
shape: the "geography" of culture within them as thought,
memory and feeling--~as possibility. That is Blake's sense of
culture, of course; it is what Laing is talking about or some-
one, a poet, like William Cearlos Williams in Paterson: the way
a place or time enters a man and becomes him, marks off cer-
tain arcas of experience as tahoo or safe, painful or rewar-
ding.

I suppose we all kanow about that, but what I wanted then
was to get my students to feel it, to sense vividly in them-
selves how their real limits were internal. I hoped they
would discover for themselves is thet the most precise way
1o sense the true nature of a culture--beyond all rhetoric
and moralizing--is to go deeply into the self and discover
what one is and shares with others.

That seemed to me crucial then--and it does now. VWhat
continually weakened the students I saw as a teacher or
part-time therapist was not their pain itself nor their
problems but their belief that their own pain, their pri-

vate experiences, was what set them apart from their cul-

ture, made them neurotic or frezkish. They began withk
their pain but moved quickly to guilt--as if they were

somehow 1o "blame" for their own experience. How can I

make that clear? It was absurd. Precisely those feelings
that mariked them as americans, contemporaries, citizens



' something to be

apart from thins, an individual 'neurosis,'’
hidden or curad--as if their experience itself were a fall
from some hazy kind of grace.

It is this schizophrenic condition, this mild form of self-
distrust or hatred to which I find myself returning. It was
the one thing that struck me most strongly in colleges; it
seemed to me the most prevalent condition there. I used to
find myself wanting to shout at them as if that would rouse
them in some way. I kept wanting to screem some kind of magi-
cal formula at them, a charm, a talisﬁan:

"What a man is, is. What a man is, is. Simply is. Is. Be-
yond guilt or blame. Is, is. Is the culture itself. VWhat a
man is, is..."

3ut you know that refrain already. I héve certainly re-
peated it often enough here.

It is simply that we underétand it w;11 ehough as anthro-
pologists and ethnologists but forget it as teachers. In our
grand passions for objectivity, detatchment, distance and ba-
lance we have somehow convinced students at some very deep
level that their private experience has no place in education
and must be kept away; that the truth resides somewhere in
abstrection and theory rather than activity--and in some col-

lectively accepted and drab version of things: the institu-

tion itself.

But what more can on2 say? I have run out of words. What

moved me in collsges moved me at Pacific and the more I have



seen of things the more I have been convinced of what I began
to believe long ago. I suppose this paper has merely served
to deliniate my own obsessions, what Sterne would have called
my "hobby-horses."

0O well.

I have other suggestions, you know, for different kimds of
schools and teaching devices end techniques. But these are
the ideas and concerns behind them all, and es I review them
now there doesn't seem much analysis or objectivity to thenm.
They are states of feeling all, an almost physical response
to how schools "feel," a poei's response--but I can't apoio-
gize for that. As I said at the start of this paper, I leave
them tacked, unfinished as they are, to the bark of a tree.
Make use of them if you can. As for myself, I think I will
leave schools alone for awhile, It might be a good idea to
go back to those Mexican mountains.

It was Huck Finn said something like that: about heading
out to the wilderness. I suppose that shows you just about

where I anm.

Last item (from a notice tacked to my wall by a student
at Pacific):

On Monday when the sun is
Hot,
Sometimes there's school and
Sometimes nov,
and when the ciosuls
come ovear and tha
rains cone down,
everyone says iucik 1t
and goes 1o
town



Hallocks:
What keeps running through my mind es a work on this section
is a line I read twelve yecars ago in a friend's first published

story: The Iden in that ides is: theore is no ong owvar vou., I

like that line. I liked it years ago because I thought it then
50 easy to be free; I like it this evening too but with = sense
of irony: it hes taken me so long to reallv believe it, and now

I know, in retrospect, how difficult it is--and how rare. Tired

tonight, I must feel like one of the fathers I am itrying to

write sbout. Thers is no one over yvou. Perhaps that signifies
the pep between these children and their parcents. For the
children it _is %rva, they sense it soimehow: there is no one over

them; authority, believable authority has disappeered, it has

been replaced by individuel experience. As Altizer says, Gecd

is deed; he is experienced now not &s someons "sbove," ounipo-~
tent, omniscient or "outside" but inwardly, as conscience or
vision or even the unconscious or Tillich's "zround of baing."
This is all too familiar to bother with here, but his perticu-
b
lar generation seems to me a collective dividin oint; tiae
S Y ;
parents of these children, vae festhers, still believe in thet

'‘someong" over them, insiat upon it, demand it for and from

their children: somacne must b2 over voui; but the children

cannot believe it, the idee means nothing. Yt is almost.ss
if they arée the first real americans--suddenly frece of Europe
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own experience, their own sense of things, even thouzh--at the
same tine--they are forced to defy their families and schools
in order to keep it,

This is a kind of Reformation. Arnold wes:wrong when he saig
that art would replace reliziong education’replaced it. School
became Church, the principle vehicle for wvalue, for "culture,”
and just as-men once rebelled against the established Chruch
es the medieator between god and men, students nowv rebel egainst
the public school (and its version of things) as the inter-
mediary between themselves andcxper}encé,‘between themselves
and experience and the making of velue. Studentis are expecied
to reach "reality" (wbether of knowledge or society) through
their teachers and the school; the institution presumes io
know what is best and has monopolizsd the field of choice and
hes incorporatzd that monopoly inito law. No_one, it is said,
can participate in the culture effectively without having et
one time passed through their hands, proven his ollegience---
and been blessed. This is the authority exertad by priests
end the Church, and just es men were moved once to shorted
the apprcach to God, they are moved now to do the same thirg
in relation to learning and entry into the community. For
just as God (I believe) was argued to eppear within a maon--
unique, private and yet sheared--so culture is, in some way,
grounded in the individuel, inhabits him, and the schools--

like the Church--are ideally the expressions of thni habi-

tation, not its sole authority.

I+ is ne accident, then,-that Srikson’s dsek askout {he
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In it he suggests that the crises of & time are not "outside"
2 men nor resolved by institutions, but that they are present
within end resolved by men on a deep inner psychic level. The
resolution made by a man of the "culture" in himself, when
turned into activity, becomes public property, and in that
way a man becomes more thsn a victiim, more than a servant:

he is a maker of velue, a vehicle for history. That is the
"reformative'" shift that-'occured in the Church, that shift
from the institutional (the external) to the individual (the
internal), end it seems to demand, when it occurs, an agony,
an apocalyptic frenzy, a desiruction of the pasf,itself. I be-
lieve, es you know, that may be happening now. One sees it,
feels it everyvhere: a fissure;.a kind of. quake.

I remember, Hallock, one mcument in the stxeets of Oakland
during the draft demonstrations. The students had sealed off
the street with overturned cars snd there were no police;
the gutters were empty and the students moved iato them from
the sidewelks, first walking, then running and finally elmost
dancing in the street. You could see the. idea brezk on their

faces: the street is ours! It was as if a weight had been

lifted from them, & fog; there was not et that moment eny
fury in them, any vengefulness or even politics; rather, a
lightness, delizhi, an exhilaration at the sudden inexplicable

sense of being "free." Orwell describes something similar in

Homsge to Cz2talonias that briefl period in Barcelone when the
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anarchists had apperentily succasdzd apd men sherad wha
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pwexr there wes., I don'?l know how to describe it, except to say
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that one's sense of invisible authority (Kafka's "casile” or
Burrough's "senders") had vanished: the oppressive father--
who is not really there-~-was gone.

Do you know what I mean? ¥e have all felt it from time to
time, that sense of "being at home," that ease, thet feeling
of a Paradise that is neither behind us nor deferred but is
around us, a netural household. One's attention ceases to
turn upward or forwvard (the Christian directions) but is di-
rected "horizontally" to the landscape and to one's fellows.
I have seen the same thing es I vatchéd Stokely Cermichael
speaking to e black audience end telling‘them thaot they must
stop begging the white man, like children; fox their rights;
for they were, he said, neither children nor slaves, no,
they wexc--and here they chartad, elmost cried, in unison--

a besutiful pesople: yes our noses are broad and our lips are

thick and our haixr is kinky...but we are beautiful, we are

beeutiful, we ere black and besutiful. Watching, you could

sense in that released joy an emergence, a "coming up," e
refusal to accept shame or the white man over them and e
turning instead to one esnother, to their own implicit value.

But there is & kind of pain in being white and watching
that, for there is no one to say the same things to whits
children; no "fathers" ox brothers to give them that sense
of manhood or pride. The adolescents I have seen--white,

middleclass-~arzs & long way from those words--w2 are besuti-

ful. we are bsautiful--and I cgnnot imagine how thoy will

reach theo, deprived as they are ¢f 211 iadividual sirengih,
For it is this, I think, thst the schiools aim et: just that

II I;‘(t



deprivation, just that dpendence upon "oithers" or the insti-

P-4

tution for any sensge of value. Your own worth must be proven
again snd agein by the satisfaction of external requirements
with no inherent value or importance; you must setisfy a set of
demands handed down from god knows when or whom (Friedcnberg
talks about "yesssatiment), end there is the continual sepa-

ration of self and worih and the intrusion of a kind of

institutional guilt: failure, not of god but of the system,

the namelesa "others," the auvthority that you can never
quite see; ycm sce only the edminstrators, the "clerxks,”
the ones who say, with parents, "I didn't neke the rules,
but that's hov it is, everyone must obey them..."

Jt is this feclinrg that pexrvedes boih high schoels and
college, this Kafkaesque sense of feceless euthority that
drives one (soe Friedenberg) to rebellion or withdrawal.

Kafka's Trial is a perfect imege of it, and I can remember

my own relief et being "fired" from the Stete College, for
at last I could confront my entagonistis, at lest-—-in that
endless round of commitices and meetings-—-one had a chance
to meet face to face with the men responsible for the ra-
ture of the place. We are sll of us, for that reeson, en-
chanted by the idea of the Trial, that ancient Socrtsaic
dream of confrontation end vindication or martyrdom, for
it is then, suddenly, that Authority shows its face. I
once watched Jack Kerotae in the mid-fifties on a television
show and when the interviewer zskad him what he wanted he
ace ¢ God. How arrcgans and childish

g &4 . . - 1
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and direci! And yei, I supposs, it is what we all wanti as
11346



childrens: to heve the masks of authority, all iits disguiges, re-

moved--and to sce it plain. I think these days that that is what

lies in part behind the riots.in the schools. Their specific
grievances are incidental, their real purpose is to maite God

show his face, to have whatever petvesive end oppressive force

makes.us!pérpetual thildrea reveal itself, declare.itseldl;, commit

itself at last. It is Biblical, it is Freudian, it reminds cne
too of the initiation rites: the need to unmask the gods and
assume thoir pover, to become an EFquel: e&.man and peere ...

It is all this runs through my hesad thinking about students
and parents and that one line (to come full circle): there iz

no one over youw., The schools seem to me 1o enforce alwayvs the

ides {whatever else they do) that there is someonc over you~-
and the methods by which: .they de it:ere ritualized, pervasive:
the intrusion of guilt, shame, alienation from oneseclf, depen-
-dence, insecurity —=—-2ll thezz.. feelings.are not the =zccidentol
results of schools; they are intentional, and they are used--
I will argue this leter--in an atteampt to make.children mani-—
pulaeble, obedient, "good citizens" we call it, and useful to
the state. The systems of authority demand submission; = -.:=
they distract the person--in his rebellion-~from finding with-
in himself the potency that might meke him "free." I suppose
this sounds both shrill and political, but I am trying to
conpress into these few pages what will elsewhere be argued

at lenzth. The schools are the means by which wa deprive the

i <&

young of Manhood--thai is what I meen to sey-~—and we must
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not be surprised when they se¢2k that enhood in ways that

rnust be-~-of necessitiy--childish end vioclent. 3uv that frig
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tens me2, for there is no reason to prefer mirndless violence to
mindless euthority, and I am enough of an academic, en intel-
‘lectual (just enough) to want to preserve much of what will be
lost in the kind of rebellioa or apocalypse one can sense ab-
proaching. And yet, and yet... The repidity of events leaves Mg
with no clear idea, no solution, no sense of whst will be an
adequate chenge. I em writing this page to the accompaniment
of the television commentiators as they describe the progress
of that black train as it carries Kennedy from New York to
Washington through all the small-town stations. It is as if
it were not Kennedy alone beingburied but also old America, s
vhole way of thinking that must now give way. It mey bo.that
21l of this chaos is a way of breaking with the wold world
and that from it some kind of native American will emergze.
There is no wey of knowing, there no longer secems eny way of
estimating whalt is necessary or what will wvozrk, I know only
that the problem now secms to be~—-as alvways--that our response
to crisis is to move away or back rathexr than forward, and
that we nmay well--for the sake of some imegined order--in-
crease in number end pressur2 the very approaches that sgem
to me to heve brought us to this confusion. I don't know. I
believe ‘in "valua2" of course, I believe that the younz musi .
have waluves, be responzidle, care, bui I know too that mozt
of the viclence I hseve szeen done to the young has been done
in the name of value, and that ths well-msaning people whe
have been so deadset cn making things right have had a hend
in briasing us 10 where ¥e aTe new, I casy renemhor visiting

with oy studenia at tne Centexr
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spoke with Devid Harris, Joan Baez and Ire Sandperl., They are
good perscns all, of course, but they frightened me when they
spoke to my students, for they explained to them that there
was one way, one way onlv, to be moral, ome right choice--to
go to jail--and that the other possibilities were immoral or
"not serious.”" I was disturbed by that: that imposition of ab-
solute value, that assumption of moral superiority; I sensed

a lack of air, 2 constriction, e "binding" of my students,

and when I questioned them they said, Yo yes, this is the one

—
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true way; mosi absolutes are dangerous, but ours is Good, the
only way..." They sald it, I sweor iv, and-then David Horris
begen to talk to my students abouir sin. Ironicl Jewish, I
balked at that and my students did too, for what one felt then
vas the oppressive weight of an.absolute moxrality, a judgemont
made blindly about cneself; they felt the "molding" taking
place and a2 loss of equality. There was a part of themselves
that was being ignored, even in the name of Goodness, and the
loss of thev paxt of oneself, the blind acceptance of value,
is what they had been struggling to escape.

The problem, Hallock, is thet Ira and Dave and Joan were
right: without their values we may well desiroy ourselves.
And yet the process by which they tried to force the students
to accept those values-~-insistence, manipulaticn--were the
very ones that would make them, if successful, susceptible,

et some later date, to other forms of manipulation, to new

kinds of dependence that lead inevitably to guilt and ar un-
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troubling today than a week ago, as that train moves through

its stations of the cross; end I no longer know if change can
be accomplished-~for the young, for any of us--withoul the
apocalyptic frenzy that seems almost upon us. I don't know--
given the choice--whether I prefer that frenzy or the repres-
sion that well may be the only wvay to avozd it. Only a few
days ago I thought there were ways round that ch01ce, and
there is always the small chance that shock may brirng us to

some kind of sense, but I doubt it todazy. The young; educa~-

tional crisis: these probably are sympltomatic and perhaps

nothing cen be done consciously in those ‘ereas until the

air itself is cleared one way or another.
So I have no easy conclusions, Hallock, no startling syn-
thesis with which to close this section. I have only a change
in mood, a softening, a2 kind of sadness. It may be, given
that, that the best thing is simply to close with a fragment

of an (unmailed) letter in which I hint at what comes later,

the faint hope of an elternative:

eee]l 2am trying to surround you, I see that, I am trying
to make with these words e kind of city so natural, so fami-
lier, that the other world, the one that is, will appear by
comparison ebsurd and flat, limited, unnecessary. ¥Yhat I am
efter is liberation, nov my own, which comes often enough
these days in solitude or sex, but yours, and that is arro-
gant, isn't it, that is presumptious, and yet that is the
functior all 2ll art, o? all art at this moment: to free
you, to set you free. It is that itoo thaot is tae erd of
education, at this momznt, a liberation from childhood and
what holds us tihere, a kind of midwifery, as 1f the nation
itself were in labor (it is)and one wanted to 3ave both
the future and the pas t--for we ars both, we are, we are

the thin bridgs ”“)IB" between them, and 10 tear one fron

the oiler means a tearing ¢f ocurselves, a partisl death.
Angd vet it may be thet deatnh is inevitable, usefuil, It

may 2. revhaps, oo in e pyth, Aparodite can rise only

where Cronoes! fasticles have falled dinto he seas It mey

he that way with us. It may. The death of the Faihexr wio is



in us, the death of the o0ld authority which is part of us
tne death of the past which is also our Deavh, it may ell
be necessary: & rending, a eromt‘on, and s%ill one thinks
of anotaer way, an alternative, something less (or is it
more) epocalypiie in which the past begomes the future ST
ourselves, in which ¥e become the bridges betwsen: vessels,
makexrs of culture. Unlavq fxom us the future iakoes olace,
ve are Dentn only, sd Lawrence, meaning what the Chassids
do: that the world and Time reside within, not ouvside,
men, there is no distance, no '"alienation,"” only & perpet-
ual wedding to the ¥World. It is that--the presence in one-
self of Time-~-that makes things interesting, is as
interesting es guilt; I don't want to lose it, den't want
to relinquish that sense in the body of another dimension,
a distance, the danth of the body as it extends backward
into the past and forward, as it contains and extends,
trvensforms .

What I have learned is that we axe history, culiure;
it gives us resonance, direction. Do . You rﬂﬂcmb Michael-
engelo's "Captives" or Rodin's "Hand of God"? We are like
that: thrust forward from the past to arviculate it as we
become ouxselvez. A wind mowves thxough us (as Lewrence
wrote; end we ere its cutting ei7o, we navigate, we shar-~
pen it, it can be changed: focused, understoed, revealed.
That too is a function cf man, of his intelligence; that
recognition is the aim-~-if such e massive blunderbuss
can have an ain-~-0f any education...

Vhat I am after, Hallock, is some kind of alternative
to & sense of alienation, .separation, rege, some kind of

connection to things to replace the system of dependence

end submission--the loss of the self--that is now giving
wvay, slanting toward violence. Now that Xeunnedy is dead

ve have begun to talk again abouwv lavlessness, the need

o ——

for wvalue, order and obedience. The commentators tolk a-

bout Bonnie and Clvde and the adulation of violence, the

impulse in ithe young to identify themselves with what is
brutal, criminal. But whot one of my students points out

i3 also trvo: it is not mere lawvlessnass wita which the

»
— -
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young identily, buo wivh tho lawless inpeiosnca of Clyde:s



tka? is the essential connecvion, and what I am trying to

o
-~

articulate is a way of seeing, o:

[0
O

2ling, that will re-

store to the young a sense of manhoecd end potency without--
at the same time--desiroying the past.
I will develop that point more fully leter when I valk

about the c¢lassroom in general and Pacific itself, But

through everythirg I write there seems to run the same
thene: the necessiiy for cach men %o experience himegall
es an extension and a maiker of culture, to feel the vwhole
force of the wvorld within himself, as his own-~not es en
engmy., ' : “ - :

With a final flourish I will quote myself poain:

ee.there iz no wedding 3o the world. A man is the world,

he is the werld di tlﬂvuﬁsbzng itself es giquig, as "I,
end a college, ibts icdeal totality, is tho aiscovery of ono-
sel? as the vorld, of the world as oneself. An act of
learning is a meciting, and every meeting is sinply tha dis-
covery in the world ef a part of onesol? that hwf previously
been unacknou ledged by the self. It is the recovary of tha
extend of one's being. It is an embrace, an embrﬂce of an

eternal but elusive companion, the shadowy "other" in which
one truly resides and which blazes, when embraced, like
the sun...

III,11



