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FOREWORD

The search for radical alternatives to traditional schooling has a long
history stretching back to the early 19th Century. Many would agree
that, iust as during the industrial revolution, we are faced today with
a similar crisis in tbrms of the pmblems of social change, inequality and
injustice and a similar need to assess the role of education in the pmcess
of social change.

This booklet provides an excellent overview of the nature and
purpose of our traditional educational system. It stresses the
weaknesses of the latter in terms of the pmblems and difficulties facing
men and women in the latter end of the 20th Century and the need to
educate the general population to participate in their world, to shape
it to their own ends and designs. It goes further, offering the readers
an alternative view of the character of men and women and the role
education could play in fostering such a new peaceful, creative,
participatory vieu of human nature. All successful education
movements have started with some conception of the character of men
and women and the sort of society that would help to create and sustain
it, This booklet is in that tradition and it is a challenge to all those
interested or involved in the search for alternative educational
institutions.

TOM LOVETT
Professor of Community Education

Universitv of Ulster

( i i )



Do youknow what this means - what anextraordinarything
it would be to create an atmosphere in which there is no fear?
And we must create it, because we see that the world is
caught up in endless wars; it is guided bV politicians who arc
always seekingpower, it is a world of lawyers, policemen and
soldiers, of ambitious men and women all wanting Fosition
and all fighting each other to get it. Then there are the so
called saints, the religious gurus with their followers; and
they all want powe4 position, here or in the next life. It is a
mad world, completely confused, in which the comrnunist is
fighting the capitalist, the socialist is resisting both, and
everybody is against everybody, struggling to afrive at a safe
plaqet a position of power or comfort. The world is torn fu
conflicting beliefs, by caste and class distinctions, by
separative nationalities, by every form of stupidity and
cruelty * and this is the world you are being edu-cated to fit
into. You ane encouraged to fit into the frameumk of this
disastrous socjety; your parents want you to do that, and you
also want to do it.

f..Krishnamurti



INTRODUCTION

This pamphlet sets out to show that the traditional school svstem is anti-
educational in that it socialises each new generation to adhere to the
norms, values and beliefs of a society that is terminally sick as measured
against such indices as ecology, resource use, wealth distribution,
political and social participation, and respect for the cultural integrity
of other peoples. In part one the writer addresses the question, "whose
interests does the school system serve?" and goes on to examine the
nature of the relationship of the traditional school system with parents,
Churches, and the State. In part two the writer explores the nature of
an alternative education system, that is an education system free from
fear and orientated towards the full participation of people, through
their life-styles, in a process of nonviolent radical soCial Lhange.

- The pamphlet is primarily directed at 'graduates' of the traditional
school system; this is for two reasons. First they will have had the
opportunity to lest out the relevance of their school experience in their
adult lives and thereby judge the value of at least eler.ren years of
compulsory_attendance. secondly, it is they who will send ihe next
generation through the schooling process and therefore have the power
to choose an alternative form of education for their children, 

"rrd-if 
on"

does not exist to establish one. The fact that the pamphlefir air""t"a
at graduates' of the school system does not rulebut its relevance for
those presently attending school.

. Although this pamphlet is almost exclusively concerned with the
traditional school, and morc specifically with secondary level schooling,
the thesis acknowledges the important iocialisation pmcesses that take
place outside the classroom, and outside the control of authority figures.
For example, in the playground, pupils' games after school - itreet
culture, The mass media, family, 

-ctuls, 
holidays, and other activities,

all of which are polential learning experiencei and play a formulative
part in young people's lives. Experiences which can, and do, undermine,
conflict with, and nullify the educational and socialisation processes
of school. Nevertheless the school is a powerful, important, higiily visible
and heavily financed socialisation agency praying a viial role in
preparing each new generation to take their pllce in aaut society, and
as such deserves our critical attention.



Hate breeds hate, and love breeds love. love means approval
of children and that is essential in any school. You can't be
on the side of the children if you punish them and storm at
them.

A. S. Neill



CHAPTER I

YOUR DAYS AT SCHOOT

Have you ever asked yourself the question "why schooling"? If not, let
us explore the question together.

Why did we spend so much of our childhood and youth - a period
of spontaneity, inquisitiveness, wonder, imagination, faith and
exploration - in a dreary rectangular shaped room with windows and
doors closed to the world? Why did we spend what are arguably the best
hours of childhood - hours of sunlight and energy - confined to a desk
along with thirty or more others of the same age, and perhaps the same
sex, under the regimented authilrity of a teacher who commanded that
we cease fmm pursuing our ownlearning activities and interests, play,
imaginings and sharing, and submit to their will?

A describing exercise of experiences at school often produces a
negative picture such as follows ftry it yourself): school equals - fear,
pain, humiliation, punishment, boredom, b,rllying, coercion, conformity,
illusions, dependency, pettiness, sentimentality, wastefulness,
submission, unhappiness and devaluation of self. Theiragic imny of the
schoolexperieace is that we were told by the most imporiant, powerful
and influential people in our lives, parents, teacheri, and clergy, that
these experiences were for our owngood and that in our adulth-ood we
wbuld see the wisdom of this. It was because the most important peopre
in our childhoodlives legitimisedthe school experience bytheir appmval
of it that most of us did not come to the realiiation on the basii bf orrt
experience that the society the school system was preparing us to play
an adult role in was for the most part sick and in-sane. ror what else
could the nature of a society be that impressed upon the childhood mind
that such experiences as decribed above were of wholegome value?

The reason why, when a schoolboy, I did not rebel against school,
challenge teacher and parents' authority, or 'mitch', was because of the
fear of a painful punishment. Coupled with this fear was a very low lwel
of self-confidenco brought about by a regular diet of put-downs from
teachers and parents. Another emascr.rlating factor was a puritan
relgious socialisation bry teachers and parents that had the effect of me
internalising the idea of sin, punishment and hell; goodness was a
competitively won reward, or a fruit of self-suffering. Being good, that
is conformity and obedience, was enforced by the readiness of my
guardians to punish, either emotionally or physically. Internally, there
was the never-sleeping whip master, Guilt. Along with these factors
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which made me tenified of rebelling was the near universal one of a
person accepting the pictures they are given about the nature of the
world until they discover and come to know other ones. I haVe little doubt
that these teasons and similar ones, varying in intensity from person
to person, account for why generations of children and youth attend a
school system which they dislike and which in the main is not in their
interests. During my decade of school conscription there was not one
boy I knew who would have gone to school if he had not been forced to,
there was not one who did not see school as a form of prisorr with the
teachers acting as guards and task masters, and there was not one boy
who did not reguhrly experience public humiliation and physical
punishment as a teacher method of classroom control.

It may be the case that traditional schooling in the late 1980's is
less grim and severe than it was ten, twenty, or thirty years ago. This
nevertheless is peripheral as the educational philosophy of the
traditional school system of today is of the same genre as existed at the
turn of the century. This is in spite of the 1944 Education Act, and morq
recent Education Acts such as those of 1980, 1981, and will probably
be the case after the full introduction of the General Certificate of
Secondary Education. The reasons for this will be made clear in this
paper.

The Relevance of our School Experience

Those who have passed through the traditional school system have had
the experience of testing the rclevance of what they learnt there in their
lives since leaving. This gives them a perspective different frcm those
still attending school. For example they can more fully comment on the
value of classroom exercises such as copying down page after page of
notes that the master or mistress has written on the black board or rcad
out to the class. Pupils are coerced to learn such notes by heart, and
when questioned arc Iiable to be punished if they do not give the answer
the teacher wants. They are tested on the whole subiect three times a
year, the big exam being in the summer time when the pupil receives
a result that serves to pigeon hole their whole Being. "O.K. hurran being
- Pass". "Not O.K. Human being - somewhat deficient, not quite with
it: Fail". If a person receives a fail enough times in a given subject, they
are liable to develop a psychology of failure with regard to that subiect
for the rest of their life. What do you remember now of those notes that
you agonized over so long ago? Tbst yourself, discover the relevance of
what you learnt, or were supposed to learn, to the life you have lived
since leaving school. Those geography notes that you spent a period
every day writing into your exercise book, what of those do you
rusmber? In what way have they helped develop the

1 . t G
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Religion is the only subject that was made compulsory under the
1944 Education Act. Lessons were spent learning the stories of the Biblq
some marvellous stories, however more often than not they were read
by the teacher in a monotonous tone that put the pupils to sleep. There
was also the dogmatism of the Catholic catechism to which wrong
answers were considered a weakness of faith. To what exent were
religious teachings at school examined in an historical, political or
sociological sense? and what impact did the classroom study of religion
have on your life? Were you taught biblical stories that spoke of the loving
and nonviolent life of |esus Christ by a teacher who held a cane in his
hand, or who consistently treated pupils in a grossly unloving way?

Mathematics: the hours of mental concentration when vou wanted
to be playrng in the street, the punitive punishmenis for not
understanding and getting quegtions wrong. How often in your daily life
d-o you use 'higher maths'? and irow with the availability of relatively
cheap, easy to cany, highly sophisticated calculators who wants to do'higher maths' other than for enioyment?

It can-be safely said that of the body of knowledge presented to
pupils to learn, particnlarly at secondary school, only a small
percentage of it is of any relevance to the life thev live and vrill live when
they finish school. This is not a denunciation oi knowledge itself, but
of the kinds of knowledge pupils are expected to learn, thle manner of
its learning, and that part of the schooling process that is called the'hidden curriculum' by whiqh pupils learn more important things for
their success in society than facts and theories. such things as
competitiveness, acquisitiveness, deference to authority, emoiional
defensiveness, and passive thinling, to name but a few-of the more
obvious traits that pupils are socialised to adopt and internalise.

The question that arises from our brief excursion into the domain
of our school experience is "why bother?". why bother putting another
generation through a similar school experience? what tangible things
did we receive from the traditional ichool system that"has had-a
relevance-arid proven helpful in the lives we hive lived since leaving
school and which we could not have received, or developed, more easil!
and more enjoyably in some other wav?

In Whose Interests?

Implicit in the question "Why bother?" is the question "Whose interests
does the traditional school system serve?" The school system senres the
interests of those institutions who feel it necessary to compel, under
threat of legal action, physical punishment and ostracism, generations
oi y'f;i.urg people uader the age of sixteen to go thmugh the schooling



process. These institutions are the Family, the church, and the state.
what do these institutions gain from the tradltional school system? why
do parents send their children to school? why does the state ,pend
millions of pounds of our money each year on the school system?-And
why does the church support both instifutions on the issue oi traditional
schooling? These are questions that merit serious consideration,
especiallywhen it is realised that what is at stake is the very health and
survival of society itself.

- If you have children near school age, or attending school, it would
be worthwhile at this point to break frolm reaai"g tt is"anJ"ril il"r."rrthe question, why do I intend to, or why do t, send"my childre" tt'sct oorr
Have you ever sat down at a tabre with a pen and pap", u"Jliri"J-rr"t
you consider in the interests of children and youih to be ihe sctrool
system's verifiable benefits and verifiable disadvantages? perhaps you
should do this: you probably would, at least mentlily, if you-were
considering.byy_hq." n€w car, moving to a new house, *, if V*1"* on",changing a job' Is the happin-ess of youth and the harmony, health andpmsperity of socie-ty not worth such an evaluation? tf vou carrv orris,rcf,
an evaluation and it reveals some positive benefits, do vo" it ioi it i,possible for these benefits to be achleved through pro""rr", oit 

". 
tt 

"r,those that take place in the traditional school rvJt",nr rr v"r, *t 
"t 

*""ra
the nature of these processes be? If no, why not?

Table I below illustrates some of the key benefits that the Family,
the church and the state, expect the traditional school svstem to bestow
on each new generation, or if not bestow, afford pupils ihe opportunity
to acquire or develop. These perceived benefits are examinedin the firsi
part of this pamphlet.



Ilable I

Key Bgneflts Expected of the lbaditional School Systen

Institution Perceived Benefits

PARENTS A good education: one that enables their son
or daughter to pass exams and compete
successfully for a place at an institute of
higher education, or obtain a good job.

Delivery of knowledge and truth.

Development of the ability to adapt to a
rapidly changing world,

CHURCH Familiarisation of each new generation with
the predominant religious concepts of
society.

Reinforcement of the moral authoritv of the
predominant religions.

STATA Production of a dieciplined and skilled
labour force.

Production of a politically passive and
complacent populace.

Production of a populace which believes in
the illusions propagated by the state.

Prqduction of a populace which shows
deference to authority,

Production of a populqce which has
internalised the predominant norms, values
and attitudes of societv.



Wciuld not literacy help, Gandhi was asked. He held that it was not
enough. Thc Gerrnans were literate yet they sucfirrnbod to Hltler.
"It is not literacy or learning that makee a man," Gandhi said, "but
education for rsal life. What would it matter if tbey kna,v
everythiry bxt did not know how to live in brutherliness with thcit
neighbours?"

Louis Fisher



CHAPTER 2

PAREI\ITAI PERCEWED BENEFITS

Most parents regard the school system as a corridor through which their
children must pass if they are to obtain the certificates that will enable
them to compete successfully for a place at an institution of higher
education oi obtain a good lob. |ust as important as this is the
widespread parental belief that there is a body of knowledge about the
world without which their children would be ignorant and vulnerable
to manipulation and use bv unscrupulous members of society. If parents
feel that they themselves lack this knowledge, or haven t the time to pass
it on to theii children, they may expect the school to take on the role of
imparting such knowledge. In this parents expect a high standard of
schools: they expect their children to receive 'truth' as opposed to
propaganda

Paradoxically, however, 'truth' in most parents' eyes is
information and ideas that uphold their view of the world. For example
in Northern Ireland parents would take their child away from a school
which taught a view of history that undermined or contradicted their
or,rm view of history. A similar situation exists in some parts of the United
States with regard to the teaching of Darwinism, or the genocide
committed bry the early settlers against indigenous tribes. In addition
to these perceived benefits most parcnts expect the school system to help
their children develop the attitude and skills that will enable them to
make regular and relatively painless adaptations to what is thought of
as a rapidly changing world. The questions we need to consider are to
what extent the school system fulfils parent expectations of it, and
whether these expectations are socially healthy ones to irave.

A Good Job

What kind of job do most parents consider to be a good one? In general
a good lob is defined as one that pays well. What a person takes home
in their pay-packet is considered by most to be the prime value
measurement of their iob. Almost as important as monetary value is job
security, that a iob is going to last, that the risk of redundancy is rninimal.
The status of a job is important but this is almost always reflected in
salary. The intrinsic satisfactions of a job, good peer relationships,
feelings of fulfilment, self-autonomy, expression of personality,
responsibility, creativity, challenge, positive social contribution, are
considercd as a bonus to monetary rewards rather than vice versa. They
are not considered as essential components of the definition of a good
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fob. work in industrialised societies is rcgarded a8 an economic activity

and rrot as an activity of self-expression or selfdevelopment. work is

S"r" 
"r 

a method of wealth creation rather than a process of happiness

;;;ti"". Work is seen as a way of meeting material needs rather than

a, 
" 

*.y of *eeting an interJinlage of matirial, spirifual and emotional

needs. work is regarded as a means to an end, rather than an end in

ilr"il. Wott is the-refore experienced by most people in industrialised

societies as an alienating activity as opposed to a uniting one'

Evidence that the school system accepts society'-s definition of a

nooa iou uer in the whole schooling pmcess and most tellingly at the time

;f ;il;;o-i* *tt"tu a school Jure"tt officer will as soon do a sales

;i;h;;;;;;r that involves helping people and saving lives' such as
-" 

,ro6e doctor, or social worker, ai on a caleer that involves taking lirres'

il;h;; one in the armed services or in the armaments industry. It is

tt ir c.tttnrut defi*tion of a good lob that most parertts expect the.school

r"rfi t";repare their ciildrbn for and to furnish them with the

;;iifilidittif*iu r""ble them to compete successfullv forsuch iobs
i" ih;;;Lt pt""". lt 

" 
school is successlul in this parents will consider

their children to have received a good education'

KNOWLEDGE AND TRUTII

Even if on leaving school pupils don t get a place in an institution of

high". education, don't get wiat is-considered to be a good iob' or' as

i;"ili;iilvlidy, a""t g"f" lob at all, parents still feel that the school
svstJm'performs a valuable function in that it imparts to new

il"Jr"tii"l-t"o*f"ag", or thg bona fide truth about the nature of the

i""tia. Ib what extenlis this the case? In addressing this question it is

not necessary to examine the entire body of knowledge that schools

irno"Jto p"pis d,rring their period of schooling; rather' it is enough to

i"Jl 
"i 

i;*-id;;rld"as a ront"" of knowledge and 'nderstanding is

it""t"i, 
"r'-"ll 

as the kinds of knowledge and views of the world that

.re not'brorrght into the 
"I"sstoo* 

for scholarly deliberations.

In the traditional school system knowledge is considered to be
synonJrrnous with truth and is classified into subiects and made

auaila"bte to pupils thmugh various media for their absorption and
gnderstanding. eupils are periodically tested on the extent to which they
have absorbed maierial in a ritualised and structued procedure called
examinations. The extent to which knowledge has been absorbed and
understood is codified and recorded on titled papers which are called '

certificates. These certificates indicate the area of employment a person

is considered capable of working in, they help determine level of lob
responsibility, salary, prestige, and self-autonomy.

L1
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One of the important observations to be made aborrt how schools
treat the world as a source of knowledge and understanding is that the
world is conceptualised through a particular cultural value system and
a society's view of itself in the historical perspective. The
conceptualisation of the world that is imparted to pupils therefore tends
to be an extremely narrow one, self-righteous, self-justifying and
defensive. A consequence of this is that the knowledge and
understandings housed in the school system have no sanctity, have no
legitimate claim to truth other than within the confines of a namow
cultural perspective. The nature of school knowledge is the outcome of
the interaction of cutltural perspectives and blatant prejudices on the
world. {The world even in terms of moments is history, for evaluation
and analysis always comes from the well of experience.)The knowledge
that is imparted to pupils, as well as being considered as truth, is also
considered to be permanent, conclusive and non-eroding. This of course
is not the case as the continual developments in the physical and natural
sciences bear out, as do changing perspectives on the nature of the
world and the human condition. An examination of the types of
knowledge imparted to pupils will illustrate and confirm that school
knowledge is a cultural formulation, a cultural formulation for the most
part born out of selectivity, out of ignoring great chapters of other
perspectives on the world and other cultural experiences. Neil Postman
in his paper, 'The Politics of reading" giveg a classic example of the
kinds of knowledge schools and text book writers put out of the reach
of pupils. He says:

"Imagine what would happen in a school if a Social Studies text
were introduced that described the growth of American
civilization as being characterized by four major developments:

f . insurrection against a legally constituted government, in order
to achieve a political identity;

2. genocide against the indigenous population in order to get land;

3. keeping human beings as slaves, in order to achieve an economic
base:

4. the importation of 'coolie'labour, in order to build the railroads."

Neil Postman goes on to say that this view of American history "is at
least as true or false as the conventional view and it would scarcely be
allowed to appear unchallenged in a school-book intended for youth. . . .
- that an important function of the teaching of reading is to make
students accessible to political and historical myth."

L2



History

The perpetuation of the self-righteous and gtorifying myths that society,
primarily the state, has woven about itself is one of the functions of the
ichool system. History, as Neil Postman points out, does not invite pupils
to explore the sordid details of a country's imperial past, acts of betrayal,
exploitation, genocide and the subiection of peoples in the name of a
relgion or believed higher civilization. Such history extends from the
recent into the distant past, are significant landmarks in a country's
development' and are the expression of the predominant moral ethos
of the society. The history taught in schools is the history of governments
and male leaders; there is no academic reference to a people's history,
wornen s history, working class history, or the history of ethnic
minorities.

Economics

The economics that are taught in school do not contain within their
subiect boundary any concepts of ethical evaluation. The economic
activities of the human community are treated almost as if they did not
have any expressive or spiritual meaning. The implication is that the
processes by which people earn their livelihood are worthy of being
considered ortly in terms of financial loss or gain. The subject for
example does not address the injustices of the world economic order.
An economic order structured by the industrialised countries with the
implicit intention that it operate almost in their exclusive favour. An
economic order that is causing havoc to the earth's fragile ecology,
keeping billions of people in abject poverty, and causing the disruption,
dislocation and extinction of tribal communities. One only needs to look
at countries such as Indonesia and Brazil for the illustrative evidence
of how the world economic order actually works. Also of course the
history of nnulti-national companies in lreland. Economics as taught in
schools does not examine alternative economic models and thereby
deprives pupils of the opportunity of looking at the world in more than
one way. The knowledge in this subiect area is selected for the purpose
of perpetuating, through new generations, a given cultural perspective
of the world.

Folitical Science

Another subject that illustrates how the school system treats the world
as a source of knowledge and understanding is political science. Political
science largely restricts itself to the mechanisms and functions of the
political structures of countries like the United Kingdom, France,
Germany, the U.S.S.R., and the United States. To treat politics as solely
a system of structures and mechanisms is to look at the political world



in a very abstract and rareified way. In fact it is to ignore the dynamic
of politics - the role of the human being acting within structures,
manipulating and changing them. It ignores personality models, value
systems, power, propaganda, myths, political trading and other forms
of social behaviour that arc the essence of politics. Here again the school
system is selective, in a self-interested way, in the kinds of knowledge
it chooses to make available to pupifs.

This management of knowledge is the norm in all subjects taught in
schools. One could pick any subject and examine its content in a critical
way and it would be found that a noted absence is knowledge and
perspectives that seriously challenge the predominant ideology of the
society, even though this knowledge rests on verifiable grounds.

ADAPTATION TO A CHANGING WORLD

What qualities would a school system need to engender in pupils to
enable them to adapt to what is generally considered to be an
increasingly sophisticated and rapidly changing world? A long list could
easily be compiled, but those the writer considers would be of absolute
importance are the following: a critical discriminating mind,
assertiveness, self-confidence, self-love, a genuine concern for the well-
being of one's community, a participatory attitude, and a range of
livelihood earning skills that can be autonomously applied. The question
as to why these particular skills are more important that others is
addressed below.

A Critical Discriminating Mind

Of the technological developments in recent years one of the most
outstanding and socially important has been in the field of information
technology. More information is available today on a wide breadth of
subjects than ever before in human history. Equal in importance to this
proliferation is the use to which this information is put. Governments,
media, businesses, and text-book writers have a tradition of using
information to promote biased, self-serving perspectives, and it is here
that an increased danger lies to the autonomy, integrity, and security
of the individual and the community.

fhis rapid proliferation of information coupled with imaginative
and arresting methods of presentation imposes upon the school system
a challenge and a responsibility to nurture in pupils the awareness and
skills that will eanble them to be autonomous, free thinking and
discriminating human beings. It is this role, among others, that parents
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should expect the school system to perform if it is to prepare puails to

adapt to an increasingly sophisticated and rapidly_changrng world. The

nature of the learning-code in the traditional school system however
performs a contrary iunction. A large part of the reason for this lies

ln an examination system which structures a passive attitude to subiect
material on both pupils and teachers. Knowledge, information, is

imparted to pupili by teachers as an entity to be.consumed, to be
possessed, to be remembered, but not to be engaged in an exploratory,
il"ti"" and critical way. Pupils follow a subiect with the prime goal

of being awarded on the completion of their studies a document
certifyiig merit, as opposed to the intrinsic-elioyme-nt, selfdwelopment
and enla'rgement of iheir perspective on life. In this pursuit of merit
pupils aretrot encouraged to venture intoindepth discussion on topics

lhit itrtrigo. them. OnJreason for this is that if such were to take pllle

o" r .uni". basis the schedule for the covering of material would be

thrown" into disorder and so threaten examinations. This lack of

investigative openness deprives pupils of one of the most enloyable and

valuable aspects of the educational process.

The passive attitude that the school system cultivates in pupilq
towards ideas, knowledge, ideologies and rituals is one that remains with
most pupils all of their lives, leaving them vulnerable to manipulation
and use by political and commercial interests' It also leaves them
politically blind through complacency, and unprepared, in terms of
skills, to take advantage of opportunities to advance community
autonomy when social norms and attitudes change and established
political mechanisms are unddrmined by technological developments
and globally influenced economic changes. It is clear that the school
system does not regard as one of its goals the nurturing of autonomous,
fiee thinking and discriminating human beings, for if it did it would
mean a learning environment very different from the one that exists in
the traditional school svstem at the moment.

Assertiveness

Assertiveness is a quality often confused with arrogance and power
playing. Contrary to this however it is simply the expression of one's
itutna"ity, a courageous and honest sociai statement on the issue of one's
right to life. Assertiveness entails saying'yes'to things and'no'tolhings
when politeness or some other etiquette might have sued for a different
r"spot se, or seemed to do. Assertiveness means being honest with
youiself in relation to your needs. Not surprisingly assertiveness on the
part of pupils is something that the ethos of the compulsory. school
system ii nbt able to cope with because it is the antithesis of the type
oi behaviour it seeks to inculcate in pupils, behaviour such as
conformity, obedience and submissiveness' 
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The school system considers the good pupils to be the ones who
obey, who repress their sexuality, who adopt a conventional way of
expressing their creativity, and who allow their personality to melt in
with the mass. Assertiveness - the expression of one's uniqueness, the
stating of one's needs - is penalised by the school system. Herein lies
one of the great ironies of self-named democratic societies, an irony
which governments tragically defend with the lives and money of the
people. The irony is that among the school system's self-proclaimed
functions is that of having pupils internalise the values, attitudes and
beliefs that will enable them to 'succeed' in society. This however does
not include pupils acquiring the social and political participatory skills
that one would have thought essential for a person to have if they were
to take their place in a democratic society in the full sense of
democratic'.

Participation is the life blood of democracy. Its absence in the
school system in terms of nurturing assertiveness in pupils and giving
them the opportunity and the power to have a say in the making of the
decisions that affect their lives is illustrative of the type of society the
State wants to see continually unfold. A society of complacent obedient
citizens who for the most part lack critical thought and effective
organising and participatory skills. A society of people with a sufficient
lack of self-love, confidence and assertiveness not to want to work for
the betterment of their communities and the creation of a more sane
world.

Self-Iove and Self-Confidence

The personality traits of assertiveness, self-love and self-confidence are
inter-linked. Their role in helping pupils to adapt to an increasingly
sophisticated and rapidly changing world lies in pupils having the
confidence to rely and draw on the pool of their own intellectual and
emotional resources, to be independent assertive agents in a world that
seeks to forge links of dependence. Such dependence can be in terms
of beliefs: broad religous beliefs or beliefs and mystifications relating
to authority. It can be material dependence, which is often compensatory
and has been cultivated by commercialism. Perhaps most gripping of
all, it canbe dependency on social appmval: for most people this means
to merge with the anonymous masses, to be regarded as "normal" by
the predominant cultural standards. In order for most people to resist
being drawn into the world of sameness and uniformity, which more
often than not expresses itself in approval through complacency of the
path society is following, they need not only to have developed critical
discriminating minds but also to have cultivated a deep rooted self-love
from which genuine self-confidence and assertiveness derive.
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Genuine love, as opposed to a sentimental belief in the idea of love,
expresses itself in active concern for others, others including those
beyond one's immediate family and friends. Tb love therefore means
positive political involvement. An involvement that does not demand a
reward in return, such as in terms of the privileges of political power,
high social status, economic return, and received deference; rather the
rewards that should be expected are those of satisfaction, joy, or feelings
of fulfilment. It is a truism that a person's love for the world - humanity,
life forms - is on par with their love for themselves. However, a person
is not born with love in the same way as they are born with eyes and
ears; love is a learnt feeling and behaviour, a person learns to love as
they learn to be human, and this happens most crucially in their
formative years through receiving and experiencing the love of others.
The evidence that sustains this thesis is quite conclusive and derives
from such events as babies who for one reason or another have been
forsaken by their parents and raised by animals, and when discovered
found to behave in almost every way lile the animals that reared them.
Many such cases have recently come to light in Uganda since the
overthrow of Milton Obote in fanuary 1986. Milton Obote's soldiers
carried out wholesale murder in the countryside, leaving many children
and babies unable to fend for themselves. Some of them were adopted
by monleys and when rescued were found to have behaviour patterns
similar to the monkeys who had nurtured them.

The question that must be asked with regard to the learning of self-
love and schooling is to what extent does the school system love pupils?
That is, to what extent does it cater for the development of iheir
humanity, for their need for self-expression and exploration? To what
extent does the school system practise forgiveness, show understanding
and give appmval? It must be said that the primary school does go some
way along the road to providing a loving environment for pupils but it
is nevertheless a regimented conditioning institution whibh prepares
pupils to- accept the more anti-educational institution of secondary
school. The secondary school with its prrcedures, aims, atrnosphere and
value system is unable to give most pupils the support they need, or
create an environment conducive to them developing the qualities of self-
love and self-esteem, confidence and assertiveness. The ethos that stifles
pup-il development of self-love involves punishments, put-downs,
confinemerrts of various kinds, humiliations, and approaches to learning
that are anti-educational both emotionally and intefectually. The schoo]
environment, particularly for those who don't make good grades, does
very little to help pupils regard themselves as valuable, unique, loved,
cared for, or to help them to develop poise, confidence, selilove and
assertiveness, all qualities that are important if a person is to become
a productive member of the communitv.
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The extent to which schools do not provide an adequately loving
environment for pupils is the extent to which they share responsiblity
for a lot of anti-social, destructive and complacentbehaviour in society.
This destructive behaviour is often the result of people seeking
validation of their worth, and confirmation of their identity, through
offending the society they feel rejected by and alienated from, a society
that never knew how to love them.

Innot pmviding an envircnment that would enable pupils to develop
the above mentioned qualities and skills, the school system fails parental
aspirations of it helping their children to adapt to an increasingly
sophisticated and rapidly changing world, a world that demands for the
sake of its continued existence the nurturing in pupils of such qualities
and skills.

Conclusion to Parental Perceived Expectations

The conclusion to be drawn frcm our brief analysis of parental perceived
benefits of the school system is that the school system not bnly fails
parental expectations but it does pupils a serious disservice in not
helping them develop into human beings who can be a healing force in
our sick society.

-The school system does not encourage pupils, or prepare them, to
work in jobs that are part of the broad based mo*'ement for radical
change in society. |obs for example in organic farming, preventative
medicine, environmental protection, socially useful technology, and
human dwelopment sciences. Nor does the school system positiueiv tr"tp
pupils to develo-p values, attitudes and identities that are not compeiitive,
possessive,-or belonging-orientated. The school system does not help
pupils to develop selflove, critical minds and ihe confidence and
assertiveness to be themselves, to shun sameness for the sake of
sameness, to be participatory self-reliant human beings able to earn a
Iivelihood independent of government or big business-.

If parents want their children, and pupils for themselves want to
flower fully as human beings, to be active agents in the creation of a
sane and}ealthy society, which surely should be the goal of an education
system, then the traditional school system fails them, acting as it does
as one of the most vital and effective institutions in the perp-etuation of
society as it exists.
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'..allchurchesbelongessentiallytotheconserrntivefor^cesin
modern society.and us,e religion lo leep 

man going ancl sausrres

with a profoundly irreligious system'

Erich Fromm



CHAPTER 3

CHURCH PERCETVED BENEFITS

For the established churches the benefits of a regimented traditional
school system lie in that they are assured of each new generation
receiving a regular diet of dogmas, and conventional attitude
reinforcements, supportive of those held by the churches. Dogmas and
attitudes about such subjects as the existence and nature of God, good
and evil, life after death, sexuality, the sacredness of property, and
deference to authority. Churches want members, but at the very least
they want, and depend on, a uniform social morality which enables them
to act as respected opinion leaders and norm setters even in t}re absence
of large memberships. The school system where views on all matter of
things are authoritatively put to pupils in the absence of critical thought
and debate is an effective agency for imparting the predominant
religious yiews of society. In this the school system serves the churches
well.

Religion is an integral part of any culture; religious values and
beliefs are deeply enmeshed in the social fabric, in the political,
ec-ono-mic and social practices of a society. The treatment of religion by
schools in a narroq specialised and uncritical way cheats puplls out
of a fgll andexciting joqney thrnugh the fields of anihmpology, icology,
sociology, history, psychology and philosophy. In Ireland ai in othir
countries religion is taught mainly through the medium of the Bible with
the purpose of familiarising pupils with the Biblical stories and
imparting to them a system of beliefs which are treated as facts rather
than acts of faith. There is no examination of the contents of the Bible
from the- perspectives of history or sociology, and few compararative
studies done of the main christian tenets with those of othei religions,
such as the Buddhist, Hindu, Moslem, or fewish religions, neuer mind
comparative studies with the religions of people who live in the forests
of Brazil, Africa or Indonesia.

Although there are important differences between the character
forming effects of different religious socialisation pnocesses, Catholicism
and Protestantism for example, the primary moral tenet shared by
almost all organised religions is obedience. Obedience to those in
religious or secular authority is thought wamanted on the premiss that
those in authority (by simple virtue of their position, ascribed or
achieved) have a keenly developed sense of what is right and what is
wmng. Obedience is understood as equalling'goodl therefore to be good
and free from sin, and ultimately to be saved from going to hell, a pupil
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is taught to follow the moral directives of those who have power and
authoiity, teachers, parents, clergy, police officers, civil servants, the
government. This emphais on "being good", on obedience, has the

irofound anti-educational effect of inducing pupils _to be docile,
discouraging them'from exploring the charted and uncharted realms
of spiritu"aliiy, from entering into thfe-long dialogue with the perennial
questions of 'why' and'how'.

An alternative concept of what it means to be 'good' that could be

p"t;;;;;to pupils is that of 'love'. However Iove lived out within the

;;ti;l system *orla cause severe disruption to its functioning as it

would involve behaviour based on ethics that are in many instances

i rfia-""t"lly different from those cultivated by the school and which

torm ttre basis of the success of many of society's major ins_titutions'

imagine if you can the response 
-to 

,the behaviour, values and

patt'p""ti""s of a person who genuinely lived out the precepts of

Christian love. For examPle:

"You shall not kill'i
"You shall not steal". fExodus 20:13 and 15J

"Inve your enemies, do good to those who hate you, bless those who
curse you, pray for those who abuse you. To him who strikes you
on the cheek, offer the other also; and from him who takes away
your cloak do not withhold your coat as well. Give to every one who
begs from you; and of him who takes away your goods do not ask
them again. And
them".

as you wish that men would do to you, do so to

"|esus said to him, 'If you would be perfect,
possess and give to the poor, . . .' "

(Luke 6:27-31).

go, sell what you

(Matthew 79,27)

"But when you give a feast, invite the poor, the maimed, the lame,
the blind, and you will be blessed, because they cannot repay you".

fluke 14:13-14)

"for I was hungry and you give me food, I was thirsty and you give
me drink, I was a stranger and you welcomed me, I was naked and
you clothed me, I was sick and you visited me, I was in prison and
you came to me".

(Matthew 25:35-37)
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"Sell your possessions, and give alms; provide yourselves with
purses that do not grow old, with a treasure in the heavens that
does not fail, where no thief appmaches and no moth destroys. For
where your treasure is, there will vour heart be also".

fluke 12:32-34)

If such Biblical precepts were of a sudden brought to life in the
classrooms of a traditional school there would be an immediate conflict
of interestq as a life based on these precepts, a life lived in love, would
gravely undermine one of the school's primary goals. This goal is the
socialisation of a particular kind of person, a peison whose life is
different fmm one lived in love. A person who is equipped with the skils,
values and attitudes to take their place in our soiiety, a society that is
milit-arist, ecologically destructive, consumer orieniated and poverty
blind. It is to avoid disruption, or dilution, of the socialisation of the type
of pe-rson our society is dependent on that the bbedience' concepibf'good'is taught in schools rather than the 'love' concept of .good'. -Love

has too many potentially revolutionary consequenceslo belllowed to
take hold in the trsrditioaal school.

The churches benefit from the way religion is taught and from the
general moral ethos that prevails in traditional schools as it leaves their
ethical a.nd political position unquestioned. Their moral authority in
society, if not reinforced, is not undermined for at the least their
hypocrisy and secularism are never exposed.

Conclusion to Church perceived Benefits

In conclusion it can be said that the traditional school system serves
church interests well, particularly in socialising pupils into an uncritical
acceptance of the predominant beliefs of sociely. However in doing this
the school system d,oes pupils an educational disservicu- uv 

"otencouraging critical thought and not helping pupils develop the art of
drawing wisdom and knowledge from it ei" o"m e*pe.i6.rces. one
deblitating effect of this is.that it helps create a oeperfu"nce i" p"pil,
onbodies such as the churches who asiume divine 

".iuotitv 
o" *figio",

and spiritual matters. The school system in its treatm"ni oi."Giou,
matters, and this in the broad sense, clearly reaps for the churc-h the
benefits the church perceives it can gain from it.
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society highly values the normal man. It educates childrento lose
themselves and to become absurd, and thus to be normal. Normal
merr have killed perhaps 1o0,ooo,0o0 of their fellow normal men
in the last fifty years.

R. D. Laing
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CHAPTER 4

STATE PERCEIVED BEI\IEFITS

In spite of the massive cuts in the education budget of recent years
the State, that is the government and its associated bodies, is among the
most fervent of society's institutions in defence of the continuation of
the traditional school svstem.

There are many reisons for this but all of them relate to the State
being the institution most dependent on the school system for its smooth
functioning and continued survival. This can clearly be seen when one
examines the relationship between the school system and the State, This
we will do here in the areas of employment, and political compliance
with the law and the State machinerv.

Employnent

One of the main reasons why most industrialised states introduced
compulsory schooling in the nineteenth century was because they
realised the economic and political benefits schooling would bring. This
is illustrated by the arguments put forward by those campaigning for
the introduction of compulsory schooling. In the 1807 parliamentary
debate on Samuel Whitbread's Bill which proposed the introduction of
a universal elementary education system, Earl Stanhope, speaking in
favour of the it in the House of lords. said:

". . . in a manufacturing country, when so much of excellence in
our production is dependent on a clear understanding and some
degree of mathematical and mechanical knowledge, which it is
impossible to attain without first receiving the rudiments and
fsunda{isns".tz)

The rudiments and foundations which Earl Stanhope refers to are
what are commonly known as "the three R's". In 1870 W. E. Forster, the
Vice-President of the Committee of the Privy Council on Education,
explained to the House of Commons the reasons why the government
was introducing a bill to provide universal elementary education:

"Upon the speedy prnvision of elementary education depends our
industrial prosperity . . . It is no use trying to give technical
education to our artisans without elementary education;
uneducated labourers are for the most part, unskilled
labourers, and if we leave our work-folk any longer unskilled,
notwithstanding their strong sinews and determined energy, they
will become over matched in the competition of the world."t3)
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The idea of compulsory schooling as a form of economic investment is
not peculiar to nineteenth century thinking. David \,Vardle in his book
English Popular Education 7780-1970 points out that:

"Since 1945 there has been an increasing tendency to look upon
education as a national investment . . . since 1945 a whole series
of reports and white papers have driven home the need for
'educated' or 'scientific' manpower, always comparing the
situation in England with that obtaining in USA, USSR, Germany
and |apan among other countries. It is only necessary to mention
that since the Second World War there has been the Percy Report
of 1945, the Barlow Report of 1946, a report of the National
Advisory Council on Education in Industry and Commerce in 1950,
White Papers in 1956 and 1962, the Robbins Report of 1963 and
the Dainton Report of 1968".

Voicing a mood of the 1980's David Wardle goes on to say that there is a:

"powerful body of opinion which supports the expansion of
education on the grounds that the country, in order to remain
competitive, must invest in education to provide scientifically and
technically trained manpower ".tz)

This theme of the desirability of an interlocking connection
between the curriculum of the traditional school system and the
economy was more recently expressed by Dr. Brian Mawhinney,
the Parliamentary Under Secretary of State with responsibility for
Education. Writing in the Belfast Tblegraph (March 18, 1986)he
said:

'As Government Minister responsible for Education, I welcome this
opportunity to stress the importance of a broad and balanced
curriculum in preparing young people adequately for the world
of work and adult life".

Dr. Brian Mawhinney went on to say that:

"When employers identify the qualities they value most in school
leavers, they do not begin by asking for technical training. Rather
they stress the importance of basic skills and social competence-
the ability to read and interpret information, to listen and
understand spoken instructions, to perform simple mathematical
calcuiations and to work co-operatively with others".

Further to this Dr. Brian Mawhinnev said:



"I should not like, however, to be interpreted as devaluing in auy
way the contribution which subjects other than Englislr"
mathematics, science and technology make to preparation for
employment. The whole curriculum should contribute towards this
aim".

|ohn Roe fformer Head Master of Westminster School) writing in The
Observer (16 Nov. 1986) accurately summarises the view that the
Government and many people in industry have of the traditional school
system when he says:

"The education system is seen as the principal villain in the long
running saga of Britain s industrial decline. Gear the curriculum
to the needs of industry-it is argued-and we shall compete
effectively with the Germans and the Japanese".

From this brief historical journey we can see that one of the primary
reasons why the state introduced and maintains a school svstem is
because of the bene'fits a school system reaps for the economy in terms
of producing a skilled and disciplined wor[ force. Not only workers in
lnduslry, but service assistants, managers and scientists (twothirds of
British scientists are employed in the armaments industry). An
industrialised society is dependent on a sizeable portion of its popuiation
having a good time-keeping discipline, being abie to read and write, do
mathematics, and be skilled in the physical, technical and human
sciences' As the economy is dependent on a schooled work force. so the
state is dependent on the economy. where else would the state get its
taxes?

Political Compliance

The universal elementary school system came into existence not
only to produce a population able to play a competent role in an
industrial economy, but just as importantly to produce a politically
compliant citizenry. The school system, as the thinking of the time
illustrates, was introduced as a mechanism of social control and
indoctrination. The pmtagonists put their case clearly, as did the Rev.
]ohn Brown who in the eighteenth century argued that universal
elementary education should be introduced for the reason that:

"If is necessary, in order to form a good citizen, to impress the
infant with early habits, even to shackle the mind (if you so please
to speak) with salutary preiudices, such as may create a
conformity of thought and action with the established principles
on which his native societv is built".(s)
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In 1810 the aims of the newly founded national school in Nottingham
included reading and writing and:

"accustoming the children to habits of cleanliness, subordination
and order".(6)

In 1833 the M.P. for Bath, f. A. Roebuck, argued his case for the
appointment of a select committee to inquire into the means of
establishing a system of national education by saying that:

"his desire was, by affording education to the people, not so much
to raise them from their proper situation as to make them happy
and content in it".{zl

Kay-Shuttleworth as an assistant Poor Law Commissioner wrote in his
report for 1836 that:

"In every English proprietor's domain there ought to be, as in many
there are, schoolhouses with well trained masters, competent and
zealous to rear the population in obedience to the laws, in
submission to their superiors, and to fit them to strengthen the
institutions of their country by their domestic virtues, their
sobriety, their industry and forethought".tet

Robert Lowe in a pamphlet he wrote in 1867 said that:

"The lower classes ought to be educated to discharge the duties
cast upon them. They shor:ld also be educated that they may
appreciate and defer to a higher cultivation when they meet it, and
the higher classes ought to be educated in a very different manner
in order that they may exhibit to the lower classes, that higher
education to which. it were shown to them thev would bow down
and defer,,rs)

Although the school system has changed greatly since the nineteenth
century in terms of organisation, curriculum, teacher trainirig and
teaching methods, discipline, examinations, and resourcei, its
socialising and social control function is still operative. The school
system of the nineteen eighties still sets out, as in the nineteenth century,
to teach pupils "habits of cleanliness", ..obedience to the laws;',
"submission to their superiors", that is to those in positions of power and
authority, and "a conformity of thought and action with the eit"blished
principles on which the pupils' native society is built". The state is
dependent on the school system to internalise in pupils these attitudes
and habits of thought in order for it to function imbothlv, in order for
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it to be assured of a fairly predictable response from the citizenry and
to be assured of their allegiance to the general political principles upon
*tri"tr the State is based. In other words one of the maior goals of the

traditional school system is, as it has always been, to produce a
politically compliant population.

One way the school system does this is through disguising the truth,
via myth, about the nature of the state and how government_s function.
These myths include such things as that western industrial countries
are democracies. "free societies", and that one of the prime functions
of the State is to promote and protect the democracy. That the-State is
a neutral body that functions as a servant for the people, that it is
qualified to aci as a referee between disputants, for examp_le-between
tiade unions and management. That the state by virtue of the power
it holds is endowed withlome kind of divine authority and wisdom and
therefore deserves to be obeyed ahd believed. Who has ever heard a
government admit that it was wrong?

Another popular and deeply engrained myth is that the State in the
conduct of its 

-economic, 
political and social affairs abides bry the highest

ethical standards. For example, that it never uses deceit, that it is
corruption free, that it respects human liberties, that it never uses
violence unjustly, or that it never fights unjust wars. The examination
system in schools, and the teaching and learning methods used,
eifectively prevent these myths being challenged and explored and
alternatiie views about the nature of the State being formed, and just

as importantly, given an emotional weight on a par with the emotionalism
attacled to the prwailing myths. These myths are most important to the
survival of the State than a judicial system, prisons, police force, secret
service, and army.

Conclusion to State Perceived Benefits

We have seen that the traditional school system meets the perceived
needs of the State in that it produces an industrially disciplined and
literate work force, as well as a politically compliant citizenry who either
believe that the State is essentially good, or if not, that they are powerless
to effect change in the nature of the State. The degree to which the school
systern succeeds in inculcating in pupils the predominant myths of
society is the degree to which it fails them through not enabling them
to develop their critical faculties and 'independent' view of the world.
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CONCTUSION TO PART ONE

"In Part l, Who Benefits from the School System? we saw that the
school system functions primarily for the benefit of the churches and
the State. Those who are deceived and betrayed are the parents who
believe that what is good for the system, thai is, what reinforces and
perpetuates it, is as a matter of course good for their children. They are
deceived by the myth which holds that education is that which takes
place in schools, that schooling is synonymous with education. The
centrally controlled media of communication, and this includes the
school svstem, have successfully instilled in most people's minds the idea
that education equals schools, teachers, teit-bboks, homeworks,
examinations, certificates, long hours of drudgery in classrooms and
library, recitations, memorising and imitation. Education however is the
antithesis of these processes although it may at times involve some of
them such as text-books and teachers. The word .education' is a
derivative of the Latin educere: e=out, and ducere=to lead. To lead
oneself out, and to help others to lead themselves out, is the essence of
an ed'cation for participation, of an education system free from fear.
It is this idea of education that is explored in the second part of this
paper.

"Some of the pupils seem to think
this place exists for their benefit.,' 

'
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Oh, yes, I went to the white man's schools. I learned to read
from school books, newspapers, and the Bible. But in time I
found that these were not enough. Civilised people depend too
much on man-made printed pages. I turn to the Great Spirit's
book which is the whole of creation. You can read a big part
of that book if you study nature. You know, if you take all your
books, lay them out under the sun, and let the snow and rain
and insects work on them for awhile, there will be nothirrg left.
But the Great Spirit has provided you and me with an
opportunity for study in nature's university, the forests, the
rivers, the mountains, the animals which include us.

Tatanga Mani
{A Stoney Indian, 19th century)
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Part l!ryo

INTRODUCTION

In part two of this paper we will examine an education system that
represents a plausible alternative to the traditional school system. A
traditional school system as we have seenthat is inlarge part responsible
for the perpetuation of a sick and ultimately selfdestructive way of life.
The crises that face the global community, and the varied forms of
violence that plague our own society, demand that we test and find an
education system that nurtures genuine enlightenment, that widens our
penspective on life, sensitizes our feelings for others, opens .our
intollectual doors and helps us shed regressive attitudes towards others
outside our own identity group. Overleaf we will look at an educational
model that embodies these processes: this model is called'Education
Free From Fear'
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CHAPTER 5

EDUCATION FREE FROM FEAR

People are essentially emotional beings. Every moment of our lives is a
feeling moment, awake or asleep, before birth and until birth. We react
to what we perceive-through sound, sight, smell, touch, taste, and other
senses we may have-in an emotional way. Our interpretations of what
we perceive are emotional ones which we put into a framework of
meaning through our intellect, which itself is compromised by our
emotions. Our decisions, our ideologies, our values, acts of faith, the
things we identify with, the things we pay attention to, or do not pay
attention to, are rooted in emotional dispositions. Because there is no
emotional neutrality our intellect, no matter how clear it seems to be,
subtle or sophisticated, works in the service of our emotions, writing the
justification scripts, putting our reactions, our behaviour into frame-
works of reason. This we can see to be the case in two wavs. First. bv
developing an awareness of the almost subliminal p-"essej involved in
making a decision, back stepping along the path of inner events to the
source. We can be helped in this by the knowledge that the reasons we
give for doing something are in a lot of cases not the real reasons at all.
Also, in some cases there are no immediately available reasons other
than a decision seemed to the right one to take, we felt happy and
comfortable with it, intuition. The second way of illustrating that we are
emtional beings serviced by our intellect is through the study of personal
change, or self-development. Personal change, in values, attitudes and
beliefs, is the result (we should use our own experiences for reference)
of emotional experiences rather than abstract argument. This is the case
because we experience things through our emotions, pain and joy, love,
hate, rejection, satisfaction, fulfilment, security. The intellect by itself
does not affect emotions. In order for it to do so it must directly engage
the emotions, it must link into emotional experience and be in itself an
emotional experience. When it does this it hat the power to effect change
and personal growth. Emotions use the intellect to mask, disguise,
confuse and justify, both to self and the world. The intellect is for ever
at the sefvice of the emotions, this in spite of our industrial culture
proclaiming and wishing otherwise.

From the thesis that people are essentially emotional beings comes
the deduction that negative, destructive behaviour derives from a
negative state of being, and that postive constructive behaviour derives
from a positive state of being. The implication that this understanding
of human nature has for education is that an education system, if it truly
exists to serve people, rather than to serve a 'system', to liberate people
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rather than chain them, must function to nurture in pupils a selfJoving,
critical, caring, informed state of being. A state of being which givJs
expression to constructive, loving, creative behaviour. How then can-such
be achieved? what would the nature of a curriculum be that allowed
happy emotional states of being to be nourished?

The primary and non-negotiable requirement of an education
system that would allow pupils to develop ind nurture an emotionally
healthystate of being is an environment fiee from fear. An environment
free of the fear of ridicule, of ostracism, of physical punishment, of not
being able to cope, of being vulnerable. sucL an environment would
celebrate personality expression, encourage diversity of interest, and
re.spect the integrity of pupils. such an education system would support
a teacher-pupil relationship quite different from the one that is the norm
in the traditional school system. processes of learning and what are
thought of as learning material would also be differentirom that of the
traditional school system. An education system free of fear, especially
as a method of social control and stimulant to learning, would nurture
qualities in pupils that would enhance not only their lJarning and self-
developme_nt capacities but also the nature of their intei-personal
relations. Q"_ti"g, iove and honesty would predominate and ttt"-.ippti"g
effect would be felt throughout iociety. The nature of an eduiation
system free from fear would be most effectively experienced in the area
of pupil learning which we wiH look at in the-foll'owing section.
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It is not education to fill students' heads with information, but
to arouse their thirst for knowledge. Tbacher and pupil both
learnbytheir contact witheachother. Both arcstudents. tue
education is that which is experienced, tasted and digested.
What can be counted and recorded is not education.
Education cannot be doled out; it cannot be weighted and
measured.

Vinoba Bhave
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CHAPTER 6

THE IE.ARNING EXPERIENCE

In a system of education that was free from fear the learning experience
would differ from the one to be found in the traditionai school svstem
in such major areas as follows:

Place of learning
Process of learning
Principles of learning
Aids to learning
Subjects of learning
Purpose of learning

These areas will be looked at separately, though in practice they would
be inter-related and form a holistic learning environment.

Place of l*arning

The piace of learning in an education system free of fear would be, in
terms of travel and transport, "community based, although as far as
possible it rvould not be homogenous in teims of religion, c-olour, class,
sex, age or ethnic background. If premises were to be p,rrpose built to
house the system they would be relatively small, satelliies connected to
a central resource: that is an extensive library, equipment store, and
information circuit. Though small, the premiseiwouidcontain a library
and rooms catering for those who wanfto work alone and in silence, and
for those who want to work in small groups, There would also be class
rooms, craft workshops, theatre, kitchen, eating place, sporting area,
showers, toilets and garden. These facilities *o"ia be auailablJto the
whole community for use at appropriate times. The class rooms would
be furnished with tabies, chairs that are easy to move around or be
stacked, display boards, and white boards. The interior of the building
would be imaginativeiy decorated, the decoration carried out by thE
peopie who would most oftenuse it, The architecture would not be based
on the traditional box-shaped design but would in outline be circJar and
contain as many circular shaped rooms as possible. This would be for
two reasons: first to convey the idea that learning-or education-is a
circular never-ending affair, that know-ledge, wisdom, understanding
and communication are organic rather thin fixed. seconaty tecarrse
circular moms are mone suitable than box-shaped rooms ro. g"o"p -ork,
theatr-e, participation and comm'nication. Many of the rooti* *iuta b"
multi-frrnctional.
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Process of learning

The processes oflearning in an education system free of fear would be
of a greater variety and under greater pupil control than those that are
common in the traditional school system. The nature of the pupil-teacher
role, the framework in which learning would take place, would be
different from that which is the norm in the traditional school system
where the teacher plays an authoritarian task-master mle and the pupil
an accepting absorbing role. In a fear free system the teacher-pupil
relationship would be an equal one in that they both would be fellow
travellers on the road of learning and self-development. The teacher by
virtue of experience, training and aptitude would act as a guide to the
pupils; encouraging, enabling and providing the pupils with the
resources they needed for their learning activities. The teacher would
not impose, intimidate bry any method, or deceive. In turn the pupils would
provide a learning selfdevelopment experience for the teacher through
their continual displays of receptiveness, inquiry, and willingness to
explore and test, their trust, their absence of deeply ingrained prejudices,
less sophisticated methods of self-masking and greater spontaneity. The
pupils by virtue of their spirit of inquiry would on occasions lead
teachers into terrain that they would not otherwise have ventured into
and would thereby challenge and broaden the teachers' horizons.

The pupils' relationship with each other would be regulated by a
spirit of co-operativeness rather than competition. For one thing the idea
of 'cheating' and the consequent moral connotations would be defunct;
sharing would be the norm that would be encouraged and legitimated.
Examinations whereby pupils are assessed and labelled, and ultimately
allocated a place in the social hierarchy, would be considered divisive
and anti-educational. This for the reason that examinations limit
learning and turnknowledge into a commodity; they also induce pupils
to experience failure, humiliation and worthlessness, experiences that
can have profoundly adverse effects on their personality dwelopment.
Pupils would instead be appreciated for the contribution they made to
the learning process and be respected and loved for who they are.

Discipline would not be externally imposed either by teacher or by
procedure as in the traditional school system which nurtures fear and
depend-ency and handicaps learning and development. Rather pupils
would be responsible for their own gmup discipline and would be
encouraged to make policy decisions about it through consensus.
Discipline itself would be cultivated and valued as an art form necessary
for the successful functioning of cooperativeness and selfdevelopment:
this is contrary to how it is viewed and practised in the traditionaftchool
system where it is used as a tool of coercion and method of punishment.
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Pupil development of self-discipline as opposed to dependency on
external discipline would play a very important part in the learning
process in an education system free of fear. One important reason for
this is that the cultivationof selfdiscipline would enable pupils to develop
self-autonomy, independence and a keen sense of their interdependence.
Self-disipline would also serve as the mother of participation, social
concern, and sensitivity to the needs and plight of others. The develop-
ment of these aptitudes would be an almost inevitable consequence of
generations of pupils severing the umbilical cord of dependence on the
authority of others and deference to their power and their privilege of
control. A societal consequence of this would be the evolution of a more
democratic, sane and caring society.

Principles of learning

The learningpmcesses that would take place in an education system free
of fear would be based on the following principles or realisations.

(1) That the development of self-awareness involves a process of
observing and understanding oneself along with observing and
understanding the wider world.

(2) That learning is an interactionary process involving both
reflection and study on tlre one hand and action and emotional
experience on the other.

(3) Tha! learning involves not only the mastering of physical and
intellectual skills but also the development of ernotional skills
such as being able to perceive, relate, give, share, and
communicate.

( ) That one's personal experiences are velid and should be used
to further one's understanding of the affairs of the world.

[5) That learning is a never ending process, that when one stops
learning, one starts dying.

[6) That learning_ is liberating and therefore joyous even though it
is sometimes born out of painful experiences

(7) That learning involves questioning and testing most
particularly the sacred tenets of one's culture religion, and
politics.

(8) That learning is not something confined to a class room or that
one necessarily needs a teacher for.

{9) That learning involves change.
(10) That learning involves letting go, most particularly letting go of

fear.
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Aid to lcarning

In an education system free of fear pupils would have a wide and varied
range df learning aids available to them, including such things as:

Public readings
Drama
Role play
Games
Discussions
Projects

Guest speakers
Film
Slides
Field trips
Creative writing
Expression through craft and art

Workshops would be conducted by people who earn their Iivelihood
through the use of the skills the pupils are interested in learning, and
when possible in the environment in which the skills are applied. For
example for mechanics a local garage, for drama a theatre, for public
speaking a public meeting or parliamentary assembly, for farming a
farm, and so forth. There would be no bar on the use of an aid because
it was thought unconventional or ineffective by the standards of the
traditional school system. However after a workshop or the use of an aid
such as above there would be an evaluation of the experiences of those
who participated, followed by further study, exploration ano experiment.
Openness, exploration, criticalness and evaluation would be the key note
in all learning ventures in an education system free fmm fear.

Subiects sf [.ealning

In an education system free from fear the sublects covered would be of
a natute, in content and process, that implement the directives of the
UNESCO document'Recommendation Concerning Education for
International Understanding, Co-operation and Peace'. Issued at the
General Conference of UNESCO in Paris in 1976, the document lists the
"major problems of mankind" that all students should study. These are:

Equaliiy of rights of people.
Maintenance of peace; types of war; disarmament.
Action to ensure the observance of human rights.
Economic growth and social development.
Conservation of natural resources.
Preservation of the cultural heritage of mankind.
The role of the UN in solving such problems.

In exploring the above problems that humankind must come to terms
with, and in enabling pupils to live lives that are co-operative, partic-
ipatory, caring, creative, constructive and satisfying, the traditional
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I subiects would have a wider range of topics on their curriculum than
they usually have. For example:

Art/Music/Drama
The use of these as media of expression and aids to selfdevelopment.
They can also be used to get an insight into the lives of other people and
to explore emotions.

Economics
The economic theories of Karl Marx, E. F. Schumacher, Mahatma
Gandhi. Study of the economic systems of village and small tribal
societies.

Economic History
The process of industrialisation. The international trading system.
Legislative history in regard to the regulation of worker-manager
relations.

English
The study ofliterature from a variety of cultures. The political and social
role of literature. Cultural adaptations of the English Language.

Geography
Issues of world development--:human communities and the natural
environment.

History
A study of the things history is a record of. A study of the norms and
values prevailing at the time of significant historical events.
Psychological prcfiles of the key figures involved in significant historical
events. colonial history. How the collective conscience deals with a
sordid past.

Handicrafts
The development of a wide range of handicraft skills to use for
enjolment, personal expression, and as a possible means of earning a
livelihood.

Health
The precepts and practice of healthy living. Alternative medicine and
health care. The role of commerce and stale institutions in health.

Languages
Thught through the medium of realistic social situations, for social
survival and the enhancement of cultural understanding.
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Law
The idea of natural law. The ideological and ethical underpiiliings of
the legal system. Law in the service of whom?

Politics
A study of political concepts such as power, freedom, dernocracy,
consensus, equality, ownership. A study of various kinds of political
structures including those of tribal societies.

Religion
What is religion? The social functions of religion. A look at the key
precepts of the main religions including the religions of animist societies.
The role of hypocrisy and power and religious institutions.

Science
The social and environmental effects of scientific and technological
developments. The interests behind different kinds of scientific'research.
Research into the development of socially useful products, products and
methods of producing them that are ecologically sound.

Sports
For physical well-being and enjoyment. To promote co-operativeness and
toierance.

Less Tradiiional Subjects

Besides expanding the traditional subjects to cover the topics outlined
above, there are other areas of study, less traditional subjects, to add to
the curriculum.

Anthropology
Alternative models of social organisation, alternative belief and value
systems.

Concepts
Exploration of the nature of different ethical, political and social
concepts.

Conflict
The nature of different types of conflict and how they can be resolved.

Community politics
Community self-help and autonomy, community awareness raising,
dealing with statutory bodies.
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Early civilizations
The nature of some early civilizations, their contribution to the common
wealth of human culture.

Ecology
The use of natural resources to satisfy human needs and greed.

Gardening-organic
For self-reliance, vegetables, fruit, herbs.

Groups
Different types of groups, how people function in these groups.

Human rights
What are human rights? Why are they violated? How can thev be
respected?

International politics
Ethics of bahaviour, alliances, international bodies. teaties and
declarations.

Men
Power and aggression, exploration of the nature of male sexuality.

Militarism
The nature of the ethos and ideology behind militarism, military weapons
and expenditure.

Movements for social change
Peaceful and non-peaceful movements for social change.

Poverty
What is poverty? What are the causes of poverty?.

Rural life
The nature of rural life-social, cultural, political, economic and
historical.

Social change
what constitutes social change, key factors behind and involved in social
change.

Social psychology
Emotional needs, socialisation, inter-personal behaviour.
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Urbanisation
Patterns of urbanisation, the different qualities of life in urban
environments.

Violence
Types of violence, causes, consequences'

Women
The role of women in various societies and in various periods of history'

It is not intended that the above table of study should be read as a rigid
compartmentalising of the human experience: rather that it be read as
a finite, easy-to-use reference catalogue of some imnortant human
experiences-useful in an educational process free from fear. The
calalogue is based on the premiss that each subject area contains
elements of the others and is as fluid as the reality of life we experience
every day.

The Purpose of Learning

The purpose of an education system free from fear would be to enable
its pupili to develop into selfJoving, self-appreciating, caring, critical,
creative people. People who have both the skills and the confidence to
participate fully in the social, cultural and political life of their society
in a positive way. This participation would involve pupils playing an
activ-e part in dismantling or revolutionizing the corrupt, sick, and
oppresiiue aspects of society; structurally-outside themselves, and
int-ernally-inside themselves. The educational process would
encourage pupils to be both self-autonomous and interdependent, and
to be able to rely on their own skills in co-operation with others to earn
a livelihood without dependence on big business or the state.

Another purpose of an education system free from fear would be
to enable its pupils to develop into emotionally healthy human beings
capable of having honest, intimate, loving relationships with others; to
live life-styles that are non-aggressive, destructive or exploitative in any
way; to live life-styles that actively involve reversing the present trend
of living that is clearly leading towards the annihilation of life on earth.

An education system free from fear would be orientated towards
enabling pupils to develop the skills and nurture in them the desire to
live ecologically sustainable life-styles. Lif+styles that are not dependent
on the rape of the earth, the genocide of tribal cultures, the preparing
and fighting of wars, the violation of human rights, the suspension of civil
rights, the centralisation of economic and political power.
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Below in table form are some of the skills 3n6 allitudes an education
system free of fear would promote.

SKILTS ATTITUDES

The ability to:

make connections
use evidence
inquire
evaluate
use concepts
write reports, essays,

stories, plays and poetry
work in groups
mediate-negotiate
listen
be flexible
have patience
feel empathy
be assertive
talk and argue in public
use imagination
explore
use communication systems
discern bias in oneself
recognise the source of one's

beliefs and values
have physical and technical

skills

of:

openness
caring
fairness
trust
hope
love
co-operation
sharing
respect for diversity
viewing things in a holistic way
recognising the sanctity of all

life forms
confidence
high self-esteem
risk taking
freshness
vitality
autonomy
inter-dependence
acceptance of healthy change

Teachers

In an education system free from fear the role of the teacher would be
very different from the authoritatian figure of the traditional school
system who is hamstrung by the pressures and demands of preparing
pupils for examinations, and concerned only with one or two narrow-subject 

areas. The teacher in an education system free from fear would
be a facilitator, a resource person, thoroughly familiar with a range of
skills and,subjects areas, and capable of engaging pupils in the learning
process. Tb ensure that teachers carried out their role effectively they
would be obliged to undertake training programmes. These triining
pmgrammes would focus on such areas as the nature of learning,
personality development, gmup dynamics, the purpose of education, and
drama and art as therapeutic, self-development and awareness raising
techniques.
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For teachers, as for pupils, their own education would be an on-
going process, not a once-and-for-all study of a finite subject and an
adherence to the set of 'teaching skills' current whenthey first attended
college. There would also be a blurring of the distinctions between
teachers and other workers. Those who worked full-time in the education
free from fear'system would be encouraged to take regular sabbatical
leave to broaden their experience and increase their depth of under-
standing through work in other areas or travel.

'That book we fbund You reading
has corrupted me, Smith.'
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CONCTUSION

In this p_amphlet we looked at the traditional school system and its effects
on pupils in preparing them to take their places in a society that is well
along the road to self-arurihilation. we saw why the church and the state
support the traditional school system and the benefits they derive from
it, and we saw how the parents have a misplaced trust in the tradiiional
school system through believing that whai is good for 'the ryrt".' ir 

",a matter of course good for their children. we then went onio examine
an alternative form of education called 'Education Free From Fear' and
saw howit could give pupils and teachers the space and the oppo.t.*ity
to qxperiment and use learning aids and processes appropriate to
develonilg the qualities and skills essential io living a rifi:+tvie tiat is
sane and loving and in harmony with the natural 

"tr.'irooment.- It is important that people be concerned about the role the
traditional sch-ool system plays in society, that they further theirstudy
of it, examine alternatives, and above ail work to establish an aiternative
edu_cation system, such as the model we examined, in their 

"oa*""itv.If alternative education systems are not widely esiablished in-order to
facilita-te the development of the fuly human person and thereby act as
a catalyst for radical nonviolent social change, then the tradiiionat
school system will continue to do its iob, wh'ich is to inte!.aG ne*generations into a society that in ten or twenty years time rs going to be
living in an ecological nightmaie, or end in-tire rite ana pli*o'" or 

"nuclear holocaust. Even if this prediction is not correct, and I hope that
it is not, an educatiol system free from fear would i**""r-"ruurv
enhance the quality of life for all.
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POSTSGRIPT

Many people reading this pamphlet will undoubtedly dismiss the ideas
conc-eining an education iystem free from fear as "meie idealism and
impractical in the real world". But what is 'idealism'? Idealism can be
one of two kinds, positive or negative. In the negative sense idealism is
a set of ideas about something which it is felt cannot be brought to
fruition, and though attractive are impo'rent, and therefore have no place
in the humdrum everyday world. In the positive sense idealism does not
necessarily equate with impracticability. Idealism is that which fertilises
the field of sterile ideas and poses alternatives to long established
patterns of behaviour. Idealism is simply that which does not exist at the
moment, but could exist with will and imagination. It is in the light of the
latter that this pamphlet must be viewed.

FURTHER COPIES OF THIS PAMPHLET are available price f'l plus
25 pence postage and packing. Or 5 copies for f,5, post free. Send to;
Dawn. l6 Ravensdene Park, Belfast 6, or Dawn, PO Box 1522, Dublin 1.

COMMENT
If you'd like to respond to this pamphlet for publication - with
criticism, praise, ideas or whatever - please write to Dawn at 16 Ra
Park, Belfast 6. We would like, response permitting, to produce a
broadsheet from the replies and comments we receive (anyone writing in
would receive a copy if the broadsheet is produced).
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Now, is it the function of education merely to help you to
conform to the pattern of this rotten social order, or is it to give
you freedom-complete freedom to grow and create a
different society, a new world? We want to have this freedom,
not in the future, but now otherwise we may aU be destroyed.
We must create immediately an atmosphere of freedom so
that you can live and find out for yourself what is true, so that
you become intelligent, so that you are able to face the world
and understand it, not iust conform to it, so that inwardly,
deeply, psychologically you are in constant revolt; because it
is only those who are in constant revolt that discover what is
true, not the man who conforms, who follows some tradition.
It is only when you are" constantly inquiring, constantly
obvserving, constantly learning, that you find truth, God, or
love, and you cannot inquire, observe, learn, you cannot be
deeply aware, if you are afraid. So the function of education,
surely, is to eradicate, inwaldly as well as outwardly, this fear
that destroys human thought, human relationship and love.

i. Krishnamurti
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Education Free From FearTable 3

Independence/Interdependence Communication Skills

co-op.ur"tiu"Jr. setf-Discipline I '' ",uu-upurarrveuess 

\ /""i"" 

Thinking

sense of universal cuJture 
\ 

/ Invlstigative skills

s"rr-aJp,"",",,i"\ s"rJonria" ^""/ I f
ri r\ \l::7 l""if".:"'T""i 

\ \\ \\i t I ll'nl"*
\\\ \\ \/ I ll I
Skills, Qualities and 4ttitudes Cultivated

nilllA\\\\
op",,t",lll I /'y""/ \ \\\""Y",,,

III I ,/^-.,] \ \*".\,, '"n"u
:"'*-"'Tj' / 

Recentiveness\ 

t \concept of continual Education / alnnr"t Resolution skills

,o,r,u",,"J, /^,,".,,*J., \r:L;,;,,,tI
Sense of Political & Social Integrity VJlue of participation

49



{2)
(3)

REFERENCES

(1) Neil Postrnan, 'The politics of reading', Harvard Education Review, vol. 40, no
2, May 1970.
New Internationalist, Decemb er tg7 7.
fohn Hurt, Education in Evolution: Church, State, Society and Fopular
Education 1800-1870, pages 2zg-224. published by Rupert Harll)avis, 1971.
David W.ardle, English Popular Education t7Bol7gZO, page 3t. published by
Cambridge University Press, 1970.
New Internationalist, Decemb et 7gTZ.

lavr.d lv.ard]g,.English?opular Edubation ITBO-LI7O, page 25. published by
Cambridge University Press, 1970.

(7) John Hurt, Education in Evolution: Church, State, Society and popular
Education 1800-1820, pages 113-u4. published by Ruperi Hart-Davis, 1921.

(8) John Hurt, Education in Evolution: Church, State, Society and popular
Education 1800-1820, page 113. published by Rupert Ha;t-Davis, 1921.

[9) David wadle, English Popular Education rTgo-rg7o, page 25. published by
Cambridge University Press, 1970.

(41

(5)

t6)

50



RESOURCE GUIDE

Contact Organisations

(1) Advisory Centre For Education, 18 Victoria Park Square, London E2 gpB
(Members publication: "Where").

(2J Avon Peace Education Proiect, The Andersons Building, St fohn Street,
Bedminster, Bristol 3. (Promotes Peace Education in Avon's secondary schools;
produces bulletins, a handbook and the quarterly Avon peace Education
!ournal).

(3) Bookworm Community Bookshop, t6 Bishop Street, Derry BT4B 6pW. (A well
stocked alternative bookshop, part of the city's alternative network). 

-

(4) Centre for Peace Studies, St. Martin's College, lancaster LA1 3tD, (produces
literature on peace education; contact address for the national peace
Education Network).

{5) Centre for World Development Education, 128 Buckingham palace Road,
London SW1W 9SH fStocks materials from many organisations on world
developrqent; own resources list).

(6) Christian Aid, PO Box No 1, london SW9 8BH; Christ Church, Highfield Road,
Dublin 6; 48 Elmwood Avenue, Belfast BT9. (stocks original and oiher materials
on development issues; own resource list).

(7) Christian Education Movement, 2 Chester House, pages [,ane, London N10 1pR
(Produces a range of materials on social and world development issues).

(8) Commission for Racial Equality, Elliot House, 1O-12 Allington Street, london
SW1E sEH. (Materials on race relations and world religions).

{9) Concord Film Council, 201 Feli;stowe Road, Ipswich; Glencree Centre for
Reconciliation, Dublin (tel. 860963). (Extensive library of films on peace
issues).

(10) Council for Education in World Citizenship, Cobham House, 26 Blackfriars
lane, london EC4V 6EB fEducational charity committed to promoting .mutual
understanding, peace, co-operation and goodwill between ail peoples through
education; produces own World Studies Resource Guide),

(11) Friends of the Earth, 327 City Road, l,ondon EC1. (Ibaching packs and other
well-researched publications on ecology and caring for the 

-environment).

(12) H_ousmans Bookshop, s caledonian Road, lpndon Nl. fsuppliers of literature
about peace).

(13) Irish commission for fustice and Peace, 169 Booterstown Avenue, Blackrock,
County Dublin. [Runs a Peace and fustice Education programme, publishing
materials for both primary and secondary schools).

{14) Irish Council of Churches, 48 Elmwood Avenue, Belfast BT9 fstocks and
produces material on Peace Education for primary and secondary schools).

{15) Irish Peace Council, c/o V.S,I. 4/S Eustace Street, Dublin 2. (The Irish peace
council is a body of affiliated groups and organisations established to promote
awareness and participation in peace related issues)

(16) fust Books, 7 winetavern Street, Belfast BT11 ue. (An alternative bookshop,
and a well integrated part of the city's alternative network).

(17) Minority Rights Group, Beniamin Franrlin House, 36 craven street, London
wc2N 5NG. {Educational trust committed to opposing discrimination and
human rights violations and to promoting underitand:ing of the 

""ur"" 
of

preiudice: produces materials on minority issues).
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National Association for Environmental Education, Perry Common School,
Faulkners Farm Drive, Erdington, Birmingham F23 7XP. (Aims to promote
environmental education at all levels; publishes newsletter, half-yearly journal
and practical guides for teachers).
National Association for Multiracial Education, 86 Station Road, Mickleover,
Derby DE3 5PF. (Publishes occasional handbooks, information leaflets and a
termly iournal, New Approaches to Multiracial Education).
National Peace Council, 29 Great fames Street, lnndon WC1N 3ES. {Umbrella
organisation for over 1o0 peace groups. Occasional publications).

New Internationalist, 42 Hythe Bridge Street, Oxford OX1 2BR. {Publishes the
New Internationalist monthly magazine which focuses attention on the unequal
relationship between the rich and poor world).
Oxfam, 274 Banbury Road, Oxford OX2 7DZ (Education and Youth
Departments supply a wide range of materials for schools on development and
related issues; own resource catalogue].
Pax Christi, St Francis of Assisi Centre, Pottery lane, l,ondon W11 4NO.
(Catholic organisation for iustice and peace. Publishes peace education
material).
Peace Education Network, Centre for Peace Studies, St. Martin's College,
I-ancaster LA1 3JD. (National netw'ork of teachers: newsletter, conferences,
contacts).
Peace People, Fredheim, 224 Lisburn Road, Belfast BTg 6GE (Works for
nonviolent social change, publishes a monthly magazine Peace by Peace).
Peace Pledge Union, 6 Endsleigh Street, london WC1H 0DX. (Pacifist
organisation with its own Peace Education Proiect, producing materials for
schools; produces the magazine The Pacifist).

Quaker Peace and Service, Friends House, Euston Road, london N\ /1 2BJ.
(Quaker organisation with its own Peace Education section, producing Peace
Education material for schools).
Richardson Institute for Peace and Conllict Research, Fylde College, University
of lancaster, lancaster LAl 4YF. (Academic publications, conferences and
coursesl.
Tbachers for Peace, 11 Goodwin Street, london N4 3HQ. {Section of national
CND, publishes regular newsletter, resources lists and occasional materials).

tocaire Resource Centre, 12 Cathedral Street, Dublin 1; 50 King Street, Belfast
gI1 6AD. (The Catholic Agency for World Development)

United Nations Association, 3 Whitehall Court, London SW1A 3EL; 22Daby
Terrace, Dublin 8; {Provides material on the UN and its agenciesl.
Women's Peace Alliance,Box24O Peace News, 8 EIm Avenue, Nottingham 3.
World Education Project, 8 High Street, Sligo, Eire. {Advice and information on
the 'Third World' and relations between the rich and poor world; resource
centre).
World Studies Proiect, 24Palace Chambers, Bridge Street, lnndon SW1A 2JT,
(Set up to develop methods and resources for teaching and learning about
contemporary world societyJ.
World Studies fbachers Thaining Centre, University of York, Heslington, York
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Studies Iournal).
UK Committee for UNICEF Education Department, 46-48 Osnaburgh Street,
london NWl 3PU. [Produces booklets, posters, slide sets, films, leaflets and
teaching packs on development, Iifestyles and peace).

t31)

(321
(33)

{34}

(35)

(361
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Alternative Education

Education On The Road, Richie Cotteril, Waterleat, Ashburton, Newton Abbott, South
Devon. (An educational proiect for the travelling children of the "New Age Gipsies").

Education Otherwise, 25 Common lane, Hemingford Abbots, Cambs., PE18 9AN {Provides
information and support to parents who wish to educate their children at home).

Conway Education Centre, Conway Street Mill, Falls Road, Belfast BT12 {lhlks, discussions,
workshops, classes).

Forum For Community Work Education (N.I.), 123 York Street, Belfast BT15 1AB fProvides
community work education courses, via community centres, throughout Northern heland).

Friends School, Lisburn, Co. Antrim BT28 3BH IQuaker school, co-educational, holds that
the educational process is the product, the emphasis is on nonviolence, participation and
caring).

Hazelwood Integrated Schools, Beltie, 14 York lane, Belfast BT21 zLY (lbl 324384) {Provides
pupils with an atmosphere that is co-operative and democratic-with the skills of
examining and interpreting the world).

The Krishnamurti Centre, Bramdean, Hampshire SO24 OLQ. [Provides an education
orientated towards achiwing freedom from all forms cf conditioning, and to a fundamental
change in the human spirit. Fee paying.)

Natural Living Centre, 48 Fitzroy Avenue, Belfast BTZ 1HX. fProvides classes and
workshops on a holistic way of living.]

New University Proiect, 11A St Quintin Avenue, London W10 (AIso called the Green
University, set up in Birmingham in October 1986" The long term aim is to set up residential
educational centres where learning will be firmly placed on a holistic basis and
responsibility for oneself, other people and the Earth).

Rudolf Steiner School, 34 Croft Road, Hol!.wood, Co. Down {The school is independent, co-
educational, interdenominational, and non-fee paytng. it strives to put human values back
into education through an artistic appraoch to all sublects and a careful regard for the
individual development of each child).

School of Peace Studies, University of Bradford, Bradford BD7 1DP, W Yorkshire. IOffers
university degree courses. The attempt is to combine the academic and the practical. what
the students learn must not only be scholastically sound, but of social relevance, and enable
them to play an appropriate part in contemporary issues).

school of kace studies, Magee college, University of Ulster, Northland Road, lnndonderry
w48 7lL. (offers university degree courses concerned with the wide context in which
violence occurs; courses are guided by the concern to address practical and relevant
problems).

springhill community House,82 springhill Avenue, Belfast BT12 {provides workshops and
discussions on a universal range of issues; also acts as a resource centre).

Ulster Peoples college, 3o Melaide Park, Belfast BT9 6Fy. [A residential adult education
centre; sponsors and hosts courses on social, economic, cultural and pclitical issues).
\\brkers' Educational Association, 1 Fitzwilliam Street, Belfast FI9 6AW {The WEA is
an adult education body providing day and evening classes in the community),
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Dawn Thain No. 3 "The Nuclear syndrome-victory for the lrish Antlnuclear power
movement", by Simon Dalby. S0 pence + 20 pence postage.
Dawn tain Nos. I & 2 including 15 pages on 'p".errtr of nonviolence' (Davitt, sheehy
skeffington, King, Bonhoeffer, lanza del Vasto, A J MusteJ and other features, both for
fl post free.
"An alternative defence for lreland*some considerations and a model of defence
without arms lor the lrish people':--Z0 pence + 20 pence postage.'An introduction to nonviolent action training':-30 pence + 20 pence postage.
"Neutral on whose side*Irish neutrality today'-3O pence + 20 pence postage.
Nonviolence in Irish history':-!ss1's best seller looking at some neglected aspects of
Irish history-30 pence + ZO petce postage.
Dawn No' 1o2-3 with lO-page feature on 'Men on the mover--40 pence + 20 pence
postage.
Dawn No. 106-7 with 8 page feature on corrymeela and Glencree-40 pence plus 20
pence postage.

DAWN SUBSCRIPTIoNS-For 'Dawn tain' + broadsheets: f 3 minimum, supporting
subscription t6. As the frequency and size of publications is indeterminate afttre
moment what rye'll give you for your money is: magazines/pamphlets/broadsheets of
cover value and postage to the total amount you send before wb invoice you again.
Send to Dawn, Box 1522, Dublin 1, or Dawn, 16 Ravensdene park, Belfast Ff6 ODA.

Getting up for Dawn leaves you tired out by tea time..........

Dawn has been working North and South since 1974 involved in
publishing and action on nonviolence, civil liberties and movements for
change. If you'd be interested in getting involved in our work on
nonviolent action, training, or publishing, please contact us at
!Q^Aox_tS_Z!, Dublin 1, or l6Ravensdeni Park, Belfast 6, phone
Belfast 647106.
If you'd like.h9lp witlr nonviolent action training or publishing pamphlet
style material in our fields please contact us.

..,......but with a real sense of a job well done...
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