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Fea Ve College Bevend

ot Sweiner, past of which 1 bave alicady mentioned, Is that whik
cinbaonns hope o meet guodness in then suntoundings and childien
necd to meet beauty (e, Guoness), adolescents e engaged in o deep
st b for freth—and they need o Tind seachers who are lellow
st hers, and who can show the way. In such experiences, we an
peihops see iow seeds of the capcity Tor brotherhood can be planied:
wheve thie adult is experienced as “biother ™ ona jowney, a quest bo
insipht. Ouly in the weeting of minds e dwie be founded the
beginnings of a social opder that includes heely voude Tonesniy,

It we wdenstand this, we can also hold on o something clse in
dealing with ithwe upheavals of adolescence: I slolescents sire, ana
deeper level, seineliing Tor vah, they need also 10 be guly peaceived.
The people who work mostefiectively with them e usually those who
e e abe aeal but olwen stioggling being emerging sonidst the
ik, who can hold anwo the ideal even il icis sunrounsled by a good
dewd o chaos, Tlere again, an enormeus sinount must then depend on
whethor wachers and paaents bea within them i convicuon thacothe
buoan beings e, so so speak, really theve, 1 they e metely uapped
the o own ol images, socenin ol i capacity w seemyding
uther dian their own habitual paitenss of thoughi, they cannot work
it e aealon of experience where wue insigha, aad tue hreedow, Gin
begin to be horn,

Perloapes §should dhaw 1o g close hae. | love been nylng w exploie
anapparently simple question, which is hiow we may eduacate, ot
pauntionbu lorms ol social belivior, but social capaciiies, which by
smplic wios muast live as possibilides i haman natne when we
acknovledee the social ideals of Libeaty, eguality, and Gaterniy. have
mtde o excansion inte history, i the hepe thian this way canch om
possibidivies of grsping the dimcnsions ol Sicinet’s apliotistic as-
sertion tha the capacity Tor liberty (1 would say ccativity) is to be
el tlnougl imivnion in anly childhood; the capacity Lo
cqualiny (1 have said, fait dealing) needs an expenivnoe of luninons
authority hetween seven and Touneen; aad the cipacity for binenniy
needs 0 miceting with ideas that live in adults 2 ideals, wilth nue
thinkin,

Foo onysell, Siciner’s indications sesoumnd with expeniences T have
tade cmpinically wod vepentedly as an experienced paent, and also in
my somewhie Himiwed experience of weaching childiea. Bun atn very
much et just as my young fricmd, whom 1 mentioned acthe
Beginsing, had the gicatest dithicolty in explaining o adminisiaa-
ton why she waunted (o bake cookies with et hildien, so what 1 have
Been san e iy seern hall baked, ar not eves bakee acall, Buced thisis
son Bowill e b bite 1, somewelan astoona by, o the Bt ten
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wends 1o be conductad at present
s nannow a [ane ol reference thitany journey aciossa wullL:r.
a uip in a hotair balloon. But [ hope l'll.ll this
and has found the jouriey

wuch modein vihucational discourse

within 5t
whitory can scem like '|

snce. ot least, has been with e,
audience, at least, has ' I
1A gowd deal depends, for our social (uture, s0 I helieve, (Im
meaning of education in a way lh;ll.ls wruce o the
( which the human spieit s capable.

meaninglu
au grasping the -
{ullness of those capaciues o
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hear oaeselves tevert w the 1ole of divinely inspited Liwgiver: “Well,
thi's the tude in s house, md as long as 'y i chauge, the e
stands.” Except ihat the wenage readizes very well that the lawimiaker i
Lo liowy divine, wid s inspited Lagely by lear, msecurity, o simply
rmous tage. We anay even regress still tuvthier, and sink 1o bhruw
force, Bt then we finally forfeie tespect and affection,

IEwedwell onihese phenomena, sand alse 1 y teequinie s de sense
al histary, we con begin o et deeper and talle puspective of the
soctithmenning ol cducation, and of the changing social capacities thay
awaken tn childien 1o which we need 10 respoud appopriately. b
this does not adequanely aaswer the question implicd by my theme, I
iy be that we ean e o work mareapmoptiately with holdven and
yuuny people by awakening 1o the depand meaining of the pluses ol

socil development thiough which ticy pass. But how dues this wak
eutlon adide dile? How e we o educae those social capacities thit we
tevd—ud pethiaps leel that we need rthes badly—1or aduls sociery?
Whatis the connection between what 1 have been saying and whi |
satted one with: How may we educate the capaainies for libeny,
vapaliny, aud haerniny?

Do comse of lecunes given in 1919, Rudoll Steiner cunae ot with
somiething, in his e aphoristic wity, on which T wint wo vellect fon
the vensaimden of this tadk. e sand, inelieet, wnd quite simplyv: A child
who does aon fnitate thoroughly in his st seven yeuns will notbeable
10 develop an adequane capacity lor freedom as an adule. The child whe
docs not experience 1eal auwthority in his se

cond seven years will not
develop i dequate CuprIcily

tor equality—1 would say {air dealing—
v adide And the child whi does ot exparicice people in whom
ideas live ss ideals in adolescence will nutdevelopanadequate capacity
fon fratermity as an adul,

Il Sweinea is vighe, he is obviously saying something of pofound
importokee fon educationises and for parents, So b want o see i e
make sense ol this, i quile simple way, Lo not want 1o attempt here
1o make links with any paticular schools of developaental psy-
chology, although I think i 1his would e an imeresting
tipoan iing o sucipt Indeed, there may Liave been such -
s, Lo all | know. Bur | haverepeatedly fownd it exucinely raiciul
and haminating w aellec on diese things thie Swiner thiew out near
the beginniog of this coentiry, amd tha have now been worked witly
quite icasively in Waldo{ educuion thioughour e world for ninoe
o ity yens,

Lvicion and frecdom: What can Stener mean? Inthen fist yeins,
childien e maost fundimentally by doing. As Alan Towind said in
Biswadh chibihen “play oheir wiy into knowledge, They e abways an

The Social Meaning of Educataon

play, and their play is work, Indhis acivity, you (.‘-'llll s.rnsfe :Illl::'-l:ru"ll!';:::::s.
bnce, 2 force of will (you know whal lmppct'ns w |(ln )c.m' t;lw.dum)
year-old away from baking cookies I;ccuu'se his mot :Icr is .1]'" o i(k;
This “will” activity isa forceal once creativeand lcvri--ulu:ll ;vi:*l.l ]
aie piled up into great castles, which ate l|lt’11.(|(.’ﬂltf th w th equal
detenminationn. We mcet aemendous wevolutiowics—woiking ¢

tie basic physical level. ‘ .
qu\\':ithoul llhl:‘su]lp()ll(J[:i[)pl'u[)l iate sf.xciul form, this{oice of w’:llll:':;
run wild and become merely (lcslruc_nvc. Some of the more :hi]dwn
experitiénts in “‘progressive’’ education, _wh;:.re uerj I‘f.oulng children
were let loose exclusively for "scll-cxprcssnon. co‘ul cad o e 0!
exhausted losiness. A tribe thal Ioscs.us struclure, its cudslom'r:;l::l ,idi,
ol living supported and sustiined wnh' a Go:l-g; vcnior! .cri,:.om.l!“w;
Ll apart, Thee have been many tragic examp f:s of 1 ns‘l udi[]uw,l;
as such cultuies have metours, which is structured in quite
“Jl)lbis not oo dilficult 10 sce that this same will, rt'vul.lfllt-ul’:.u')'f::::
acative, begins to rise up into mote nv.rmkcncd mu‘(lt.'.s: :u- l‘l:ll‘:i’;::;:"ivc
in the young school child, :ls_idt-allmm'm the nd.olra'cuu. .:05 hecicative
spinit in the adult—ihat spirit which zsmostd._mgtrons’ "y ."" o
wialicnians, but whidh, as in The First Circle, Whicy cam
“1::)0::; may begin o see in imitation ll-ml which. lirst s?'clu.l.l,l;:sal::ﬁ
avative will, that whichi helps the rh.lld W gain _con- lllt e an
strength as a being of action in the world ino which it 1? l;'u\.; 'y ._t ui";
We can even sprculide as to whether there ity be l.wllEf .(l"]d.
unconsciously—a kind ol question lom the c_lu!d 1o lhr_t adu l[,;:- m‘l;
Cuu you make surrmnulil;gs ll-hi.ll offt'lr r[[::illll:i‘:]l;::;:;:lh‘l]"]i(:-:.t] 1,,_.[0.”

ocs, if Lather temaotely, the divine onde \ tved | ;
E:lu:?sSwincr once said that childll'cn oIIllus “gcllll(:,ﬁ,::-,.:.lil:.l:; E{U?;.l._-

sy i their sintoundings. Perhaps e mea sy .
:.::)Ltln:'::s : ribal society could experience in the Gotl-gl\‘("l‘ll r:)lri:ltrl:::
their lives, In the kindeigazien, the lcuchclr h:s_s! “(‘;:-:,:]t:,l:;:ﬁllild ir e
i world, and cn perhaps pray that t ! .
::3';";!;: that it wis good. Tna mome general Wiy, we (i_lll se t::fa:)::
adulty we need hmer and outer freedom for c[[t:cnvcbt'xpll::ss'li:ll:‘ f our
creativity. We cannot hcnc:lli\'c.i[wc are excessively un;.u:-um’:l su(,h
liing-ups and inhibitions, [t is u_mndf':n cm:mmn.].al :tt ! .“”l- ;!
inhibidoas may have their toots in tillllll“ft)(}d ex[eri l;:lt”." S,
something of a meeting point wil!l Steiner's :l|)l|r)r|sllr}. " ). _——
and dull compaed 1o the pesspective we have been l!)m];., {l i S

So wlat about equality as o social f:u.‘ll‘l):' thin I“.l:tl.‘”t"-:..:” iy
nfolding an experience of tue asthority in the nmuddle ye
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Tew
;»(.'L']illll'lll of human consciousness—not just of the thoughis peopl
‘:;:\:' l:l'buul ‘thc woi ld, but of the mode of awareness itsvl[—-—whi!:h li:ui
Heigene ru!-u-rcul process of chinge and development 1l
vinious distinguishable phases, l sros
T, .h thouglis are catertained at all, thiey begin to bring futo one'
:)'t,':fl‘Ip;lﬂll ol :lit_" wmeining of education that wide pcrtpcciir:to:
|:|||l|: ,l‘,j,s,!,:(lj:i::::;l‘:?;;lil:d'-md. l'hc p('lsh!:aive Legins 1o beconie alinost
s vingly wide. can give meating 10 our own work as panents
mebwachers in the inost innediate and practical way. So [ would lik
now 1o look at two further phases of childhood in I|Ii5.l:mll' !l | ; o
5t llnn-fl (about seven o flouteen), aml high schiool (:ldolcs:;i;)uw"
. :.'| lnil:lli.:l;t‘riIlllil:';::ul.'sl:_ll]){:;)IO}:lld c;n;.mci:y foe imiution, which brings
by the v hyuims of Ii.lv .i:: Ic‘:l:;r’::lx::hh;f“f;l}' il*I“' ey atte e
S Fot et well-ovdered family, play group, or kinder-
:;:;;, ; '\-:,:-l;l.: ‘l!l‘( ([mll_'ru‘J ?c(:uruy,-llsc sustaining thythms and vinals of
vbatso eties o the past, in which the order was experienced as God-
Kiven This pats o nnher awesome responsibility on the kindergan e
u‘;u_!u-r. as the giver aund sustainer of the order, 10 which I will 1?: "
(,b:: :1:11 lIlmppms \\'IlFllli sbclluul proper begins? Irrespective of S(III:JIU];.
servast panents wall begin 10 see that the social capacities ; !
f'.\’pu: Litions ol the childien begin to change. I\;.u\svolf:cl:d::i.tl_-lsj.;:‘r::-l:::;ll.:::ﬂ
;nl:\l..;l.:‘.,:E:ﬁtll-l}:l.fl-Yuc::fsrfu'c vel y. aware of .'III(.I interested inthe yules of
it vt onde Yo ansometimes hear wistful conversaions about
on e A you allowed o sty up Late on Fridays? I'ni not. No, |
Gt vome out this mornming untit ! have made my bed l.'m 1ot 'nl‘l t-’.- ]
:ul:.l | l! 15 not tha the rules e necessily obeyed. Hu.( the e.\':'s.re'::,r:t(:l
P;”:i,ll‘I‘ilt.l:.'i::,:l,l.::dl ;::.l;m fc-n; s.l.;uucd. The childien undeisiend i
P e schoul o lO:ll( is ‘u.utn[ l){}t'nlltl§."t'vt'|| il they bieak the
. o sootee of excitement in life), 1cis also tiken lon
_lv,lu.un- -!. il expected of adulis, that they know whan the tales ie and
“]:“:;:‘::;llmu' tju‘m. .!hll_l—ngclhcl' with this expectnion is another,
- y auwcial one: Bois thatas o law-miaker and liw-enforce :
adalt <dedl be faer, et the
' . - . - H H g
\';”liltl.”: Il.::.inlllui:lT;;:v.:lI:::lla l'uml' I lh.c scene ol camplex social dytnmics:
Ladisicdnals tigha ;llml dil-:l‘:ll::c l(:.\lsf::::‘;lililﬂ::qlmhlfh‘ ""i"h e
tarn ou the seesaw, wnd so fords, They , 1"‘_"“”’”“-“'"" e
o e s d sofordh. ey tunquite miturally 1o ihe sdul
" ll.llulllil tl!: Lawe, ancdask Lo s judganent. Bus woe betide e
:l'ullllnlt':::n-x.l.\;_lllt:ql i this vy }'.tli“it'llll . Heds tnnedinely dubbed
"n]_.il_ .“.|,,,l:,.l:.;::,h:?, ‘;:.l].l.ul.;“.;”-:m“p who geiaepuiton of being
P e s 3 ! .l\’tl .|‘\u|tius. \\'h'u Picks on scapegonts, soon
thallecaon, aespect, and athority,

B the asdluli— sl e
ull—whether pavemt or tencher —wing viderstands e
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funilamental social needs of this age, and the unlokding capacitics in
which they are rooted, will recognice, Lehind the guestions of 1he
social order in the classroom and home, i need 1o lind adults who con
sund among the children as wise lawgivers stood among their
peaple in the past. T is another davuting perspective: Modein adults
do not feel vay much like King Solomon. Yet if they are au all
pereeptive, they will recognize in childien a deep niced awnd hope that
they can be sustained by adults who aire both Lair and knowludgeable,
who oot only know the rules, but know the answers (o their cndless
guestions. When you answer the quesuon of an eight-ycar-old, it is,
whethes you like it or noy, a pronouncement, not something the child
winits 1o argue about. (As we shall see, adolescence nings a dristic
change in this respect.)

Su we are taug i by childien of cightand nine that they need fromus
qualities of which most moden adults are both uncertain and alraid:
‘They ask [or authority—not tyrannous or dogmatic authority, bt the
tind of sun-lilled wisdom of a Solomon, representing the heavenly
order on earth, permeating his culture with an ordering light

Then, at adolescence, a further prolound change takes place. ks
and young people alike have 10 begin 10 scek this ordering life 5= the
awakening intelligence of the adolescent—the “reasonable’ solution
1o problems, the uonderstandable ways ol ordering socicty. Wou betide
anyone dealing with adolescents who tries Lo fali back on hisautboiity
as un administiator of established rules: “Okay, that may he your rule,
but now you just telhine why. 1If you can make me understand (he rule,
then maybe—just naybe—1 will go along with it this once. .. "

Parents and teachos know very well that il they shy away lrom
debate, they aie sunk, they fofeitiespect. You must know why you
teguite something of an adoleseent. And what is moie, you will be
ke whethier this icea §s o mere abstie convention, o isan ideal by
which you live yoursell. Most adolescents have an uncinny nose lor
hypocrisy—oue rule for leenagers, one lor aduolts. They also have a
preat capacily 1o espect eal integrity, even when they see somcone
living by guiding 1thoughis they do not intend o make theis own. Yer
they can begin to enter into the point of view of others, and compuare it
with theiy owir, Indeed they are deeply intarested in doing so, arnl
disappointed when adults will not do the shne. They expect their

puint of vicw o be understood also.

Lann alid that these may seen 1o you 1o hie a siing.afl commeon:
phaces. Yeu it is also commonplice wo see parents reverting 1o fonms of
aeating sovial order e belong 1o eanlics stages of deselopment: In
despair ot the legalistic debates that seemn o b pesessany loannive at the
simplest agreements with o teenage san o rpliter, how often dowe
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they ane lree o talk o one auothes. And they have wo be allowed this
hevdom, sinee otheywise the e and puogiess of sciconcee nself —even il
the e ingerest in their ceativity comes [ the nulitiiny —would
withet ardd die. As o problem ol cducation, thougly, we canank hiow e
we o work with childien so i the capecity for hberty, Lot reedom as
an inner guadiny that allows the lullest possible expiession ol
prerson’s aeative porcatiality, vy be sansed? O how, o pput it the
other way 1ound, e we 1o avoid imprisoning these capacities i
disabling inhibitions and hing-ups?

We can putsimilar questions towind equality. This is a woud about
which we all wend o become very confused. Liberaland lefuist political
discourse in England hay come to appropriate this word almost
exclusively Tor matetial equality, for “lair slues™ in goods and
seevives Quite apmt o the Tact that no socicty with a unifonm
stinclon! of living has yet existed, it is doubtdul whetlier ihis was the
fundamental meaning of the word lor the Frendh Revolution, A very
fivtle inaginatise sellection o the word will show tharitalso relers o
another, but nonmmaneial, sphere of experience, wonely the clations
Detween haman being as man beings, which come lo expiession i
wruky ol anangements {or uphoelding what we call Tundamental
haman cighs. Formally, this corerges ais an aspicaion lov equality
Belore the Lw: 10 must be possible o sudgn even s president o1 b
i minister, We have deepr feelings not so much Lot Laiv shines as
fen T ddesling. Equality thus velers o a haman capacity to be fads i
pelations with other i beings prrely in respect of thea lnonan-
Hi vy

So vl does fraferniy mean? Inthe Buitish oade noion movement,
you el yout Tellow e unionist “brother.” (In Russia, you eall haw
“connade. s nue thate ieald belawvion in nade uaion life i Biiin
av present is not always all thae lasernal, But whitdoes the use of the
waond, T ideal sense, mean? Iecm becomea teadiny only dinoughithe
eaercise ol another Buman capswity, whid s 0 ke sweount ol
anethion pevson’s peeds. Fusteraity demands goodwill ihas is more than
sertiment, that is perceptive, Quite apan lianthe depressing stiugeles
ol the mondern indeon ind seene, Dlinndiness gl peeds iy live where
there secins 1o be abmlant goodwit], Missionarios wsed wo goto Aliica
Tull of tecral gosdwill, “Ihey woere quine incipable of secing the
wezning ol the stiuciaes sad vitaals of the abal so icties they
civonntered. They saw the itaad daaces o celebne Testivals and
seasonr ol e vean s lentidity ties, s as sather disgusting. They took
avany the dinces, and gave the wosen Kaidtting, This iy whit Gin
Bappen 30 gombwill is noc awoken o become o cipacity fon sodial
I)t'l!l'llli!lil.

The Sucial Mraning of Educaiion

Sa these three words poin to capacitices for creativity (which can live
only in libeaty), for “give and 1ake” among equals, and lor perceptive-
ness of the seal needs of others. So we can ask: Can they be educated?

I must perhaps apologice au this point lor the fact that T am still not
going {o tackle this question directly, but want first to lead it into astill
witder context, Reductive science inevitably foses much sense of the
validity ol questions about meaning because it has 10 narrow the
context in which it works. But we see the meaning of i limited sphere
ol experience only il we see it within a larger one. So baking cookivs
cail be seen as a rather laborious way ol teaching children to weigh. Or
it can be seewr as a means ol participation in certain archetypal
experiences {inlo which I cannot go further here). Similarly, we can
tackle the question of how 1o educate capacities {or liberty, equality,
and (raternity as a problem of how tc ensure thai certain forms of social
Lehavior of which we approve will 1ake place. Or we can try 1o look
more widely and more deeply. And here I want 1o muake a short, very
tentative excuision into history (which I do with some tepidation, as|
w100 2 historian either),

Now if you visit, today, a fairly remote and untouched ribal
wlime—and theie still are a lew—you can expect to find a very
complex society whose structuee is supported by customs and tituwils o
adeygiee 10 which we can barely conceive. An English district o7 er
who worked in some ishinds in the South Pacilic in the early part of
this century, W. Grimble, describes this beautifully in his book 4
Patiern of Islands. There are, {or example, the most elubotate tituals ol
meetings, wilndh vary acconding o whether you are a sirunger, a
welative, younpger or alder. There sne rituals for entering a house, for
feaving, for walking down the village street, for diawing water,
prepaning lood, going 1o sleep, gewing up, and so on.

As [ar as [ know this complex [abiic of customary rital is always
[ound in such culures, and is experienced as ultimately God-given,
The vimals will also be experienced as the way 1o make proper
wchationsbips with bengs, both hunman and supeenataal, We call such
culines animisiic,” and our reductive explatation is that these ine
primitive ways ol dealing with what we now know to be “laws of
e’ tlhat e eally both abstiact aind impersonal. Yeu it is wornth
ivalizing how we, (oo, live within these laws, muchas a person would
tive in a primitive culiwre v a muach sicher and more pesonal way,
within the divinely ordered hiermchy of Beings around lim. When we
hald a gliss tnahe hand, we donot just let go of i1, We “obey” the L of
gravity and hold on. This isour “ritual.” i simply does not occus to us,
inordinany life, 1o question this Gibinic ol Lnw into which weare woven,

We can speculinge that some suchhchationship to “Eav andoaler” as
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Enowhkedee inell, thar we speak and act out of the knowing liwman
':.|.)Elil. No iitelectual subtlety, newchnical eleverness will (|(.l mistead
ol it They e asking for “biead ™ we st not, and dine not, give them
v stone. 1 hamanness is o sivive. _
Ouwr vlucation, theefore, lias 1o hecome more religions i it is to
speak te the new pencradion s cducition should; :l'llll ul:llouy,.h this
may seem ta contilion whit 1 have saich about religian above, it does
not in Lt do so. Religion is not the private possession of some sect,
howeser bong it has been established or however anany ;ullw.ru_nls il
s, Tis not the shvash indulgence of common beliels. Religion is
ane of Ui tiee meat calvural lorees ol lunn evalution, lln:ulluf: .lwn
hieing scici e sl i Our education suffers om a lack of eligion.
Religion is the striving (o biing togerhier iwo patls ol o whole .lh;u me
othenwine sepatate. The wond means thaes re-ligare. Even science 18
religious to the extent that itsiives (o biing together the kpown aud
e unhaown: but when it becomes o matter of the knowing huonw
Being and the being of satwe, then sometling more thiaws ow infcl-
Tecuu! s ience is necessany. That is the activity of the sph it, o seeking
1o wnite isell with its origin in the Being of the Would,

ris wenbk's i Lk bor us, not blank;
I intensely aad means good;
To lind Tide's ancaniog is my meat and duink.

‘Tht i the religious mood thamust inspite our educiion, every as-
pect ob it That is the kuowladge tha all othier knowledye .pniuls 10,
and the expericnsoe of knowledge through propa cdhueation is theonly
Toopre lon oui Inoman futie, The time iy st when we (Ulllll. sick ln.:
s wiien o beiong onthe basis of dognse or wdioon. The srogaoesst-
Bility ol achieving i on the hasis ol 2 vigid intelectual objectivity
shonld e vipually obyious. The danger of AL itan \\‘I,i]lpt':.l-
np emetional lets by abject subservivnoe lo mysiic o Clunsiatie
lender tes only recently shocked o compliceny.

I is it ol Tecling through knowdedye ol the privilege to Le thitt o
hope Ties; this evosnes the b to community with o {ellinwnian
amd the Being ol the Wor ld, sond will neidher enslnve o [ievdom nor
ollend o intelligence, but will unite bot o the goal loy whidl we
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The Soctal Meaning of Education

JOIIN DAVY

fomerson College, Sussex, England

I would like to suirt by welling a siory that illustvawes o problemn—a
problem than anyone who tries to tatk coherently aliout the meaning of
Waldorl education will have 10 tackle. It has to do with making an
appropriate 1elationship with what we call “science.”

A young fiiend of mine s at present working in a sinall day schiool
aenched 10 a hospital in this counuy. Lt is a ough job: The school
populatian s always changing as children come and go. Some of the
chaldien sue very ill—soine terminally ill. The poject is Tunded by
some locul organizavion, and iny hiend has 10 negowate her needs [or
the school with an oflicial who is well disposcd, but unimaginative—
and certainly withoutany coneept ol a WaldmTapproach o education,

One of the things she wanted to do with the childien was o bike
conkics. She nevded some simple equipment, and so she had o discuss
the idea with the adiministiator, who was at [isi quite ballled. Wha, he
asked, could be the educational vialue of baking cookies? They talked
mound the problem for a while, wird then light dawned: In baking
cookies, linle Johnnic would lear to weigh flowr. Weighing Mourisa
skilb thit ca be objeailied and measused, and cookie baking can thus
he eviduated as o method of waching weighing. Relieved, he gave the
go-alaendd.

Dan i ey occasion, my Iriend had another problens, She waned o
make a livde garden with the childien, and she asked for the funds to
buy seeds and anowel “What," she way asked, "is the cognitive value
of plantime seeds?” This time, she exploded. " For God's sihe,” she told
the sebminisior, “this may be the Tast spring that several ol vy
childien will experience.” The administeator was alsoa buman being,
andd so shie got her seads, Bui Ldo notaced 1o claborate how iparticular
terprctation of what constitutes education—in this cse, shaped by
the notion that valid educational practices must center on the per-
fomumee ol measuwable skills—ean lead, st e least, o some bizore
conversation, and, s dhe worst, oo meager, thing and debumimised
paspective on cducation as a whole.

Bus the pnobies goes beyond negotizing funds iomcs adonnisna-
1w, My [iendd hidd 1o Tlindd an appropaiane Tiguage 1o swceonnt for hey
wish 10 ke cookics with the chiildien, bog she did noteven ot o
describe to b what cookic bakine implies B er, She conld, of
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Life iesell s o whale, o wel ol inenelaed, wondefully inerpene-
wating Laas and processes. Uhe analytical intellect dismembers the
living Juin and seis upa Hoear equaion in which s linked wilhe 7
by wedanical Guose and effecn 1ds “hinea thinking” thatis unravel-
ing e delicae balances in nanoe and is Jeading us into enviion-
mental disaswer. I is the swme mentatity that vedices the sensitive
complexities of social Lile to absuact lonmulae, whicdhinevitably bieak
down and plunge us into still greater chaos. Lile is calling o be
understood but the call cannot be answered with the dhinking that
Beaune domimnt in the ninewenth and aeentieth contutdes, What is
needed is o thinking thac s flow with the movement of life itsell, that
is inwm dly mobile amd alive, that can paceive the whale as well as
isulute and enumetate the pais, Such acdhinking is in e with hile, is
wsell alive, Lo cannot be satishicd with delinitions and will notiestunail
it has come o grips wit the full eadity. Teis this quality ofinelligence
towsieh which Wildol cducinion siives,
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Educauon and Our FHuman Futu

ALAN TIOWARD

Vancovver, Conada

There has probably never been atime in the history of n
people have been so preoccupied with educition as 1oday.
big business, involving millions ol dollars, a verital
“addministrators and bureaucrats, and whole lilvaties of
progranis.

Very lew people seem sitislied withithe resalis, howeven
rasmpant, constant, and often devastating. No detail of
practice escapes the scrutiny of the public, all of whom
involved it in one way or anaother, and are consciousl

sciously secking un answer to the one question thae de

others: What e we cduciting for? What kind of cor
sumkind e we nying (o acawe by what takes place in

Hois about this that I wish 10 sprak in the coniext of
aumiversary of the New Yok Rudoll Steiner School. Tshal
the pros and cous of methadology wr philosophy of educy
not even elaborate on Waldol[ pedagouy as such—ihere i
ae Lo more competeni than 1o wo do that, Tshall conli
that conceprion of man which must be an the bemt olall e
is 1o be that el facior for human Lenennent which we atl

With dat inmind, then, may 1 begin by saying thatther
wolds in our kinguage thin we use every day, andall know t
of; yor il anyone of us was called on to give o compleie d
hensive explasidon of them he would be hard put o dea s
wendd is A, Howe dpnare such wses ol i as are o
expiessions like the “human tace,” whee the word is use
dillerentiane the species we all helong wo; o as itis used wh
says, " Pmcanly hamsao afer all,” when anked v do somet]
his caprcities, we e lelr with i relerence o owaclatio
another and 1o the world, " Fha was aoeatly human thing
say, when somebody does something te <soms the hear
can we bring aboit g more s way ol Tiviog?™ w
overvome by so mucy it s eold and impersonal in modi
i sont of meaning 1wt o concentete on.

Al du we menn by human ancthis bevelhmeers iy in twe
standiogd, by whiclwe evithante nicannd his actions; aod

whoereby wirreler ta senmerthiane oo anad Tueriea e Lok,
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winy the csnicolum accomipinies the student, who linds himselCieady
amndable e absoth new aspeats of cach study as he mates, Thiough
the sepenition also contes the pussibility Tor continuous ieview fol-
lowed by hethiey development o year 1o yen,

The spival cuniculing is nide possible thiougl i inmovition in
schicduling dat is ciapnaaiste of the Waldor appraacs, This is ihe
Butlding al the daaly thnetable an the cotnentone of s long, widoe -
ropied, catly monming lesson i which the siome subjectis topght cach
diny o severad weeks ava time, This so-called nin lesson’ s slmost
adwinys gt by the cass teachier o dhie clemeniary school ind by
spraiiingsubjectieacices in high school. Thisanangement eliminates
much ol dhe Dgmentation tha clinacterizes most school diys, 1
allows the children 1o become absorbed in the v o subject day atie
day, o the thme e day when they e freshestand can best ke i new
presentations i depth, The unintersapaal tesson is also long enough
tha thete is alwirys time o teview id {or activities it grow out of
the subjeor isell " Fliese hlocks, duting which the same oiin lesson
subijectis taoght lor seveaal werks aca ine, then ollow each other in
segictiee duting the counrse ol the year, cnabling the teacher o allow an
objecive, scientilin, on aisthienanal subject o e tollowed by onein
wlndlvthe i fmerest domimaes, such as Litecaiaee o bistory, This
altension of subjectnsnter, skilllully ciaployed, beings inaohythmic
cloment thatis rehieshing aand the daidy schedule witly it concentiation
ehinaer aneation in the moming and, as G as possible, the physically
active subijeers i e alicioon makes fon less stain o, in the Jong
tun, fon @iy cconomy i leoning, Another very helplol cspea s
that cach main lesson block takes onca Bile and stnoccareof s own it
G abso be veconded by the childien i special anchook tor cach
subject block whichthey shenillusate widi great pridesad joy. Tnaan
be veadily understood i e is those subjects Hun vequine in-depih
preseatation thae se best soited o recur agadn andd agadn in these
intersive wain lesson blocks ontheascending spital ol ihe cenicodam,
whoreis those subjeas 1 wequite continuous pracicee, such s
loreign Bguages and manth sod English skills, e cioglu in canven-
ol lessons pesiods, which inn dhaoughoun de yem.

Tied i closely with il idea ol the spitad coanicuum is the very
imporan facr de, i the clemeniaty schaool, the lass 1eacher ac-
conninies ber on iy cliss liom year 1o yen, Wheaever feasible, the
el sl ety G s lss ancthe Tt iy ol schood e fase giade
continnes with il voe chilien thiongh the T eigla yens, This
ks lon soveny anpomiant coonnamy i the whobe Teatning process.
The mosy precious wain lrom a yen's wenk with agronp of childien s
the Rtao ek Ve ahie teanc bes Bias ol Teer e hidideen s g conbidensoe

Intvadue tiop 1o Waldear] Education

the children have in their wacher. No amount ol wccord keeping, no
matier how couscientious, can subsiitute for this immedie, lirsthand
knowledge and expericuce, which, in changing teachers lom year 1o
year, is thrown away. In addition, it is a privilege lor a teacher to be
allowed 1o teuch new subject material 10 the same group of childien
with whom he or she has formed a genuine conneztion. One can link
with what has heen taught belore and auticipane what one will be
teaching in other years. For thie teacher, the chullenge and intesest of
new subject mater means avoiding stagnation, ncans aliveness :I-lld
inner growth. For the children, it ieans also the unconscious rein-
forcemient of the confidence that a human being can giow, that
knowledee ol many aspects of life is sumething to which the laonoan
being can auain, a lact of inmmeasmable impostance i culare that
tends 10 rely more and more blindly on specialization, sctiing the
authority of the so-called expert above the self-reliance in one’s nwn
human judgment and experience,

The idest of the continuing clementary wie ber inevitably calls Torth
the objectios: What il my child gets a puor teache? Whail lh::u":uc
personality clashes? And, in any case, will notsachia long association
Limicand wanp my chili's pesonalitg? Itwould be foolish to insist thin
such dungers do notexist, but experience would answer the objections
in the following way: Fhe weacher who aceepis the chatlenge of moving
with bis children and of mastering new snbject matter frgim yein 1o year
finds so mudh stimulation, so much personal growih in the ocess,
that he develops professionally duough the very G ol e continuing
relaionship. Furthermoie, the teacher who encounters difficulty in
the relation with a particular child has Lar imore incentive to work on
the probleni—wliich alwiays i the end imcans warking on onesclf—if
he knows that the child will be there again nextyen, valer than with
Mis. Smith or Mr. Jones. And, linally, in a world il wends 1o
asidermine every hinan perninsence, the commitment of teacher
childien and childien w teacher during the vits) middle yens of
childhood builds confidence in the human capacity 10 undeitake, 1o
sustain, and 10 deepen haman welsionships aliogether. And this,
surely, has o great deal 1o do with one’s basic conlidence in life, not (o
miention the fact that the continaing cluss wadchen lias the opponanity
to Torm a reliionship witle the childien's parenis over the yeuns, which
s, i atsell, invaluable.

Exprrience shows that the ichionship with the same chss wadcher
thioughout o number of yens does not make {on dependence, h}ll
vather supports and noutishes the roots of gennine indepeadence in
Baren ife, Do builds inner secanity and that Tundamenl relationship
with a tuly homan authority which, as was previously explained, is
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ihie kok o vansforming the inheriied organism into the paticular
instiument best snited 1o that huneo being’s necds and capacities,
With the vinnad compleuon of these organic processes, Steiner points
oul, st netnnorphosis occus and those torces that have been active in
the organisin for the fizse six or seven yeins of life sod e no longer
bound to mrganic devélopment e hieed Tor the individual’s use ata
new level ol consdiousness. What have been ongimically “hinage
loyming” turces e libevned and become available or the use of the
child's inner being, They etain thein {formive charicier but now
work psychologically and awaken as the forees of fmagination in the
child as he emiars clemencay school.

Anyone whao has wold stories 1o six- and seven-yer-olds, wha has
witched them ke blank sheets of dunwing paper and “plunge” into
protwres, s liswened o them el wlon they have heard or seen, s
closehy observed theny acing outin play, knows that imaginaton in
the vspoiled child ol this age is the diiving lorce of his being, AWhat
wits i the youngenr yens s Uslipping over ingo,” anidemiilying with,
wn initzton of i petson o ancunned or anevent, is now wore tivwaned,
lesa phiysical, mote consciously lelt, Now it s an jnner Vseeing
thaug s, o divining,” 5 “scading ™ ol aomeaaing, astory, bebind il
thhough the pictures wnd the details i soe exporienced. Whethe
amnsteally gilted o not, the difld of six, seven, cight, nine, expericoces
the wonkd ais an st and it is ihe wswcher's task 1o tamshate ino the
Logoage ol picine, of stony, of panable and myith the otherwise
intelleaaal content ol the acudamic canricutum. This should never be
miscenstined as an invitation to the Tuntasoe athar it should be the
e hers o o Lind the snsgginanive pictures tiat most exactly and
uly consey the objective processes, the ncts sod Bawes of Like, Thnder -
Lakear i this way, disciplined, exact iagination is the foreranner of o
goenuinely scienubic attivade o Liter Tile, Whiat has cnoused his intesest
soond L towa hed his feelings will e remembered sond will be his, Whin
teachies Tiien merely s indoponendon, as inwellecoual content W be
received, cerined, wseed, amd, usually, Torngoten, weotls w leave him
“undernourishied” and, therelore, hingey loy alternative expariences
thzr may excite amd Bascinate him Tor thie momen hut in no wiiy
mwardly buikd el suengihen, Every good wswher anihe elementay
level knows than chilihien basically love w leancmd that theln priminy
motivaion s a dove apd sespect lon their weacher, whicvisfoanded fess
an pesonality than on the wiached's love of childen saxd he joy in

.

conmmunicitiang what she haself is conhuststic about, and on the
recognition by the childeen thin sheis "L ol inosome way, 1espects
whoabey aeadly ine without giving in o what ithey think they wan at
any penticnbke moment, These e sonne of (he ingrediems thait in the
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hiearts of the children go to aeate that elusive but absolutely depend-
able and real rustin the unspoken “authority™ ol their wacher, The
need for such true authorivy isas natural in childien benween six/seven
and twelveZthineen/fourteen as the need in the plant for the sun. L is
not ouly the seaet of the best kind of motivation i the clementiny
grades but a Tundamental educational retationship without which an
unportant clement of confidence in life is lacking. Rudol Steiner
made the exttaordinary observation as early as 1919 that without the
expeticnce of genuine authority during the elementary years it would
be increasingly difficult {or the adult 10 {ind a natural respect and
tolersnce o his fellow human beings. No amount of preathing the
demoacnnic ideal of equal rights can offset the lack of a natural
“looking up" o respected and beloved adult whe, in ler or his i,
1ecogniees and wespects in cach child the potential human being wlwomn
that child could grow up o become. I the nend wwand democratis-
tion of the clementary school clussioon weie 10 continue, Steiner
1eiin ked, i would eventually lead 0 educational collapse and even 1o
the necessity o' call in police w enforce lom outside the wacher's
athotity, which no longer wises spontuncously hiom within,

Meanwhile, one cain come 1o recognice that there e other organic
rocesses at work in childven duriag their second phise of chilidhood.
These have less 1o do with the shaping and individualizing of the
o1gans themaclves than with e harmoniziong of their functions. e is
m these years that the thythniic patierns tat will be characteristic of
the individual lor the rest ol his Life are established, te most evident
being the establishinent of 1he basic relationship of blood pulse 1o
breadnng, which is, on the average, four o one bus dilfers in every
individoal, "Uhese processes have more of s “muasical” dunacier and are
closely ollicd with the developing powoas of {eelivg and inwllece Just
as thie change ol werh signals the completion ol a major pat ol the
arginic developiments of the first seven yeirs, so the pubernial chinsges
nink the vitteal completion ol the second phase and, once again,
fosces that have been totally engaged within the aiganisncne libered
{ov use ara moae conscious level, These e losces of sentience and ol
consciousness, which sweep the young sdolescent oot on 1o the high
seas ol cmotional and imedlecanalbawakening. "Fhe inelligence, wlich
at st werked inoan instinddve way, experiencing the wenld by
idemilying with it chrough imiation, and then metsunophosed bne
the dieamlike imaginaive consciousness of the middle yes, at
pubeity awakes in its own right as intellectual power,

It is the sk of the high school weacher to ring the knowledge (hin
has been experienced and Lels inohe clementiny school toa new tevel of
consciousness, What had heen puesented in piciares, in simies, in
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vennhinadions. Thus, notanly the se heduling of coaiculam waterials
e the maderby i assumpions with respeci to this scheduling inply
special concepns aboat e and thiming,

DEVELGOPMENTAL TIMIE

By developinenad time, Linnacfernt ing tothw oaganizaton of education
i relanon o the development of the bndividual oo yean to year,
Here, oo, T aclaning 1w both the organization ol cunicalam
and the undedlying assumptions conceining this oganization. No
doubi, il systems of educiiion rest on some coneept mplicit
o1 explicit, of individual development and mainnion. The concepis
ol developmens e undedic the casriculim at the Rudoll Siciner
Schuobave somewhandilferent hom other developiental coneepts, ne
only 1 ey of the speailic ages at which panticalar Tonms of
i Gy e deemed appropabace, but also inweans of the image of
“wwakewing of intelligence,” which embaodies an esplusis on o
ghradaal unlolding of dividual capaciaes and special impotton e ol
the lreshs paaceptions of vuly childhood. The andetlying concep of
deselopment, while it does allow some leeway lov individual vania-
Hons, 1ests onssumptions about the stages ol developiment i all
culdien go threugh. Essendally, thetelore, the cadiculom is not self-
paced. A related chacenistic of the cuticulum s that i is nol
wganized on the assumpticn “the more the beter, the Ester e
Bener " Far exsonple, reding is not caaght in the lise grde, Tnstead,
tine i devoted to padating, onldiawing of leaers, and the explonation
al the imaginmanive world of the child, Whileany schiool st deabwith
indivadual ditlerences in netoetion God one may wonder whether o
cinicnlsan that is ot individualized sond sell-pacing adequinedy akes
these differences into accown), an explicit notion ol developnen
dxsisty g condident selecion o cunicoulum content, This applics,
o s the seleaion among the cduciiional opponunities in dhe
oty et sunomeh the school—in muoseuins, ks, and
thearens, While the schwool akes advimtage ol the vich edocationa
tesousces i lable in e New York Chiy e, the use of these tesomces
iy not s o the comunity butvather o cnelul selecrion ol those
opporiunities o events i e considerad appropniae w e
pruicuba stges of the student's developsment, and then only after e
groubdwork Tas been Liid Tor figing the expericace into e iniagina-
tive wotld of the dhvild, Forexample, 0 nip o muoseun o see Egyprian
antibacts wonld cane only abier tie dinwing of hiciogiyphies and the
rebaning ol Frypian myihs,
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‘ CONTINUITIFS OVER TIML:
THE INTERWEAVING OF PAST, FPRESENT, AND FUTURE

By continuities over time, Famacferring 1o the ways in which the past,
present, nd Tutuie wie relined. Education necessarily entails tans-
luinitions over e, and these mayesultin discontinaities Oom one
moment in the individaal's development to another or they may be
orgamized 1o Tosier greater comtinuity. Heie, wo, diflerences uiiy be
observed mmong social and educational institutions. An essential
leawre of any sysicon of education is its underlying assumptions re-
garding the nature ol tiese continuitivs and discontinuities and the
elorts thatare snade to deal with these issues. Flere, again, Ihelieve tha
cducation at the Rudoll Swiner School has certain special featines.

Basically, the school's approach 1o the relation of past, present, and
future may be deseribed as one that emphasizes continuity, theichy
highlighting the process of nansfommation.® The school losiers this
sense of continuity i a varicty of ways, Partly beeause of its simall sive,
the childien have the opportunity to observe ather childien casrying
out activities they themselves have chgaged in when they were younger
o will engage in when they me older. Older childien see younger
childien gaing torecess onthe “tope” that they used when they were in
kinderganien; they also see younge childien playing with the same
wived wooden wnimals thut they played with when they weie in
kindagaiwn. Younger childien see older childien puiforming in phiys
that they, 1o, will pedfor in when they mie older. Hee it is note-
worthy that assemblies are nunked by an suusual qualivy of anention
and ol 1espect by studenis [or each others” performances. The visibility
ol the activities ol older aad younger children 1o cach other means thiat
childsen iy look both forwand and biuckward 1o their educidional
expericnces, a one sense, any small school offers special opportunitics
ol this sort lor visual continuity over time. But the cinplusis at the
Rudoll Sieiner School ou antistic concern for the envitomment and its
visual beauty mocans thit the school buailding iself has a speciul
evourtive quadity that serves asaeminder of the experiences the child
has gone tough o dilferent stages,

Thare me other move explicit ways in which the school’s oiganiz-
ton {osters a sense of continuity. One is the fact that the classiomn
wacher ideally stays with the class fram lirst thiough eighel gode;
and, while other wachers ofler special subjects so that the ¢lassioomn
wacher is not the only teacher of the child during this periad, it is
neveetheless wae that the cassroam wacher has the opporunity 10
becomme intincuely Gomilian with childien as they progiessand «hange.
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" Ramah: A Setting for
Jewish Education

SEYMOUR FOX

Camp Ramah is a response to the problems that Jewish educa-
tion confronted forty years ago and continues to face to this
day: the fact that most Jewish children are deprived of meaning-
fui Jewish experiences in their early formative years; that Jewish
families do not significantly contribute 1o the Jewish education
of their children; and that Jews in North America live in an
" environment that does not support the vaiues of Judaism.

Forty years ago the day-school movement in North America
was barely developed, and the founders of Ramah realized that
the schools, even when they are successfil. are unlikely to
overcome the deprivations that American children bring with
them when they arrive at a Jewish school.

The leadership of Ramah hoped to create an educational
subcuiture that was more than a school (though it would empha-
size and develop the cognitive and inteliectual life of its campers
and staff), more than a youth movement (though it would
concentrate on affective and interpersonal development), and
more than a summer camp, because all who were involved knew
that not enough could be accomplished in eight weeks.

The full-blown, the mature idea of an educational subculture
included an eight-week summer camp, combined with the yeat-
round youth movement, Leaders Training Fellowship. A total
setting for eight weeks, inseparable from a year-round youth
movement, offered unique educational opportunities that were
not avaijlable in any other educational institution.

This setting was chosen because it offered more time. Ideas,
programs, and activities could be developed and nurtured with-
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20 THE RAMAH EXPERIENCE

out the constraints of the nigorous school schedule. It was
preferred because the educator, the teacher, the cabin coun-
selor, the specialist in arts or athietics, each was available
thronghout the day, seven days a week, for eight weeks. It was
favored because the educator as a role model in this setting
meant something very different than the educator as a role
model in the school or youth movement. Here one could observe
the educator as he himseif grappled with ideas, considered
alternative lifestyles, and succeeded or failed in these endeavors.

In an educational subculture, ideas uncovered by close
textual analysis m the classroom could be experimented with
and applied immediately during the summer’s experience and
then throughout the year in LTF.

At Ramabh it was possible, and often necessary, to investi-
gate alternative positions before they were decided upon, and
therefore one could not avoid experiencing the impact of choice.
And all of this could occur in an environment conducive to trial
and error as crucial elements of the maturing process.

Ramah was ¢stablished at a time when the Seminary faculty
stressed those conceptions of Judaism meant to engage, to
inform, to challenge all parts of the psyche, all of man's person-
ality. We in turn were challenged to experiment with the trans-
lation of this vision inio an educational theory and practice.
While our scholars were focusing attention on the inner life of
man, as well as on concepts of 4lal Yisrael and peoplehood, we
were invited to develop a program of religious education that
could meet these specifications.

Only in a total environment ¢ould one nurture an educa-
tional practice. cauld one develop educational practice, could
one develop educational means to respond to this new emphasis
on bein adam l[e-havero without neglecting bein adam le-
Makom. To do this we needed sufficient space, sufficient time, a
vartety of experiences, and a multipiicity of human encounters.
The components for this eduocational subculture had to be
formed so that each couid carry out its vital function as all
interrelated organically to create a community that educates.

We shail examine some of these elements, to try and under-
stand their role and function. We will then be in a better position
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to see how they were meant to interrelate, to help create a whole
that was greater than its parts.

I now present ideas that guided our work at Ramah using
three terms that are essential for personality theory. They are
the cognitive or the intellectual, the affective or the emotional,
the interpersonal or the social. Let us begin with the cognitive
domain, which was addressed at Ramah initially through study.

In the course of this paper I shall be referring to my
experience and close association with Ramah until 1968. My
deep interest in Ramah, however, continues to this day, and 1
keep myself well informed about all that happens in the camps.
If 1 appear to shift from past to present, please know that |
speak of things as they were and as they are.

THE COGNITIVE

Study at Camp Ramah is an integral part of the lifestyle of all
members of the community. This includes the campers, the
various educational staffs, the maintenance and kitchen staffs
(including the dishwashers), and the administration. Some insti-
tutions have an artist-in-residence. Camp Ramah has a profes-
sor-in-residence. His function is to maintain intellectual stimu-
lation. He is there to listen. to teach. to prod. to ecriticize, and to
create cognitive disequilibrium,

At Ramah we can emphasize the importance of the original
text. The text can be analyzed carefully, slowly, without the
pressures of coverage. We learned from our Seminary teachers
that parshanut, the adumbration, the elaboration, the deveiop-
ment of our tradition through the various commentaries created
by Jews throughout the ages, was at the very heart of the Jewish
experience. Therefore, one of the goals of textual analysis was
to help campers and staff members develop the techniques to
master the tradition and participate in the process of parshanut.
But first, in order to apply the insights of a text, to read, to
analyze, to compare and contrast.

In the early fifties we tried to analyze what we meant by the
skills of reading and textual analysis. The early version devel-
oped in a training session was crude and amateurish, but it
excited. [t encouraged and directed our work. It included the
following techniques:
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Through Cohen and Schwab’s work, we learned, among
other things, that affective responses which can and do lead to
distortion, to premature rejection of ideas, or, for that matter,
to slavish acceptance of ideas, are necessary and even legitimate
steps in intellectual development.

When Ramah completed its second decade in the mid-
sixties and the Melton Center for Research in Jewish Education
established a faculty seminar to deal with the themes that were
to be examined and internalized by the educated Jew in North
America, we did not attempt to work with day schools or
afternoon schools, but with Camp Ramah. We asked the gues-
tion: What are the themes that Camp Ramah should present to
its community {campers, educational and administrative staft,
and the professor-in-residence)?

We quickly learned that the professor-in-residence also had
to master new skills. He had to stretch himself to respond as a
halakhic Jew to daily questions, to immediate issues. He had to
struggle constautly with the guestion of what is an appropriate
education for a Ramah camper.

And so Ramah took on the task of educating its total
community.

THE AFFECTIVE

Before we turn to education of and for the emotions, it is
important to remember that in Ramah we discovered that ary
sharp division of the personality into cognitive, affective, ard
interpersonal elements was difficult if not impossible. Schwab's
descniption of the unavoidable interpenetration of these ele-
ments in human behavior was experienced at Camp Ramah each
and every day. Incidentally, this may be one of the reasons wky
John Dewey played so important a role in our thinking. His
introduction of the term internal elements to describe the inner
life of man helped mute the sharp distinction between the
cognitive, the affective, and the interpersonal.

The education of feelings, of emotions, is essential in any
conception of Jewish education. This is particularly so if hala-
khah is a central or the ceutral component in the Jewish commit-
ment. The practicing educator knows how feeling and emotion
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can serve as partner and ally or as inhibitor and saboteur to
change and innovation.

Campers were admitted to Ramah at approximately the age
of nine. The patterns of the personality were aiready shaped, if
not established. The youngsters in a cabin, in an edah (division),
were no more homogeneous than they were in a classroom. A
first consideration was therefore the creation of a hygienic
environment. If defensiveness, suspicion, and cauitton are dimin-
ished, then trust, faith, openness, and integrity can be encour-
aged. The cabin, the bunk group, was perceived as a home or as
a haven where tne tensions emanating from the disequilibrium
created in the classes of Hebrew, Bible, Talmud, music, or
tennis could be understood and channeled. The counselor had
to be available to **pick up the pieces’ when the competition on
the sports field, the routine strains of group living, or the fears
induced by homesickness got out of control. It was assumed
that when much of the static was eliminated, the young person
could listen to. and, even more important, could make contact
with. his inner feelings and responses.

We were quick to recognize the dangers of confusing edu-
cation or a supportive environment with therapy. Nevertheless,
we tried to derive powerful benefits from education as a thera-
peutic tool. We assumed that when a counselor achieved the
role of trusted friend. of concerned adult {without violating the
intimacy of the camper), then the energy necessary to underiake
the challenges. the demands of textual analysis, group discus-
sion, and life expernences would be released. The youngster was
then likely to discover that he had great reservoirs of strength
that could be converted into the courage necessary to experi-
ment with the new behavior that was associated with a passage
from the Torah, the Talmud, Maimonides, or a Hasidic parable.
We believed that change required stretching oneself to the limit,
and the support of the environment and its chief actor, the
counselor, was of crucial importance.

But the emotions were not only fuel for the cognitive and
the interpersonal. They were not only to be channeled toward
appropriate behavior; they were to be celebrated in their own
right.

For most of the summer a significant part of each day was
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devoted to engaging the youngster’'s feelings through the arts.
The arts had their role in the recreational program, but it is not
art as recreation that I am speaking of. Art education hoped to
sensitize, to train the eye, the ear, and, above all, the heart. The
requisite skills were disclosed and debated as they were accom-
panied by the perennial questions that are at the heart of
aesthetic education. We depended on the staff of art educators
{drama, music, and dance specialists) to protect the contribution
of the arts to education. This was not an easy assignment at
Ramah, where study, discussion, and verbal articulation were
so important. Encouraging this kind of art education caused no
small degree of tension, but the tension was viewed by many of
us as the best protection against deterioration into the rou:ine
and the conventional.

The climax of Ramah’s program for the education of the
emotions, the inner life of man, was to be found in and through
tefillah. Professor Abraham Heschel’s ideas served as a cons:ant
stimulus. First we were required to translate key concepts, such
as mah hu rahum af atah rahum, into programs and projects.
Even more chatlenging was Heschel's emphasis on the power of
the word and of the nigusn as the tools by which men could make
contact with the deepest lavers of their psyche. To do this we
had to devise ways of sensitizing people to words, to music, to
rhythm, and to nusah.

THE INTERPERSONAL

The Ramah camper belongs to several groups simultanegusly.
He 1s a member of a cabin; he belongs to a minyan; he is a
student in various formal classes (where the subject matter
ranges from Jewish studies to the arts, sports, nature lore, and
camping crafts); and he is a member of an edah, of the camp as
a whole, and of a congregation in his home community.

This multipie group membership and the vanous educators
who guide these groups offer numerous opportunities for Jewish
education. In these various groups feelings can be examined and
anaiyzed. Disagreements can be raised to the level of principle,
and the pnnciple can be tested in practice. In these groups an
idea can be transiated into a mizvah. The unavoidable dialectic
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between assumptions, principles, ideas, and their translation
Into programs, projects, and activities were from the outset
essential to guarantee the vibrant atmosphere that we hoped
would characterize the educational subculture.

Loyalties are developed to each of these groups, and the
subsequent conflicts between these loyaities are the appropriate
subject matter of a discussion in a classroom, a cabin, or an
edah. The relative importance of each of these loyalties became
the subject of numerous staff meetings. One example was the
importance of the benefits to be derived from tefillah with the
entire camp on Shabbat, compared to the intensification of the
more infimate service in a special minyan. All expertments,
successful and unsuccessful, are accompanied by their excesses,
and we sometimes found that tefillah was recognized by the
youngster as only thar tefillah that occurred in Ais particular
Ramah camp.

Through thzse experiences ideas were validated in practice,
and practice was illuminated through discussion, analysis, and
theory. The act of deciding, of choice and the consequences of
choice, could not be avoided in such a setting, The virtues and
vices of process and of planning were deeply felt when a dra-
matic pertormaice. a closing camp banquet, or a three-day
canoe trip was imminent (and one’'s responsibility).

The concep:s of collaboration, mutual support, and partner-
ship were not mzrely slogans. when for eight weeks one shared
an environment composed of the cabin, the minyan, the edah,
and the camp as a whole. It meant even more if, as intended, it
was continued outside camp in a community or youth group.

The recognition that we were dealing with multiple group
memberships led us to study and analyze the works and ideas of
thinkers as diverse as Sigmund Freud, Gustave Le Bon, Max
Weber, Harry Stack Sullivan, Herbert Thelen, Erik Erikson.
Bruno Bettelheim. Mordecat Kaplan, Abraham Joshua Heschel,
and Simon Rawidowicz.

Staff and Training

There are many staffs at Camp Ramah, They were not created
and increased in number as often happens in bureaucracies, but
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rather created by the deliberations of the camp directors, the
Seminary faculty, and the distinguished scholars {(in the human-
ities, social sciences, and education) who served as consultants.
There are counselors and junior counselors who are responsible
for the whole child. They are expected to help the child integrate
the camp experience: the discovery and absorption of a new
world of knowledge in the formal classes with the varied physical
and aesthetic appeals of the afternoon programs, including vi-
sual arts, music, dramatics, athletics, and camping crafts. They
are responsible for coping with the tensions arising from artistic
performance and athletic competition, as well as those created
by the strain of living away from home in close quarters with
other youngsters of different backgrounds.

Division heads (roshei edot) are camp directors in minia-
ture. responsible for eighty to one hundred campers of a given
age group. They sometimes view their division as a wholly
independent unit, trying to keep it as isolated as possible from
the rest of the camp. so as to ensure intimacy and effectiveness.
The division head is responsible for maintaining the goals of
camp as a whole and for preventing excesses by any one element
or pait ol the program. He has to see that the formal educator
and the specialists do not distort the delicate balance that Ramah
strives for. [t is in the division head’s office that a profile for
each camper is przpared and monitored. He is the keeper of the
criteria by which it is decided whether a youngster needs more
art or less Mishaah, more music or less sports. It is these
criteria that are considered and reconsidered at staff meetings.

The Specialist

Early in the formation of Ramah policy, camp administrators
decided that a separate staff was required to deal with the arts
{music, drama, dance, painting), sports, nature studies, and
other subjects. Since counselors and educators are not respon-
sible for recreational activities, specialists in the arts and recre-
ation participate in meetings and address such goals as helping
a young person become comfortable with his body or helping
him sustain an activity from its start through the planning stage
and final implementation. Specialists are concerned with many
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a partner in developing the principles that guide the afternoon
and evening programs in the arts, athletics, nature, and camping.
He himseif often teaches the administrative and kitchen staffs
and, as the senior educator in the camp, is responsible for
supervising the work in formal education. He is the impressario

- for the professor-in-residence, and if he is successful, the profes-

sor-in-residence will be seen as the role mode! for staff and
campers alike.

In working with the lay committee and the lay leaders, it is
his responsibility to explain why the camp should provide a ratio
of one educator to every two children. He often has to explain
why the true economy is not fiscal. It is from this group of camp
directors that many of the exciting and innovating ideas emerge.

TRAINING

At one time or another, training at Ramah has included training
for directors, division heads, directors of formal education,
specialists in the arts, teachers, and counselors. This training
takes place throughout the winter and during the summer. It is
led by scholars (of Judaica, humanities, social sciences, and
education} and often by members of the Ramah staff. A training
program can last several years. [t can be done in-house, at the
Seminary, or at universities in North America and Israel.

The most innovative example of training was the Mador, a
unit in one of the camps where a full summer was devoted to the
training of high schoot graduates so that they could serve as
counselors for two additional summers. The Mador may have
been a frivolous financial investment, but its establishment can
only serve as proof of the commitment of our lay leaders to boid
and innovative ideas. There has been no evaluation of the impact
of the Mador, or, for that matter, of the impact of Camp Ramah.
However, if the messages that are communicated by the leader-
ship have an impact, create side-effects, are important in what
Dewey described as collateral learning, then this investment is
likely to have communicated what it means to take education
sertiously. The Mador, more than any other educational pro-
gram, demonsirates how serious we are about the education of
our staff and sustains our conviction that Camp Ramah can
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environment encouraged Professor Gerson Cohen (who was at
that time a key member of the Melton Faculty Seminar) to
introduce the concept paideia into Jewish education.

Why did 1 decide to analyze the Ramah experience using
terms such as cognitive, affective, and interpersonal? There are
at least two answers. One is that Professor Schwab demon-
strated to those of us who were his students that theory in the
social sciences had little to offer educators unless it was properly
translated into education. We learned from him how to examine
the various schools of psychology in order to discover the
contribution that they could make to a tradition that hoped to
influence the heart and the mind.

The other answer is to be found in the culture of the
Seminary. Our teachers, Professors Louis Finkelstein, Simon
Greenberg, Saul Lieberman, Abraham Heschel, and Mordecai
Kaplan, despite their differences in orientation, style, and schol-
arly interest, viewed Judaism essentially as a didactic system. ]
learned to appreciate this fully after Bible Professor Yochanan
Muffs demonstrated how it was absolutely necessary for both
intellect (Talmud Torah) and affect {the ability to channel our
emotions through refillak) 1o be in tension with each other, and
for both to be in tension with the requirement to live a halakhic
life in the community.

THE OPPORTUNITIES WE MISSED

All educational enterprises, and particularly those that are ex-
perimental, are inevitably accompanied by failures, by missed
opportunities. Camp Ramah was no exception. I mention a few.

The Hebrew language. Ramah was eslablished as a He-
brew-speaking camp. From the fifties on it was clear that be-
cause our campers knew very little Hebrew and our counselors
were not comfortable with the Hebrew language, Hebrew would
lose in the competition with other goals of the camp. We did not
react to this problem vigorously. It was a serious error that
might have been rectified had we invested in upgrading the
Hebrew knowledge of the educational staff and in developing a
graded program for teaching Hebrew appropriate to the camp
setting.
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To explain my deeply held stubborn optimism, I will con-
ciude with a story. Every Ramah educator, | am sure, has his
own version of the story about a problem camper who turned
out to be a remarkably fine, productive adult. Mine goes like
this. Sometime ago I attended a dinner at which the renowned
British philosopher Sir Isaiah Berlin was guest. In the course of
conversation, someone asked Sir Isaiah who he thought was the
greatest young philosopher in the world. He responded with a
name that gave me a shock of pleasure. The philosopher named
was a former Ramah camper who had learned the elements of
philosophy in camp at age twelve. His counselors and teachers
not only taught this youngster the basics of philosophic thought,
they also helped him overcome a disturbing physical problem of
poor motor coordination. This young man remembers his days
at Ramah, remembers his counselors and teachers who shielded
him from thoughtless youngsters mocking his physical awkward-
ness. He now reminds us that Ramah not only cpened the world
of the intellect for him, it also taught him that a Jewish environ-
ment and a caring environment are identical.
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behavior, interpersonal relationships, and Jewish scholarship.
He is the spiritual father of the camp.

Perhaps this account of a great moment in my life, one
which had a deep impact on me, can illustrate the above descrip-
tion of the professor’s role. The incident occurred during a
summer at Camp Ramah in Wisconsin when, as a counselor, I
was refereeing a basketball game. Standing at one side and
watching the game with a critical expression was Professor
Shalom Spiegel, of blessed memory. During one of the time-
outs | walked over to him and asked very earnestiy, in Hebrew,
““Would the Professor like me to explain the rules of the game?™’
He replied brusquely, in Hebrew, **There’s no need. Basketball
was one of the sins of my youth.” And the critical expression
remained on his face. *“Why then,”” I asked. ‘*do you look at us
so critically?”” He peinted to one of the counselors, who hap-
pened to be my wife. ““How can you be the judge of a game in
which someone related to you is a participant? Any camper who
knows halakhah will know you are breaking a religious law.”’
Needless to say, 1 was contrite and apologized for my thought-
less behavior, and the apology was graciously accepted. The
incident is illustrative of my contention that religion at Ramah
was not restricted to formal religious ceremonies and ethics. It
embraced every moment in life.

Professor Spiegel was in camp to answer questions on
religious policy, scholarship, and even some aspects of camping
procedure. On Wednesday nights, when the campers were
asleep, Professor Spiegel taught counselors the Book of Jere-
miah; at other times he taught liturgy. But, above all, his mere
presence in the camp bespoke a kind of challenge and dignity
which were inspiring to all of us.

Religion, as I see it, is a disciplined response to the chal-
lenges, changes, and vicissitudes of life generally. Its articies of
faith are the theoretical underpinnings of this religious response,
which takes place on a variety of levels but derives from a
certain kind of commitment. At Ramah these theoretical re-
sponses are brought forth by the environment; by working
together in the classrooms, in arts and sports activities, in a
variety of ciubs. The articles of faith are mediated in great
measure by the Ramah environment. Therefore we can say that
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THE SPIRIT OF THE
LEARNING ORGANIZATION

Organizations earn only through individuals who learn. Individual
learning does not guarantee organizational learning. But without il
no organizational learning occurs.

A small number of organizational leaders are recognizing the radi-
cal rethinking of corporate philosophy which a commitment to indi-
vidual learning requires. Kazuo Inamori, founder and president of
Kyocera (a world leader in advanced ceramics technology used in
electronic components, medical materials. and its own line of office
automation and communications equipment), says this;

Whether it is research and development, company management,
or any other aspecl of business, the active force js “people.” And
pcople have their own will, their own mind, and their own way of
thinking, If the employees themselves are not sufficicntly moti-
vated to challenge the goals of growth and technological develop-
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THE SPIRIT QOF THE
LEARNING ORGANIZATION

Organizations learn only through individuats who learn. Individual
learning does not guarantee organizational learning. But without il
no organizational learning occurs.

A small number of organizational leaders are recognizing the radi-
cal rethinking of corporate philosophy which a com mitment {o indi-
vidual learning requires. Kazuo Inamori, founder and president of
Kyocera (a world lender in advanced ceramics (echnology used in
electronic components, medical materials, and its own line of office
automation and communications equipment), says this:

Whether it is research and development, company management,
or any other aspeet of business, the nctive force is “people."t And
people have their own will, their own mind, and their own way of
thinking. If the employees themselves are not sufficiently moti-
vated to challenge the goals of growth and technological develop-
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outside of work and to ignore Lhe significant portion of our lives

which we spend working, would be to limil our opportunities to be
happy and complete human beings.

Herman Miller's president Ed Simon said recently, **Why can’
work be one of those wonderful things in life? Why can’t we cherish
and praise it, versus seeing work as a necessity? Why can’t it be a
cornerstone in people’s lifelong process of developing ethics, values,
and in expressing the humanities and the arts? Why can’t people
lcarn through the process that there’s something about the beauties
of design, of building something to Jast, something of value? | believe
that this potential is inherent in work, more so than in many other
places.” .

In other words, why do we wanl personal mastery? We want il
because we want it.

It is a pivotal moment in the evolution of an organization when
leaders 1ake this stand. It means that the organization has absolutely,
fully, intrinsically committed itself to the well-being of its people.
Traditionally, there was a contract: an honest day’s pay for an hon-
est day’s labor. Now, there is a differcnt relationship between em-
pioyee and institution.

Polister Daniel Yankelovich has been taking the pulse of the
American public for forty years. As noled in Chapter One, Yanke-
lovich has pointed to a **basic shifl in attitude in the workplace™
from an “instrumental’’ to a *‘sacred” view of work. The instrumen-
... view implies that we work in order to earn the income to do what
we really want when we are not working. This is the ctassic con-
sumer orientation toward work—work is an instrument for generat-
ing income. Yankelovich uses the word **sacred™ in the sociological
not religious sense: *‘People or objects are sacred in the sociological
sense when, apart from what instrumental use they serve, they are
valued for themselves.™*

Traditionally, organizations have supported people's development
instrumentally—if pecople grew and developed, then the organization
would be more effective. O’Brien goes one step further: **In the type
of organization we seek 1o build, the fullest development of people
is on an cqual plane with financial success. This goes along with our
most basic premise: that practicing the virtues of life and business
success are not only compatible but enrich one another. This is a far
cry from the traditional *morals of the marketplace.” ™

To see people’s development as a means toward the organization’s

R

ends devalues the relationship that can exist between individual and
organization. Max de Pree, retired CEQ of Herman Miller, speaks of
a '‘covenant’’ between organization and individual, in contrast 10
the traditional **contract™ (**an honesi day's pay in exchange for an
honest day’s work'’}), **Contracts,”’ says De Pree, “*are n small part
of a relationship. A complele relationship needs a covenant . .. a
covenantal relationship rests on a shared commitment to ideas, to
issues, 10 values, to goals, and to management processes . . . Cov-
enantal relationships reflect unity and grace and poise. They are
expressions of the sacred nature of relationships.'*®

In Japan, a Christian Science Monitor reporter visiling the Ma-
tsushita corporation observed that *“There is an almost religious at-
mosphere about the place, as if work itself were considered some-
thing sacred.” Inamori of Kyocera says that his commitment to
personal masiery simply evolved from the traditional Japanese com-
mitment to lifetime employment. **Our employees agreed to live in a
community in which they would not exploit each other, but rather
help each other so that we may each live our life fully.”

“You know the system is working,”’ O"Brien said recently, **when
you see a person who came to work for the company ten years ago
who was unsure of him/herself and had a narrow view of the world
and their opportunities. Now that person is in charge of a department
of a dozen people. He or she feels comfortable with responsibility,
digests complex ideas, weighs different positions, and develops solid
reasoning behind choices. Qther people listen with care to what this
person says. The person has larger aspirations for family, company,
industry, and socicty.”

There is an unconditional commitment, an unequivocating cour-
age, in the stand that an organization truly committed 1o personal
mastery takes. We want it because we want it,

RESISTANCE

Who could resist the benefits of personal mastery? Yet, many people
and organizations do. Taking a stand for the full development of your
people is a radical departure from the traditional contract hetween
employee and instilition, In some ways, it is the most radical depar-
ture from traditional business practices in the learning organizalion,

There are obvious reasons why companies resist encouraging per-
sonal mastery. 1t is "*sofl," based in part on unquantifiable concepts
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such as intuition and personal vision. No one will ever be able to
measure o three decimal places how much personal mastery con-
tributes to productivity and the bottom line. 1n a malerialistic culture
such as ours, it is difficult even to discuss some of the premises of
personal mastery, ““Why do people need (o talk about this stulf?*
someone may ask, “lsn’tit obvious? Don’t we already know it?"”

A more daunting form of resistance is cynicism. The human poten-
tial movemcat, and along with it much of “humanistic manage-
ment,"" overpromised itsell lo corporations during the 1970s and
1980s. It prompted execulives to idealize each other and expect
grand, instant, human character transformations, which can never
happen,

In combating cynicism, it heips to know its source. Scratch the
surface of most cynics and you find a [rustrated idealist—somecone
who made the mistake of converting his ideals into expectations. For
example, many of those cynical about personal mastery once held
high ideals about people. Then they found themselves disappointed,
hurt, and evenluaily embittered because people fell short of their
ideals. Hanover's Bill O"Brien points out that “‘burnout’ comes
from causes other than simply working too hard. **There are (each-
crs, social workers, and clergy,"” says O'Brien, ‘“‘who work incredi-
bly hard until they arc 80 years old and never sulfer *‘burnout’’ —
because they have an accurate view of human nature. They don’t
over-romanticize people, so they don’t feel the great psychological
siress when people let them down."’

Finally, some fear that personal mastery will threaten the estab-
lished order of a well-managed company. This is a valid fear. To
empower people in an wnalignied organization can be counterpro-
dirctive, If people do not share a common vision, and do not share
common “‘mental models’™ about the business reality within which
they operate, cmpowering peaple will anly increase organizational
siress and the burden ol management lo maintain coherence and
direction, This is why the discipline of personal tnastery must always
be scen as one among the set of disciplines of a learning organization,
An organizational commitment to personal mastery would be naive
and foolish il leaders in the organization lacked the capabilitics of

building shared vision and shared mental models to guide local deci-
sion makers,
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THE DISCIPLINE
OF PERSONAL MASTERY

The way (0 begin developing a sense of personal mastery is to ap-
proach it as a discipline, as a series of praclices and principles thal
must be applied to be useful. Just as one becomes a master artist by
continual practice, so lhe following principles and practices lay the
groundwork lor continuaily expanding personal mastery.

PERSONAL VISION

Personal vision comes from within. Several years ago [ was talking
with a young woman about her vision for the planet. She said many
lovely things about peace and harmony, about living in balance with
nature. As beautiful as these ideas were, she spoke about them un-
emotionally, as il these were things that she should want. [ asked
her il there was anything else. Afler a pause, she said, *'1 wani to
live on a green planet,”” and started to cry. As far as | know, she had
never said this before. The words just leaped from her, almost with
a will of their own. Yet, the image they conveyed clearly had decp
meaning to her—perhaps even levels of meaning that she didn't
understand.

Most adulls have littie sense of real vision. We have goals and
objectives, bul these are not visions. When asked what they want,
many adults will say what they want to get rid of. They'd like a
better job—that is, they'd like to get rid of the boring job they have.
They'd like 10 live in a better neighborhood, or not have to worry
about crime, or about putting their kids through school. They'd like
it il their mother-in-law returned to her own house, or il their back
stopped hurling, Such litanies of “*negative visions' are sadly com-
monplace, even among very successful people. They are the hy-
product of a lifetime of fitting in, of coping, of problem solving. As a
teenager in one of our programs once said, “*We shouldn't call them
‘grown ups’ we should call them ‘given ups.* "

A subtler form of diminished vision is *‘focusing on the means not
the result.” Many scnior execulives, for example, choose *‘high
markel share™ as part of their vision. But why? **Because | want our
company to be profitable.” Now, you might think that high profits is
an intrinsic result in and of itself, and indeed it is for some. But for
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surprisingly many other leaders, profils oo are a means loward a
still more important result. Why choose high annual profits? ' Be-
cause | want us to remain an independent company, lo keep from
being taken over.”” Why do you want that? **Because [ want to keep
our integrily and our capacity to he true to our purpose in starting
the orpanization.” While all the goals mentioned are legitimate, the
last—being true to our purpose—has the greatest intrinsic signifi-
cance to this cxeculive. All the rest are means to the end, mcans
which might change in particular circumstances. The ability to focus
on wltimate intrinsic desires, not omly on secondary goals, is a4 cor-
nerstone of personal mastery.

Real vision cannot he understood in isolation from the idea of
purpose. By purpose, I mean an individual's sense of why he is alive.
No onc could prove or disprove the statcment that human beings
have purpose. It would be fruitiess even to engage in the debate. But
as a working premise, the idea has great power. One implication is
that happiness may be most directly a result of living consistently

with your purpose. George Bernard Shaw expressed the idea point-
edly when he said;

This is the (rue joy in life, the being uscd for a purpouse recognized
by yourself as a mighty onc . . . the being a force of nature in-
stcad of a feverish, selfish little clod of ailments and grievances
complaining that the world will not devote itself tv making you
happy.’

This same principle has been expressed in some organizations as
“‘genuine caring.'” In places where people felt uncomfortable (alking
about personal purpose, they felt perfectly ot case tatking about
genuine caring. When pcople genuinely care, they are naturally com-
mitled. They are doing what they truly want to do. They are full of
cnergy and enthusiasm. They perscvere, cven in the facc of frusira-
lion and scthacks, beeause what they are doing is what thcy musl
do. IUis their work,

Everyone has had cxpericnces when work flows fluidly; when he
fecls in lune wilh a task and works with a true economy of means,
Someonc whose vision calls him 10 a foreign country, for example,
may find himsclf learning a new language far more rapidly than he
cver could before. You can often recognize your personal vision
because it creates such momenls; it is the goal pulling you forward
that makes all the work worthwhile,

But vision is dilferent from purpose. Purpose is similar to a direc-

tion, a general heading. Vision is a specific destinalion, a picture of
a desired Miture, Purpose is ahstract. Vision is concrete. Purpose is
“advancing man's capability to explore the heavens.' Vision is “*a
man on the moon hy the end of the [1960s."* Purpose is *'heing the
hest | can be,” “‘excellence.” Vision is breaking four minutes in the
mile.

It can truly be said that nothing happens until there is vision. But
it is cqually troe that a vision with no underlying sense of purpose,
no calling, is just a good idea—all *sound and fury, signifying noth-
ing. "

Conversely, purpose without vision has no sense of appropriate
scale. As O'Bricn says, *You and 1 may be tennis fnns and cnjoy
lalking about ground strokes, our backhands, the thrill of chasing
down a corner shot, of hitting a winner. We may have a greal con-
versafion, but then we find out that T am gearing up to play at my
local country club and you are preparing for Wimbledon. We share
the same enthusiasm and love of the game, but at totally difTerent
scales of proficiency. Until we establish the scales we have in mind,
we might think we are communicating when we're not."’

Vision often gets confused with competition. You might say,
**My vision is 10 beat the other team.”’ And indeed, competition can
be a usclu! way of calibrating a vision, of selling scale. To beat
thc numher-ten player at the tennis club is dilTerent from beating the
number one. Bul to he number one of a mediocre lol may nol falfill
my scnse of purpose. Moreover, what is my vision afler 1 reach
number onc?

Ultimately, vision is intrinsic not relative, 1t's something you de-
sire for ils intrinsic value, not hecause of where il stands you refative
to another. Relative visions may be appropriate in the inlerim, but
they will rarcly lead to greatness. Nor is there anything wrong wilh
compelition. Compelition is one of the best structures yel invented
by humankind 1o allow cach of us 1o bring out the best in each other.
But alter the competition is over, after the vision has {or has not)
been achieved, it is one’s sense of purpose that draws you further,
that compels you lo sel a new vision. This, again, is why personal
meastery must be a discipline. It is a process of continnally focnsing
and refocusing on what one truly wants, on one's visions,

Vision is mullifaceted. There are material facets of our visions,
such as where we want to live and how much money we wad o
have in the bank. There are personal facets, such as health, freedom,
and being true to ourscives. There are service facets, such as helping
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world.' ** **What do | carc about the *farger world’ anyhow?"’ All of
these rcactions are evidence of deep-seated beliefs.

Robert Fritz, who has worked with literally tens of thousands of
people 10 develop their creative capacilies, has concluded that prac-
tically all of us have a ““dominant belicf that we are not able Lo Rl
our desires.”’ Where does this beliel come from? Fritz argues thal it
i5 an almost inevitable by-product of growing up:

As children we learn what our limitations are. Children are right-
fully taught limitalions essential to their survival. But too often
this learning is generalized. We are constantly told we can't have

or can't do certain things, and we may come to assumc that we
have an inability to have what we want."

Most of us hoid one of two contradictory beliefs that limit our
ability to create what we really want. The more common is belief in
our powerlessness—our inability to bring into being all the things we
really care about. The other belief centers on unworthiness—that we
do not deserve 10 have what we iruly desire. Fritz claims that he has
met only a handful of individuals who do not scem to have onc or
the other of these underfying beliefs. Such an asserlion is difficult 1o
prove rigorously because it is difficult to measure deep beliefs. But
if we accept it as a working premise, il illuminales syslemic forces
that can work powerfully against creating what we really wanl.

Fritz uses a metaphor to describe how contradictory underiying
beliefs work as a system, counter (o achieving our goals. Imaginc,
as you move toward your goal, there is a rubber had, symbolizing
crealive tension, pulling you in the desired dircction. Bul imagine
also a second rubber band, anchored to the beliel of poweriessness
or unworlhiness. Just as the first rubber band tries to pull you lowsird
your goal, the second pulls you back (oward the undertying belief
that you can’t {or don't deserve to) have your goal. FFritz calls the
system involving both the Llension pulling us toward our goal and the
tension anchoring us to our underlying belicl "*structurai conflict.”
because it is a structure of conflicting forces: pulling us simulta-
ncously toward and away from what we wanl,

Thus, the closer we come to achieving our vision, the more the
second rubber band pulls us away from our vision. This force can
manifes! itself in many ways. We might lose oor energy. We might
question whether we really wanted the vision, **Finishing the job™
might become increasingly difTicult. Unexpecled obstacles develop
in our path. People lct us down. All this happens even though we are
unaware of the stractural conflict system. because il originates in
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deep beliefs of which we are largely unaware—in fact, our unaware-
ness conlributes to the power of structural conflict.

Given beliefs in our powerlessness or unworthiness, structural
conflict implies that systemic forces come into play to keep us from
succeeding whenever we scek n vision. Yet, we do succeed some-
times, and in fact many of us have become adept at identifying and
achieving goals, at leasl in some areas of our lives. How do we
overcome the forces of structural conflict?

Fritz has identified three generic *‘strategies’ for coping with the
forces of structural conflict, ench of which has its limitations.'? Let-
ting our vision erode is one such coping stralegy. The second is
“‘conilict manipulation,”” in which we try to manipulate ourselves
into greater effort toward what we want by creating artificial conflict,
such as through focusing on avoiding what we don’t want. Conflict
manipulation is the favored strategy of people who incessantly worry
aboul failure, managers who excel at *motivational chats™ that point
out the highly unpleasnnt consequences if the company’s goals are
not achieved, and of social movemenis tha! attempl to mobilize peo-
ple through fear. In fact, sadly, most social movemenis vperate
through conflict manipulation or '*negative vision,” focusing on get-
ting away from what we don't want, rather than on creating whal we
do wanl: antidrugs, antinniclear arms, antinuclear power, anfismok-
ing, anti-nbortion, or antigovernment corruption,

But many ask, **What's wrong with a little worry or fear if it helps
us achieve our goals?'"" The response of those who seek personal
mastery is the simple question: *‘Do you reaily want to live your life
in a state of fear of failure?'’ The tragedy is that many people who
get hooked on conflict manipulation come 1o believe that only
through being in a state of continual anxiety and fear can they be
successful, These are the people who, rather than shunning emo-
tional lension, actually come to glorily it. For them, there is little joy
in life. Even when they achieve their goals, they immediaicly begin
worrying about losing whal they have gained.

Fritz's third generic strategy is the strategy of **willpower." where
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we simply *‘psych ourselves up™ Lo overpower all forms of resis-
lance to achieving our goals. Lying behind willpower strategies. he
suggests, is the simple assumplion that we *'motivale ourselves
through heightened volition.”” Willpower is so common among
highly successful people that many see its characleristics as synon-
ymous with success: a maniacal focus on goals, willingness o 'pay
the price,” ability to defeat any opposition and surmount any obsta-
cle.

The problems with “'willpower' are many, but they may hardly
be noticed by the person locused narrowly on ‘‘success.” First,
there is litlle economy of means; in systems thinking terms, we act
without leverage. We attain our goals, but the efTort is enormous and
we may find ourselves exhausted and wondering il **it was worth it"
when we have succeeded. Ironically, people hooked on willpower
may actually look for obstacles to overcome, dragons to slay, and
enemies {o vanquish-—to remind themselves and olhers of their own
prowess. Second, there are often considerable unintended conse-
quences. Despite great success at work, the masler of "*willpower™
will oflen find that he or she has gone through two marriages and has
terrible relationships wilh his or her children. Somehow, the same
dogged dctermination and goal orientation that **works’™ at work
doesn’t quite turn the trick at home. (Chapter 16, ‘‘Ending the War
Between Work and Family,"’ develops these ideas {urther.)

Worse still, just as with all of the coping strategics, “willpower™
leaves the underlying system of structural conflict unallercd. In par-
ticular, the underlying beliel in powerlessness has not really
changed. Despite significant accomplishments, many *‘highly suc-
cessful people’ still feel a deep, usually unspoken, scnse of power-
lessness in critical arcas of their lives—such as in their personal and
family relationships, or in their ability to achieve a sense of pecace
and spiritual fuifillmcnt.

These coping strategies are, Lo a certain cxient, unavoidable, They
are deeply habitual and cannot be changed overnight. We all tend to
have a favorite strategy—mine has long been “*willpower,”” as those
close lo me can attest,

Where then is the leverage in dealing with structural conflict? If
structural conflict arises from deep undertying beliefs, then it can be
changed only by changing the beliefs. Bul psychologists are virtually
unanimous that fundamental beliefs such as powerlessness or unwor-
thiness cannot be changed readily. They are developed early in life
(remember all those “*can’ts’’ and "*don’ts' that started when you
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were lwo?). For most of us, belicfs change gradually as we accumu-
late new experiences—as we develop our personal mastery. But il
tnastery will not develop so long as we hold unempowering belicls,
and the beliels will change only as we experience our maslery, how
many we begin (o aller the deeper struclives of our lives?

COMMITMENT TO THE TRUTH

We may begin with a disarmingly simple yel profound sirategy lor
dealing with stiructural conflict: telling the truth.

Commitment 1o the truth often seems to people an inadequate
strategy. **What do | need to do to change my behavior?'" **How do
I change my underlying belief?"" People oflen want a formula, a
technique, something tangible that they can apply to solve the prob-
lem of structural conflict. But, in fact, being commilted to the truth
is far more powerful than any lechnique.

Commilment to the truth docs not mean seeking the *“Truth,” the
absolute final word or ultimate cause. Rather, it means a relentless
willingness to root out the ways we limil or deceive ourselves {rom
sceing what is, and to conlinually challenge our theorics ol why
things are the way lhey are. It means continually hroadening our
awareness, just as the great athlete with extraordinary peripheral
vision keeps [rying to *'see more of the playing ficld,” 1t also means
continually deepening our understanding of the structitres underlying
currenl events, Specifically, people with high levels of personal mas-
tery sce more of the structural conflicts underiying theiv own behav-
ior.

Thus, the first critical task in dealing with structural conflicts is to
recognize them, and the resulling behavior, when they arc operating.
11 can he very dilficult Lo recognize these coping strategics while we
are playing them out, especially beeause of tensions and pressures
that often accompany them. It helps to develop internal warning
signals, such as when we find ourselves blaming something or some-
body for our problems: *"'Fhe reason I'm giving up is nobody appre-
ciates me,”" or *“The reason I'm so worried is that they'li fire me if |
don’t gel the job done.”

In my life, for example, 1 often felt that people let me down at
critical junctures in major projects. When this happencd, 1 would
*bulldoze’’ through, overcoming the obstacle of their disloyally or
incompetence. It took many years before I recognized this as a re-
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curring pattern, my own special form of the *‘willpower' strategy,
rooted in a deep [eeling of being powerless 1o change the way olhers
let me down. Invariably, I ended up Feeling as if *'I’ve got to do it all
mysell."’

Once 1 recognized this patlern, 1 began 1o act cliferently when a
collcague let me down. [ became angry less often. Rather, there was
a twinge of recognition—‘'Oh, therc goecs my pattern.” 1 looked
more deeply at how my own actions were part of the outcome, either
by creating tasks that were impossible to accomplish, or by under-
mining or demotivating the other person. Further, | worked to de-
velop skills to discuss such situations with the people involved
without producing defensiveness. Chapter 10, Mental Models, illus-
trates these skills, ‘

I would never have developed those skills or known how to put
them into practice without a shift of mind. So long as 1 saw the
problem in {erms of events, I was convinced that my problems were
externally caused—""tley let me down.” Once I saw the problem as
structurally caused, I began to look at what 1 could do, rather than
at what "‘they had done.”

Structures of which we are unaware hold us prisoner. Once we
can see them and name them, they no tonger have the same hold on
us. This is as much true for individuals as it is for organizations. In
fact, an entire field is evolving, structural family therapy, based on
the assumption that individual psychological difficultics can be
understood and changed only by undersianding the structures of
interdependencies within famities and close personal relationships.
Once these structures are recognized, in the words of David Kantor,
a pioncer in the field, ‘1t becomes possible to begin {0 alter struc-
tures to frece people from previously mysterious forces that dictated
their behavior,” »

Discovering structures at play is the stock and trade of people with
high levels of personal mastery, Sometimes these structures can be
readily « nged. Sometimes, as with structural confllict, they change
only gradually, Then the need is to work more creatively within them
while acknowiedging their origin, rather than fighting the structures.
Either way, once an operating structure is recognized, the structure
itsell becomes part of *‘current reality.” The more my commitment
to the truth, the more creative tension comes into play because cur-
renl reality is scen morc for what it really is. In the context of crea-
tive tension, commitment to the truth becomes a generalive force,
just as vision becomes a pencrative force.

Onc of the ¢lassic illustrations of this process is Charles Dickens's

A Christmas Carol. Through the visitations of the three ghosts on
Christmas Eve, Scrooge sces more and more of the reality (rom
which he has turned away. He sces the reality of his pasl, how the
choices he made steadily whittled away his compassion and in-
creased his sell-centeredness. Fle sces the reality of his present,
especialfy those aspects of reality that he has avoided, such as Tiny
Tim’'s illness. And he sees the reality of his likely future, the future
that will occur if he continues in his present ways. But then he wakes
up. He realizes that he is not the captive of these realilies. He real-
izes that he has a choice. He chooses to change.

Significantly, Scrooge can’t make the choice to change before he
becomes more aware ol his current reality. In effect, Dickens says
that life always avails the option of seeing the truth, no matter how
blind and prejudiced we may be. And il we have the courage to
respond {o that option, we have the power to change ourselves pro-
foundiy. Or, 1o put it in more classic religious terms, only through
the truth do we come to grace.

The power of the truth, sccing reality more and more as it is,
cleansing the lens of perceplion, awakening from self-imposed dis-
tortions of reality—dilTerent expressions of a common principle in
atmost all the world’s great philosophic and religious systems. Bud-
dhists sirive to achieve the state of “‘pure observation,” of secing
reality directly. Hindus speak of *‘witnessing,” observing them-
sclves and their lives with an altitude of spiritnal detachment. The
Koran ends with the phrase, **What a tragedy that man must die
before he wakes up.'* The power of the {ruth was no less central 1o
carly Chrstian thinking, nfthough it has lost its place in Christian
practice over the last two thousand years. In fact, the Hebrew sym-
bols used to form the word Yehreshia, *"Jesus,” include the symhols
for Jehovah, ** 7111 Y, with the additional letter shin () inserted
in the middle. The symbols for Jehovah carry the meaning, ‘"That
which was, is, and will be."” The inserted shin modifies the meaning
to “‘that which was, is, and will be, delivers.'” This is the probable
origin of the statement **The truth shall sct you (ree.’’

USING THE SUBCONSCIOUS, OR, YOU DON'T REALLY
NEED TO FIGURE IT ALL OUT

Onc of the most (ascinating aspects of people with high levels of
personnd mastery is their ability to accomplish extraordinarily com-
plex tasks wilh grace and ease. We have ali marveled at the brenth-
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takingly beautiful artistry of the championship icc skater or the prima
ballerina. Wc know that their skills have been developed through
years of diligent training, yet the ability 1o exceute (heir artistry with
such case and sceming elTorticssness is s/l wondrous.

Implicit in the practice of personal mastery is another dimension
of the mind, the subconscious. 10 is through the subconscious that
afl of us deal with complexity. What distinguishes people with high
levels of personal mastery is they have developed a higher level of
rapport between their normal awareness and their subconscious,
What most of us take for granted and exploil haphazardly, they
approach as a discipline.

Is the subconscious relevant in management and organizations?
Inamori of Kyocera says:

When 1 am concentrating . . . [ enter the subconscious mind. It is
said that human beings possess bolh a conscious and subconscious
mind, and that our subconscious mind has a capacity that is larger
by a factoroften . . ."

When 1 talk about our *‘mind,™ | risk being called crazy. None-

theless, 1 think therein may lic the hint to the secret that may
determine our future.

O'Brien of Hanover likewise secs tapping mental capabilities for-
merly ignored as central to building the new organization:

The greatest uncxplored territory in the world is (he space be-
tween our ears, Scriously, [ am cerfain that learning organizations
will find ways (o nurture and focus the capabilities within us all
that today we call “‘extraordinary."’

But what is *‘extraordinary™ is actually closely related (o aspects
of our lives that are so “‘ordinary”’ that we hardly notice them. Qur
lives arc full of myrind complex tasks which we handle quite com-
petently with almost no conscious thought. Try an experiment: touch
the top of your head. Now, how did you do that? For most of us, the
answer resembles, *‘Well, T just thought about my hand on my head
—or, | formed a mental image of my hand on top of my head—and
voila, it just was there.”” But at a neurophysiological level, raising
your hand to the top of your head is an extraordinarily complex task,
involving hundreds of thousands of neural firings as signals move
from the brain to your arm and back again. This entire complex
activity is coordinated without our conscious awareness. Likewise,
if you had (o think about every detail of walking, you'd be in big
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trouble. Walking, talking, eating, putting on your shoes, and riding a
bicycle are all accoinplished witlh alinost no conscious attention—
yet all are, in fact, enormously complex tasks,

Fhese tasks arc aceomplished relinbly because there is an aspect
of our mimd that is exceedingly capalle of dealing wilh complexity.
W call this dimension of niind the *'subconscious,” because it op-
erates ‘‘below’” or *‘behind™ the level of conscious awareness. Oth-
crs call it “unconscious™ or "automalic mind."" " Whatcver it is
called, without this dimension of mind it would be quite impossible
to explain how human beings ever succeed in mastering any complex
task. FFov one thing we can say conlidently is that these tasks are not
accomplished through our normal awareness and thinking alone.

Equally important, the subconscious is critical to how we learn.
At one point in your life you were unable 1o carry out '‘mundane”
tasks such as walking, lalking and eating, Each had to be learned.
The infant does not get the spoon in her mouth the first time out—it
goes over the lelt shoulder, then the right shoulder, then the cheek.
Only gradually does she learn to reliably reach her mouth. Initially,
any new lask requires a great deal of conscious altention and effort.
As we “leirn” the skills required of the task, the whole aclivity
gradually shilts from conscious attention to subconscious control.

For example, when you lirst learned to drive a car, it look consid-
crable conscious attention, especially if your were learning to drive .
on a standard transmission. In fact, you might have found it difficult
to carry on a conversalion with the person next to you. IF thal person
had asked you to “*slow down, downshifl, and turn right™ at the next
corner, you might have given up then and there. Yet, within a few
months or less, you excculed the same task with litlle or no con-
scious attention. 1t had all become "‘automatic.’ Amazingly. belore
long you drove in heavy traffic while carrying on a conversation with
the person silting next to you—apparently giving almost no con-
scious atlention to the literaily hundreds of variables you had lo
monitor and respond to.

For example, when we first learn to play the piano or any musical
instrument, we start by playing scales. Gradually, we move up to
simple and then more complex compositions, leaving scales behind
as a task that can be handled with little conscious atiention. Even
concert pianisls, when sitting down to an unfamiliar piece will play
thal picce al half speed in order to allow concentration on the me-
chanics of hand and pedal positions, rhythm and tempo. But when
the concert comes, the same pianist places no conscious attention
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many techniques. An effective way (o locus the subconscious is
through imagery and visualization. For example, world-class swim-
mers have found that by imagining their hands to be twice their
actual size and their fect to be webbed, they actually swim laster.
"Mental rehearsal’ of complex feats has become routine psycholog-
ical training for diverse professional performers.

But the real elfectiveness of all of this still hinges on knowing what
it is that is most important to you. In the absence of knowing what
truly matters to you, the: specific practices and methods of working
with the subconscious run the risk of becoming mechanical tech-
niques—simply a new way of manipulating yourself into being more
productive. This is not an idle concern. Almost all spiritual traditions
warn against adopting the lechniques of increascd mental powers
without diligently conlinuing to refine one’s sense of genuine aspira-
tion.

Ultimately, what matters most in developing the subconscious
rapport characteristic of masters is the genuine caring for a desired
outcaome, the deep feeling of it being the *'right™ goal toward which
to aspire. The subconscious secms especially receplive to goals in
line with our deeper aspirations and values. According lo some spir-
itual disciplines, this is because these deeper aspirations input di-
recly lo, or are part of, the subconscious mind,

A wonderful example of what can be accomplished in the pursuit
of something truly important lo a persan is the story of Gilbert Kap-
Jan, & highly successful publisher and editor of a leading investment
periodical. Kaplan first heard Mahler's Second Symphony in a re-
hearsal in 1965, He *‘found himsell unable (v sleep. | went back for
the performance and walked out of the hall a different person. 1L was
the beginning of a long love alfair,” Despite his having had no formal
musical training, he committed time and energy and a considerable
sum of his personal finances (he had to hire an orchestra) to the
pursuit of learning how to conduct the piece. Today, his perfor-
mances of the symphony have received the highest praise by critics
throughout the world. The New York Times praised his 1988 record-
ing of the symphony with the London Symphony Orchestra as one
of the five linest classical recordings of the ycar and the president of
the New York Mahler Society called it *‘the outstanding recorded
performance.” A strict reliance on only conscious learning could
never have achicved Lhis level of artistry, even with all the "*wili-
power” in the world. Il had to depend on a high level of subcon-

scious rapport which Kaplan could bring to bear on his new "‘love
afTair.”
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In many ways, the key lo developing high levels of mastery in
subconscious rapport comes back to the discipline of developing
personal vision, ‘This is why the cancepl of vision has siways figured
s0 strongly in the ¢reative arls, Picasso once said:

[t would be very interesting (o record photogeaphically, not the
stages of a painting, but its metamorphoses. One would see per-
haps by what course a mind finds its way toward the crystallization
ol its drcam. But whal is veally very serious is to sce thal the
picture does notl change basically, that the initia} vision remains
almost intact in spite of appearance.”

PERSONAL MASTERY
AND THE FIFTH DISCIPLINE

As individuals praclice the discipline of personal mastery, scveral
changes gradually take place within them. Many of these are quite
sublle amd oflen po unnoticed. In addition to clarilying the *'strue-
tures'’ thal characterize personal mastery as a discipline (such as
creative tension, emolional lension, and siructural conflict}, the sys-
tems perspeclive also illuminates subtler aspects of personal mastery
—cspecially: integrating reason and intuition; continually secing
more of our connectedness to the world: compasston; and conunil-
menl 1o the whole,

INTEGRATING REASON AND INTUITION

According o an ancient Suli story, a blind man wandering lost in a
forest tripped and fell. As the blind man rummnged ahout the (orest
floor he discovered that he had fallen over a cripple. The blind man
and the cripple struck up a conversation, commiserating on Lheir
fate. The blind man said, *'1 have been wandering in this forest for
as long as | can remember, and 1 cannot see to find my way oul.™
The cripple said, *'1 have been lying on the forest floor for as long as
1 can remember, and T cannot get up to walk oul.'" As they sal there
talking, suddenly the cripple cried out. “*1"ve got it,”" he said. **You
hoist me up onto your shoulders and T will tell you where (o walk,
Together we can ind our way out of lhe forest.” According to the
ancien! storyteller, the blind man symbolized rationality, The cripple



symbolized intuition. We will not find our way out of the forest until
we lcarn how to integrate the two.

Intuition in management has recently received increasing attention
and acceptance, after many decades of being officially ignored. Now
numerous studies show that experienced managers and leaders rely
heavily on intuition—that they do not figure out complex problems
cntirely rationally. They rely on hunches, recognize patterns, and
draw intuitive analogies and parallels 1o other seemingly disparate
situations."” There are even courses in management schools on into-
ition and creative problem solving. But we have a very long way to
go, in our organizations and in society, toward rcintegrating intuition
and rationality.

People with high lcvels of personal mastery do nol set out lo
integrate reason and intuition. Rather, they achieve it naturally—as
a by-product of their commitment to use all resources at their dis-
posal. They cannot afford to choose between reason and intuition,
or head and heart, any more than they would choose o walk on ane
leg or sce with one eye.

Bilateralism is a design principle underlying the evolutlion of ad-
vanced organisms. Nature seems to have |carned to design in pairs;
it not only builds in redundancy but achieves capabilities not pos-
sible otherwise. Two legs are critical for rapid, flexible Jocomotion.
Two arms and hands are vital for climbing, lifting, and manipulating
objects. Two eyes give us stercoscopic vision, and along with Iwo
cars, depth perception. Is it not possible that, following the same
design principle, reason and intuition are designed to work in har-
mony for us to achieve our potential intelligence?

Systems thinking may hold a key to integrating reason and intui-
tion. Intuition eludes the grasp of linear thinking, witlh its exclusive
emphasis on cause and efTect that are close in time and space. The
result is that most of our intuilions don't make “‘sense”—that s,
they can't be explained in terms of linear logic.

Very often, cxperienced managers have rich intuitions about com-
plex sysiems, which they cannot explain. Their intuitions tell them
(hat cause and effect are not close in time and space, that obvious
solutions will produce more harm than good, and tbat short-term
fixes produce long-term problems. But they cannot explain their
idcas in simple linear cause-cMect language. They end up saying,
“Just do it this way. It will work."

For example, many managers sense the dangers of eroding goals
or standards but cannot fully explain how they create a reinforcing

tendency to underinvest and a self-fulfilling prophecy of underreal-
ized market growth. Or, managers may feel that they are focusing on
tangible, easily measured indicators of performance and masking
deeper problems, and even exacerbating these problems. But they
cannot explain convincingly why these nre (the wrong performance
indicators or how alternatives might produce improved results. Both
of these intuitions can be explained when the underlying systemic
structures are understood."

The conflict between intuilion and linear, nonsystemic thinking
has planted the seed that rationality itsell is opposed to intuition.
This view is demonstrably falsc if we consider the synergy of reason
and intuition that characterizes virtually all great thinkers. Einstein
said, I never discovered anything with my rational mind."* He once
described how he discovered the principle of relativity by imagining
himself traveling on a light beam. Yet, he could take brilliant intvi-
tions nnd convert them into succinct, rationally testable proposi-
lions.

As managers gain facility with systems thinking as an aliernative
tanguage. they find that many of their intuitions become explicable,
Eventually, reintegrating reason and intuition may prove 1o be one
of the primary contributions of systems thinking.

SEEING OUR CONNECTEDNESS
TO THE WORLD

My six-week-old son lan does not yet seem to know his hands and
feet. 1 suspect (hat he is aware of them, but he is clearly not aware
that they are fiis hands and feet, or that he controls their actions.
The other day, he got caught in a terrible reinforcing feedback loop.
He had taken hold of his ear with his left hand. 1t was clearly agitat-
ing him, as you could tel! from his pained expression and increasing
flagellations. But, as n result of being agitated, he pulled harder. This
increased his discomfort, which led him to get more agitated and pull
stilt harder. The poor little guy might still be pulling if | hadn't de-
tached his hand and quieted him down.

Not knowing that his hand was actually within his control, he
percecived the source of his discomfort as an externs] force. Sound
familiar? lan's plight was really no differemt from the beer game
players of Chapler 3, who reacled to suppliers' delivery times as if
they were externnl forces, or the arms race paricipanis in Chapter
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there has been a single person who has made a worthwhile discovery
or invention,.” Inamori states, *‘who has not experienced a spiritual
power.”” He describes the will of a person committed to a larger

purpose as “‘a cry from the soul which has been shaken and awak-
encd.”

FOSTERING PERSONAL MASTERY IN
AN ORGANIZATION

it must always be remembered that embarking on any piath of per-
sonal growth is a matter of choice. No ane can be forced to develop
his or her personal mastery. It is guaranteed to backfire. Organiza-
tions can get into considerable difficulty if they become 1vo aggres-
sive in promoting personal mastery for their members.

Stifl many have altempted to do just that by creating compulsory
internal personal growth training programs. -However well infen-
tioned, such programs are probably the most sure-fire way (o impede
lhe genuine spread of commitment to personal mastery in an organi-
zalion. Compulsory training, or “‘clective’ programs that people feel
expected to attend if they want to advance Lheir careers, conflict
directly with lreedom of choice.

For exampie, there have been nomerous instances in recent years
of overzealous managers requiring employecs to participate in per-
sonal devejopment training, which the employees regarded as con-
tradictory to their own rcligious beliefs. Several of these have
resulted in legal action against the organization.™

What then can leaders inlent on fostering personal mastery do?

They can work relentlessly to foster a climate in which the princi-
ples of personal mastery are practiced in daily life. That means build-
ing an organization where it is safe for people to create visions,
where inquiry and commitment to the truth are the norm, and where
challenging the status quo is expected—especially when the status
guo includes obscuring aspeets of current reality that people scek to
avoid,

Such an organizational climale will strengthen personal mastery in
two ways. First, it will continually reinforce the idea that personal
prowth is truly valued in the organization. Sccond., to the extent that
individuals respond to what is ofTered, it will provide an **on the job
training” that is vital to developing personal mastery. As with any
discipline, developing personal maslery must hecome a continual,

r

ongoing process. There is nothing more important to an individual
committed 1o his or her own growth than a supportive environment.
An organizalion committed to personal mastery can provide that
environment by continually encouraging personal vision, commit-
ment (o the truth, and a willingness to face honestly the gaps be-
twecn the lwo,

Many of the practices most conducive 1o developing one’s own
personal mastery-—developing a more systemic worldview, learning
how to reflect on tacit assumptions, expressing one's vision and
listening lo others’ visioms, and joint inquiry into different people's
views of current realily—are embedided in the disciplines for huild-
ing learning organizations. So, in many ways. the most posilive ac-
tions that an urganization can take to foster personal inasfery involve
working Lo develop all five learning disciplines in concert.

The core leadership strategy is simple: be a model. Commit yous-
self to your own personal mastery. Talking about personal mastery
may open people’s minds somewhal, but actions always speak
louder than words. There’s nothing more powerful you can do to

encourage others in their gquest for personsl mastery than 1o be seri-
OUs in your own gquest. )

F od
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pcopie bought automobiles on the basis of styling, not for quality or
reliability. Judging by the evidence they galhered, the aulomakers
were right. Surveys and buying habits consistently suggested that
American consumers cared aboul styling much more than aboul
quality. These preferences gradually changed, however, as German
and Japanese automakers slowly educated American consumers in
the benefits of quality and style—and increased their share of the
U.S. market from near zero 1o 38 percent by 1986.* According to
management consultant lan MitrofT, these beliels about styling were
part of a pervasive set of assumptions for success at General Mo-
tors;?

GM is in the business of making money, not cars.

Cars are primarily slatus symbols. Styling is therefore more im-
portant than quality.

The American car market is isolated from the rest of the world.

Workers do not have an important impact on productivity or prod-
uct quality.

Everyone connecled with the system has no need {or more than a
fragmented, compartmentalized understanding of the business.

As MitrofT pointed out, these principles had served Lhe industry
well for many years. But the auto industry treated these principles
as “'a magic formula for success for all time, when all it had found
was a particular set of conditions . . . that were good for a limited
time.”

'The problems with mental models lie not in whether they arc right
or wrong—by definition, all models are simplifications. The prob-
lems with mental models arise when the models are tacit—wben they
exist below the leve) of awareness. The Detroit automakers didn’t
say, "‘We have a mental model that all people care about is styling.”
They said, “All people care about is siyling.” Because they re-
mained unaware of their mental models, the models remained unex-
amined. Because they were unexamined, the models remnined
unchanged. As the world changed, a gap widened beiween Detroit's
mental models and reality, leading to increasingly counterproductive
actions.*

As the Detroit automakers demonstrated, entire industries can
develop chronic mishits between mental models and reality. In some
ways, close-knit industries are especially vuinerable because all the
member companies look to each other for standards of best practice.

LA

Such outdated reinforcement of mental models occurved in many
basic U.S. manufacluring industrics, not just automobiles, through-
out the 1960s and 1970s. Today, similar cutdated menial models
dominate many scrvice industrics, which still provide snediocre gual-
ity in the name of controlling costs. (Sec Chapter 17, *“*Micro-
worlds,” for an example,)

[Failure 10 appreciale mental models has undermined many eflorts
to foster systems thinking. In the late 1960s, a leading American
industrial goods manufacturer—the largest in its industry—found
itsell losing market share. Hoping to analyze their situation, top
execulives sought help from an MIT team of “‘system dynamics'
specialists. Based on computer models, the leam concluded that the
firm's problems stemmed {rom the way its executives managed in-
ventories and production, Because it cost so much to store its bulky,
expensive products, production managers held inventories as low as
possible and aggressively cut back production whenever orders
turned down. The result was unrelinble and slow delivery, even
when production capacity was adequate, In fact, the team's com-
puter simulations predicted that deliveries would lag further during
busincss downturns than during booms—a prediction which ran
counter lo conventional wisdom, but which turned out 1o be true.

Impressed, the firm's top executives put into effect a new policy
based on the analysts’ recomimendations. From now on, when orders
fell, they would maininin production rates and try (o improve deliv-
cry performance. Tring the 1970 recession, the experiment worked:
thanks 1o prompler deliverics and more repeat buying from satisficd
customers, the firmy’s market share increased. The managers were so
pleased that they set up their own systems group. But ihe new poli-
cies were never laken to heart, and the improvement proved tempo-
rary. During the ensuing business recovery, the managers stopped
wortying about delivery service. Four years later, when the more
severe OPEC-induced recession came, they wenl back o their orig-
inal policy of dramatic production cutbacks.

Why discard such a successiul experiment? The reason was the
mental models deeply embedded in the firm’s management iradi-
tions. Every production manager knew in his heart thatl there was no
more sure-fire way to destroy his career than to be held responsible

for stockpiling unsold goods in the warehouse. Generations of top.

management had preached the gospel of commitment {0 invenlory

control. Despite the new experiment, the ofd mental model was still
alive and well,

The inertia of dceply entrenched mental models can overwhelm
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cven the best systemic insights. This has been a bitter lesson for
many a purveyor of new management (ools, not only for systems
thinking advocates.

But if mental models can inmpede learning—freezing companics
and industries in outmaoded practices—why can't they also help we-
ceferate learning? As it happens, several organizations, largely op-
crating independently, have given serious altention to this question
in recent years.,

INCUBATING A
NEW BUSINESS WORLDVIEW

PPerhaps the first large corporation to discover the potential power of
nental models in learning was Royal Dutch/Shell. Managing a highly
decentralized company through the turbulence of the world oil busi-
ness in the 1970s, Shell discovered that, by helping managers clarify
their assumplions, discover internal contradictions in those assump-
tions, and think through new strategics based on new assumptions
(hey gained a unique source of compelitive advaniage.

Shic!l is unique in several ways that have made it a natural environ-
ment for experimenting with mental models. 1t is truly multicultural,
formed originally in 1907 from a *‘gentleman’s agrcement’’ between
Royal Duich Petrolecum and the London-based Shell ‘Transport and
Trading Company. Royal Dutch/Shell now has more than a hundred
aperating companies around the world, led by managers from almost
as many different cultures.

The operating companics cnjoy a high degree of autonomy and
local independence. From its beginning, Shell managers had to learn
lo operate by consensus, because there was no way these “genlle-
men'’ from dilTerent countrics and cultures would be able to tell each
other what to do. As Shell grew and became more global and more
mullicultural, its needs for building consensus across vast gulfs of
style and understanding grew.

In the turbulent early 19705, Sheli's tradilion of consensus man-
apement was stretched to Lhe breaking poinl, What emerged was a
new understanding of the underpinnings of real consensus—an un-
derstanding of shared mental models. *'Uniess we influenced the
mental image, the picture of reality held by critical decisionmukers,
our seenarios would be like water on a stone,’” recalled Shell’s for-
mer senjor planner Pierre Wack, in his seminal Harvard Business
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Review arlicles about the Shell mental models work.” Wack had
come to this realization in 1972, as he and his colleagues desperately
faced their failure o convey to Shell's managers the **discontinui-
tics™" they foresaw in the world oil inarket.

That was the year before OPEC nnd the onset of the energy crisis.
After analyzing long-term trends of oil production nnd consumption,
Wack had concluded that the stable, predictable world familiar (o
Shell's managers was about to change. Europe, Japan, and the U.S.
were becoming increasingly dependent on oil imports. Qil-exporting
nations such as Iran, Irag, Libya, and Venezuela were becoming
increasingly concerned with falling reserves. Qthers, such as Saudi
Arabia, were reaching the limits of their ability to productively invest
oil revenues. These trends meant that the historical, smooth growth
in oil demand and supply would eventually give way to chronic sup-
ply shortfalls, excess demand, and a '‘seller’s market'* controlled by
the oil-exporting nations, While Shell's planners did not predict
OPEC exactly, they foresaw the types of changes that QPEC would
eventualy bring abowt. Yet, altlempts to impress upon Shell's man-
agers the radical shifts ahead had led ‘‘no more than a third of Shell's
crilical decision centers' to act on the new insights.

In principle, Shell's **Group Planning’* stalT were in an ideal posi-
tion to disseminate insights about the changes ahead. Group
Planning was the cenlral planning departnient, responsible for coor-
dinating planning activilics in operating companies worldwide, At
the time, Group Planning was developing a new techniguc called
“scenario planning,"” a method for summarizing alternative future
trends. The planners at Shell began to build in the coming discontin-
uitics into their scenarios. Bul their audience of Shell managers
found these new scenarios so conlradictory to their years of experi-
ence with prediclable growth that they paid little attention to them.

Al this point, Wack and his colleagues realized that they had fun-
damentally misperceived their task. From that momcnt, Wack
wrote, **We no longer saw our task as producing a documented view
of the future . . . Our real target was the ‘microcosms' *'—Wack's
word for mental models—"‘of our decision makers ... We now
wanicd to design scenarios so that managers would question their
own model of reality and change it when necessary.'" If the planners
had once thought (heir job was dclivering information to the decision
inakers. il was now clear that tbeir task was to help managers rethink
their worldview, [n particular, the Group Planners developed a new
sel of scenarios in January-February 1973 which forced the man-
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agers to idenlify all of the assumplions that had (o be true in order
for the managers® *'(rouble-(ree’” Muture 10 occur. This revealed a set
of assomptions only slightly more likely 1o come trne than o Tairy
lale.

Group Planning now built & new sel ol scenarios, carcfully de-
signed to ke ol from the cursent mental maodels of Shell managers.
They showed how the prevailing view that ''the oil business would
conlinue as usual’ was based on underlying assumptions about the
nature of global geopolitics and the oil industry; then they showed
that these assumptions could not possibly hold in the future that was
coming. Then they helped managers begin the process of construct-
ing a new mental model—Dby helping them think through how they
would have to manage in this new world. For example, exploration
for oil would have 1o expand to new countries, while refinery boild-
ing would have to slow down because of higher prices and conse-
quently slower demand growth. Also, with greater instability,
nations would respond differently. Some, with free-market tradi-
lions, would let the price rise (reely; others with controlled-market
policies, would try to keep it low. Thus, control 1o Shell’s locally
based operaling companics would have to increase 10 enable them Lo
adapl to local conditions.

Although many Shell managers remained skeptical, they took the
ncw scenarios scriously because they began to see that their prescnl
understandings were untenahic. The exercise had begun 1o unlreeze
managers’ mental models and incubate a new worldview,

When the OPEC oil embargo suddenly became a reality in the
winler of 1973-74, Shell responded dilferently from the other oil
companics. They slowed down their investments in refineries, and
designed relineries that could adapt 1o whalever type of crude oil
was available. They forccast energy demand at a consistently lower
level than their competitors did, and consistently more accurately,
They quickly accelerated development of oil ficlds outside OPEC.

While compctitors reincd in their divisions and centralized control
—n common response to crisis—Shell did the opposite. This gave
their operating companics more room to maneuver while their com-
petitors had less.

Shell's managers saw themselves cntering a new era of supply
shortages, lower growth, and price instabilily. Because they had
come 10 expecl the 19705 Lo be a decade of turbulence (Wack called
it the decade of “‘the rapids’), they responded to the turbulence

effectively. Shell had discovered the power of managing mental
models.

rnd oAl anbetld Ay LW}

The net result of Shell's efTorts was nothing short of spectacular.
In 1970, Shell had been considered the wenkest of the seven ¥arpesi
ol companics. Forbes called it the “*Ugly Sister™ of the "'Seven
Sisters.” By 1979 it was perhaps the strongesi: certainly it and
Exxon were ion chass by themscelves.” By the enrly 198(s, miticalal-
ing managers' mentad models was an important part of the planning
process at Shell. About a hall-year prior 1o Lhe collapse of oil prices
in 1986, Group Planning, under the direction of coordinator Arie <e
Geus, produced a fictitious Harvard Business School-style case
study of an oil company coping with a sudden world oil glut. Man-
agers had to critique the oil company’s decisions. Thus, once again,
they prepared themselves mentally for a reality which the planners
suspected they might have to face.

OVERCOMING “THE BASIC
DISEASES OF THE HIERARCHY"

“In the traditional authoritarian organization, the dogma wits man-
aging. orpanizing, and controlling,”” says Hanover's CEO 3l
O’Bricn. “'In the learning organization, the new ‘dogma’ will be vi-
sion, valites, and mental models, The healthy corporations will be
ones which cin systemitize ways (o hring people together to develop
the best possible mental models for facing any siluation nt hand.*
O’Bricn and his colleagues at Hanover have come 1o their inlerest in
mental models over a journey comparable in length (o Shefil's, bt
dramatically dilferent in almosl every other way.

Hanover was originally founded in 1852. As noted earlier, il has
gone from near-bankrupicy in 1969, when it was acquired by the
State Mutual company, to one of the best performing companies in
the property and casualty industry today. At $1.5 billion in annual
premium sales, Hanover handies only one tenth of the volume of an
industry giant such as Actna, but its compound rate of return since
1980 has been [9 percent, which ranks sixteenth among sixty-eight
insurance companies surveyed by Forbes in January 1990,

Beginning in 1969, Hanover took on a long-term mission to revamp
the traditional hierarchical values that had dominated the organiza-
tion for so long. “*We set oul,”’ says (}'Brien, “*1o find whnt would
give the necessary organization and discipline (o have work he more
congrucnt with human nature. We gradually identified a sct of core

values that are actually principles thal overcome the basic diseases
of the hierarchy.™
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force managers to consider how they would manage under different
alternative paths into the [uture. This offsets the tendency for man-
agers {o implicitly assume a single future, When groups of managers
share a range of alternative fitures in their mental models, they
become more perceptive of changes in the business environment and
more responsive to those changes. These arc exactly the advan-
tages that Shell enjoyed over its competitors during the post-OQPEC
cra.

Beyond scenarios, Shell continues to experiment with a wide va-
riety of lools for “'mapping™ mental models. These include the sys-
tems thinking tools presented in Chapters 4 through 8, as well as the
computer simulation capabilities described in Chapter 17, “Micro-
worlds,”’ and numerous other “'soft systems' tools—so called be-
cause they deal with important nonquantifiable variables which are
usually prominent in managers’ menial models."

The common denominator of all these tools is that they work to
expose assumptions about important business issucs. Shell has insti-
tutionalized managing mental models through its planning process.
Shell managers stifl generate traditional budgetl and control plans.
But D¢ Geus and his colleagues have come to rethink the role of
planning in large institutions. 1t is fess important, they have con-
cluded, 1o produce perfect plans than to use planning to accelerate
learning as a whole. Long-lerm success, according to De Geus, de-
pends on, *'the process wherchy management feams change (heir
shiured mental models of their company, their markets, snd their
competitors. For this rcason we think of planning as lcaming and of
corporale planning as institutional learning.’’ De Geus goes on to say
that the critical question in planning is, *'Can we accelerate instilu-
tional learning. 7" "' R

Hanover has ils own way of institutionalizing mental models.
There the process is guided by a set of operating principles, embed-
ded in a novel organization structure. Several years ago, the firm put
a neiwork of '‘internal boards of directors™ into place. Infernal
boards are composed of two 1o four senior managers who advise
local general managers (in Hanover these are geographicaily deter-
mined). The internal boards bring outside perspective and breadth of
view {0 empower local management through a mechanism much like
corporate boards of directors, Their primary function is to counsel
and advise, not te control local decision makers.

Through the internal boards, there are lour levels of **'mental mod-
cling':
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« within the team that directly reports to O'Brien

» between O'Brien's direct reports and general managers (GMs)
through the internal boards

= belween the GMs and their local functional managers

» between funclional managers and their local workers and super-
visors

Al all these levels, the process is essentially the same. But what
prevents Hanover's national managers from simply imposing Lheir
mental models on focal manngers? Superficially, the mechanism
looks like that which exists between a CEO and a corporate boasd
of directors, bul the working relationships are more like those amoeng
partners who all share depth of knowledge about a business. ““There
are many advant(ages,”* says O'Brien, ‘'of internal boards over more
norinal reporting relationships. First, when a local gencral manager
rcpurts Lo one senior manager—say, a corporate or group VP—it's
prelty hard for the (wo of them 10 not gel in a rut afler a while.
Usually, alter a couple of years, each one knows the other and has
found all sorts of ways to sublly manipulate their exchanges toward
predetermined cnds. 10's rare when such a reporting relationship
conlinucs lo (osler penetrating inguiry over many years. That
docsn’t seem to happen when you've gol three or four people on n
bourd to whom you musl continually present and explain your views.
The internal hoard process tends to foster critical skills of local man-
apers for one kind of organization: the ability to articulate your think-
ing on complex suhjects, lo assimilate diverse views, and 1o be both
foreeful and open. Afler their interactions with local boards, local
managers find that they are much belter prepared to foster learning
within their divisions.”

To guide the internal boards throughout the company, Hanover
developedt a set of operating principles for working with mental
models. These principles are meant 10 establish a priorily on inquiry,
to promote a diversity of views rather than conformity, and to un-
derscore the impertance of improving mental models at afl levels of
the organization. This is the text of Hanover's ‘credo™:

HANOVER'S CREDO ON MENTAL MODELS

1. 'T'he effectiveness of a leader is rclated to the continual
improvement of the leader’s mental models.
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2. Don’t impose a favored mental model on people. Mental
models should lead to self-concluding decisions to work
their best.

3. Self-concluding decisions result in deeper convictions and
more efTeclive implementation.

4. Better mental modcls enable owners lo adjust to change in
environment or circumstance.

5. Internal board members rarely need to make direct deci-
sions. Instead, their role is to help the General Manager
by testing or adding to the GMs mental model.

6. Multiple mental models bring multiple perspectives lo
bear.

7. Groups add dynamics and knowledge beyond what one
person can do alone.

8. The goal is not congruency among the group.

9. When the process works it leads to congruency.

10. Leaders’ worth is measured by their contribution to oth-
ers’ mental models,

“We don't have any anointed mental models,” says O°Brien, *'we
have a philosophy of mental modeling. If we went out Lo the ficld
and said, ‘this is the authorized mental mode! for handling situation
23C," we'd have a problem."” Several points in the credo reinforce
this theme. The second point, for example, cautions against impos-
ing a lvorcd mental model on people. '*In other words,”" says
0O'Brien, ‘‘therc may be a temptation for the loudest guy, or the
highest-ranking guy, to assume that everyone else will swallow his
mental models lock, stock, and barrel in sixty seconds. Even il his
mental model is better, his role is not (o inocuiale everyone else wilh
it, but to hold it up for them to consider.™

Other points of the credo say that people are more effeclive when
they develop their own models—even il mental models from more
experienced people can avoid mislakes. ‘*Sometimes [ might say, ‘Il
Billy's going to learn how to ride a bike, he's going to have to fall
down.” 1 don’t want him to scrape his knee or his elbow; but if it's
nccessary, [ might let that happen. Because, to get through life, he's
got to learn how Lo ride a bike.™"

It's important to note that the goal is nol agrcemnent or con-
grucncy. Many mental models can exist al once. Some may disagree.
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All of them need lo be considered and tested against situations that
come up. This requires an organizational “‘commitment to the
truth,’” which is an outgrowth of personal mastery. And it takes an
understanding that we may never know the whole truth, Even after
considering the mental models, as ()'Bricn says, “we might all wind
up in different places. The goal is the best menlal model for whoever
happens to be out front on that particular issue. Everyone else fo-
cuses on helping that person (or persons) make the best possible
decision by helping them to build the best mental model possible.

As O'Brien points out, the goal may not be congruency, but the
process leads to congruency when it works. **We don't mind if meet-
ings end with people pretty far aparl,” O'Brien said. “People pul
their positions out and even if you don'l agree with them, you can
recognize their merit because they're well considered. You can say,
‘For other reasons, I'm not going in your direction.’ It's amazing, in
a way; people pull together better this way than they would when
they are driven o come to ngreement.” For example, he said, there
is none of the bitterness thal typically wells up when people feel that
they kncw hest, bul never gol a chance lo make their case, *'H turns
out thal pcople can live very well with the situation where (hey make
their case and yet another view is impiemented, so long as the learn-
ing proccss is open and cveryone acls with integrity.”

Many find the de-emphasis on agreement and congruency surpris-
ing. But 1 have often encountered statements similar (o O'Drien’s
from members ol outstanding teams. This belicf that “'we'll just talk
it out and we'll know what to do*' turns out lo be a cornerstione of
what David Bohm calls *‘dialogue,’ the heart of the discipline of
team learning (see Chapter 12). '

REFLECTION AND INQUIRY SKIilLLS:
MANAGING MENTAL MODELS AT PERSONAL
AND INTERPERSONAL LEVELS

The learning skills of *‘action science' practitioners such as Chris
Argyris fall into (wo brond classes: skills of reflection and skills of
inquiry. SKills of reflection concern slowing down our own thinking
processes so that we can hecome more awire of how we form our
mental models and the ways they influence our actions. Inguiry skills
concern how we aperate in acc-lo-lace interactions with others.
especially in dealing with complex and conflictual issues.

Argyris's longtime collcague Donald Schon of MET has shown the
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importance of reflection on learning in professions including medi-
cine, architecture, and management, While many professionals scem
to stop learning as soon as they fcave praduate school, those whao
become lifelong learners practice what he calls *“'reflection in ac-
tion,”" the ability 1o reflect on one’s thinking while acting. For Schon,
reflection in action distinguishes the truly oulstanding professionals:

Phrases like "*thinking on your fect,”” “*keeping your wits ahoul
you,"” and *‘learning by doing'’ suggest not only that we can think
about doing but that we can think about doing something while
doing it. . . . When good jazz musicians improvise together . . .
they feel the direction of the music that is developing out of their
interwoven contributions, they make new sense of it and adjust
their performance 1o the new sense they have made.""

Refiection skills starl with recognizing **leaps of abstraction.""

Leaps of Abstraction, Our minds lilerally move at lightning speed.
Ironicaily, this ofien slows our learning, hecause we immediately
“leap" to gencralizations so quickly that we ncver think to test
them. The proverbial “*castles in the sky'’ describes our own think-
ing far more often than we realize.

'The conscious nmind is ill-equipped Lo deal with large numhers of
concrele details. IT shown photographs of a hundred individuals,
most of us will have trouble rememhering cach face, but we will
remember calegories—such as tall men, or women in red, or Qrien-
tals, or the clderly. Psychologist George Miller's famous “*magic
number scven plus or minus two'' referred Lo our tendency Lo [ocus
on a imited number of separate variables at any one time." Qur
rational minds are extraordinarily facile at *‘abstracting’ from con-
crete particulars—substituling simple concepts for many details and
then reasoning in terms of these concepts. But our very strengths in
abstract conceptual reasoning also limit our learning, when we are
unaware of our leaps from particulars (0 gencral concepls.

For example, have you ever heard a statement such as. **Laura
docsn’t care about peeple,’” and wondered about its validity? Imag-
tnc that Lavra is a supcrior or colleague who has some particular
habits that others have noted. She rarely offers generous praise. She
oflen stares off into space when people talk to her, and then asks,
“What did you say?'’ She sometlimes culs people off when they
speak. She never comes to office parties. And in performance re-
vicws, she mutiers two or three senlences and then dismisses the
persan, From these particular behaviors, Lawra's colleagues have
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concluded that she **doesn’l care much ahout people.” I's been
commoen knowicdge—cxcept, of course, for Laura, who feels that
she cares very much about people.

What has happcned to Laura is that her colieagucs have made a
*'leap of abstraction.’” They have substiluted a generalization, **not
caring about peoaple’’ for many specific behaviors. More importantly,
they have begun to treat this generalization as facr. No one questions
anymore whelher or not Laura cares about people, It is a given.

Leaps of abstraction occur when we move from direct observa-
tions (concrete *‘data’™) to generalization without testing. 1.eaps of
abstraction impede learning hecause they become axiomalic. What
was once an assumption hecomes treated as a fact. Once Laura's
collcagies accept as [act that she doesn’t care about people, no one
questions her behavior when she does things that are *‘noncaring,”
and no one nolices when she does something (hat doesn't fit the
stereotype. The general view that she doesn’t care leads people to
treat her with greater indilference, which takes awny any opportu-
nity she might bave had to exhibit more caring. ‘Fhe result is that
Laura and her cnlleagues are frozen in a state of afTairs that no one
desires, Morcover, untested gencralizations can easily hecome the
basis for further generalization, “Could Laura have been the one
hehind that office intrigue? She's probably the sort who would do
that sort of thing given that she doesn’t care much ahout peo-
ple..."

Laura’s colleagnes, like most of us, are not disciplined in distin-
guishing what they ohserve directly from the generalizations they
infer from their phservations, There are “*facts’*—abservabie dala
about Laura—such as the time spent in a typical performance review
or looking away during a conversation. But “*Laura doesn’t listen
much’ is a generalizalion not a fact, as is “‘Laura doesn't care
much.” Both may he hased on facts, but they arc inferences none-
thefess. IFailing to distinguish direct observation from generalizations
inferrcd from observation leads us never {o think 1o test the general-
ization. S0 no one ever asked Loura whether or not she cares. IT
they had, they might have found out that, in her mind, she does care
very much, They also might have learned that she has a hearing
impediment that she hasn't {old anyone ahout and, Inrgely because
of that, she is painfully shy in conversations.

Lcaps ol abstraction are just as common wilh business issues. At
anc firm, many (op managers were convinced thal **Customers buy
products based on price; the quality of service isn't a faclor.” And
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both may be wrong, (Afler all, my informant about the presentation
rmay have been in error.) In effect, my task is to convert the siluation
into one where botht Bill and [ can learn. This requires a combination
of articulating my views, and learning more about Biil's views—a
process which Argyris calls “‘balancing inquiry and advocacy.”

Balancing lnquiry and Advocacy. Most managers arc (rained {o be
advocates, In fact, in many companies, what it means to be a com-
petent manager is to be able to solve problems—to figure out what
needs to be done, and enlist whatever support is needed to pet it
done. Individuals became successful in part because of their abilities
to debate forcelully and influence others. Inquiry skills, meanwhile,
go unrecognized and unrewarded. But as managers rise to senior
positions, they confront issues more complex and diverse than their
personal experience, Suddenly, they need to tap insights from olher
people. They need to learn. Now the manager's advocacy skills be-
come counterproductive; they can close us off from actually learning
from one another. What is needed is blending advocacy and inquiry
to promote collaborative learning.

Even when two advocates meet for an open, candid exchange of
views, there is usually little learning. They may be genuinely inter-
csted in each other’s views, but pure advocacy lends a different type
of structure to the conversation:

**I appreciate your sincerity, but my experience and judgment lead
me {o some dilferent conclusions. Lel me lell you why your pro-
posal won't work . , .

As each side reasonably and calmly advocates his viewpoint jusi a
bit more strongly, positions become more and more rigid. Advocacy
without inquiry begets more advocacy. In fact, there is a systems
archetype that describes what happens next; called “‘escalation,’
il's the same struclure as an arms race.

The more vehemently A argues, the greater the threal to B, Thus,
B argues more fiercely, Then A counterargues even more ficrcely.
And so on, Managers often find escalations so grucling that, there-
after, they avoid stating any differences publicly. “*it’s too much
grief.”’

The snowbali eflect of rcinforcing advocacy can be stopped, by
beginning to ask a few questions. Simple questions such as, “*What
is it that leads you to that position?” and *‘Can you illustrale your
point for me?" (Can you provide somc ‘‘data’ or experience in
support of it?) can introject an clement of inquiry into a discussion.

Mental Models 199

THREAT To
B's AsiTioN

A'e VEHEMENCE \%\;_\Bb VEHEMENCE
THREAT T0 l/

A's PosiTioN

an

We often lape record meetings of managenient leams with whom we
are working to develop learning skills. One indicator of a team in
Irouble is when in a several hour meeling there are lew. il any,
questions. This may seem amazing but 1 have seen mectings (hat
went for three hours without a single queslion being nsked! You
don’( have to be an “action science" expert to know there is not a
lot of inquiry going on in such meetings.

But pure inquiry is also limited. Questioning can be crucial Tor
breaking (he spiral of reinforcing advocacy, ‘bul unti! a teant or an
individual learns to combine inquiry and advocacy, learning skills
are very limited. One reason that pure inquiry is limited is that we
almost always do have a view, regardless of whether or not we
belicve that our view is the only correct one. Thus, just asking lots
of questions can be a way of avoiding learning—by hiding cur own
view behind a wall of incessant questioning.

The most productive learning usually occurs when Managers com-
bine skills in advocacy and inquiry. Another way (o say this is "‘re-
ciprocal inquiry.” By this we mean that everyone makes his or her
thinking explicit and subject to public examination. This creales an
atmosphere of genuine vulnerability. No one is hiding the evidence
or reasoning behind his views—advancing them withoul making
thein open to scruliny, For exam ple, when inquiry and advocacy are
balanced, I would niot only be inquiring into the reasoning behind
others’ views but woull be staling my views in such a way as {o
reveal my own assumptions and reasoning and Lo invile others to
inquire into them. [ might say, *‘Here is my view and herc is how |
have arrived at it. How does it sound to you?"*

When operating in pure advoeacy, the goal is to win the argumenl.
When inguiry and advocacy are combined, the goal is no longer *'lo
win the argument™ but to find the best argument. This shows in how
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Understanding these flaws can help to sce where prevailing mental
models will be weakest and where more than just **surfacing’” man-
agers’ mental models will be required for effective decisions.

Liventually, what will acceierale mental models as s practical inan-
agement discipline will be a library of “generic structures” used
throughout an organization. These “struclures™ wili be based on
systems archetypes such as lhose presented in Chapler 6. But, they
would be suiled 1o (he particulars of a given organization—its prod-
ucts, market, and technologies. For example, the particular *'shifting
the burden,”” and *“‘limits 1o growth®” structores for an il company
would dilfer from those for an insurance company, but the underly-
ing archetypes would be the same. Such 2t library should be a natural
hy-product of practicing systems thinking within an organization,

Ultimately, the payofT from integrating systems thinking and men-
tal models will be not only improving our mental models (what we
think} but altering our ways ol thinking: shifting from mental models
dominaied by events to mental models that recognize longer-term
patierns of change and the underlying structures producing those
pallerns. For exaniple, Shell's scenarios nol only made the compa-
ny's managers aware of changes, they shifled the way the managers
thought about those changes. While most other oil companies saw
the rise of OPEC as a onelime event, il signalled a shilt in basic
patierns of supply-demand interactions for Shell's managers—an cra
of seller’'s market, instability, high prices, and reduced demand
growth, That gave those managers a longer-term perspective in
which {o consider their stralegic options, and it led them o policies
which could serve lor the rest of the decade. In other words, scenar-
ios helped Shell's managers take a first step up from the world of
cvents—secing patlerns of change.

Just as “*lincar thinking'' dominates most mental models used for
critical decisions today, the learning organizations of the future will
mike key decisions based on shared understandings of interrelalion-
ships 1 patterns of change.
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SHARED VISION

A COMMON CARING

You may remiember the movie Spartacts, an adaptation of the story
of a Roman gladiator/slave who led an army of slaves in an uprising
in 7§ n.c.! They defeated the Roman fegions twice, but were linally
conquercd by the general Marcus Crassus after a long sicge and
battle. 1n the movie, Crassus tells the thousand survivors in Sparta-
cus's arary. **You have been slaves. You will be slaves again, 3ol
you will he spared your rightful punishment of crucifixion by the
mercy of the Roman legions. All you need to do is turn aver lo me
the slave Spartacus, because we do not know him by sight.™

Aficr a long pause, Spartacus (played by Kirk Douglas) stands up
and says, *I am Spartacus.” Then the man next to him stands up
and says, *‘1 am Spartacus.”’ The next man stands up and also says,
“No, 1 am Spariacus.”” Within a minule, everyone in the army is on
his lect.

11 does not mattcr whether this story is apocryphal or not: it dem-
onstrales a deep lruth. Each man. by standing up. chosc death. Bt
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understand and own the vision. As a result, the new official vision
also fails to foster energy and commitment. [t simply does not inspire
people. In fact, sometimes, it even generates liltle passion among
the top management team who created il.

Lastly, vision is not a **solution to a problem.”” If it is scen in that
light, when the *‘problem’* of low morale or unclear straicgic direc-
lion goes away, the energy behind the vision will go away also.
Building shared vision must be seen as a central element of the daily
work of leaders. It is ongoing and never-ending. 1t is actually part of
a larger leadership activity: designing and nurturing what Hanover's
Bill O*Brien calls the **governing ideas™ of the enterprise—not only
its vision per sc, but its purpose and core values as well. As O Brien
says, '‘The governing ideas arc far more important and enduring than
the reporting chart and the divisional structure that so often preoc-
cupy CEOs."”

Sometimes, managers expect shared visions to emerge from a
firm's strategic planning process. But for all the same reasons that
most ‘'top-down'’ visioning processes fail, most strategic planning
also fails 1o nurture genuine vision. According to Hamel and Pra-
halad:

Creative strategies seldom emerge from the annual planning ritual,
The starting point for next year's stralegy is almost always Lhis
year's strategy. Improvements are incremental, The company
sticks to the segments and territories it knows, even though the
rcal opportunitics may be elsewhcre. The impetus for Canon’s
pioneering entry into the personitl copier business came from an
overseas sales subsidiary—not from planners in Japan.®

This is not to say Lhat visions cannot emanale from the top. Ofien,
they do. But sometimes they emanate from personal visions of :ndi-
viduals who are not in posilions of authority. Sometimes they just
“*bubble up'’ from people interacting al many lcvels. The origin of
the vision is much less important tban the process whereby it comes
to be shared. It is not truly a **shared vision until it connccts with
the personal visions of people throughout the organization.

For those in leadership posilions, what is most important is to
remember that their visions are slill personal visions. Just because
they occupy a position of leadership does not mean that their per-
sonal visions are anfomatically *the organization’s vision.” When |
ear leaders say “‘our vision™ and 1 know Lhey are really describing
“my vision,"" | recall Mark Twain's words that the official "*we"
should be reserved for **kings and people with tapeworm.™
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Ultimately, Ieaders intent on building shared visions must be will-
ing (o continually share their personal visions. They musl also be
prepared lo ask, “*Will you follow me?"" This can be difficult. For a
person who has been setling goals all through his carcer and simply
announcing them, asking for support can mnke him cel very vulner-
able.

John Kryster was the president of a large division of a leading
home products company who had a vision that his division shouk!
be preeminent in its industry. This vision required not only excellent
products but that the company supply the product to their **cus-
lomer™ {relail grocers), in n more eMcient and effeclive manner than
anyonc clse. He envisioned a unique worldwide distribution system
that would get product to the customer in half the time and with a
fraction of the cost in wastage and reshipments. He began (o lalk
with other managers, with production workers, with distribution
people, with grocers. Everyone seemed enthusiastic, bul pointed up
that many of his ideas could not be achieved because they contra-
dicted so many traditional policies of the corporate parent.

In particular, Kryster needed the support of the head of product
distribution, Harriet Sullivan, who—while technically Kryster's
peer in the firm's matrix organization—had fifieen years more expe-
ricnce. Kryster prepared an elaborale presentation for Sullivan to
show her the merits of his new distribution ideas. But for every picce
of supporting data he offered, Sullivan had a countering criticism.
Kryster Teft the meeting thinking that the doubters were probably
right.

Then e conceived of a way to Lest the new sysiem out in unly one
geographic market. The risk would be less, and he could gain the
support of the local grocery chain which had been especially enthy-
siastic abont the concept. But what should he do about Harriet Sul-
livan? His instincts were just not to teft her. After all, he had (he
authority (o undertake the experiment himself, using his own distri-
bution people. Yet, he also valued Sullivan's experience and judg-
ment.

After a weck of muiling it over, Krysiler went back (o ask for
Sultivan’s support. This time, though, he felt his charts and data at
home. He just told her why he believed in the idea, how il could
forge & new parinership with customers. and how its merits could he
lested with low risk, To his surprise, the crusty distribution chiefl
started {o offer help in designing the experiment. **When you came
to me lust week,'" she said, “'you were lrying lo convinee me. Now,
you're willing (o test your idea. | still think it's wrongheaded. but 1
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goal. One executive VP at a consumer goods company deeply de-
sired to turn the very traditional organization into a world-class com-
pelitor by developing shared commitment o a new business vision.
But after a year's effort, pcople continued to follow orders and do
what they were told.

At this point he began to see the depth of the problem, Pc0ple in
his organization had never been asked to commit to anything in their
carcers. All they had ever been asked to do was be compliant. That
was all they knew how to do, That was their only mental model, No
matter what he said about developing a real vision, about being truly
committed, it didn't matter because they heard it wilhin their model
of compliance.

Once he grasped this, he shifted tactics. He asked, ‘‘What might
people be able fo commit to?"” He initiated a **wellness program,™
reasoning if there was anything to which people might become com-
mitted, it would be their own heaith. Over time, some did. They
began lo see that true commitment was possible in the workplace,
and a near *'ear’’ lor the vision was opened.

Traditional organizations did nol care about enrollment and com-
mitment. The command and contro! hierarchy required only conpli-
ance. Still, today, many managers are justifiably wary of whether the
cnergy released through commitment can be controlled and directed,
So, we scltle for compliance and content ourselves with moving
people up the compliance ladder,

GUIDELINES FOR ENROLLMENT AND COMMITMENT

Enrollment is a natural process that springs from your genuine en-

thusiasm for a vision and your willingness to let others come to their
own choice.

« Be enrofled yonurself. There is no point attempting to encourage
another to be enrolled when you are not. Thal is "“selling,”” not
cnrolling and will, at best, produce a form of superficial agree-
ment and compliance. Worse, it will sow the seeds for future
resentment.

Be on the level, Don't inflate benefits or sweep problems under
the rug. Describe the vision as simply and honestly as you can,
Let the other person choose, You don't have lo “‘convince”
another of the benefits of a vision. In fact, efTorts you might make
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to persuade him to ‘‘become enrolled” will be seen as manipula-
tive and actually preclude enrollment. The more willing you are
for him fo make a free choice, the freer he will feel. This can be
especially difficult with subordinates, who are often conditioned
to feel as though they must go along. But you can still help by

creating the time and safety for them to develop their own sense
of vision.

There are many limes when managers need compiiance. They may
want enrollment or commitment, but cannot accept anything below
formal compliance. If that is the case, 1 recommend that you be on
the level about it: **I know you may not agree wholeheartedly with
the new dircclion, but at this juncture it is where the management
team is commilted to heading. I need your support to help it hap-
pen.” Being open about the need for compliance removes hypocrisy.
It also makes it easier for people to come to their choices, which
may, over time, include enrollment.

The hardest lesson for many managers 1o face i5 that, ultimately,
there is nothing you can do 1o get anather person to enroll or com-
mit. Enrollment and commitment require freedom of choice. The
guidelines above simply establish conditions most favorahle to en-
rollment, hut they do not canse enroliment, Commitment likewise is
very personal; elforts to force it will, at best, fosler compliance,

ANCHORING VISION IN A
SET OF GOVERNING IDEAS

Building shared vision is actually only one piece of a larger activity:
developing the *'governing idens’' for the enterprise, its vision, pur-
pose or mission, and core values, A vision not consistenl with values
that people live by day hy <ay will not only fail 1o inspirc genuine
enthusiasm, it will often loster oulright cynicism,

These governing ideas answer three critical questions: "'What?"'
“Why?" and “‘How?"”

* Vision is the **What?''—the picture of the fulure we seek to
create,

*» Purpose {or “*mission’") is the "“Why?"" the organmization’s answer
to the question, “*Why do we exist?'" Great organizations have a
larger sense of purpose that transcends providing for the needs
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of shareholders and employees. They seek to coniribute (o the
world in some unique way, to add a distinclive source of value.

» Core values answer the question "*How do we want to act, con-
sistent with our mission, along the path toward achieving our
vision? ‘A company's values might include integrity, openncss,
honesty, frecdom, equal opportunity, lcanness, merit, or loyalty.
They describe how the company wants life to be on a day-to-day
basis, while pursuing the vision,

Taken as a unit, all three governing ideas answer the question,
“What do we believe in?"" When Matsushita employees recite the
company creed: ‘*To recognize our responsibilities as industrialists,
1o foster progress, to promote the general welfare of society, and to
devole ourselves to the further development of wortd culture,"
they’re describing the company purpose. When they sing the com-
pany song, about ‘‘sending our goods 10 Lhe people of the world,
cndlessly and continuousiy, like water gushing from a fountain,"
they’re proclaiming the corporate vision. And when they go to in-
house training programs thal cover such tlopics as *'fairness,” *har-
mony and cooperation,” *‘struggle for betlerment,” “‘courtesy and
humility,” and '‘gratitude,’’ Lhe employees are learning the com-
pany’s deliberately construcied vaines. (Matsushila, in fact, calls
them its *'spiritual values.”")"

At Hanover Insurance, articulating all three of these “'governing
deas™ made an cnormous differcnce in the firm's revival from near
wankruptcy {o a leader in the property and liability industry. Hano-
ver's experience also illustrales the interdependencies among vision,
values, and purpose.

“Early on,”’ says O’Brien, ““we recognized that there is a burning
wced for people to feel part of an ennobling mission. If it is absent
nany will seek fulfillment only in outside interests instead of in their
vork.

"*But we also discovercd that stating a mission or purpose in words
~as not enough. It ends up sounding like ‘apple pie and mother-
wod.’ People need visions to make the purpose more concrete and
angible. We had to learn to ‘paint pictures’ of the type of organiza-
ion we wanted to be. My simple vision for the company is 'unques-
ioncd superiority.” This simple term has greal meaning for me. It
eads me to cavision an organization thal serves the customer in
migue ways, maintains a reputation for quality and responsibility,
ind crcates a unique environment for its employces,

*Core values are necessary to help people with day-to-day deci-
sion making. Purpose is very abstract. Vision is long term. People
need ‘'guiding slars’ to navigate and make decisions day to day. But
core values are only helpful il they can be iransiated into concrete
behaviors. For example, one of our core values is ‘openness,” which
we worked long und hard to understand—finally recognizing that it
requires the skills of reflection and inquiry within an overall context
of trusting and supporting one another."”

POSITIVE VERSUS NEGATIVE VISION

“"What do we want?'’ is dilTerent from "*What do we wani to avoid?™’
This seemns obvious, but in [act negative visions are probably more
common than posilive visions. Many organizations truly pull
together only when their survival is threatened. They focus on
avoiding what people don't wanl—being taken over, going
bankrupt, losing jobs, not losing market share, having no downturns
in carnings, or “nol letting our competitors beat us to market with
our nexl new product.” Negalive visions are, if anything, cven more
common in public leadership, where societies are c¢  inually bom-
harded with visions of *‘anli-drugs,”” “‘anli-smoking.”” *‘anti-war,”’
or "'anti-nuclear energy.”’

Negative visions are Hmiting lor three reasons. I7irst, energy that
could build something new is diverted to “‘preventing’” something
we don’t want to happen. Second, negative visions ci  y a subtle yel
unmistakable message of powerlezsness: our people really don’t
care. They can pull together only when there is sufficient threal.
Laslly, negalive visions are inevitably short term. The organization
is motivated so Jong as the thrent persists. Once il leaves, so does
the organization’s vision and energy.

There are two fundamental sources of energy that can motivale
organizations; fcar and axpiration. The power of (ear underiics neg-
alive visions. The power of aspiration drives positive visions, IFear
can produce extraordinary changes in short periods, but aspiration
endures as a continuing source of learning and growth,
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CREATIVE TENSION AND
COMMITMENT TO THE TRUTH

In Chapter 9 (*'Personal Mastery™), 1 argucd that personal vision,
by itself, is not the key te more cffective creativity. The key is
““creative tension," the tension between vision and reality, The most
effective people are those who can **hold™ their vision while remain-
ing committed o seeing current reality clearly.

This principle is no less true for organizations. The hallmark of a
learning organization is not lovely visions floating in space, but a
relentless willingness to examine ““what is’* in light of our vision.

IBM in the early 1960s, for example, carried out an extraordinary
series of experiments in pursuit of a daring vision, a single Family-of
computers that would make virtually all its previous machines obso-
letc. In the words of a Fortune writer, IBM staked “‘its treasure, its
reputation, and its position of leadership in the computer ficld'* on a
radical new concept: a series of compalible machines serving the
broadest possible range of applications, from the most sophisticited
scientific applications lo the relatively smali business needs."

Jay TForrester once remarked that (he hallinark of a great organi-
zation is "“how quickly bad news travels upward.'* IBM's capacity
to recognize and learn from its mistakes proved pivolal during this
period. One of the most discouraging was an early atlempt at a high-
end machine called ‘*Stretch,” introduced in 1960. IBM CEOQ Tom
Watson, Jr., cffectively killed the project in May 1961, afler only &
few had been sold. (Watson cut Stretch’s hefty $13.5 million price
tag almost in half, therehy making it uneconomical to produce.) To
him, there was little choice: the machine did not satisly its custom-
crs, never achicving more than 70 percent of its promised specifica-
tions. A few days later, Watson spoke candidly to an industry group.
*'Our grealest mistake in Stretch,” he said, ““is that we walked up to
the plate and pointed at the cenler field stands, When we swung, it
was not a homer but a hard line drive to the outfield. We're going to
be a good deal more careful about whal we promise in the future.”

Indeced they were. Under the direction of many of the same men
who had learned from Stretch, IBM introduced the System 360 three
years later, which proved 1o be the platform for its extraordinary
growth over the next ten years.
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SHARED VISION
AND THE FIFTTH DISCIPLINE

WY VISIONS DIE PREMATURELY

Many visions never take root and spread-—despite having intrinsic
merit. Several “'limits to growth" structures can come into play to
arrest the building of momentum behind a new vision. Understand-
ing these structures can help considerably in sustaining the *‘vision-
ing process.”’

Visions spread because of a reinforcing process of increasing clar-
ity, enthusiasm, communication and commitment. As people talk,
the vision grows clearer. As it gets clearer, enthusiasm for its bene-
fits builds.

And soon, the vision starts to spread in a reinforcing spiral of
communication and excitement. Enthusiasm can also be reinforced

by carly successes in pursuing the vision (another potentia reinforc-
Ing process, not shown on this dingram).
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Il the reinforcing process operated unfettered, it would lead to
continuing growth in clarity and shared commitment toward the vi-
sion, among, increasing numbers of people. But any of a variety of
limiting factors can come into play to slow down this virtuous cycle.

The visioning process can wilher if, as more people get involved,
the diversily of views dissipates focus and generates unmanageable
conflicts. People see different ideal lutures. Mus( those who do not
agree immediately with the emerging shared vision change their
views? Do they conclude that the vision is *‘set in stone' and no
longer influenceable? Do they feel that their own visions cven mat-
ter? If the answer to any of these questions is “'yes,” the enrolling
process can grind {o a halt with a wave of increasing polarization.
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“skunk works,’ smalil groups that quietly pursue new ideas out of
the organizational mainstream. While this approach is often neces-
sary, it is difficult to avoid foslering two polar extreme "‘camps’ that
no longer can support one another. For example, the group that
developed the Macintosh computer in the early 1980s broke ofT al-
most completely from the rest of Apple, most of whom were fucuscd
on the more mundane Apple II. While the separation resulted in a
significant breakthrough product, it also created a significant organi-
zational rift which took considerable time to heal and led John Scul-
ley to reorganize Apple into 2 more conventionally functional
hierarchy."

Lastly, a vision can die il people forget their conneclion 1o one
another. This is one of the reasons that approaching visioning as a
joint inquiry is so important. Once people stop asking *“What do we
really want to create?'’ and begin proselytizing the **official vision,"
the quality of ongoing converssation, and the quality of relationships
nourished through that conversation, erodes. One ol the deepest
desires underlying shared vision is the desire to be connecled, to a
larger purpose and to one another. The spirit of connection is fragilc.
It is undermined whenever we lose our respect for one another and
for each other's views. We then split into insiders and outsiders—
those who are ‘‘true believers’’ in the vision and those who are not.
When this happens, the *‘visioning’’ conversations no longer huild
genuinc enthusiasms (oward the vision:
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The limiting factor when people begin proselytizing and lose their
sense of refationship can be time or skills. If there is great urgency
to *‘sign up’' for the new vision, people may just not perceive that
there is time to really talk and listen to one anaother. This will be
especially likely if people are also unskilled in how to have such a
conversation, how to share their vision in such a way that they are
not prosclytizing, but are encouraging others to reflect on their own
visions.
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THE MISSING SYNERGY:
SHARED VISION AND SYSTEMS THINKING

I betieve that the discipline of building shared vision lacks a critical
underpinning if practiced without systems thinking. Vision paints the
picture of what we want to create. Systems thinking re veals how we
have created what we currently have.

In recent years, many leaders have jumped on to the vision band-
wagon. They've developed corporate vision and mission statements.
They’ve worked to enroll everyone in the vision. Yet, the expecled
surges in productivity and competitiveness often fail 1o arrive. This
has led many to become disaffected with vision and visioning. The
fad cycle has run its course, and the “*baby™ is about to be “thrown
out with the bath water.™

The prohlem lies not in shared visions themselves, so long as they
are developed carcfully. The prohlem lies in our reactive orientation
toward cwrent reality, Vision hecomes a living lorce only when
people truly believe they can shape their future. The simple fact is
that mosl managers do not experience that they are contributing to
creating their current reality. So they don’t see how they can contrib-
ule toward changing that reality. Their prohlems are created hy
somchady “oul there™ or hy “‘the system.™

This allitwde can be elusive to pin down hecause in many organi-
zations the helief “*“We cannot create our Tuture™ is so Uhrealening
that it can never be scknowledged. There is a strong “espoused
view'" thal being a good manager and Icader means being **proac-
tive,”” being in charge of your own desliny. A person who questions
publicly that the organization can achieve what it has sct oul (o do is
quickly labeled as “‘not on board’* and seen as a problem.

Yet, this "‘can do™” optimism is a thin vencer over a [undamentally
reactive view, because most organizations are dominated by linear
thinking, not systems thinking. The dominance of the 'event men-
tality™ tells people that the name of the game is reacting to change,
not generating change. An event orientation will cventuaily drive out
real vision, feaving only hollow “*vision statements,’* good ideas that
are ncver taken Lo heart.

But as people in an organization hegin te learn fow existing poli-
cies and actions are crealing their current reality, a new, more fertile
soil Tor vision develops. A new source of confidence develops,
rooted in deeper understanding of the forces shaping current reality



This is a classic “'limits to growlh' structure, where the reinforc-
ing process of growing enthusiasm for the vision interacts with a
“‘balancing process’ that limits the spread of the visions, due te
increasing diversity and polarization:
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Reading clockwise around the balancing circle, from the top: As
enthusiasm builds, more people arc talking about the vision, the
diversity of views increases, leading 10 people expressing potentially
conllicting visions. I other people are unable to ailow this diversily
lo be cxpressed, polarization increases, reducing the clarity of the
shared visions, and limiting the growth ol enthusiasm.

In limits to growth structures, leverage usually lies in understand-
ing the “*limiting factor,’’ the implicit goal or norm that drivex the
balancing fecdback process. In this case, that limiting factor is the
ability {or inability) 10 inquire into diverse visions in sich # way that
deeper, common visions emerge. Diversity of visions will grow until
it exceeds the organization’s capacity to ‘‘harmonize’’ diversity.

The most important skills to circumvent this limit are the *‘reflec-
tion and inquiry’’ skills developed in Chapter 10, *'Mental Models.™
In elfect, the visioning process is a special type of inquiry process.
1L is an inquiry inlo the fulure we Lruly seek to creale. If it becomes
a pure advocacy process, it will result in compliance, atl best, not
commilment,

Approaching the visioning as an inquiry process does not mean
that | have 1o give up my view. On the conlrary, visions need strong
advocates. But ndvocates who can also inquire into others’ visions
open lhe possibility for the vision to evolve, to become *‘larger™
than our individual visions. That is the principle of the hologram.

Visions can also die because people become discouraged by the
apparent difficulty in bringing the vision into reality. As clarity about

Corewia i F EMIUIE Ly

—

the nature of the vision increases so does awareness of the gap
between the vision and current reality, People become disheartened,
uncertain, or even cyncial, leading 10 a decline in enthusiasm. The

limits to growth structure for ‘‘organizational discouragement'
looks like this:
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In this structure, the limiting factor is the capacity of people in the
organization to **hold*’ creative tension, the cenlral principle of per-
sonal mastery, This is why we say that personal mastery is the “'bed-
rock™ for developing shared vision—organizations that do not
encourage personal mastery find it very difficult to foster sustained
commitment to a lofly vision.

Emerging visions can also die becanse people get overwhelmed
by the demands of current reality and lose {their focus on the viqinn

The limiing fhctor becontes the time and energy to focus on a
VISIOI'I
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In this case, the levernge must lie in either in finding ways 1o focus
less time and ciTort on fighting crises and managing current reality,
or to break off thosc pursuing the new vision from those responsible
for handling “‘carrent reality.”” In many ways, this is the strategy of
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and I certainly never talked about it when ] was playing., When it
happencd 1 could feel my play rise to a new level . . . It would sur-
round not only me and the other Cellics bt also the players on the
other tcam, and even the referees | -« Al that special level, all sor(s
of odd things happened. The game would be in the white heat of
competition, and yet | wouldn't feel competitive, which is a miracle
initsell . . . The game would movc so last that every fake, cut, and
pass would be surprising, and yet nothing could surprise me. 1{ was
almost as il we were playing in stow motion, During those spells, 1
could almost sense how the next play would develop and where the
next shot would be taken . . . To me, the key was that horh 1cams
had 10 be playing at their peaks, and they had to be competi-
tive. .. .”

Russell's Cellics (winner of eleven world championships in thir-
leen years) demonstrate a phenomenon we have come {o call “*align-
menl,” when a group of people function as a whole. 1n mos! leams,
the energies of individual members work at cross purposes. Il we
drew a picture of the team as a colleetjon ol individuals witl dilferent
degrees of “*personal power" (ability to accomplish inlended resulis)

headed in different directions in their lives, the picture might look
something like this:?

The fundamental characteristic of the relatively unaligned team is
wasted encrgy. Individuals may work extraordinarily hard, but their
elforts do not efMiciently transiate 1o team effort, By contrast, when
a tecam becomes more aligned, a commonality of direction emerges,
and individuals® energics harmonize. There is less wasted energy, In
fact, a resunance or synergy develops, like the **coherent™ light of o
laser rather than the incoherent and scattered light of a light bulh,
There is commonality of purpose, a sharcd vision, and understanding
of how to complement one another’s cforts. Individuals do not spe-
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rilice their personal interests to the larger team visio_n_; rather, the
shared vision becomes an extension of their personal \:lsmns.‘ln !‘af:t.
alignmenl is the necessary condition belore empowering t_he individ-
ual will empower the whole team. Empowering the individual ’when
there is a relatively low level ol alignment worsens the chaos and
makes managing the team even more difficult:

Jazz musicians know about alignment. There is a phrase in jazz,
“*being in the groove,' that suggests the state \.vhen an ensen:lblc
“plays as one,'* These expcricnces are very difficutt l.o put |nt§
words—jazz musicians talk nbout them in almost n:l.ysncal terms:
“‘the music flows through you rather than from you.'’ But they are
no less tangible for being hard to describe, | have spoken to many
managers who have been members of tca-ms that Pcrfurmed at sllr;u
larty extracrdinary levels, They will describe mc.chngs that lastec fo
hours yet **flew hy.'* not remembering **who said wl.mt. .tzut kl:l‘(\wln[
when we bad really come to a shared tllntlcrslf||1(i|ng. of “neve
having to vole—we just gol to a point of knowing what we needet
lo do,”
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Team learning is the process of aligning and developing the capac-
ily of a team to create the results its members (ruly desire. 1t builds
on the discipline of developing sharcd vision. It also builds on per-
sonal maslery, for talented teams arc made up of talented individ-
uals. Bul shared vision and talent are not enough. The world is ful!
of teams of Lalented individuals who share a vision for a while, yei
fail to learn. The great jazz ensembic has talent and a shared vision
{even if they don't discuss it), but whal really mattess is that the
musicians know how (o play together.

There has never been a greater necd for maslering team learning
in organizalions than there is today. Whether they are management
teams or product developinent leams or cross-functional task forces
—teams, “‘people who need one another 10 act,” in the words of
Arie de Geus, former coordinator of Group Pianning al Royal Dutch/
Shelil, arc becoming the key learning unit in organizations. This is so
becausc almosl all important decisions are now made in teams. either
directly or through the nced for teams to Iranslate individual deci-
sions into action. Individual learning, al some level, is itrelevant for
organizational learning. Individuals learn afl the time and yet there is
no organizational learning. But if Leams learn, they become a micro-
cosm for learning (hroughout the organization. Insighis gained are
put into action. Skills developed can propagate 1o other individuals
and to other teams (although there is no guarantee that they will
propagate). The team’s accomplishments can set the {one and cstab-
lish a standard for learning together for the larger organizalion.

Within organizations, team learning has three critical dimensions.
First, there is the need to think insightlully about complex issucs.
llere, leams must fearn how to tap the potential for many minds to
be more inlelligent than one mind. While casy to say, there are
powerful forces at work in organizations that tend to make the inicl-
ligence of the teamn less than, not greater than. the inicllipence of
individual tcam members, Many of these lforces are within the direct
conlrol of the team members.

Second, there is the need for innavitive, coordinaled action, The
championship sports leams and grent jazz ensembles provide meta-
phors for acting in sponlancous yel coordinated ways. Oulstanding
lcams in organizations devetop the same sorl of relationship—an
“aperational trust,"” where each team memher remains conscious of
other team meinbers and can be counted on to act in ways thal
complement each others’ aclions.

Third, there is the role of tcam members on other teams. For
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example, most of (he aclions of scnior leams ave actnally carried out
through other leams. Thus, a learning team continually fosters other
learning teams through inculcating the prisctices and skills of team
leswrning more broadly,

Though it involves individual skills and arcas ol understanding,
tcam learning is a collective discipline. Thus, it is meaningless to say
that *'1,"" as an individual, am mastering the discipline of leam learn-
ing, just as it would be meaningless (o say that *'[ am masltering the
practice of being a greatl jazz ensemble.™

The discipline of 1cam learning involves mastering the practices of
dialogue and discussion, the two distinct ways thal lcams converse.
In dialogue, there is the free and crealive exploration of complex and
subllc issues, a deep “listening’ 10 one another and suspending of
onc's own views. By conlrast, in discussion difTerent views are pre-
sented and defended and there is a scarch for the besl view to sup-
port deccisions that musl be made at this time. Dialogue and
discussion are potentially complementary, bul most teams lack the
ability to distinguish between the two and to move consciously be-
tween them.

Team learning also involves learning how lo deal creatively wilh
the powerlul forces opposing productive dialogue and discussion in
working lcams. Chiel among these are what Chris Argyris calls **de-
fensive routines,” habitual ways of interacting that protect us and
others from threat or embarrassment, but which also prevent us from
learning. FFor example, faced with conllict, tcam members lrequently
either *‘smopth over' difTerences or "“speak out’” in a no-holds-
barred, “*winner take all'” free-for-all of opinion—what my colleague
Bill Isaacs calls *‘the ahstraction wars."" Yet, the very dcfensive
routines that thwart learning alse hold great potential for foslering
learning. il we can only learn how (o unlock the energy Lthey contain.
The ingtriry and refllection skills infroduced in Chapler 10 begin to
release (his energy, which can then be focused in diafogue and dis-
CUSSION,

Systems (hinking is especially prone to evoking defensiveness be-
cause of its central message, that our actlions create our reality.
Thus, a tcam may resist seeing important problems more systemi-
cally. To do so would imply that the problems arise from our own
policies nnd strategies—that is *'lrom us" —rather than from forccs
outside our control, 1 have seen many situations where teams will
say “‘we're already thinking sysiemically.”’ or espouse a systems
view, then do nothing to put il into practice, or simply holtf stead-
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requires operaling on the “*knife edge,' as Bolm puis it, because
“the mind wants to keep moving away from suspencling assumplions
. .« toadopling non-negotiable and rigid opinions which we then feel
compelled to defend.”*

For example, in a recent dialogue session involving a top manage-
ment team of a highly successhul technology company (reported in
detail below), pcople perceived a deep *‘split™ in the organization
between R&I) and everyone else, a split due 10 R&D's exalied role
al the company. This split had its roots in the firm's history of a
string of dramalic product innovations over the past thirty years,
literally pioneering several dranatic new products that in turn he-
came industry standards. Product innovation was (lse cornerstone of
the firm’s repulation in the markeiplace. Thus, noe one felt able to
talk about the *'split,"” even though it was crealing many problems.
To do so might have challenged the long-cherished value of technol-
ogy lcadership and of giving highly creative engineers the autonomy
to pursue their product visions. Moreover, the number-iwo person
in R&D was in lhe mceting.

When the condition of “*suspending all assumptions”™ was dis-
cussed, the head of markceting asked, “'Alf assumptions?”” When he
rcccived an affirmalive answer, he looked perplexed. Later, as the
session continued, he acknowledged Lhat he held the assumplion that
R&D saw itself as the “*keeper of the lame™ for the orgamizalion,
and that he further assumed that this made them unapproachabie
regarding market information that might influcnce product develop-
ment, This led to the R&D manager responding that he too assumed
that others saw him in Lhis light, and that, 10 everyonc’s surprise, he
fclt that this assumption [imited his and the R&D organization's ef-
fectiveness. Bolh shared these assumptions as assumptions, nol
proven fact. As a result, the ensuing dialogue opened up into a dra-
matic exploration of views that was tunprecedented in fis candor and
ils strategy implicalions.

“*Suspending assumptions™ is a lot like sccing “'lcaps of abstrac-
tion’ and ‘‘inquiring into the reasoning behind the abstraction,™
hasic reflection and inquiry skills developed in Chapter 10, **Mental
Models.”" But in dialogue, suspending assumptions must be done
collectively. The team’s discipline of holding assumptions *‘sus-
pended’” allowed the team members to sce their own assumptions
more clearly hecause they could he held up and contrasicd witls each
others' assumptions. Suspending assumptions is difficull, Bobm
maintains, because of *the very nature of thought. Thought contin-
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ually dectudes us into a view that *this is the way itis.” 7 The team
discipline of suspending assumptions is an anlidote Lo thal defusion.

Seeiitg Fach Other ax Colleaguees, Dinlopue can occur only when
a group of people sec cach other as colleagues in mutual quest lov
decper insight and clarity. FThinking ol each other as calleagues is
important beeause thought is participative. The conscious act of
thinking of each other as colleagues conltrihuies (oward inleracting
as collcagues. ‘This may sound simple. but il can make o profound
dilfercnce.

Sceing each other as colleagnes is critical to establish a posilive
tonc and (o offscl the vulncrahility that dialogue brings, In dialogue
peoplie actually leel as if they arc huilding something. & new deeper
undcrstanding. Secing each other as colleagues and riends. while it
may sound simple, proves to he extremely important, We 1alk dJiffer-
ently with friends from (he way we do with people who arc not
friends. Interestingly, as dialogue develops, team members will find
this feeling of riendship developing even towards others with whom
they do not have much in common. What is necessary going in is the
willingrness to consider cach other as colleagues. In addition, Lhere is
a certain vulnerability to holding assumptions in suspension. Treat-
ing ench other as colleapues acknowledges the mulual risk and estah-
lishes the sense of salety in Macing the risk,

Colleagueship does not mean thal you nced lo agree or share the
same views. On the conteary, the real power of sceing cach other ns
colleagues comes into play when (here are dilTerences of view, It is
casy lo fee! coliegin! when cveryone agrees. When there arc signifi-
cant disagreements, it is more dilfficult. But the payolT is also much
grealer. Chosing to view “"adversaries’ as *‘colleagues with differcnl
views'" has the preatest beneliis,

Bohm has expressed doubts about the possiblity of dialogue in
organizations beeanse of the condition of colleagueship: **Hicrarchy
is antithelical to dinlogue, and it is difficult 1o escape hicarchy in
organizations.”" He asks: '"Can (hose in anthority really ‘level” with
those in subordinaie positions?"' Such questions have several oper-
ational implications for organizational teams. First, everyone in-
volved must truly want the benelits of dialogue more than he wants
to hotd onto his privileges of rank. If one person is used o having
his view prevail because he is the most senior person, then that
privilepe must be surrendered in dislogue, If one person is uscd to
wilhholding his views becanse he is more junior, then that sccurity
of nondisclosure must also be surrendered. Fear and judgment musl
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of the unigueness of each person's point of vicw. Moreover, they
expericnce how larger understandings emerge by holding one's own
point of view "gently.”” They learn (10 master the art of holding a
position, rather than being **held by their positions.” When it is
appropriate to defend a point of vicw, they do it more graceflully and
with less rigidity, that is without putting **winning'" as a first priority.

Moreover, lo a large degree, Lhe skills that allow dialogue arc
identical 1o the skills that can make discussions productive rather
than destructive. These are the skills ol inquiry and reflection, origi-
nally discussed in Chapter 10, '‘Mental Models.” In fact, one of the
rcasons that dialogue is so important is that it offers a sale environ-
ment for honing these skills and for discovering the profound group
Icarning that they can lead to,

Reflection, Inquiry, and Dialogue. In David Bohm's thinking we
hear deep echoes of the “‘aclion science' approach discussed in
Chapter 10—the importance of making one's views open to influ-
ence; and the problem of confusing our mental models with reality.
What makes Bohm's work distinctive is that he is articulating a
“‘new'’ vision of what can happen in n group that transcends the
disabilities identified by the action scientists. Morcover, Bohm's dia-
loguc is a ream discipline. [t cannot be achieved individuaily.

Part of the vision of dialogue is the assumption of a "‘larger pool
of meaning’™ accessible only to a group. This idea, while it may
appear radical at first, has deep intuitive appeal to managers who
have long cultivated the subtler aspects of collective inquiry and
consensus building,

Such managers learn early on o distinguish two types of consen-
sus: a "focusing down'’ type of consensus that seeks the common
denominator in multiple individual views, and an *'opening up’’ type
of consensus that sceks a picture larger than any one person's point
of view, The first type of consensus builds from the "‘content’ of
our individual views—discovering what part of my view is shared by
you and the others. This is our ‘‘common ground,’ upon which we
can all agree,

The second type of consensus builds more from the jdea that we
each have a *'view,”” a way ol looking at reality. Each person’s view
s a unique perspeclive on a larger reality. If 1 can *'look oui"
through your view and you through mine, we will each see something
we might not have seen alone,

IT dialogue articulates a unique vision of teams learning, reflection
and inquiry skills may prove essential to realizing that vision, Jost as

personal vision provides a foundalion for boilding shared vision, so
too do reflection and inguiry skills provide a foundation for dialogue
and discussion. Dimlogue that is grounded in reflection and inquisy
skills is likely (o he more relinhle and fess dependent on parliculars
of circumstance, such as the chemistry among icam members.

DEALING WITH “"CURRENT REALITY™":
CONFLICT AND DEFENSIVE ROUTINES

Contrary to popular myth, great teams are not characterized by an
absence of conflict, On the contrary, in my experience, one of the
most relinble indicators of a team that is continually learning is the
visible conflict of idcas. In great teams conflici becomes productive.
There may, and often wifl, be conflict around the vision. In fact, the
essence of the “visioning'' process lies in the gradual emergence of
a shared vision from dilTerent personal visions. Even when people
share a common vision, they may have many dilferent ideas about
how to achieve that vision. The loftier the vision. the more uncertain
wc are how it is to be achieved. The frec Mlow of confllicting ideas is
critical for creative thinking, for discovering new solutions no one
individual would have come to on his own. Conflict becomes, in
effect, part of the ongoing dialogue. '

On the other hand, in mediocre teams, one of two conditions usu-
ally surround conflict. Either, there is an appenmnce of no conflict
on the surface, or (here is rigid polarization, In the *smooth surfisce’™
tcams, mcmbess believe that they must suppress their conflicting
views in order 1o maintain the team—if each person spoke her or his
mind, the leam would be torn apart by irreconcilable dilTcrences.
The polarized team is one where managers ‘*speak out,’’ but conflict-
ing views arc deeply entrenched. Everyone knows where everyone
else stands, and there is little movement.

For more than (wenty-five years, Chris Argyris and his colleagues
have studied the dilemma of why bright, capable managers often fail
1o learn effectively in management teams. Their work suggests that
the difference hetwecn great teams and mediocre teams lics in how
they face conflict and deal with the defensivehess that invariably
surrounds conflict, **We are programmed to create defensive rou-
tines,”" says Argyris, ‘‘and cover them vp with further defensive
routines . . . This programming occurs early in life.”’

Defensive routines, as noted in Chapter 10, **Mental Modcls,” are
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cnlrenched habits we use to protect ourselves from the embarrass-
ment and threat that come with exposing our thinking. Defcnsive
routines form a sorl of prolective shell around our deepest assump-
tions, defending us against pain, but also keeping us from learning
about lhe causes of the pain. The source of defensive routines, ac-
cording to Argyris, is not beliel in our views or desire to prescrve
social relations, as we might tell ourselves, but {ear of exposing the
thinking that lies behind our views. *‘Defensive reasoning.'’ says
Arpyris **. . . protects us {rom learning about the validity of our
rcasoning.”’* For most of us, exposing our reasoning is threatening
because we are afraid that people will find errors in it. The perceived
threat from exposing our thinking starts early in life and, for most of
us, is steadily reinforced in school—remember the trauma of being
called on and not having the “*right answer”—and later in work.

Dcfensive routines are so diverse and so commonplace, they usu-
ally go unnoticed. We say, *"That’s a very interesting idea,”” when
we have no intention of taking the idea seriously. We dcliberately
confront someone to squash an idea, 1o avoid having to consider it.
Or. in the guise of being helpful, we shelter someone from criticism,
but also shelter ourseives irom engaging difficult issues. When a
difficult issue comes up, we change the subjecl—ostensibly out of
respect for the “*'manners’” of good behavior,

One forceful CEQ recently lamented to me about the absence of
“real leaders’ in his organization. He felt his company was lull of
compliant pcople, not commiited visionarics. This was especially
frustrating to a man who regards himsell as a skilied communicator
and risk taker. [n fact, he is so brilliant at articulating his vision that
he intimidates everyone around him. Consequently, his view rarely
getl challenged publicly. People have learned not to express their own
views and visions around him. While he would not see his own
forccfulness as a defensive stralegy, if he looked carefully, he would
sce that it Tunclions in exactiy that way.

The most elfeclive defensive routines, like that ol the lorceful
CEQ, are those we cannot see. Oslensibly, the CEO hoped 1o pro-
voke others into expressing their thoughts. But his overbearing be-
havior reliably prevented them from doing s0. thereby protecting his
own views from challenge. 1{ expressed as a conscious stralegy. the
defensiveness is transparent: **Keep pcople on the defensive through
intimidation, so they won’t confront my thinking."" If the CEQ saw
his strategy presented in such bald (erms, he would almost certainly
disavow il. ‘The fact that it remains hidden (o him keeps it operative.
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Problems caused by delensive routines compound in organizations
where to have incomplete or faulty understanding is a sign of weak-
ness or, worse, incompetence. Deep within the mental modeis of
managers in many organizations is the beliel thal managers musi
know whit's going on. 1t is sinyply unncceplable for manapers to act
as (hough (hey do not know what is causing a problem. Those that
reach senior positions are masters at appearing to know what is going
on, and those intent on reaching such positions learn early on to
develop an air of confidenl knowledge,

Managers who inlernalize this mental model find themselves in
one of two binds. Some actually internalize this air of confidence and
simply believe that they know the answers Lo most important prob-
lems. But, to protect their belief, they must close themselves to
alternative views and makc themselves uninfluenceable. Their bind
is that to remain confident they must remain rigid. Others believe
they are expected to know what is causing important problems but,
deep down, recognize the uncertainty in their solutions. Their bind
is that to maintain a facade of confidence they must obscure their
ignorance. Whichcver bind they find themselves in, managers who
lake on the burden of having to know the answers become highly
skillful in defensive routines that preserve their aura as capable de-
cision makers by not revealing the thinking behind their decisions.

Such dcfensivencss becomes an accepted part of organizational

culturc. Argyris says, "“Whenever [ ask individuals . . . what leads
them to play political games in organizations? They respond that
that’s human nalure and the nature of organizations. . . . We nre the

carriers of defensive roulines, and organizalions are (he hosts. Once
organizations have been infected, they too become carriers,™'*

Teams are microcosms of the larger organization, so it is not sor-
prising that the defensive palterns characteristic of the larger orga-
nizalion beccome embedded in Lhe team. In effect, defensive rowtines
block the Nlow of encrgy in a team that might otherwise contribute
toward a common vision. To the members of a team caught in their
defensive roulines, they feel very much tike walls—blocks and traps
that prevent collective learning.

To see how subtle team defensive routines become. consider the
case ol ATP products: a young division of an innovative, highly
decentralized corporation. (The company and individual names are
disguised.) Jim Tabor, the thirty-three-year-old division president.’
was deeply commitied to the corporale values of freedom and local
aulonomy. He believed sirongly in ATP's products, which were



based on a new printed circuit board technology. He was tremca-
dously enthusiastic, a natural cheerleader for his people. In turn, the
members of his management team worked long hours and shared his
enthusiasm for their prospects.

Their efforts were rewarded with several years of rapid (30 1o 50
percent per year) growth in bookings, reaching $2( million in sales
in 1984. However, 1985 witnessed a disastrous collapse in book-
ings.” Two major minicomputer manufacturers had becoine so con-
vinced of ATP’s technology that they had designed the ATP circuit
boards into new lines of hardware. But when the 1985 downturn in
the minicomputer industry hit, the manufacturers suspended work
on the new lines, lcaving ATP with a 50 percent shortfall on pro-
jectled bookings. The business did not hounce back in 1986, Jim
Tabor was eventually removed as diviston president, althouph he
slayed on as engineering manager,

What went wrang al ATP? Through their enthusinsm, the ATP
management had locked itsell into a stratcgy that was internally
inconsistent. The team had set apgressive growth targets, in parl to
please the corporate management, but alse because of belief in their
product. Meeting these targets had creatcd strong pressures on the
sales force, 1o which they had responded by building major business
relntionships with a few key customers, customers upon whom ATP
had become highly dependent. When some of those customers ran
into their own business troubles, ATP was doomed.

Why had ATP’s management team sanctioned a strategy that left
the division so vulnerable? Why did the corporate leadership not
intervene 1o insist that the young division managers diversify their
customer base? At the heart of their problem was a sct of dcfensive
routines, embedded in a **shifting the burden’” structure.

As Argyris says, defensive routines arc a response o a problem;
here, the problem is a need to learn, arising from a “learning gap™
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between what is known and what needs to be known. The '"funda-
mental selution™ is inquiry that results eventually in new undcér-
slanding and new behavior—that is. learning. But the nced for
learning also creates a threat. Individuals and teams respond defen-
sively (o the threat. This leads to the “‘symptomalic solution™: de-
fensive routmes that eliminate the learning gap by reducing the
perceived need for learning.

All the key players al AT were canght in their own particular
defensive romtines. Severnl of ATP s managers had expressed con-
cerin about their relinnce on a narrow customer base. When the issue
was raiscd in team mectings, everyone agreed it was n probhlem. Dui
no one did anything about it because everyone was oo busy. Driven
by their challenging growth targets, ATP's managers had expanded
capacity aggressively and created powerful pressures for new order
bookings, regardless of where they came from.

The corporate managers to whom Tabor reported were caught in
a similar bir I. Here too there was concern ahout ATP's narrow
customer base. Privately, some of the corporale managers had ques-
tions regarding Tabor’s ability to build for long-term growlh. Buf
these same executives also believed strongly in a corporate philoso-
phy of not undermining division presidents’ authorily to run their
own businesscs. They were uncertain how to raise their qualms with-
out seeming unsupportive of Tabor's leadership. so they made only
oblique comments or kept quiel.

On the other side of the table, Jim Tabor had questions himself,
which hc was reticent to raisc in meetings with his superiors. He had
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the burden structure—the skills of reflection and mutual inquiry. By
inguiring efTectively inlo the causes ol the probiems at hand—that
is, by inquiring in such a way as to reveal your own assumplions and
reasoning, make them open to influence, and encourage others to do
likewise—defensive routines are less likely to come into play."”

While defensive roulines can become especially pernicious in a
team, on other hand, teams have unique capabilities for iranscending
defensivencss—if there is genuine commitment {o learning. What is
required, not surprisingly, is a vision of what we really want, both in
terms of business results and how we want to work together, and a
ruthless commitment to telling the truth about our *‘current reality.”
In this sense, team learning and building shared vision are sister
disciplines. They naturally go together to build *‘creative tension’’ in
a tcam.

In the presence of a genuinely shared vision, defensive routines
become just another aspect of '‘current veality.”” Like the *'struc-
tural conflicts’’ discussed in the chapter on personal mastery, they
derive their power from being unrccognized. A (eam commitled to
the truth has unique powers to surface and acknowlcdge their own
defensiveness. Then the defensive routines can actually become a
source of encrgy rather than incriia,

Defensive routines can become a surprising ally toward building a
learning team by providing a signal when learning is nol eccurring.
Most of us know when we are being delensive, even if we cannot
fully identily the source or pattern of our defensiveness. If you think
about it, one of the most useful skills of a fearning team would be the
ability to recognize when people are #nof reflecting on their own
assumptions, when they are nof inquiring into each other’s thinking,
when they are not exposing their thinking in a way thal encourages
others 1o inguire into it. When we are feeling defensive, seeking lo
avoid an issue, thinking we need {o protect someonc else or our-
scives—these are tangible signals that can be used to reestablish a
climate of learning. But we must fearn to recognize the signals and
leam how (o acknowledge the defensiveness without provoking
more defcnsiveness.

Delensive routines may signal especially difficult and especially
important issues. Often, the sironger the defensiveness, the more
important the issue around which people are defending or profecting
their views. If these vicews can be brought out productively, they
may provide windows onto each other’s thinking. When defensive-
ness is mel by self-disclosure and inquiry balanced with advocacy,
team memhers begin (0 see more of cacl other’s thinking.

ol 5/

Lastly, as team members learn how to work with rather (han
agains( Lheir defensive rowtines, they build confidence that “‘we are
scnior to our defensiveness.” Delensive routines pull down team
members. They drain energy and sap people's spirit. When a team
sees itself transcend blocks that have been preventing lcarning,
blocks which many felt were inevitable—as Argyris observed, “‘the
naturc of organizations''—they gain tangible expesrience that there
may be many aspects of their reality that they have the power 1o
change,

In medieval times, alchemy was a symbol [or transformalion of
what is most common (lead) into what is most precious (gold). So,
too, do learning teams practice a special form of alchemy, the trans-
formation of potentially divisive conflict and defensiveness into
learning. They do this through their vision and skill. Through dia-
logue, team members gain tangible experience of the larger intelli-
gence that can operate. This experience strengthens the team
members’ vision of how they might operate. But unless the team also
buikls the skills for seeing rather than obscuring current reality, their
capacity for learning will be unreliable. Without reflection and in-
quiry skills, they will get thrown off course when defensiveness
arises—their learning will depend on circumstances,

It is not the absence of defensiveness that characterizes learning
teams but the way defensiveness is faced. A team committed to
learning must be committed not oniy 1o telling the truth about what's
going on “*out there,’” in their business reality, hut also abowt what's
going on “‘in here,"”” within the team itself. To see reality more
clearly, we must also see our strategies for obscuring reality.

The power and insight that start to emerge when this happens are
considerable. In efTect, defensive routines are like sales within which
we “‘lock up”’ energy that could be directed toward collective learn-
ing. As defensiveness becomes ““‘unlocked,™ that insight and energy
are released, becoming available for building shared understanding
and advancing toward what the team members truly want to create.

THE MISSING LINK: PRACTICE

It canno! be stressed too much that team learning is a feam skill. A
group of talcnted individual learners will not necessarily produce a
learning team, any more than a group of talenled athletes will pro-

duce a great sports team. Learning teams lcarn how to learn lo-
gether.









267 . THE FIFTH DISCIPLINE

achieved. Both believe deeply in its commitment to *‘participative
management” and its related ideals about people and the organiza-
tion. Yet, both are caught in a conflict that epitomizes the forces that
are restraining DataQuest Drives’ continuing growth, R&D is viewed
as artists, designers, creators. Markeling sees itself, and is seen by
olhers, as '‘the great unwashed,”” dealing in the messy world of
sleazy dealers’ bargain making (who have no particular loyalty to
DataQuest), price discounting, and irate customers.

The “'two cultures'’ of R&D and Marketing are reflected in numer-
ous organizational conflicts. For example, both Grauweiler and
Smyth have their own product budgets. Grauweiler's is lor new de-
velopment. Smyth's is for acquisitions, buying smaller companies
whose products round out DataQuest's and make the firm, in
Smyth's eyes, more competilive in the marketplace. There is no
integrated product plan uniling the two, Marketing felt compelled to
this "‘end run'' because they saw R&D as being unresponsive to the
full range of customer needs. R&D, it turns out, saw. itself being cut
out of important product decisions. As the dialogue unfolded, Grau-
weiler expressed a level of concern that came as a surprise, because
people assumed that R&D valued its autonomy:

GRAUWEILER: Let me offer a way to look at the issue of product
stralegy, which I submit today is being viewed as sorl of an arm
wrestle. We have, in effect, amassed a two pronged product
siralegy. We've not been overt or clear about it. My evidence is
that we've not really brought the full competencies of the orga-
nization together to undersiand what amounts really to Dala
Quest's make/buy decision on product. That being the case, we
have one group of people spending money on some product
programs wilh a certain level of conflidence and another group
of people spending money on product programs with a different
view. And ‘‘never the twain shall meet."* That's just insane to
me. There should be a singular, overriding product stratcgy that
supporls R&D and marketing. And, beneath that, come any
number of make/buy decisions , . ."

MACCARTHY: | think we all lundamentally agree with that.

GRAUWEILER; Could [ submit that we are telegraphing the oppo-
site,

OTHERS: Yes.
GRAUWEILER: [1's more acute than just not doing it well. We're
being perceived as doing the opposite.

[ ~
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sMmyTiL: | was trying to get back and think of (he rationale for why
the make versus buy decision is a different and separated deci-
sion. At this point, it appears disjointed . . . One is, in my view,
problem-solving, research-driven focus. The DataCQuest label
. .. On the other hand, in other products that DataQuest has
not directed resources to, wec are doing that through *‘buy.”
We're acquiring the access to that in a way olher than Data-
Quest’s research . . . because it is more market rcactive than
fundamental problem-solution driven. And we don't want to
pollute, you might say, the purity of what it is we want to do
with research. . . .

rinLLips (HumaN REsoURCE VP): | think that has put us in con-
Mict,

GRAUWEILER: Absolulely! That's the problem. That's the prejudg-
ment that 1 don’t tolerate. How about the people who you're
depending upon having some say in it? And don’t prolect my
purily for me.

sMyTIt: Well . .. 'm not uncomfortable with the rationale lor
what we have done. There may be a betier way to do it. But |
do think that, at some point in our history here, we decided not
to investin vertical storage disk files . . . just conventional junk
that the market will buy that's not innovative. 1U's not inleres(-
ing : . . And we wanted {¢ allocate our finile resources and tal-
ent to what DataQuest’s image is, which is research, inmovative,
product-driven . . . So we went out and acquired the more pe-
destrian stulT.

PHILLIPS: If we are just blue-skying it today, let me tefl you what
has always confused me, And I'm laying that on both marketing
and R&D. “*Research-driven product company® is how we've
niways lalked aboul ourselves. And when we (alk that way, il
kind of puts us to say that any product that docsn’t have the
DataQuest investmenl in innovative rescarch is oulside Data-
Quest. Somchow or another, we've structured ourselves (hat
way and become in compelition . . .

MACCARTIIY: That's one definition of resecarch-based. Do you
know the other definition? The other definition is that nohody

else in DalaQuest does any research and development il it's not
on a new product,

GrRavWwERLER: [ don’l like thal one cither,
rarLres: You hit point nomber two, because | was saying 1o
mysclf . . . if you lake the overriding direction stalcment as it is
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on the board, whether or not your decision is to make or buy, it
still has to be rescarch- and development-driven. 1t's got 1o be
innovative . . .

MACCARTHY: | Lhink we're onto somelhing here. What we're say-
ing is that the company in the past has been locked in. The only
thing that made us greal was product research and development.
So we're having this incredible tension here, 1 would suggest
that we bought subsidiaries to launch us ... | think the di-
lemma that you're [Grauweiler) helping us {0 see is that . , . we
should be offering whatever products the customer fundamen-
tally needs. But then therc’s the olher side that says, "But il it
come out of DataQuest’s research, it has to carry a DataQuest
label.’' What you're saying is that's not true. That (what label
to put on} ought to be a markeling decision based on what posi-
tioning you're trying to do. That’s very helpful . . . because
most of us have felt that if a product is not going to have a
DataQuest label on it, you won't develop it in the first place.

HADLY (MANUFACTURING VP): Bui that's also making n stalcment
that the cntire company is research-driven, not just R&D, that
other innovative ideas including product can come from other
sides of the company. Il doesn't all have to funnel through
R&D.

GRAUWEILER:. That's fine, but I don't know why that needs to be
said. 1'm not challenging you at all. But | think there's an infer-
ence here again that troubles me. 1 feel saddled representing the
R&D legacy of the past, which 1 don't buy into. And I find it
ironic that the more I work desperately 10 move our organiza-
tion forward to the new reality, the more you're convinced {o
hold us back where we used to be! And | find that a strange
dilemma,

HADLY: And conversely, there's a feeling here that that’s the same
on the other side,

ALL: Yes.

HADLY: We try to move the organization forward . . . we seem to
be held back because you can’t be research-driven and innova-
tive untess it comes through R&D.

GRAUWEILER: | never said that! . . ., Now, could [ play it a differ-
ent way? I think the statement of a research-driven product
company is a correcl statement. | firmly believe that the com-
pany's success will, in part ... always be governed by our
prowess with productls. Anything that I see that starts to erode

L

that orientalion scares me to death. You have to have good stulf
.+ . good services and good products. | don't say Lhat implies
how you get them. Or that there's only one way to get good
product . . . We don't have a very concerled or collaborative
process in place to get that, but 1 know we have lo.

MACCARTIIY: Now the other side would be this—I believe some
of the work that Charlie [Smyth] has done in marketing and in
distribution {developing a new network of exclusive DataQuest
dealers] is as much **‘R&D effort’* as what goes on in R&D.

GRAUWEILER: [ totnlly believe that. ]

MACCARTIY: And yet we suffer that, if the investment made there
doesn't become instantancously converted inlo a return, there's
an incredible criticism of Lhe organization.

GRAUWEILER: Welcome to the world of R&D.

sMYTH: There are two points 1 want to make (rom this. It looks to
me like your efforts could be put 1o developing a product that
could be manufactured outside . . . it looks to me that we've
thrown away some development cfforts that could have heen
licensed 1o other companics even ., ., . I've always thought it
was crazy that, in order 1o get a product oul of R&D, you had
to put a DataQuest Iabel on 1.

GRAUWEILER: That’s been a constraint on our program . . .

sMyTit: Now, the other thing is that we're not communicating in
any kind of rich way hetween marketing and R&D, As a mntter
of fact, it’s gelting more separate , . . If we're going 1o work on
the total needs of the customer . . . there has to be a way that
that's seen in a lot of different places in the company.

HADLY: You started off by asking why is there this tension be-
tween R&D and marketing. You also have the tension between
manufacturing and finance. . . . To me it comes down to iwo
words: "'Empowerment versus Control.”’ We tend (o be a very
control-oriented organization overall . . . Because they've gol
control and won't let me in, I'm going 1o go over bere and do
my own thing because 1 feel powerless to affect that at all.
That's where I think some of it comes in-—-not by anything we

necessarily want to have happen, but it’s happening nll over the
company.

The results of this dialogue were nothing short of remarkable for
DataQuest. First, a thirty-year rill between R&D and marketing
started to be healed. Second, the *‘end run'’ that marketing had been
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In order to deal effectively wﬂhth:pmblumd]ewi:bedmalim,’ﬂ
lsﬁntm:ytobm!ethepuﬂtmhxmcidiswﬁs&dimVeiry
o&endisqmiunsn!]eﬁsheducxﬁam!shmtcnmingsmm&yd:s-
cassioos of solutions which are dilicuk to justify becsuse they h$
oot beem related to specific problemns. For instance, we are
ﬂ:tuhtlewid:d?;ﬁmneedsmmtfmlben]lﬁﬁaﬂn?ofhﬂh
mh:gemufmoney.ﬂowithtrueﬁmt]ewiﬂ:educ-ahonlswoo-
hﬂylmdaﬁmnoedandthatmysiguiﬁcmlpmgnmofm:?uwmt
would probebly require more funds than are currently m:!.nbhz, .but
hmding,uudaluthish,lhuuldmt,lhdiﬂe,pmwde_damm
mnmmingidusorpmgrm.“femn]mto]d—anﬂﬂns.m.h
indisputable—that Jewith education carmot succeed unless the child
nttends dasses for moge than the usual three or six howms & week; but
mrdydoweu:s!dawlmtnﬂghtbedanewithﬂ:isaddiﬁmalﬁm.e.
eudwha!tlnemhnaoflnynqvpmgmm:houﬂbe.ﬁmﬂndy,m
themtt:roftud:ingpennnnd,whichwmemasﬂw“bnﬂn'pob-
hnof}ewkhedumﬁon,momlmﬂlydm}ﬂntﬂnequdﬂyof
tmchhglnmmhchmbeduimd,ndﬂmtncwmdtﬁﬂuattpel:~
sonnel youst be recruited; however, any changes that are to be indti-
ated mst d On ane's ion of Jewish edueation.
'Iheabou?ndrwomhng’ Muﬂsl&hﬂdmﬁmnh that

11n ehis chapter Jewlsh edocation refers essentiolly to furmmd edneatione] pro-
gramna )
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have been offered to explain the sad state of Jewish education in the
Un.itedsmlm.ﬁeﬂlatasitmy,ﬂ:qnﬂfaﬂmdedwithdnfunda—
menta][l'ohlem—-ﬂ:enatumdtha]ewishe&umﬁonwemtode-
velup,nrfnucrve.lmﬂ:kpm’ntnutmﬂymmﬂmobﬁm,
thltmnsmmﬂiowrelatﬂitnmi:inainmﬁm Rather, 1
hould like to empbasize that nonc of the soltions offered cm possi-

edacation unhswemnargneoonﬁnninglydntﬂmedmﬁunwe
wnnttodevdaphsnmechmeohubstmﬁnﬂy affecting the lves of

their constituencies.
Inshnrt,lmimmlhatﬂzemmturgmlpmblan faciog Jewish
education todnyisih]anl:ofpu:;meand,ennsequmﬂy,ﬂ: blandness,
Thevefore, until we engage in sexious deliberation aimed at rectifying
thisstatco&aﬂ'ain.wemmtevenhope to deal with all ¢the other
#ssues that demand solotion, Let me state af once that deliberabion

structure, and Eoancing,
Itisgmexaﬂyass:medthatnbasefwthjsldndofdeﬁhunﬁm
drmdyeﬁrh,thztme}monlyhmdymmcﬁnehum

Itism:ytpdtememlmmpksinmﬂuludarﬂyﬂﬂspoint
I‘dusmnsiderﬁmlheimpmtanceofchamdadm!opmmt,which
nﬂ]ewisbmﬁgimuglmphthe'UnitndSlntu,Ibelim.m as
mofMMmdm.Aninmﬁgaﬁmof&eeﬂuhg
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mﬁmd]ewnhmbncﬁngwuuldrmldntduﬂﬂtﬁreﬂumhon
does not play a significant role. I it can be demomstrated that Jewish
education as it is presently constituted barely conoems itself with
charncter education, then 1 am sure that most Jewich scholars, mbhis,
and parents would agree that a serinas revision of Jewish educational
practice Is called for.

Anﬂhumdmmm,shxﬂbypncﬁmﬂyaﬂmdsd]ewﬂ:
religious thought, i the centrality of halakhe (taken philosophically
and psychologically) in Jewish Kfe. An mim of religivos education
should, therefore, be to find ways to commit the young to the concept
of halakha end to teach them how to use halakhs as a guide in their
everyday lives. Youngsters, whether sttending Orthodox, Comserva-
tive, or Reform religious schools, should thus be taught to develop the
ability to apply halakhic principles to a vasiety of practical situstions.
The ability to recall the appropriste principle at the proper time, and
to choose properly among different and sometimes cooflicting princi-
ples, as well as the kill required to apply principles to complex pract-
cal situstions, are vital if we are terested in developing Jews who
want to live by kalakha. It may be that traditional Jewish education,
with its heavy nvestment of time and encrgy devoted to mastering
the details and method of the Talmudic dizlectic, had as its goal the
development of precisely such talenty. It is questionable whether
onder present conditions this method remalns viable, but we have as
yot found no xabstitute.

‘There seems to be a good deal of evidence that the State of Isruel
plays an importent part in the lives of American Jews; yet the sobject
of Ierael has been virtually ignored by the American Jewish religioos
schools. This is not the place to discuss in detail the various aspects of
the particolar question; indeed, it deserves a separate chapter. Suffice
it to note here that Isrnel is en important ksos for the philasophy of
Jewish education, and that the stady of Istael should be introduced
into the curricula of schools and teachertraining institutions. Israel is
also » sturce of teacher personnel and should be wtilized for the
training of Ametican Jewish edocatots. .

Professor Abwaham J. Heschel bas noted—is the teaching of Jewish
philosoplry and theclogy. Professor Haschels plea to incede these
stadies in the curricolum of the Jewkh school remains wmanswered,
and his valmble suggestions for the teaching of prayer, while ac-
claimed in public, are ignored in practice. Finally, the Holocaust i
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barely mentioned in our classrooms. These are but a few examples of
how the Jewish school neglects its responsibilities.

I cannot avoid complicating the discussion by indicatiog that the
mesns and trchniqoes that have been adepted by Jewish education
are often imported indiscriminately from general education. Since the
means of education are not netral, it is quite possible that some of
the means employed for Jewish education cancel out whatever thers is
in]ewi:heduuﬁnnﬂmtisrdntedto‘auﬂ;mﬁcfjudam’ Therw ks,

therefure, an urgent need for @ sevious discwssion of what kind of -

Icwkhednmﬁmwmldrdmﬂnmﬂommptm' of Judaism.
Sud:ndhcussiunm:ldmﬂtin!hudevelopmentdmfmpeﬁng
philosophies of Jewish education, but thit, In tumn, would make it
pasu'blcfmuenﬁvgednumtu&rm\npmmappmphte to the
baﬁcldusheaehd&mphﬂnsopﬁa.

1t mey appear frivolous to suggest ical discussion when
the "house i3 burging,”™ but I believe that such delderation is uli-
m;t:yw-thaqtlichsl,mmte&cﬁmmyhelﬁng\ﬂ the fire and to
re

Philosophical deliberation woeld affect educational decisions in
several ureas, the fird of which #s curriculom. The current curricdlum
citbe]ewisbldmoﬁk,bymdhrge.lnsadmthemodehofits
predecessars—the cheder and the yeshios—but modified in the light
of the reduced instruction fime in the present-day institutions. This
i:hudlylxmmdedumtimn]npptmdLWhtispmx&plemdtppm-
priste for a filtcen to twenty hour a week program is often impossible
udinappvpﬂnteforlt!umtoﬁxhuurlweekpmgmm.h{m.
dxspihthzhmﬂedﬁne,themodun:dmulu&mptstotmehs&b}ec&

*.!hwdhmndﬂilmhddlﬂh'lhﬂeummmh Philaxoghy

Jqﬁgdzm'hmm—lmmt]umzdnddﬂd:

cation of the Helwew Unfrersty of Jeromlem, 1085), pp. 1L48-154 This volame

v puhlished on the oconsion of the prwentioth Yirihdey of Proferwy Eeost Stymon,
263

H ] MM
156619 2 226 TIYaST CLSNI T3aNg ET:LT V6 a7

e

186619 2 246

&°S°d



s et 2hd & A L EACATION

This lack of darity, with all ity disastrous resulls, & evident in
almost any subject taught in the Jeorish school Let us examine two of
these, Hebrew and Bible. Hebrew is taught in most afternoom and day
achools and in marry one-day-a-week schools. The time allocated to the
study of Hebrew in the afternoon school is usoally from one-third to
one-balf of the total available teaching tme duxing the fiast three
years. Resalts have been most disappointing, and comsequently the
stndy of Hehmew is usually a source of tension smong parenats, rabbis,
end educators. When we examine the methods and materials of the
varions programs developed to teach Hebrew, we disoover that almost
all of them are geared to the mastery of modern Hebwew speech. The
prograrus devote anly token time to the problem of effecting a transi-
tion from modern Hebrew to the Hebrew of the Bible and prayer
book. There bas been even less concern for developing materials and
preparing personnel to deal with this \ransition. Yet it Is asserted that
the parpase of Hebrew study is o prepare the child ¢o participste o
the symapogue service and to understand the prayers, the Bible, and
otber clesslc Jewish texts.? Some edocators, of course, comtend that
the purpose fs to develop spoken language skills. I 5o, it is difffeult to
understand how this goal is to be achieved within the lisited time
availahle. We have bere a striking example of a major school subject
whose purpose for inclusion in the carricalum is unclear; the resolt is
a series of inappropriate end dated compromises-

Bible is taught in Jewish schools with almost no concern for the
relevance of the subjeet to the life of the child.* By and large, the Bible
is not even teated as a religivus or ethical text Oftem, Biblicel
verses, commentary, and. midrash are used haterchangeably, leading to
confusion ju the mind of the student The teacher avoids deshing with
questions that are of interest to the child, such as the divinlty and

historicity of the Bible, The tracher comot belp but avoid these towes

5 he has not been traimed to bandle them. There are no materials to
guikle kim and there is no effost to movide him with in-service truin-

Bible study, therefore, often leaves the child with the impression

1 Professor Chafm Febi, the distimpubhed fingokst of the Helrew Univeni
hes averted thot ft b extrosedy difficult o beoch Holrew o childeen

Jewih schoals fo the United Stabey a5 0 step & suastery of the Hebsew of
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that religion deals only in legends. In many cases, it is not until the
Hebrew school student reaches and takes 2 course in religinn
lhltheleﬂ:n:,fwtheﬁntﬂme,thttbeﬂﬂﬂeisgmntmﬂmﬂnt
itdeahvﬂthhasinetlﬁcalissuu,mﬂﬂmtituprwun:igniﬁmﬁ

waorkd view different from that of other anclent Neer Eastern socielies. -

This condition will continne as Jong as there fs Bo commitment o
specific gaals for Bible teaching. As soom as soch a commitment is
mnde,medmﬂmalagenduwﬂ!befwmdtopmpuenppmprhte
materiaks, and to train and retrain teachers 5o that they can handle or
at Jeast grapple with the desired goaks.

There is » strong feeling that Jewish educational matters are being
dealt with more successfully in the day. school than in the afterncon
sd:oo!:.ltmaybetooeulytofudge,butmyhnprmimsmthuthe
dlywlmlhnsanlyenlmgedmdintmﬁiulﬂ:emrmtpmgmm
of Jewish education In some cases this has made for “suocen”;
ﬂnth,if&memammhmn\uﬂnbhfor&eteanhhgdﬂebm
and Bible, the child wil! “know” more. Ako, foll-time teach-
mne!ihlytobabettalnehmmdmlunguﬂunl‘heirpaﬂ-
time colleapues. Howeves, such maMers as character education, com-
mitment, and Jewish involrement do not seem to receive novel or
cossistent treatrment in the day school. There have been some st
{empts to integrate general and Jewish sabjects, but there has been
little thought given to the preparation of materlaks that coold launch
the day school on new paths.

ldonotbelievcl]utunﬁmlmnwviﬂmingmenlilltbeomﬂul
undestaking. Ithmmﬁal]yapmeﬁmlmdu\u.‘requhingmlml—
yrisdfaﬂu:e:inthee&uuﬁomlmlﬂy(ltudmtbmadom,pooﬂy
WMm,pmmhl&m&hﬁm,h&dachimﬂ}.nd&
cisian om the nature of the problem, and subsequent 6754806 of means

" 10 tackle the problem. Howm,l’wt‘he]ewkhsnbouLagooddmlnf

theoredmlﬂilcnsiunwﬂlhavetnpmdearulyﬁsoftherm]ity.fw
tlnhttuhasboendetaminndhmnymmhyimplidtmdupndt
commitmenty that will contiwe to render Jewish education prob-
lu:nﬂcuﬂmtheemmﬂnmtsmdhdmd_nnduiﬁdud.w:wﬂl
bamtodeddewhywewantlotam‘bﬂd:nw,fm’ﬂmtwﬂldetnmine

‘Fwad&mﬂm&mhkmuawm omph. L. Schwrah,
Tkﬁ-:ﬂ:AlmwaE tw-ﬁhgtm,l;;}.{“dhtlﬂm

dmmwro):muqumrm,'awmdhw' " in
CWMTMNM{TMM:MWth
Educatiom, 1g73), pp. Go-g7,
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what kind of Hebresv we teach and how we teach it. We will have to
decide whether the Bible must be studied in the original Hebrew,
and, if 50, bow to treat its religious and ethical ideas. We will have to
decide whether the majority of chikiren are to leave the Jewish school
knowing nothing more about Judaism than the Bible, or wbether their

course of instruction shall also inclode TFalmud, medieval philosophy

and literature, modern Hebrew literatare, and modern Jewish theol-

ogy.l

No doubt there will be much discussion as to just how meny sub-

jects the Jewish school can reasomably teach and what their content

should include. But it is difficult to anderstand how we will be able to

make reasonable or defensible decisions unless we arrive at some kind

of consensus as to the basic ideas for the cumriculum of the Jewish

school™ This kind of deliberation will make it possible for us to dis-

cavez, invent, and import (where appropriate} means that are Jikely

to Iead to the goals we bave agreed upon. For example, if we identify
large portions of Jewish education with character education, we will
bave to devise means of education, possibly even new educational
institutions, to meet this challenge. We will also have to take into
account the contribution of informal Jewish education—camping,
youth movemeats, junior congregations, and so on.* A clarification of
the goals and content of Jewish education will make it possible for us
to assign different and complementary tasks to the school, the youth
movement, the dub, the jurior congregation, and the camp. Vacation
periods, holidays, and community service would be viewed as integral
parts of the curriculum, and thus change the content and form of the
formal curriculum. I bave been encouraged to believe by the work of
the Melton Faculty Seminar—comsisting of scholars in Bible history,
Jewish and general philosiphy, Talmud, Hebrew litrrature, Jewish
and general education—that goak can be agreed uopon which will
yield content and cwrriculum malerials that would revolutionize the
Jewish school.

We will have to imvest a good deal of momey and energy in social-

8 These sabjects am handied for the most part in the Jewish high scheol, which
5o more than 20 percent of Jewish children sftend,

T"Even with consensne, altermative and competing cmricala wi¥ be developed
to altzin the sene goals,

& Though the effectiveness of infermal education, e.g., camping, has not been
demmmstrated “scientifically,” there is good reason to asurme that it is & very
pawerful ol for Jewith education. Camps snch as Ramab, Massad, and Cejwin
appenr to have moade a gresl inpect,
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tentof]erwi:heducaﬁon.ldonotpmtendtohmvwhether:mp]e

by which the Jewish community would be trauslommed into a subgul-
ture struggling to respond to traditional ethical and religious values in
the complex world in which we live? How does community leadershi
feel and think, andhnwwmﬂditreactifnew,mumal, and expensive .
Programs of Jewish education were presented?

Such pn?blems, and many others, would have 1o be investigated if
(tih: ;:htlhcahomlrm]ny is to be dealt with seriously, for there is little
. o at, having agreed upan goals and comtent for Jewish educa-
E:;n:;:&:l : havi.n; discovered promising means and methods, lopis-
Py amt;iym:ﬂﬁ_ change means and epds as we are forced to
Greater clarity as to the goals of Jewish education and sensib
?umcu]m Suggestions would prepare us for the deliberation cuncenl:
ing personnel andtbestmctumofthe]&wishschooLItisdiﬂicultto
!ustify the current approach to the recruitent, training, and retrain-
ing of personnel. No significant recraitment program has been at-

10 retraining, it is afl but nonexistent.
Thﬂughweprobabl)roughtlndcferjudgmcntmhuwtohwtﬂie
mdwluuﬁlwehawadamnnﬁmdﬂmkﬁlduf
ﬁon'hedumhmmwam.mdev:hp,thmhmaspedof&neques-
on tap!zea:shpumndimmﬁonematthisearlystageofour
ﬂmhng.ltuanastunishingfactthatﬂmampmcﬁcnﬂynosclwlms

o7 researchers in the fiedld of Jewish educati Obwiousl is i

- ’&ln

Vﬂymmuu,furhmmwehupetotminpmperpemmmely “;
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look at Jewish education reflexively if there are no experts to undex-
take these tasks? As long os the leadership of Jewish education &
administrative rather them scholarly by training and experience, the
problem of personnel will remain insoluble. I Jewish education is

discussed oply in terms of time, mosey, and space, or embedded in -

very people we need most to attract. We should, I believe, learn from
experience in the feld of Jewish studies at the university level, where
a few outstanding scholars have attracted & substaatial following and
are able to compete successfully for the allegiance of hright and tal-
ented Jewish students. This may prove to be the key to many other
malters.

It is my contenlion that the necessary discussion on the goals and
curricalum of the Jewish school conmot be undertaken by the present
leadership of Jewish education (though it should have a significant
role in the deliberation)® For this we will need the expertise of
scholars fn the Beld of Judaica as well 4s social sclentists, who must
semehow be induced 1o devate their academnic talent to the prohlems
of Jewish education. This is by no means & radical suggestion. The
petiern akrendy exists in general education, where great benefits are
being derived Eram the partuership of educators, subject-matter spe-
cidhm.andwdﬂsdmﬁsh.lfwecanremnwchpeopletot}e
education faculties of teacher-training schools and rabbinical semi-
naries, end if we can establish research institates,’® we will be well oo
sur way toward the desired restructuring of Jewish education in this
country. The challenge to effect woeded changes in Jewish education
should prove atiractive to young Jewish students who are looking for

wnystoioiusdwhmhipwilhuﬁmandmmmitmwtlf]qw{sﬁedg—_

cation would involve itself in character tralning, and seek to empha-
size the need for roots™ us well as involvement in the eontemporary
society, it would mdoubtedly sttect many talented young people to
ity professitmal ranks.

At this stagenlmthinkﬁ:gt}mislitﬂctobegzinedﬁm\mn:id—

'mknﬁhhﬁmmlmﬁnd&mdhmw&
Jewith educstion ar their predecessocs. They were forwed to devote their lives to
the building of the institotions we me mow Jaoking st redesively. It l douwbtinl
whether had other opti to them,

ey S T S e ot s

oducatinn,

mw].smmwwmanmum
Stater: A Memorandien o Policy,” Corservatine Judalym, Spomg 1064, pp. 1-14-
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ering the many other problemns of personnel. As I bave emphasized,
solutions will depend on answers to the priar questiony of philosophy,
corricafumn, end availahle resources. However, it §s important to note

that we are currently in the grip of rigid and uninagioative proce-

- dores. We tisin one kind of teacher for sll tasks, and trinfog racthods

are basically the same in all teachertreining fnstitutions, But cae
one teacher develop lmgaage shills as well as conduct sm inguiry
into the traditiona) texts? Should this zame person also be expected to
sexve as the model of relighons behavior ta be emulated by the stu-
dents? On the otiver hand, §s it necessary to have all tasks in the Jewish
school hindled only by greduates of teachen fustitutes? Csnnot
housewives, for instance, or college students, or even teen-agers be
tratoed to perform certein tasks? It may be that such people can do
betier at some tasks then the graduate teachers. ' '

The structare of Jewish educetion—that is, the argenization of the
schools and the relationship of the schools to each othex and to ather
comanmity oxganizations—will certainly nudergo changes as we begin
to ponder the basic issues. We might even conclude that the school, or
the school as currently conceived, is not the best place to obtain a
Jewish edocation, At say rate, we must avoid premature and merely
administmtive sggestions. One such suggestion that hay been ad-
vanced periodically, and that undoubtedly will resudace, is to combine
forces, to merge Conservative and Reform, and even perhaps Ortho-
dax, schools. According to this view, denaminationalism b the ogre of
Jewish education. But combining confused, tired, and uninspired
forces may not prove very useful More of the same is not always

better. Overarching structures or nentml organizational ansploss miay™

sérve t0 exse the financis] burden, but they cannot provide the requi-
sits inspiration. The isse of the structare of Jewish education is seri-
oas and ghould, therefore, not be viewed in stlely administrative
terms. Nox woold we be acting respansibly i we were to make our
soggestions based on extrapoletions from pest and present expesi-
ences, for neither has yielded satisfying reslix.

In conclusion, we may say that Jewish edncation can have a signif-
cant impact oo the future of Jewish life in the United States anly if it
is prepared to estshlish, throogh sexicus deliberstion, phitosophies of
educetion to guide the creation of new programs end practices. These
progranms mest be based on o sound analysis of both the reality and
the potential of Jewish life. To undertake these tasks, & new kind of
persmne! will bave 1o be recuited, from the ranks of Jewish scholar-
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ship aud the social sciences, to astume positions of leadership in Jew-
ish edncation. Their task will be to develop idess that will lospire : 11
talented Jewish stadeats, in tnrn, to consider & career in Jewish edoca-

tion, These new sources of energy zmst inevitably infuse new ideas
iﬂoﬂnanricnhn.tmchﬂ'uniﬁng,amlthumdedum:ni
itself. To scoomplich sl this will require large allocstions of fun . . . .
bdshﬂﬁedcnhpmmulhmmmﬂ'gmlbautﬂn . " klngmthe
funding agencics will at Yast be afforded the opportmity to base their Ikllsum Z\/la
lmmﬂﬂpmgﬁnmﬁldhﬂthnmdymmm

-  American Jewish Community

DANIEL J. ELAZAR

Environmental and Cultural F

THE CHARACTER OF AMERICAN JEWRY

American Jewry forma the largest Jewish commumity in Jewish bis-
b tory and, indeed, Is the largest aggregation of Jews ever located under
' ® single goveroment, with the possible exception of Czarist Bursia on
the eve of the mess migration Its major local communities are larger
than all but & handful of countrywide coromwmities i, the past.

The spread of Jews from the East Coast to the West Coast and from
the Fer North o the Deep South, despite the unevenness of the dis-
tributiom, hes given the Amesican Jewish commuenity major concen-
trations of popalstion at the farthest reaches of the country. More-
over, the density of Jewish population in the Northeast has been
decliming, at least cince the end of World War II. Califarda now has
more Jews thau any country in the world other than ths United States
itself, the Soviet Union, and Isreel Los Angeles, the second largest
Jocal Jewish commmmity in the world, has as many Jews a1 all of
France, which ranks as the country with the fourth largest jewish
populution. Shnple geogruphy sexves to reinfores all other tendencies
to disperse decision-making in the American Jewish community as in
Amesican society as & whale. It has proved dificult for any “central
office” to comirol countrywide operations in the United States regard-
less of who or what i involved.
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June 26, 1954

MEMO TO: CIJE Goals Seminar Participants
FROM: Daniel Pekarsky

We are writing to make sure that you have received the
materials we have sent out. By now you should have received:

1. a letter designed to orient you to the seminar,
accompanied by a pre-seminar written assignment.

2. a packet of readings illuminating the themes we will
be considering which you should begin reading in advance
of the seminar.

If you have not received these materials, please contact the
CIJE office as soon as possible.

We are also enclosing a somewhat less theoretical selection of
Dewey-writings, which some of you may choose to read as _an
alternative to the Dewey-selection found in the packet you have
received. Though less detailed and comprehensive, the enclosed
selection may prove an easier introduction to Dewey’s ideas.
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quently, the heginning and sequence of lopice i somewll
nrhilrnry I shall conmnence, however, with 1he okl fues-
tien of individual frecdom and socinl control
to the questions thai g‘?ﬁw'nmur;ﬁr{{ﬁf‘;} it

It is often well in considering cducatiom: prohlemns 1o
get a start by temporarily ignnring the school and thinking
of other human situations. [ take it that e one wonld
deny that the ordinary good citizen is as a0 maier of fact
subjcct to a great deal of <ocial controb and that 2 con-
siderable part of this control is not felt to involve restric-
tion of personal freedom. Even the theoretical amrchist,
whose philosophy commits him to the idea that state or
government control is an unmitipated evil, helicves that
with abolition of ihe political state othier forms of social
control wanld aopcrate: indeed, his opposition 1o povesn-
mental regulation springs from his belief that ofies
to him more normal modes of contral wontlt ope
abolition of the siate.

Without laking up this extreme position, let 6s nate
some examples ol social contral that opcrate in cveryilay
life, and then look for the principle underlying them. 1 ot
us begin with the young people themselves. Chilthen at
recess or after schoot play games, from tag and onc-old-
cat to bascball and fonthall. The amics involve rules, anl
these rules order_their conduct. The games dn not 0 on
haphazardly or by a suecessiom af improvisations, Withaut
rules there is no game. If disputes arisc these is an nmpite
to appeal to, or discussion and a kind of arhitiation are
means to a decision; otherwise the game is
comes to an end.

angl ss on

anil
tale wilh

braken up el

There are certain Fairly ebvious contralling features of
such situations to which T want 1o call aftesrion,
is that the rules are a part of the game. They are ol
outside of it. No rules, then no game;
a diflerent game,

I e fitst

different rules, then
As long as the game goes on with a

Soclal Control /7 K3

reasanihle smoothness, the players do not feel that they
arc submiting 10 external imlmsi(inn hat Ihf‘ll' lhcy are
playing the pame. In the second place an individual may
at times feel that a decision isn’t fair and he may cven
gel angry, Wit he is et ohjecting o a rute but to whal h‘c
claims s a violation of i1, 1o some one-sided and unlair
actinn, n the third place, the rules, and hence the con-
duet of the game, are Taitly standardized. There are rceog-
nized ways of counting onl, of selection of Yides, an well
as for |msilinns to be taken, movements to he mad?, ete,
These rules have the sanction of tradition and preccde_ﬁl.
Those playing the game have scen, perhaps, professional
matches and they want (0 cmulate their elders. An ele-
ment that is conventional is pretly strong. Usnally, s group
of youmgsicrs change the roles by which they play only
when the adult pranp 1o which they look for models have
themselves nude a change in the rules, while the ehange
made by the clders is at least supposed to (‘(‘ll"ldl-lcc to
making the game more skillfol or more interesting to
specintors, ‘

Newy, the peneral conclusion 1 wonld draw is that con-
trol of indivithial actions is cffected by the whole situation
in which indivitlnals are involved, i which they shate and
of which ihey are co-operalive nr interncting -pnlln. IFor
even in 1 competitive pome there §8 n ccrfnm kind of
pasticipation, of sharing in a common expericnce. Stated
the other way around, those who take part do not f'eel
that they are hossed by an imliuidnal. person o are heing
subjected fo the will of some oulside superior person.
When violent disputes do arise, it is usually on the nl'lcg.etl
gronid that the nmpire or some person on the other side
is being vnfair; in other words, lhat. i'n such [cases some
individual is trying to impose his individual will on some-
one else.

It may scem to be putting too heavy a load upon &

L ]
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single casc 1o argue that this instance illusirates the pen-
eral principle of social contral of individuais without 1he
violation of frecdom. But if the matter were followed ot
through a aumber of cases, 1 1hink (he conclusion tho
this particelar instance does iHostrate a genera) principle
would be justificd, Games are generally compefitive. If we
took instances of Co-operative activitics in which all mem-
bers of a group take part, as for cxample in well-orderee
tamily Tife in which there is mutual confidence, the point
would be even clearer. In all such cases it is not the wibi
or desire of any one person which establishies order but
the moving spirit of the wholc group. The contral is
social, but individunls are parls of a comnnmty, not onl-
side of jt,
I do not mean by this that there are ne occasions wpaon
which the anthority of, say, the parent docs no Itave to
intervene and excrcise Fairly dircet control. Bug |
that, in the firgt place, the number of these oce
slight in comparison with the numher of those
the control js excrciscd by sitn
Part. And what is cven more importang, the arthenity in
question when exerciscd in a well-regutated homschold or
other community group is not q manifestation of mercly
personal will; the parent or teacher exercises it as (he
representative anc agent of the interests of the group as
a whole. With respect to the first point, in a well-ordered
school the main reliance for control of this and that jnehi-
vidual is upon the activities earricd on and upon the
sitvations in whicl these activitics are maintained, I he
teacher reduces 1o n minimum (he oceasions in which he
or she has 10 exercise authority in a personal way. When
it is Necessary, in the second place, to speak and act
firmly, it is done in hehalf of the interest of the group,
not as an exhibition of Personal power, This makes the

do say
asions s
in which
aions in which all fake
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difference hetween action which s arbitrary and that
which is just and fair, .

Muoreover, it is not tieeessary that the difference should
be formudated in words, by cither teacher or the young,
in order 10 be fell in caperience. ‘The numher of cln!(!rcn
who do not fecl the difference (even if they crnnot articu-
late it and rednce it to an intelicctual principle) hel.ween
action that is motivated by personal power an(! desire tn
dictate and action that is fair, because in the interest of
all, is small. 1 should cven be willing to say that upon the
whole chiklren arc moare sensitive to the signs and symp-
toms of this difference than are adults, Childrens learn
the difference when playing with one another. 'I'hcy'nre
willing, often too willing if anything, to take suggestions
from one chitd and et him be a leader if his conduct n(lfls
to the expericnced value of whal they are doing, w!n!e.
they resent the atlempt at dictation. Then they often with-
deaw and when sasked why, say that it is becanse so-and-so
“is oy hoesy. .

Iy ot wish 1o refer to the taditional school in wiys
which <et up o carieature in fiew of a pictere, But 1 think
it is fair 1o say that one reasen the personal commands
of the teacher so often played an undue role and a reason
why the order which cxisted was so much a matter of
sheer abedience 10 the will of an adult was because the
situation almost forced it upen the teacher. The s::l}nol
was ol a grovup or community held together hy participa-
tion in common activities. Consequently, the normal,
proper comnditions of comtrol were tacking, Their nlvscn'ce
was male up for, and to a cmlsitlcrah.lc extent had 1o be
niade up for, by the direct intervention of lhe.: tencher,
who, as the saying went, “kept order.” He kept it lu:caufe
order was in the teacher's keeping, instead of residing in
the shared work being done.,
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The conelusion is that in what are called the new
schools, the primary sonrce of social control resides in
the very nature of the work done as a social cnferprice
in which all individuals hiave an opporfty o contrilatie
and to whicle all feel a responsibility. Most ehildien are
naturally “sociable,” Jsolation I8 even mwore iksome to
them than to aduits, A pennine conmvuunity fife has jts
ground in this mtaral sociability. But conmmmity life dues
not organize itsell in an enduring way purcly spotHane-
ously. It requires thought and planning nhcmlﬂ!he odi-
cator is responsible for a knnwlr(!gc of individuals and
for a knowledge of subject-matter that will cnable activi-
ties to be selected which Tend themselves o sacind on pani-
zation, an organization in which aill individuals have an
apportunity (o contribule somcihing, and v whiel the
activitics in which alf participate are the cicf cartier of
control,

I ant not romantie enough about the young to suppose
that every pupil will respand or that any child of normaily
strong impulses will respond on cvery accasion, Theie arc
likc]y to be some who, when they come to school, are
already victims of injurious conditions outside of the
schoal and who have become so passive and noduly doeile
that they fail to contiihiute, There will be ofhers whi,
because of previous cxpericnee, are bumpiious and unruly
and perhaps downright rebeflious, Bt it is ecrtain that
the peneral principle of social control cannnt be predicated
upon such cases. H is alse true that no genctid ule i
be taid down for deasting with such cases, The teacher has
to deal with thom imlividnnlly. Thcy fall inip pencral
ctasses, but ne two are exaclly alike, The edtunearor hag o
t|_iscnvcr ns hest he or she can the canses for the reeal-
citrant :-miludcs. He or she cannot, if the cducational
process is to go on, make it a guestion of pitting one will
agatust another in order to see which is strongest, nor yet

Sncinl Contral /7 K7

allow the unruly and non-paticipating prpils to stand
permanenily in the way of the cducative aclivities of nthlm.
Exclusion perhaps is the oaly available measure at a given
joncture, it it is ne solufion. For it may strenpthen the
very causes which have bronght ahont the undesirable
anli-social attiude, such as desite for atlention or fo
show oll,

Exceptions rincly prove a rile or pive a clew in what
the rule shonld be, 1 wauld uot, therefore, altach foo
much importance to these exceptional cases, although it
is ttue at present that progressive schools are likely often
1o have more than iheir Tair share of theee cases, since
parenis may send children o stich schoola as a last resort.
T dov net think weakness in control when it is found in
prapressive selools arises in vy event from these excep-
tionat cases. I is much iore tkely to arise from failure
to arrange in advance for the bisl of work (by which I
mean all kinds al activities engaged in) which will create
situntions that of themscives tend (o exercise contiol over
what this, that, amd the othier pupil does and how he does
it. This failnre most ofien goes back o lack of sufficiently
thovghifel planning in advance, The canses for such inck
ate varicd, The one which is prewfiarly important to men-
tion in this connection is the idea that such advance
planning is unnecessary aud cven that it is inherently hos-
tile to the kepitimate freednm of those being instrucicd,

Now, of cotrse, it is guite porsible to have preparatory
planning by the teacher done in such a tlgid and intel-
lectually inflexible fashion that it does result in adult
impaosition, which is none the less external becanse exe-
cited with tact and the semblance of respect Tor individual
freedom. But this kind of planning does not follow in-
hercntly from the principle involved. T do nnt know what
the greater maturify of the teacher and the teacher’s greater
knowledge of the world, of subject-matters and of indi-
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viduals, is for unless the teacher can arrange conditions
that are conducive lo communily aclivity and to organiza-
tion which excrciscs contral aver individual impulses by
the mere fact that all are engaged in communal rojects,
Because the kind of advance plamning herctolme rngngﬂd
in has been g0 routing as fo leave little room for the (ree
play of individual thinking or for conttibutions duc lo
distinctive fnelividhual cxpericnee, it does not follow that
all planning must be rejecled. On the contrary. there is
incumbent uponr the cducator the duty of instiiuling a
much more intelligent, and consequently morve difficult,
kind of planning. He mst survey fhe capacitics and necds
of the particular set of individuals with whom he is deating
and must at the same time arrange the comlitions which
provide the sibject-maficr or contenf for experiences that
satisfy these nceds and develop these capacities. The
planning must be fexible enough to permit free play for
individuality of experience and yet fitm enough o give
di‘n‘:r‘;iinn fowards continuous development of power,
The present occasion is a suilable one to say something
about the province and oflice of the teacher. “Fhe prin-
ciple that <evelopment of ex pericnce comes ahout through
inferaction means that edneation is essentinlly a sacial
process. ‘This quality is realized in the depgree in which
individuals form a community group. Itis absind to ex-
clude the teacher from membership in the group. As the
most mature member of the gronp he has a pecufiar
responsihility for the conduct of the interactions and inter-
communications which arc the very life of the gronp as a
community, That chitdren are individwals whose frecdom
should be respected while the more mature person shodd
have no frecdom ag an individual = an jdea too absurd
to requirc rcfutation. The tendency to exclude the teacher
from a positive and leading share in the direction of the
activitics of the community of which he is a member is
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anothier instance of reaction from one extreme 1o anather.
When pupils were a class rather than a sociab proup, the
teacher necessarily acted Imgvly from the oulsitde, not as
a dircctor of processes of exchange in which all hiad o
sharc. When cducation is hwased upon expericnee anl
editcative expericnee is seen Ia e a social process, thre
sitwation clumpes cadicatty The tencher Joses the position
of external hoss or dictzor Bt takes on that of leader of
graup aclivitics.

In discussing the conduet of games as an cxamiple of
notmal social control, eference was madle to the presence
of a siandmdized conventional Factor. The ronmterpord (_J
this Tactm in gehool Tile is Famed in the gurestion of man-
nery, especially of pood mamners in the nemifesiations of
pditeness and comtesy. The mare we kiow abont cus-
toms in dillerent parts of the world at diffcrent times in
the histary of mankind, the more we learn how much
manuers differ from place to place and tlime to tine. This
fact praves that there is A tarpe conventional facto in-
volvedl. lut there is no pgroup al any time or plare which
does vl liave some coede of manners ag, for rxnmplc‘ with
resprel 1o proper ways of grecting other prisons. The
paticnlar Ton o convention ftakes has nothing lixed and
abselute abont i, Bl the existence of some form of con-
vendinn is not itsell & convenion. 1L is a nniform atlendant
al all sacial relationships. At the very least, il is the oil
which jrevents or reshirces friction.

I is possible, of course, for these social furins (0 he-
come, as we sy, “mete foemalilies.” 'I'hcy may become
merely omward show with no meaning hehingd then, Bt
the avoikitiee of empty titnalistic fooms of sowial inler-
comse tloex not mean the rejection of every fermal ele-
ment. 11 rather indicates the need for development of farms
of inteseannise that are inheremtly appropriate to social
sitiations, Visitors fo some progressive schools arc shocked
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by the bk of manneis they come ac
the sitwation betier is aware that (o some cxtent their

absence is due to the cager inlerest of

chiliien 1 PO an
with what (he

y aie doing. In their cagerness they may, for
example, bump into each other and info visilins with no
word o apology. One night say that this condition s
better than a display of merely external punctilio accom-
panying intellectual and emaotional ek of imerest in school
work. [Vt it also represents a failme in education, a1 faiture
o learn one of the most importinl Jessons of life, that of
il accommaodation and adaptation, Bdng:

Mion is poing
ol in a one-sided way, for atlitudes

amd leabits e jn
(rocess of formation that stand in (he wity ol the Intine
tearning that springs Iom casy sl 1eady contiet mnd com-
snication with othier s,

rems, One who Xnows |

Chapter 7

Progressive Organization
of Subject-Matter

ALLUSINN 1As been made in passing a number of times to
clijective conditions involved in experience amd to their
lonetion in promoting or failing to promote the ensichicd
growth of funther expericace. By implication, these objec-
tive conditions, whether tose of observation, of menuny,
ol information procired Trom athers, or of imagination,
lorve been identificd with the stbject-matter of study and
leanning; an, spreatkings more peerally, with the stl of the
cohese of study . Nothing, hawever, has heen saied explicilly
so L abont subject mantenr as such, 'Thai topic wilt now
be discussed One consideontion stands mul clearly when
cducation is conceived i lerms of experience. Anything
whicl tan he called « stuly, whether arithinetic, histony,
geepnaphiy, o one ol e wateal sclenees, must be desfved
from matcrials which at lhe owset fall within the scope
ol orclinary life expedience. T this respect the newer edu-
catbon conteasts sharply with procedures whicl start witly
facts and traths that e putside the range of the experi-
ence of those taupht, and which, therefore, hiave the prob-
ler of discavering ways aml means of bringing then
within cxpericnce, Undoubstedly one chicl cause for he
great suecess of newer methaods in ensly clementary edu-
cition s been its observance of the contraty principle.

Bt findding the material fos lem ning within experience
is only the fust step. ‘The next step is the progressive
development of what is already experienced into a fuller
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and richer and also more organized form

grachaily approximates (ha in
presentied to the skilled, m
is possible without departis

y @ Torm ihot
which sehjeet-marnier ig
ature person, That this change

1g from the organic connection
of education with expericnce s shown by the fact that

this change takes place outside of the school and
from formal cducation, The infant, for example, beging
with an enviropment of ohjecis that is very resiricted i
Space and time. That environment steadily expanes hy
the momentum ithercnt in Cxperience itself withont i
from scholastic instruction. As the infant learns to reach,
creep, walk, and talk, the intrinsic subject-maticr of its
experience widens amd deepens. 1t cotnes into comncction
with new objects and evenis which eall oot new pivvers,
while the excrcise of these pirwers refines and enlarpes
the content of jis cxpericnce, Life-space and Tife-dueions
are expanded. The envitonment, the workl of o
constanlly grows larger and
educator who reccives the ¢l

apart

xprricnee,
+ 80 to speak, thicker. "The
1ild at the cnd of this period
has to find ways for doing consciously and deliberately
what “naturc” accomplisites in the carlicr years,

It is hardly frecessary to insist upon the first of the (wo
conditions which have heen specified. 11 js a ¢

cept of the newer school of cducation tha
of instruction sh

Already bave; th
have been devel

ardinal Juc-

t the heginning
all be made with the expericnee learners

At this experience and the capacilics that
_ oped during its course provide the starting
point for all further learning, 1 am not so sure that the
other condition, that of orderly dcvelﬂpmcnl toward ex-
pansion and organization of subject-matter throngh prowth
of experience, receives ag much attention. Yet the prin-
ciple of continity of cducative experic
cqual thought and attention be given
aspect of the edueational problem.
of the problem is more difficult th

nce requires that
o solition of thig
Un(lnuhfcdly this phase
an ihe other. Those who
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deal with the pre-school child, with the kindergarten rlnh|l,
and with the hoy and gith of the oaly primary yems do
nat have much difficulty in determining the range 'nf p.:lst
experience ar in finding acliw:ities that connect in rv:tl:l
ways with it. With olfer children both Factors o "
problem offer increased difficulties to the edncatf\r. tis
harder 10 find oul the background of the expcnenc? of
individuals and harder to find out just how the subject-
matiess aheady contained in that expericnce sh:\lll he
directed s0 as Lo Icad out to larger and better organized
Is. n 1]
BCI;I is a mistake to supposc (hat the p.l’II"IClplc ‘ul' the
leading on of cxperience 1o snnm!hi.ng diflcrent 18 a(le.-
quately salishied simply by piviep !mplls gOMe New “l""”;
cnees any nue than it is by Ft‘.(‘lﬂg to il. that I.h(‘.)' ;'w'
preater skill and case in dealing with ”n.ngs with which
they swe shieady Damitiae, 10 i nlso essentinl that the m‘u;
objects and cvents be related intcllectually to those o
carlier cxpericnees, and this means that there he some
advance madc in conscinus artienlation of frcts and idens.
1t thus becomes the office of the cdncalnr. o select those
{hings within the ranpe of cxisting expericnce ﬂmllllmve
the pramise and potetiality of presenting new |mn'(‘|'ns
which by stimulating new ways of observation nnd judg-
ment will expand the area of irther experience. He must
canstantly regard what is already won not 'as a fixcd pf)s-
session hut as an agency and instrumentafity I'.nr‘ opening
new fields which make new demands upon existing p?w-
ers of abscrvation and of infcitigent vse of memory. Con-
necledness in growth musl be his constant watchword.
The cduentor more than the member of nny oiher !17(1-
fessinn is concetned 1o have a long look ahead, The
phvsicinn may feel his job done when he has l:cslr]red n
pn;icnl to healih, Tle has 1mdnnhlcdly. 1I|e. r':hllgnlmn of
advising him how to live so as 10 avoeid similar {roubley
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in the future, But, afer all, the conduct of hie life is hig
Own affair, pey the physici;m‘s; and whag jq More impnrlnnt
for the Present poimt js that as far as the Physician docs
occupy himselr wigp instritction and advice ag 1 the futine

his patient he ¢ functiog of an

ome complicatinn

S heyond (he case

cator. The ey

work jg obliged 1o see his
at it accomplishes, o fails

to Accomplish, 10se objects are linked wigl

those of the present,
Here, again, the problein

is more difficuis fhan for
&chool. The |

SIS 100 him beyond 1he limits

in the traditiona school, ho comld confeny
thinking of the next eXaMination petiod o

conld CRYISApC (he

ithin the featice menyg

innally existed, There

acher wha linksg eication LI |

A more seringg md a hareder

must be aware of the potentialitics f,r lead-

$ IMo new fielgs which belong to CXperienceg

already had, ang muist dge as hig Cliteriog

for sefection ap of the conditions thay infli-
present CXpcrience,

ause the studies of ¢,

of stibject-marier that w
basis of the judgmen
for the young somes
learneq was settled u
of the learney, In co

¢ traditionn) rchon) CoOnsisted
A3 seleeted ang ananged on (he
tof adults ag o what wonlg be useruj
e in the ture, the Material 19 pe
o outside the jrresent life—czpcricncc
scquence, it hag to do with (e past;
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it wos sueh ag hyd roved neelul to men jn past ngt::.wr.l‘{
reaclion (o an uppnsite extreme, as unforitunate ns‘ |I m;-l,
probahly natugal unider the (.‘ilL‘IIIl'NM!'ICE"R, the somng “.nlt
thai ctlimnlinn should derive ifs materials from Ir::;."‘e
expericace amd should enable the learner 1o cope wi he
! fitme has often been con
problems of the prresent ang ! e 1o » very
verled into the iden that progressive schools can ey
large cxtent ignore (he past. 'II' the present cm(ljl( e ;'.'he
off from the past, this conclusion would be sound. [ the
achicvements of (he past provide the only rnean.n at F“ |
mancd for undcrslnmling the present. Just as the individy n'
has to draw in memery wpor his own past to nfulcr::nm
the conditiong in which he imlivi:lu:tll).r ﬁlt(‘s Imn:«' ."s;:
the issues g Jrtoblems of present social life are in : ,;q
imtimate and dis et comncetion with '.hc past thal s!l;t'(‘ ";
Mt be prepared 1o midersiangd mlh.cr these Ipl"(l ‘F";,
or the hes way of dealing with them without de ving 1;1‘Ie
their ronis iy the st In other wnr(l,::. the souwnd pru:c; ;"q
that the objeclives of learning are in ll‘n- futire : ¢ '"._
immedinge materinls are iy present experience can '1c cf .
tied into effec only in the degree tha present e:penmccf%s
stretehed, ac were, hackwnad, ) onn ::-xlmml Inter the
Matnre only as iy s also enlarged to take in -lhe pas:. N
IT time bermitted, discussion of the |:m||llc:.l| and ec
nomic jssues which the present gcneralmp will be com-
pelled to Face in the fitore would render (his gencral state-
ment definiie ay) Concrete. T he natore of the ISsues cannaot
he undesstosed ve a5 we know how they came nlnmfl.
The inatitutiong el enstoms that exist !n the prcsnrli nmt
that pive tixe 1o preseml social ills nnd.(hslncatmps crlui no
arise overnight, They have a long history h_chmd :,W“'L
Attempt to deal wirly them simply on the b.ams of what 1.:
obvious in the present is hound (o result .II‘I adoplion In
Sperfcial measures which in the end “.ull only rcflucr
existing prohlems more acwte and more difficul to solve,
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Policies framed simply wpon the grounid of knowledpe of
the present cut off from the past is the C(Illlllt‘ll'l:ll"l of
heedless c:!rc!t:ssncss in individual conduct. The way out
f)l' scholastic systems that made the past an end in itsell
is to 'makc acquaintance with the past a means of mder-
standing the present. Uniil this prablem is worked ot
the present clash of cducational ileas and praclices wiIE
cm.llmuc, On the onc hand, there will be reactionarics (hat
:‘:lalm that the main, il not the sole, business of educaiion
15 transmission of the cultural heritage. On the other hand
there will be those who hald that we should ignore llu:
past and deal only with the present and future,

Th.at up to the present time the weakest point in pro-
gressive schonls is in the maticr of sclection and organiza-
tion of intellectual subject-matter is, 1 think, incvitable
nder the circumstances, It is as incvitable as it i tipht
nn.d proper that they should break lovse from the cut and
t!rled material which formed the staple of the old educa-
tion, !n addition, the fickl of cxpericnce is very widc and
it varies in its contents from place to place and from time
to time. A single course of studies for nll progressive
schools is out of the question; it wonld mean abandoning
the fundamental principle of connection with lifc-cxpreri-
ences. Moreover, progressive schools are new. They have
had bXrdly more than a generation in which to develop,
A certain amount of uncertainty and of laxity in choice
and organization of stubject-matier is, therefore, what was
to be expected. It is no ground for fundamental criticism
or complaint.

It is a ground for legitimate criticism, however, when
the ongoaing movement of progressive education fails to
recognize that the probicn of sclection and organizalion
of suhji‘:ct-malter for study and learning is fundamental,
Improvisation that takes advantage of special occasions
prevents teaching and learning from being stereotypcd and
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dead. But the hasic material of study cannot be picked up
in a citsory manner. Oveasions which are nnt and cannnt
be forcseen are bound (o mise wherever Ihere is indel-
lectual freedom, “Thiey shonld be uttlized. Bul thcre i a
decided dilference between ncing them in the developament
of a eantinuing line of activity and trosting to them to
provide the chief maerind of learning,
Unless o given cxperience feads ont inlo n field previ-
ously unfamiliar no problems arisz, while problems are
the stimulus to thinking. ‘That thz conditions found in
present experience should be need s sources of problems
is n characterictic which differentiales education based
upon expericnce from traditional edueation. For in the
lalter, prablems were sct from owtside. Nonetheless, growtb
tlopcmh upon the JHescner ol ctillie nhy o he overcoune by
the cxercise of inteHigence, Onee more, it is part of the
cduenlon's rt‘:lmn‘;ihilily tey e tqunliy to two things:
First, that the problem grows ol of the conditions ol the
experience being had in the present, and that it is within
the ranpe of the capacity of stidents; and, sccondly, that
it is stich that it aronses in the ferrer an aclive quest for
information and for moduction of new ideas, 'The new
facts sl new ideas thus abiained beeome the grnmul for
furilier exporicnces in which new problems are prescntotl.
The process is o continnons gpival. ‘Fhe incseapable kink-
age of the present wilh the past is a principle whose appli-
cation is not reshiicted to a stdy of history, Take natural
scicnce, for cxample. Contemporary social life is what it
is in very large measure hecause of the resulis of npplica—
tion of physical science. The cxperience of every child
and youth, in the country amd the city, is what it is in its
present actuality hecause of applinnces which utilize clec-
tricity, heat, and chemical processes. A child does nol eat
a mcal that docs not involve in ils preparation and assim-
ilation chemical and physiological principles. He does not
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read .by a‘rtiﬁcial fight or take a ride in a motor car or on
a lrain without coming inley contact with aperaliong '|:1I
prncc.sscs which science has engendered, o
I-l i a sound educational principle that students should
!m uTlroduced to scientific subject-matter and be in.ilinlc-d
mlt:: its fact-s ar.ul laws throngh acquaintance with cveryday
!:'r:gr:lwzlfrll;i?:'t:ltons. Adherence to this method is not only
e ™ .l - avenne to inderstanding of science ifself
. 8 “]c popils grow more mature it is also the surest
pr;:?h::n; ‘;r nr:-(t:::rsllnmlii'lg of the cconomic and industrial
proviem present socicty. Fm: they are the prodncis ta
d“ct'y arge extent o[. the application of science in pro-
Wh“;m:hear;;]uec:;smhulmn of commodities and services,
et tat ”prnccsses are l'he most important factor
o g the present rc!nlu*:ns of himan beings and
Eroups to onc another. Tt is absurd, then, to arpne
glml. processes similar to those studied in lnlmml‘mioq fnl
;:slrll.llcs of rescarch are not a part of the dniljl l'ift:.-
thge;z;t;eo(;fegw young and hence de not come within
e ca"ml:caht;n baa:.ed upon experience. That the
. wry in ot 'slu ¥ scientific facis and principles in
saying. Dut (i rm:lu.re cxperts study tI:cm goes withaut
i respomib;m acr, mst.eml of exempting the educator
oo 1€ ma, rady lll'!r using present expericnces so that
e tg E, ually be led, ll.!rmfgh extraction of facis
i ,Pmb'egcnence of a scientific order, scts vne of
For if it is 1 . isti
s widle ;l:; that existing expericnce in detail and
o sl ﬁm. m:: is what it is hceause l:If the application
o gm,“ls ;";d w,::flccsscs of production aml distribu-
P Sy ¢ services, .'.md then (o the 1etations which
Es suslam socially to one anather, it i3 im-

0551 i

F ble l.o obtain an mu!crsmn(ling of present social

orces (withomt which they ea b

rected) mot y -¢Ill"lﬂl e mastcred and di-
part Irom an education which leads learners into
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knowledpe of the very same facts and principles which in
their final orpanization constitiie the scienees. Nor dacs
the importance of the principle that Jearncrs should be
led tn acquainiance wilh scicntific subject-matter cease
with the insight thercby given into present soeial issues.
The methods of science also point the way to the measures
and poficics by means of which n hetler rocial order can
be brought inta cxistence, ‘Yhe npplications of science
which have producesd in large measure the socinl condi-
tians which now exist do not cxhaust the possible ficld of
their application. For so far science has been applied more
or less caspally and under the influence of ends, such as
private advantage and power, which are a heritage from
the institutions of a prescientific age.
We are told almost daily and from many sources that
il is impnssihlc for human beings to dircel their common
life intclligently. We are tokl, on one hand, that the
complezity of human relations, dnmestic and international,
and on the ofier hand, the fact that human beings are so
largely creaturcs of cmotion and habit, make impossible
large-seale social planning, and dircction hy imclligence.
This view would be more credible it any systematic efort,
heginning with carly education and carried on through the
eontinuous study and lcarning of the young, had ever heen
undertaken with a view to making the method of intefli-
pence, exemplificd in science, supreme in education. There
is nothing in the inherent natire of habit that prevents
intelligent method from beecoming itselt  habitual; and
there is nothing in the natnre of cmation to prevent
the development of intense emotional afleginnce lo he

method,
The case of scicnee is here employed as an illustration

of progressive sclection of subject-malter resident in pres-
ent experience towards organization: an organization which
is free, not calernally imposcd, because it is in accord
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with the growth of cxperience itscll. The wtikization of
subject-matter found in the present life-cxpericnee of the
fearner towards science is perhaps the best illustration that
can be found of the basic principle of using cxisting cx-
pcricnce as the means of carrying learners on (o a wider,
more refined, and betier organized environing world, phys-
ical and human, than is found in the cxpericnces from
which educative growih scts out. Hoghen'’s recenl work,
Matliematics for the Million, shows how mathematics, if
it is treated as a mirror of civilization and as a main
agency in ils progress, can coniribute to the desited poal
as surely as can the physical sciences. The underlying ideal
in any case is that of progressive organization of konowl-
cdge. Bt is with rcference to organization of knowlcdge
that we arc likely to find Either-Or philosophics muost
acutely active. In priclice, if not in so many words, it is
often held that since traditional education rested upon a
conception of organization of knowledge thal was almost
completely contemptuous of living present expericnce,
therefore education based upon living experience shoufd
be contemptious of the organization of facts and ideas,
When a moment ago I called this organization an jdeal,
I meant, on the negative side, that the cducator camiot
start with knowledge already organized and proceci to
ladle it out in doses. But as an idecal the active process of
organizing facts and ideas is an ever-present educational
process. No experience is educalive that docs not tend
Polh to knowledge of more facts and enlertaining of more
ideas and to a better, a more orderly, arrangement of
them. It is not true that organization is a principle foreipn
{0 experience. Otherwise cxperience wonld be so dispersive
as 1o be chaotic. The expericnce of young children centers
about persons and the home. Disturbance of the normal
order of relationships in the family is n

of ow known by
psychiatrists to be a fertile source of |

ater mental and
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emational oubles  a Tact which testifics 1o the realily of
this kit of organization. One of the preat advances in
carly school education, in the kindergarten and carly
gradces, is that it preserves the social and human center of
the organization of expericncee, insfeard of the older violent
shift of the cenler of gravity. But ane of the ountslanding
problems of edueation, as of music, is madulation. Tn the
case of cducalion, modulation meang movenient from a
social and haman center toward a more objective intellec-
lual scheme of o1ganization, always bearing in mind, how-
ever, Lhat intellectual organization is not an end i itself
but is the means by which social relations, distinctively
hmman tics and bonds, may be understood and more in-
telligently nrdered.

When cdueation is bazed in heary and practice wpon
cxperience, it pors without saying that the organized
subject-matler of the adult and the speciafist cannot pro-
vide the slarting point. Nevertheless, it represents the goal
loward which education should continuously move. it is
lrardly necessary (o say that one of the most fundamental
principlea of the scientific organization of knowledge is
the principle of canse-and-cfeet, The way in which this
principle is prasped and Tormnlated by the scicntific spe-
cinlist is certainly very different from the way In which
it can be approached in the cxperience of the yonng, Bt
neither (e relation nor prasp of its meaning is forcign to
the cxpericace of cven (he young child. When a child two
or three years of age learns not to approach a Aame too
closely and yrt lo draw near cnnngh a stove to pet its
warmith he is prasping and using the causal relation, 'There
is no indcllipent activily that docg ot conform {a the
requirements of the relation, and it is intelligent in the
degree in which i is not only conforned 1o but conscionsly
horne in mind,

In the carlicr forms of experience the causal refation
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docs not offer itsell in the abstenet but in the Torm of 1
relation of means employed (o ends  attained; of the
relation of means and consequences. Growth in judgment
and understanding is essentially growth in ability to form
purposes and to selcct and arrange means for their real-
ization. The most elementary expericnces of the young e
filled with cases of the means-conscqgiience refation. There
is not a meal cooked nor a sowrce of illumination cm-
ployed that does not exemplify this relation. The trouble
with education is not the absence of situations in which
the causal relation is exemplified in the retation of means
and consequences. Failure to wiilize the situations so as
to lcad the learncr on to grasp the relation in the given
cases of expericnce is, however, only foo common, The
logician gives the names “analysis and symthesis™ to ihe
operations hy which means are selceted and orpanized in
rciation to a purpose,

This principle determines the ullimate Foundation for
the utilization of activities in school. Nothing can be morc
ahsurd educationally than to make a plea for a varicty
of active occrpations in the school while decrying the need
for progressive organization of information and ideas, In-
telligent activity is distinguished from aimless activity by
the Fact that it involves selcetion of means. —~analysis— out
of the varicty of conditions that are present, and their ar-
rangement—synthesis—to reach an intended aint or pur-
pose. That the more immature the learner is, the simpler
must be the ends held in view and (he more rudimentary
the means employed, is obvious. Bul the principle of or-
ganization of activity in terms of some pereeption of the
relation of conscquences to means applics even with the
very young. Otherwise an activity ccases to be alucative
because it is blind. With increased maturity, the problem
of interrclation of means becomes more urgent. In the
degree in which intelligent observation is transferred from
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the relation of means to ends to the more complex gqnes-
tion of the relstion af means (o one another, the idea of
cause and effect becomes prominent and explicit. The
final justification of shops, kitchens, and so on in the
school is not just that they afford opportunity for aclivity,
but that they provide opportunity lor the kind of activity
or for the acquisilion of mechanical gkills which leads
stndents to attend ta the relation of meana amd ends, and
then 1o consideration of the way things interact with one
another to praduce definite cffcets. Tt is the rame in prin-
ciple as the ground for lahoratories in scientific rescarch.

Unless the problem of intellectual organization can be
worked out on the ground of expericnce, reaction is sure
to oceur toward cxternaily imposed methods of organiza-
tion. "There are signs of thiz reaction already in evidence.
We are Inld that our schonls, old and new, are failing in
the main task. They do not develop, it is said, the capacity
for critical discrimination and the ability to reason. The
ahility to think is smothered, we are told, by accunulalion
of miscellancons ill-digested information, and by the at-
tempt 1o acquiire forms of skill which will he immediately
useful in the bosiness and commercial world, We are fold
that these evils spring from the influence of scicnice And
from the magnilication of picsent reqoirements at lh.c
cxpense of the tested cultural heritage from the pns.t. Tt is
argied that science and its melliod must be sulmn!m::lcd;
that we must return to the logic of uitimate first prltlclpI?s
expressed in the logic of Aristotle and St. Thm.nas, in
order that the young may have rure anchorage in their
intddlectual and toral Jife, and not be at the mercy of
every passing hreeze that blows.

If the method of science had ever heen congistentty and
continuously applied thronghout the day-by-day work of
the school in all subjects, 1 shonld be more impressed by
this emotional appeal than I am. 1 see at bottom but two
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allernalives between which education must chonse if it is
not to drift aimlessly. Onc of them is cxpressed by the
aftempt to indiice educators to return to the intellectual
methods and ideals that arose centuries before scientilic
mcthod was developed. The appeal may be temporarily
successful in a perind when gencral insecurity, emotional
and intellectual as well as cconomic, is rife. For under
these conditions the desire to lean on fixed authe ity i<
active, Nevertheless, it is so oul of touch with all the
conditions of modern lifc that | belicve il s flly (0 xeek
salvation in this direction, ‘The otber alternative is Sys-
tematic utilization of scientific method as the pattern and
ideal of inteltigent exploration and exploitation of the
potentialities inherent in expericnce.

The problem involved comes home with prewliar foree
to progressive schools, Failure to give constant attention
to development of the intcllectual content of cxpericnees
mnd to obtain ever-inereasing organization of (acts amd
ideas may in the end merely strengthen the tendency
toward a reactionary return to intellectual and moral a-
thoritarianism. The present is not the time nor place for
a disquisition upon scientific metheed. ot certain featnres
ol it are 5o closely cannecled with any cducational scheme
based upon expericnce that they shoukl he noted.

In the first place, the experimental method of science
attaches more importance, not less, to ideas as ideas than
do other methods. Thcre is no such thing as experiment in
fhc scientific sense unless action is dirccted by sotne Tead-
ing idea. The fact that the ideas employed are hypotheses,
not final truths, is the reason why idcas are mnre jealously
gvarded and tested in scicnce 1han anywhcre else. The
moment they arc taken to be first truths in themselves
there ceascs to be any reason for scrupulous examination
f)l' them. As fixed truths they must he accepted and 1hat
is the end of the matter. But as hypotheses, they must be
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conlinunusly tested and revised, a requirement that de-
mands (hey be accuralely formulated.

tn the sceond place, ideas or hypothieses are tested by
the consequences which they produce when they nre acted
upon. This fact means thal the consequences of actinn
must be carefolly and discriminatingly observed. Activity
that is not checked by ohscrvation of what {ollows (rom
it may be temporarily enjoyed. But inteflectually it feads
nowhere. T dues not provide knnwledge about the sitn-
ations in which action ocones nor does it lead 1o clarifi-
cation and cxpansion of ideas.

In the third place, the method of intcllipence manifesied
in the experimenial method demands keeping track of
ideas, activities, and observed consequences. Keeping
frack iz a malter of reflcclive review and summnrizing, in
whicl there ix hoth dicerimination and tecord of the
sippificant features of n developing experienes, To refleed
is to fook hack over what hias heen done 50 /s to extract
the net meanings which are the capital stack for intelli-
gent dealing with Turther experiences. I is the heart of
intcllectual orpanization and of the disciptined mind.

I have heen forced (o speak in peneral and often ab-
stract languapge. But what has been tnid s organically
connected with the requirement that experiences In order
to be cducative must fcad ont into an expanding worlkd
of sibject-maticr, a subject-matier of facls or information
and of ideas. This condition is satisfied only as the edu-
calor vicws teaching and learning a3 a continuous process
of reconstruction of experience. This condition in turn
can he satisficd only as the cducator has a long look ahead,
and vicws cvery present expericnce as a maving force in
influcncing what future exprricnces will he. T am awarc
that the emphasis [ have placed vpon scientific methexd
may he misleading, for it may result only in calling up the
special technique of laboratory rescarch as that iz conduc-
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led by specialists, Bot the meaning of the emphasis places
upon scicnlific methad has litlle to do with specializesd
technignes. It means that scientific methoct is the only
authentic means at our command for petting a1 the sig-
nificance of our everyday csperiences of the wold in
which we live. It nicans that scientific methnd provides
a working pallern of the way in which and the conditions
under which experiences are nsed to lead ever onwind
and outward. Adaptation of the methad to individuals
of various degrecs of maturily is a problem for the cdu-
cator, and the constant faclors in the problem are the
formation of ideas, acting upon ideas, observation of the
conditions which result, and organization of [acts and
ideas for Miture vse, Neither the ideas, nor the activitics,
nor the observations, nor the organization are the same
for a person six years old as they are for onc (welve or
eighteen years old, to say nothing of the adult scientis!.
But at every level there is an expamling development of
experience if experience is educative in effect. Conse-
quently, whatever the level of expericner, we have no
choice but either to operale in accord with (he paticin
it provides or cisc to neglect the place of intelligence in

the development amd conttol of a living and  moving
expericnce.



























