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Berore Freud, mental disturbances were generally understood to be
organic in origin. Psychoanalysis grew out of discoveries made by Freud
that these disturbances were often better treated by psychological means
than by medical approaches. Because he developed his therapeutic
method and theory simultaneously, the term psychoanalysis has since come
to refer to a loosely knit theory of mental processes, to the techniques by
which these processes are investigated, e.g., dream analysis, and to a
therapeutic procedure.

In assessing the impact that psychoanalysis has had on American
elementary education, we have restricted our analysis in certain ways.
Thus, in the discussion to follow, it is primarily the theory of
psychoanalysis that we assess for its impact on education, with other issues
brought in only occasionally. We also concentrate on what is generally
referred to as “orthodox” psychoanalytic thinking; psychoanalytic schools
such as those represented by Alfred Adler are given only minimal consid-
eration.
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The sheer volume of the education literature makes it necessary to
limit as well that part of it we have been able to consider in any detail. For
this reason we restrict our study to the elementary education of normal
children and do not address ourselves to the various counseling services,
child guidance clinics, and residential schools that serve children with
special problems. We also limit our assessment to influence in the United
States, to the neglect of the important impact of psychoanalysis on educa-
tional work done in Austria, England, Germany, Israel, and other places.!

The period we cover begins with the turn of the century, the time
when references to psychoanalysis began to appear in the American
literature, and ends in 1957. The year 1957 marks the symbolic death of
the progressive education movement as well as the launching of Sputnik
and on both these counts is broadly thought of as the end of an era in
education.

The chapter is organized along the following lines. In the first section,
a brief synopsis of some key works on the history of psychoanalysis in
medicine and psychology is presented for the perspective it provides of
the impact of psychoanalysis on the professions in the United States. In
the second section, we provide a review of the psychoanalytic literature
concerning topics of relevance to ordinary education; this section begins
with a précis of Anna Freud's Psychoanalysis for Parents and Teachers, a work
now considered classic for its clear presentation of psychoanalytic ideas.

The third section consists of a presentation of the evidence of impact
of psychoanalytic thinking on education, restricted primarily to textbooks
and journals, although some institutional surveys are reviewed; in general
we have not evaluated the adequacy of presentation of psychoanalytic
ideas but, rather, concentrate on the assessment of magnitude of impact.
In the fourth section, we make a brief conceptual comparison of Freud,
Dewey, and Thorndike, with an emphasis on their differing conceptions
of human nature. The fifth section summarizes our conclusions.

1. BRIEF HISTORICAL OVERVIEW OF PSYCHOANALYSIS
IN AMERICAN MEDICINE AND PSYCHOLOGY

Despite its European origins, psychoanalysis has had a greater impact
on American culture than on any other. To provide at least a partial
framework for comparing developments in education, we discuss in this
section the general way in which psychoanalysis affected the professions
of medicine and psychology in America.

! Two histories of the relauon between psychoanalysis and educauon that emphasize the
impact of Freud on education in Europe are Hoffer (1945) and Ekstein and Motto (1969); a
discussion of kibbutz education from a psychoanalytic point of view is to be found m
Bettelheim (1969).
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1.1 Medicine

After an early abstract by William James in 1894 of the Breuer-Freud
paper “On the Psychical Mechanism of Hysterical Phenomena: Prelimi-
nary Communication,” Freud’s beginning efforts received scant attention
in the American medical press. Not until about 1905 did American physi-
cians begin to take serious note of his work.

The influence of psychoanalysis on the medical profession has been
charted in a monograph by Burnham (1967), covering the period 1894 to
1918; the history of psychoanalysis in medicine through the post World
War II years is taken up by Oberndorf (1953), a past president of the
American Psychoanalytic Association. These, as well as other works, show
how the transmission of psychoanalytic ideas in American medicine de-
pended largely on the personal efforts of a very smail number of physi-
cians and not on the scientific literature on psychoanalysis.

During the first decade of the century, nearly all the American physi-
cians interested in psychoanalysis were located on the East Coast, spe-
cifically in the cities of Boston, New York, and Baltimore-Washington.
Early interest of this kind may be dated to about 1905, when the Boston
neurologist Morton Prince organized some weekly discussions at his home
to consider issues of psychopathology. As a result of these meetings, in
1906 he founded the Journal of Abnormal Psychology, which from the
beginning gave coverage to psychoanalysis. Members of this early Boston
group included, at least from time to time, Ernest Jones, a neurologist
later to become Freud’s biographer; the psychologist G. Stanley Hall; and
James J. Putnam, professor of neurology at Harvard. Burnham suggests
that the professional standing of such men as Prince and Putnam was an
important factor in gaining a hearing for psychoanalysis.

Adolf Meyer in New York was also important in spreading
psychoanalytic ideas. Meyer was a Swiss immigrant and psychiatrist as-
sociated with the New York state hospital system whose early interest in
psychoanalysis was reflected in the 1905 and 1906 issues of the Psychologi-
cal Bulletin in which he wrote rather lengthy reviews of Jung’s word-
association experiments. Because of Meyer, along with his colleague
August Hoch, young physicians in the New York state hospital system
became aware of psychoanalysis.

Also in New York was Frederick Peterson, a distinguished psychiatrist
and coauthor with Jung on aspects of the association experiments.
Another important figure was A. A. Brill, who later translated Freud'’s
works into English and was responsible for converting Smith Ely Jelleffe,
a distinguished neurologist and editor of the Journal of Nervous and Mental
Diseases, to psychoanalysis. This conversion was an important one, since
by 1913, Jelleffe and his close friend William A. White had started the
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Psychoanalytic Review, the first psychoanalytic journal in English. White was
then the superintendent of the Government Hospital for the Insane in
Washington, and it was through his influence that the younger psychia-
trists on his staff, like those on Meyer’s staff in New York, were introduced
to psychoanalysis. We discuss later how White also played a significant
role in bringing psychoanalytic ideas into education through the mental
hygiene movement.

By 1911, the New York Psychoanalytic Society and the American
Psychoanalytic Association, the first psychoanalytic professional associa-
tions, had been formed. By World War I, psychoanalysis was recognized
as a subspecialty in psychiatry, though not without opposition. Oberndorf,
whose largely autobiographical account includes this early period as well
as later years, provides insight into the storms created by the dissensions
of such psychoanalysts as Alfred Adler, Karen Horney, and Harry Stack
Sullivan.

Generally speaking, these works emphasize how the American temper,
as reflected in both medical and cultural attitudes, encouraged a highly
pragmatic outlook, and the value of psychoanalysis was to a large extent
judged by its value in treatment. The sexual emphasis in psychoanalysis
seems to have been the cause of most of the explicit opposition.

1.2 Psychology

To some extent the early history of psychoanalysis in psychology is
related to its history in medicine in that many of the same people, e.g.,
William James, G. Stanley Hall, and James J. Putnam, were responsible
for bringing psychoanalysis to the early attention of both professions.

Shakow and Rapaport (1964) have chronicled in considerable detail the
impact of psychoanalysis on American psychology. They discuss at length
how psychology’s commitment to a program of scientific experimentation,
with detailed control of variables, made the field largely unreceptive to
psychoanalytic thinking, which relied for its development on the empirical
but nonexperimental case-study method.

These preoccupations are reflected in the responses of important
psychologists to Freud; in a four-part article entitled “Contributions of
Freudism to Psychology,” published in the 1924 issue of the Psychological
Review, for example, statements are to be found by L. L. Thurstone,
James H. Leuba, K. S. Lashley, and Joseph Jastrow. All their remarks are
worth quoting, but the statements by Thurstone and Lashley are espe-
cially representative of the thinking of psychologists.

Thurstone is sympathetic to psychoanalysis and emphasizes that the
theory deals with questions that are of considerably broader interest than
the questions ordinarily dealt with in academic psychology. He makes this
more explicit by emphasizing that academic psychology has primarily
dealt with momentary mental states, “while the new psychology deals
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mostly with the expression of basic and permanent human wants” (p. 177). At
the same time, he criticizes psychoanalysis for the absence of scientific
methods of the sort used in academic psychology. The optimistic advice
he gives in his final paragraph has unfortunately not been followed with
any great success.

Let us turn to the effects which the psychoanalysts and the psychiatrists have
used on an empirical basis in their medical practice and apply to these
phenomena the methods of controlled scientific experimentation. It is certain
that both medical practice and psychology as a science will profit from such a
venture. (p. 183)

In contrast, Lashley is totally negative in his evaluation of
psychoanalysis—though in a way that appears rather naive today. He
seems to feel that, by looking to physiological or neurological theory and
findings, it should be possible to eliminate the need for the kind of
psychological constructs introduced in psychoanalysis; in fact, Lashley
entitles his contribution “Physiological Analysis of the Libido.” The kind
of program that Lashley outlines is no more possible of execution now
than it was at the time of its writing, for psychoanalytic theory or for any
other substantial domain of psychological theory.

It is ironic that to an extent probably much truer than in the case of
general medicine, Freud’s ideas were well received by a large number of
prominent American psychologists in the first half of the century, even
though they did not use the ideas in a systematic way in their own work.
Psychoanalysis, though early an established subspecialty in psychiatry, has
enjoyed an uneasy relation with established medicine, as has psychiatry in
general. In psychology, however, psychoanalysis received a generally
sympathetic reception from psychologists representing diverse schools of
thought, e.g., G. Stanley Hall, E. B. Holt, John B. Watson, and Robert S.
Woodworth. The extent of general recognition of psychoanalysis was
noted by D. G. Park (1931), who published in the Psychological Review an
analysis of Freudian influence on academic psychology as measured by
the extent to which psychoanalytic theory was included in 50 textbooks
on general psychology. Park found that of the 50 books investigated, only
four ignored psychoanalysis, and with the exception of one strongly anti-
Freudian text by Dunlap, no text published after 1917 failed to show its
influence. It is worth noting that John B. Watson’s 1924 text reflected
substantial psychoanalytical influence, as did the prominent 1929 text-
book by Woodworth. Park notes that most of the texts agreed that Freud
had overemphasized the place of the libido or sexual drive.

As Shakow and Rapaport (1964) properly emphasize, in spite of having
favorable things to say about psychoanalysis and the increasing acceptance
of aspects of Freud’s conception of human nature, the attitude of
academic psychologists must be described as mixed, since they made no
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serious use of psychoanalytic theory in their own scientific work.? Shakow
and Rapaport conclude that most academic psychologists were influenced
by Freud primarily through the impact of psychoanalytic ideas on the
Zeitgeist of the 20th century and thus were influenced in the same way as
many other persons in the culture rather than as academic psychologists
pursuing their own special studies; elsewhere Heidbreder (1933) has
expressed a similar view. We think it fair to say that, from a scientific
standpoint, psychoanalysis has had only a slight effect on the mainstream
of academic psychology during the period covered by this review.

2. PSYCHOANALYTIC THEORY
PERTINENT TO EDUCATION

As would be expected of a literature covering more than a half century
and concerned with a theory of the complexity and subtlety of
psychoanalysis, there are no succinct or simple formulations relevant to
education we can refer to. Freudian theory has undergone at least four
major revisions, and different writers at different times have concentrated
on different aspects and interpretations of the theory. Though it is not
possible within the confines of this article to give even a sketch of the
history of psychoanalytic theory, there is one development that should be
mentioned.

Freud’s early model of the mind, the topographic model, marked a
step away from the emphasis on consciousness shown by traditional
philosophy and academic psychology. Though the model defined mental
contents and processes on the basis of their availability to consciousness, it
is clear that during the period of his early work, Freud’s primary interest
lay in that which remained out of awareness, that is, was unconscious.
That the theory created a sensation because of the emphasis it placed on
the power of the sexual drives on psychological functioning is by now
familiar history and needs no comment here.

By 1923, various sorts of evidence had suggested to Freud that the
attribute of consciousness was not adequate to differentiate between the
regions of the mind, and in The Ego and the Id (1923/1961) he replaced the
topographic model with his now famous structural model of id, ego, and
superego. This second model added to the early interest in instinct a focus
on ego function. Since that time, psychoanalytic investigators have con-
tinued to deepen their understanding of the various ego functions, so that
psychoanalytic ego psychology is today concerned with functions that are
not or only in a minimal way involved in conflict as well as with functions
that mediate between the conflicting demands of id, superego, and envi-

2 Notable exceptions to this generalization are E. R. Hilgard, H. A. Murray, and R. R. Sears.
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ronment.” Though different writers have different things to say about the
nature and origins of these functions, ego psychology had become, by the
end of the period of our review, an established part of psychoanalytic
thinking. We mention this development because it puts in context the
writings we discuss below.

In this section we review a representative sampling, through 1957, of
the psychoanalytic literature relevant to ordinary elementary education.
This literature can be regarded as important either because of the histori-
cal fact of concern about the issues discussed therein or because of the
permanent intrinsic importance of these issues for education. The writ-
ings we consider concern learning theory, learning difficulties, moral
development and discipline, and the teacher. The child’s psychology from
a psychoanalytic point of view is not discussed separately but is implicit in
all the discussions.

2.1 Anna Freud's Lectures to Teachers

To give a concrete sense of the issues psychoanalysts consider to be of
importance for education, we have selected what is perhaps the most
famous single document on these matters during the historical period we
are considering, namely, Anna Freud’s lectures to Hort teachers in Vien-
na, which appeared in English translation as A. Freud (1935).%

The first two lectures concern the prelatency child, that is, the child
before he enters school at the age of 5 or 6, and are devoted to the
development of the following themes. First, one must consider education
to begin on the first day of life and not when the child enters the formal
school setting. Second, one must take the child’s instinctual life into
account if education is to succeed, or, to put the matter in another way,
too narrow a view of the purpose of education is certain to fail. Edu-
cation, whether administered by the parents or by the teacher, has as its
general aim to make the child become like the adults around him, and to
achieve this purpose the educator must engage in a constant struggle with
the child’s instincts.

Miss Freud lays out some of the main components of this instinctual
life, emphasizing early sexual development, sibling rivalry, the Oedipus
complex, or the male child’s sexual love for his mother and rivalry with

3 Major publications in ego psychology include Anna Freud’s The Ego and the Mechanisms of
Defense (1936/1946), Heinz Hartmann's The Ego and the Problem of Adaptation (1939/1958), and
Eric Ertkson’s Childhood and Socety (1950).

4 A Hort as constituted in the Vienna of the 1930s may be compared to our present day-care
centers, except that the children were older, ranging 1n age from 6 to 14 years. Thus, the
teachers to whom the lectures were addressed were not ordinary schoolteachers but ones who
related to the children in a more personal and less scholastic way than would ordmarily be the
case. This fact, however, does not too much affect the content of the lectures, but only certain
points of emphasis.
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his father (she does not discuss the corresponding situation for the female
child), and the transference of these family feelings to the school.
These particular features are all a natural part of the child’s robust
instinctual life, which unfolds through a series of stages. A vivid passage
depicts this “natural state” which the parents or teachers must struggle to
change:
The child is frightfully inconsiderate of others and egotstic; he is only con-
cerned with getting his own way and satisfying his own desires; he is quite
indifferent as to whether this hurts others or not. He is dirty and odoriferous;
he does not mind catching hold of the most disgusting things or even putting
them to his mouth. He is quite shameless so far as his own body 1s concerned
and very curious about the things that other people wish to conceal from him.
He is greedy and will steal dainues. He is cruel to all living creatures that are
weaker than himself and filled with a perfect lust for destroying manimate
objects. He has an abundance of naughty bodily tricks, he sucks his fingers, he
bites his nails, he picks his nose and plays with his sexual organs; he does all
these things urged by his intense desire for self-fulfillment, and regards the
slightest hindrance as intolerable. (pp. 46—47)

We have deliberately used the word struggle because one of Anna Freud'’s
most important conceptual messages is that from the first day of life there
is conflict between the aim of education, i.e., the transformation of the
child into an adult of his particular society, and the instinctual life. The
problem for education, as she emphasizes, is to be neither too repressive
nor too permissive, and to understand that struggle and conflict are
inevitable and should not be considered unnatural.

The development of the child has been hampered by the tradition of
imposing education by force (as if it can be done), either by the threat of
punishment or by the threat of the loss of love. The phenomenon of
infantile amnesia is the residue of such measures taken to change the
child, for as he adopts the viewpoint and values of the adults who are
important to him he represses the memories of his early years, full of
experiences and feelings no longer acceptable. The fact of infantile am-
nesia is important because it demonstrates how much of our own inner
lives, including intimate knowledge of our past, is inaccessible to us even
though it retains power to influence us.

The third lecture concerns the latency period, which is marked by the
repression of the instincts characteristic of the earlier stages. Many
mechanisms are at work during this period. A typical example is a reac-
tion formation by the child toward his own excrement so that the desire to
taste and touch it is replaced by a strong feeling of repulsion. Another
example is the sublimation of an undesirable trait into a desirable one, so
that, for example, an early preoccupation with urine and feces is trans-
formed into pleasure in games with sand and water or with mud or
paints. That the child is especially receptive to learning during the latency
period has been recognized from time immemorial, and traditional
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schooling is begun.

Adolescence, long regarded as marking the beginning of sexual feel-
ing, in fact only witnesses a repetition of the earlier stages prior to the
latency period. There is a revival of strong emotions due to the increased
strength of the instincts, and the school must be prepared for this change.

The last of Anna Freud’s lectures concerns the relations between
psychoanalysis and pedagogy, which she summarizes as follows. There are
three important clusters of ideas that psychoanalysis brings to our under-
standing of the child. The first concerns the division of his development
into psychosexual stages. The second has to do with the growth of the
child’s personality, beginning with the instinctual life and followed by the
development of the ego and the superego, which are derived from the
influence of the parents and constitute the parents’ primary contribution
to his education. The third cluster of ideas concerns the interactions of
the various parts of the child’s personality. It is one of the significant
mistakes of classical pedagogy to think that development can be a peaceful
process and one of the most important lessons of psychoanalysis that the
developmental process is inevitably a process of conflict.

Almost uniquely among important philosophies of education,
psychoanalysis recognizes an explicit need to limit the goals of education.
Without such limitations, education will tend to overly restrict the impor-
tant part that should be played in life by the instinctual drives. In the
psychoanalytic view, the profound problem of education is to find the
right proportion of instinct gratification and instinct restriction. Although
the psychoanalytic theory of pedagogy is not yet fully developed, it does
bring three things to pedagogy: a basis for criticizing existing educational
methods, a deepening of the teacher’s understanding of the complicated
psychological relations between the child and the teacher, and, finally, a
practical therapeutic method for the treatment of children when
psychological injuries have. been “inflicted upon the child during the
processes of education” (A. Freud, 1935, p. 106).

This brief description of the main themes of Anna Freud’s lectures to
teachers gives a summary of what psychoanalysis has to say about educa-
tion. In the various subsections that follow we explore individual topics in
more depth.

2.2 Theory of Learning

The discussions of learning in psychoanalysis center at least as much
around the learning of the child in the early years of life as in the years of
schooling; however, much of the discussion is general and applies to the
later as well as to the earlier years of childhood. Broadly speaking, much
of what is referred to as learning in the psychoanalytic literature is
discussed under the heading of development in other parts of child
psychology. For example, psychoanalysts label as a process of learning the
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child’s replacement of the pleasure principle by the reality principle, a
step that requires him to reduce or delay immediate gratification and to
suffer immediate deprivation in the interest of future gratification.

Because the psychoanalytic view toward learning emphasizes increasing
differentiation of structure and capacity for sublimation, it is not surpris-
ing to find that a characteristic theme of considerable significance in
psychoanalytic approaches to learning is the emphasis on readiness for
learning or preconditions of learning. Psychoanalysts are undoubtedly
right in saying that classical learning theories in academic psychology have
not properly emphasized the deeper reasons for readiness for learning.
The postulated stages of development, leading into the latency period
around the age of 5 or 6 years, provide a conceptually compelling expla-
nation of why this is the appropriate time to begin serious school
learning—more so than is provided by any competing theory known to us
despite the difficulties of formulating the theory in suitably precise form.

There are four related groups of articles that we would like to con-
sider, even if somewhat cursorily. The first is much concerned with
reward and punishment or what in learning-theoretic terms would often
be called positive and negative reinforcement. In an influential article on
the means of education, Fenichel (1945) summarizes matters this way:
“And now it seems clear that we have identified the three basic means of
all education, namely, direct threat, mobilization of the fear of losing love,
and the promise of special rewards. The second means can be applied
effectively only if the child has previously experienced the fear of losing
love” (p. 285).

The fear of losing love is a characteristic psychoanalytic theme that is
not ordinarily discussed as part of theories of learning but that has a
powerful ring of truth about it and is in fact used in a variety of ways by
parents and teachers as a means of directing the education of the young.
Ideas of a similar nature, though not as systematically worked out, are
expressed in Peller (1946). Peller has one viewpoint, however, that we
think is fundamental to the psychoanalytic theory of rewards and
punishments as a means of education. Here are her own words:

Threats and rewards are regulatory mechanisms effective in bringing about
minor adjustments. The view that they can build the character structure which
makes an adult out of a child, seems a replica of Lamarckian thinking.
Lamarck explained the evolution of species by external, environmental regula-
tion. ... According to modern biology external regulatory influences could
never lead to a new species. (p.411)

Peller is expressing what has come to the fore in recent theories of
learning, namely, the importance of postulating internal structures. The
theories of learning she criticized certainly were not powerful enough to
generate or account for the structures characteristic of the complex think-
ing and behavior of the child. It is characteristic of a psychoanalytic
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viewpoint toward these matters that a balance is struck between structures
that are inherent in the organism and the environmental forces that
impinge from without. Although a variety of different opinions can be
found among psychoanalytic writers about the details of these matters,
there is a general insistence that neither internal structure nor environ-
mental conditions alone can provide an adequate account of complex
development. Along these lines, Hartmann, Kris, and Loewenstein (1946)
propose four factors that are, in their view, the primary ones taken into
account in psychoanalytic hypotheses about learning. We quote their brief
summarizing passage: “First, the stage of maturation of the apparatuses;
second, the reaction of the environment; third, the tolerance for depriva-
tion; and fourth, the various types of gratification afforded by the process-
es of learning and the satisfactions that can be obtained as consequences
of mastery” (p. 26).

The second group of papers on the relation of psychoanalysis and
learning theory is concerned with what might be broadly classified under
the heading of motivation. These articles deal with the specific roles of
repression, sublimation, the developing dominance of the reality principle
over the pleasure principle as the child enters school, and related
phenomena. Excellent examples are the articles on sublimation by
Hartmann (1955) and Peller (1956), a brief article on repression as a
factor in learning theory (Harris, 1950), and an article on libidinal fixa-
tions by Liss (1935). It is not possible to explore these matters in detail
here, but the point we do want to make is that there is a wealth of
additional psychoanalytic concepts that has not received much attention in
the mainstream of learning-theory research in this century.

A good summary of the situation is provided in Hilgard (1948/1956).
Hilgard provides an especially good account of attempts to experimentally
test various psychoanalytic concepts and propositions. Though it is out-
side the scope of this chapter to review this literature, the reader who
wants to gain a sense of these matters can certainly do no better than
consult the excellent survey and detailed list of references given by Hil-
gard. He provides a good account of psychoanalytic concepts that have
influenced learning theories and experiments as well as an excellent précis
of those psychoanalytic ideas that had had, as of 1956, little impact on
psychological studies of learning.

There is one point about Hilgard’s survey and the literature he refer-
ences that is of some general interest. It might have been thought that
Freud's concept of psychic energy would have been taken up by
psychologists, especially learning theorists, and developed into a precise
and quantitative concept, testable against a variety of empirical
phenomena. Somewhat surprisingly, this has not been done, and in fact
we know of no theoretical discussion of the concept of energy by a
learning theorist or of any attempt to provide an empirical test of the



330 PATRICK SUPPES AND HERMINE WARREN

concept. We also know of no discussion of learning by a psychoanalyst
that brings the concept of energy and the related important concept of
cathexis to bear on theoretical problems of learning, in spite of some
tantalizing remarks here and there in the psychoanalytic literature on
these matters and the obvious importance of these ideas to any develop-
ment of learning theory along psychoanalytic lines.

The third group of articles, of which we again give two sample in-
stances, is concerned with the relation between psychoanalysis, con-
ditioned reflexes, and stimulus-response psychology. We consider here
the articles of Bernstein (1935) and Schilder (1937). Bernstein prefers to
contrast psychoanalytic approaches to learning with Thorndike’s basic
laws of learning rather than to sharply oppose them. For example, he
says: “The pedagogue is seeking positive responses and attempting to
reduce the number of negative responses. Psychoanalysis makes a more
complicated analysis of interest and works back to the intricate concept of
impulse-disposition and to the unending conflict between the ego and the
id. The analyst emphasizes the divergences from the desirable pattern
while the statistically-minded educator would stress the successful re-
sponses and draw conclusions therefrom” (p. 159). Bernstein also notes
that from a psychoanalytic standpoint there is a sense in which all educa-
tion represents a form of repression.

Schilder’s article is deeper in its analysis of the relations between
psychoanalysis and stimulus-response theory, especially as reflected in
Pavlov’s theory of conditioned reflexes. He is critical of the acceptance of
conditioned reflexes as adequate to explain complex human behavior, and
is especially telling in his detailed critical analysis of the use of physiologi-
cal language to describe what are, in fact, psychological phenomena. Some
of his remarks are amusing as well as to the point; for example, “The
neurosis in dogs as described by Pavlov certainly has a primitive structure.
It can be cured by rest, bromides and calcium and if there is anything by
which a neurosis in humans cannot be cured it is rest, bromides and
calcdum” (pp. 13-14).

Schilder writes from a medical as well as a psychological background.
The following passage, critical of Pavlov’s theories of inhibition and exci-
tation and of other simple attempts at localization of psychological process-
es in the nervous system, provides a good sense of the specific character
of Schilder’s criticisms.

Of course, nobody has a right to doubt that psychological processes are depen-
dent from cortical processes. Still I doubt the formulations concerning excita-
tion, inhibition and irradiation. The interesting experiments concerning the
corpus callosum can be explained in the following way from a psychological
point of view. The knowledge of one's own body has to be built up. In this
process of building up, the impressions of both sides of the body have to be
continually coordinated. There is no question that the process of coordination
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will be disturbed by transsection of the corpus callosum. But, I do not believe
that we deal merely with symmetrical connections of excited points. (p. 16)

The last group of articles we review focuses on the topic of curriculum
and instruction. There are relatively few psychoanalytic writings on these
matters during the period we review, and because these articles concern
the effects on learning of various approaches to the curriculum, it seemed
appropriate to include a discussion of this issue in this section.

Zachry (1933) discusses the role of instruction in art for personality
development and presents a case for the inclusion of art in the cur-
riculum. Bettelheim (1948) discusses the ways in which the social studies
teacher can help students master the problems of adolescence. He em-
phasizes that real-world mastery of his problems is not possible for the
adolescent so that classroom analysis is especially important.

An example of a detailed discussion of particular parts of the cur-
riculum from a psychoanalytic standpoint is to be found in Hill (1971).
Although this book appeared after 1957, Hill has published extensively on
psychoanalysis and education, beginning with a paper “Poetry and the
Unconscious” in 1924, in which he expresses views similar to those ex-
pressed in his book. A shorter discussion, also dated after 1957, on how
psychoanalysis throws light on the formulation of educational objectives is
to be found in Tyler (1958).

2.3 Learning Difficulties

The clinical viewpoint of psychoanalysis has been applied to a wide
variety of learning difficulties encountered by students, and the results
are of considerable conceptual interest. The literature on this subject is
large, so, as with other topics, we present a sample of the kind of thinking
that has been typical.

In the early psychoanalytic view, learning inhibitions result from un-
stable sublimations of instinctual drives. This idea may be traced to Freud
(1926/1959), who wrote:

The ego function of an organ is impaired if its erotogenicity—its sexual
significance—is increased. . . . As soon as writing, which entails making a liquid
flow out of a tube on to a piece of white paper, assumes the significance of
copulation, or as soon as walking becomes a symbolic substitute for treading
upon the body of mother earth, both writing and walking are stopped because
they represent performance of a forbidden sexual act. The ego renounces
these functions, which are within its sphere, in order not to have to undertake
fresh measures of repression—n order to avoid a conflict with the 1d.

There are clearly also 1inhibitions which serve the purpose of self-
punishment. This is often the case in inhibitions of professional activities. The
ego is not allowed to carry on those activities, because they would bring success
and gain, and these are things which the severe super-ego has forbidden. So
the ego gives them up too, in order to avoud coming into conflict unth the super-ego.

The more generalized inhibitions of the ego obey a different mechanism of a
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simple kind. When the ego 1s involved in a particularly difficult psychical task,
as occurs in mourning, or when there is some tremendous suppression of
affect or when a continual flood of sexual phantasies has to be kept down, 1t
loses so much of the energy at its disposal that it has to cut down the expendi-
ture of it at many points at once. (pp. 89-90)

The most conspicuous manifestation of intellectual inhibition during
the early years of school life is in reading difficulty. There is a large
psychoanalytic literature on this topic, beginning in the 1920s, a time
when the general psychological literature on reading also began to
flourish. An excellent systematc survey of psychoanalytic contributions to
the problem of reading disabilities is to be found in Blanchard (1946),
who presents a survey of the statistical data on sources of reading
difficulty and, referring to Gates' extensive study, accepts his esumate that
emotional disturbances are present in about 75% of children with serious
reading disabilities, that in about a fourth of these cases the emotional
difficulties are the cause of the reading difficulty, and that in the remain-
ing three-fourths of the cases the causal direction is reversed. She em-
phasizes that psychoanalytic therapy is especially called for in cases where
neurotic difficulties are the source of the reading disability, whereas
therapy may not be required when the causal direction is reversed, except
in severe cases.

Blanchard subscribes to the theoretical view that learning offers an
opportunity for the sublimation of instinctual drives and explains reading
disabilities this way:

More frequently the child will be suffering from severe unconscious conflicts,

with repression of impulses and imperfect capacity to sublimate them, so that

much of his energy is used up 1n maintaining repression and not enough is left
over for such a complex mental process as learning to read. Moreover. this
type of child often tends to resort to restriction of ego acuvities in order to
escape painful situations and now may utilize this defense mechanism to avoid
the painful experience of seeing classmates excel his achievement, giving up all

effort to learn to read as a way of evading competition where he knows he will
appear inferior to others. (p. 170)

She also points out the role played by chronic emouonal stress in the
child’s background in producing disabilities. This stress does not necessar-
ily result only in reading failure, but since reading failure is the main
source of general school failure in the early years, in a more pervasive
kind of failure as well.

A good survey of the literature on emotional components of learning
arithmetic is given in Plank and Plank (1954). Their method of study
consists in the examination of autobiographies for remarks about the
pleasure or pain of learning mathematics. Though their methodology is
flawed, their results support the claims of several writers, e.g., Levy (1943)
and Klein (1949), that overprotected children who are strongly attached
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to their mothers often find learning to read easy and learning arithmetic
difficult.

There are other instances in which psychoanalysts have brought a
clinical-case approach to bear on the issue of how affective factors may
interfere with cognitive processes. Klein (1924) gives a rich sample of such
clinical analyses.® She brings out in the context of detailed case studies
some of the fantasies that may stand in the way of proper learning and
that are in a poorly understood fashion part of ordinary folklore. Fan-
tasies about particular letters and particular numbers are perhaps the
most familiar examples.

For little Fritz in writing the lines mean roads and the letters ride on motor-
bicycles—on the pen—upon them. For instance, ‘' and ‘e’ ride together on a
motor-bicycle that 1s usually driven by the "' and they love one another with a
tenderness quite unknown in the real worid.

Thus, instead of the double ‘s’, he always wrote only one, untl a phantasy
afforded the explanation and solution of this inhibition. The one ‘s’ was
himself, the other his father. They were to embark together on a motor boat,
for the pen was also a boat, the copy-book a lake. The ‘s’ that was himself got
into the boat that belonged to the other ‘s’ and sailed away in it quickly upon
the lake. This was the reason why he did not write the two ‘s's together.
(p.318)

This kind of analysis extends to even so specific and technical a matter
as the algorithm of division. Here is a statement about Fritz's problems:

Fritz had a marked inhibition for doing division sums, all explanations proving
unavailing, for he understood them quite well, but always did his examples
wrong. He told me once that in doing division he had first of all to bring down
the figure that he still required, he climbed up, seized it by the arm and pulled
it down. To my enquiry as to what it said to that, he replied, that quite
certainly it was not pleasant for the number—it was as 1f his mother stood on a
stone 13 yards high and someone came and caught her by the arm so that they
tore it out and divided her. Shortly beforehand, however, he had phantasied
about a woman in the circus who is sawn in pieces, and then nevertheless
comes to life again, and now he asked me whether this were possible. He then
related (also 1n connection with a previously elaborated phantasy) that really
every child wants to have a bit of his mother, who is to be cut in four pieces; he
depicted quite exactly how she screamed and had paper stuffed in her mouth
so that she could not scream, and what kind of faces she made, etc. (p- 324)

That these fantasies are not unique to early learning but may interfere
with later learning is shown by the following case:

Seventeen-year-old Lisa related in her associations that she did not like the
letter ‘v, it was a silly jumping boy who always laughed, who was not needed in
the world at all and over whom she became quite enraged, incomprehensibly
to herself. She praised the letter ‘a’ as being serious and dignified, it impressed

* Although Melanie Klein 1s not considered an orthodox psychoanalyst, we present this
material here because of its vivid clinical details.
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her and the associations led to a clear father-imago whose name also began
with an ‘a’. (p.319)

Here are further remarks about Lisa’s difficulties with arithmetic:

Lisa considered the number ‘3’ also insupportable because ‘a third is of course
always superfluous’ and ‘two can run races with one another'—the goal being a
flag—but the third has no business there. Lisa, who had a taste for mathemat-
ics, but was very inhibited where 1t was concerned, told me that really she only
thoroughly understood the idea of addition; she could grasp ‘that “I" joins with
another when both are the same’, but how were they added up when they were
different? This idea was conditioned by her castration complex, it concerned
the difference between the male and female genitals. (p. 321)

From the standpoint of the academic literature on students’ perfor-
mance, these clinical accounts may seem fanciful. It is not our purpose
here to defend in detail the correctness of Klein’s account but rather to
emphasize that she has undoubtedly identified some of the reasons for
individual children’s difficulties. Most of her examples have to do with
reading and arithmetic because of their central role in school perfor-
mance but she also includes examples from grammar, geography, and
physics.

The articles cited above discuss instances in which the child’s ego is
overwhelmed by other forces. In the last article we review, that by Pearson
(1952), we find a discussion of learning disabilities understood as a prob-
lem in ego psychology as such. Pearson discusses at some length the child
who seems to lack any interest in learning, and for whom learning is
boring because it requires effort and interferes with immediate pleasures.

Pearson is raising an issue that has increasingly engaged the attention
of educators and psychoanalysts, that of the child whose ego development
has been retarded by a too permissive upbringing. We discuss below how
this kind of childrearing philosophy has been one of the most persistent
misapplications of Freud.

2.4 Discipline and Moral Development

The disciplining and moral development of children have been tradi-
tional concerns of those responsible for formulating educational aims and
for organizing society’s efforts at schooling. The general history of the
subject extends back at least to ancient Greek philosophy where it is
discussed extensively in various works and from various viewpoints by
Plato and Aristotle.

To a large extent, the psychoanalytic view of learning and moral
development is related to the theory of learning outlined above, since
psychoanalytic writings on these topics are more concerned with the
promotion of inner control than with overt behavior. The term “disci-
pline” is perhaps best used with younger children, since the young child
does not have the inner resources for regulating his behavior; moral
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development, on the other hand, is concerned with the acquisition of
internal structures that permit the child to regulate his behavior even
when his parents, or parental surrogates, are absent.

There is in psychoanalysis a rather distinctive theory of moral de-
velopment. This theory, especially as it relates to the theory of the
superego, was not articulated in finished form in Freud'’s early writings,
but was extensively developed over the period covered by this review. By
the end of the period covered by our review, the psychoanalytic position
was approximately as follows. The superego develops fairly early in child-
hood, certainly by the age of 5 to 8 years. The development of the
superego is not to be identified with the development of moral conscience,
but rather moral development is an important part of superego develop-
ment. The mechanism by which the superego develops is the child’s
identification with his parents and with parental substitutes such as
teachers. Later writers, e.g., Hartmann and Loewenstein (1962), have
argued strongly for the position that development of the superego con-
tinues through adolescence and represents a continual adjustment with
ego functions as well as with the entire social and cultural framework in
which the young person is maturing.

In general, the psychoanalytic position on discipline and moral de-
velopment has been misunderstood. A common popular image is that
psychoanalysis has encouraged, as has no other movement, the undisci-
plined child who is permitted to develop in his own way and without the
external constraint that he conform to the attitudes and habits of adults
around him. This widely held popular view is a caricature of what
psychoanalysts actually write about the problem of discipline. Indeed
psychoanalytic writings on this subject stress the need for avoiding any
simple approach to these problems. On the one hand, impulses must be
allowed to surface and to be expressed; on the other hand, restraints on
his instinctual demands must be imposed or the child’s ego development
will suffer. Put somewhat more explicitly and theoretically, the central
role of discipline in child development is to support the ego in its attempts
to gain control over the id, or instinctual impulses.

These ideas are spelled out with particular clarity in a classic article by
Sperling (1951) and are also discussed with sophistication and perception
in Kris (1948, 1950). Sperling is explicitly and properly critical of the
attitudes toward discipline promulgated by A. S. Neill and made famous
by the practices at Summerhill. Kris (1948) emphasizes the misun-
derstandings that arose concerning the use of indulgence and deprivation
as means of education. In the greater part of his article he discusses the
importance of establishing a dynamic balance between indulgence as ex-
pressed in parental love, or the teacher’s tolerance of unruliness, and
deprivation, meant to include all expressions of the educator’s disap-
proval, from the denial of a smile to disciplinary methods of greater
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severity. Though Kris emphasizes the importance of indulgence, he does
not let stand the view that the application of psychoanalytic theory to
education leads to the elimination of deprivation or discipline. An excel-
lent general statement by him on these matters is the following:

In discussing the dangers of a too permissive attitude one may seem to
advocate returning to an outdated method of dominance in handling the child.
Nothing could be less desirable. We are, to quote Freud, dealing with the
avoidance of two dangers, of Scylla and Charybdis. While indulgence and
deprivation may both create unwanted effects, both are essenual measures of
any education. Both meet with some of the child’s needs; the question is one of
modality and timing. (p. 626)

Kris also emphasizes the importance of deprivation or discipline for
providing ego support; he spends a good part of the article in discussing
the structural model and the importance of ego development in educa-
tion.

2.5 The Teacher

One of the more insightful discussions of the teacher from a
psychoanalytic standpoint 1s to be found in Bernfeld (1925/1973), who
was one of the prominent psychoanalytic pedagogues in Vienna just after
World War I. Bernfeld points out the psychological dangers inherent in
the teaching situation and laments the ordinary teacher’s too frequent
lack of insight into this problem. Unfortunately, Bernfeld's monograph
on the limits of education was not translated from the German unul 1973
and thus cannot be said to have had a major influence on American
thinking during the period under review, although it is referred to in the
original in a number of the publications in American journals.

A good statement of how the position of teacher can give rise to many
problems is to be found in Low (1938):

One of the first importance 1s due to the scope and outlet provided for
aggressive elements 1n the personality, elements wholly unsuspected, perhaps,
by their owner. Analytic investigation has revealed that aggression is a power-
ful factor in everv human being's make-up, expressing itself posiively and
negatively, but often most deeply-concealed and most heavily disguised, and
on that account ready to seize all available outlets. The authoritative position of
the teachers, which the majority of the taught so readily support—owing to
their unconscious love and fear motivations—gives sanction to the exercise of
aggression in the name of ‘Discipline’, ‘Training’, ‘Standards’ and such a
hidden trend may be found existing side by side with a wholly different
conscious attitude.

And this leads me to the consideration of what is perhaps the most difficult
and yet most inevitable problem of the teacher——the emouonal relauonship
between teacher and taught. Quite a large proportion of the teaching world, in
unconscious fear of facing this relationship, tries to ‘solve’ the problem by
denial of its existence. . .. If the teacher’s own emotional needs are still very
little fulfilled outside the school-world, and too strong to be ignored, it may be
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impossible to dam up the stream, with the result that it is unduly poured out
on the pupil and a too close, fictitious bond may be created between the two,
handicapping the latter’s development. In extreme forms—those dealt with by
novelists and dramatists—this situation is easy to recognize (though by no
means always easy to deal with successfully) but the more subtly disguised and
less wholesale ones may pass almost unrealized. (pp. 228-229)

Other authors address the problem of how to differentiate the role of
the teacher from the role of the therapist. A British publication by Searl
(1932) draws a number of useful contrasts between psychoanalysis and
education.

Searl emphasizes the usefulness of a personal psychoanalysis for
teachers but at the same time expresses the limitations of what might be
expected, for, as he puts it, “no amount of analysis can turn a reallv
unsuitable person into a good pedagogue” (p.290). His views on these
matters are especially of interest because he explicitlv emphasizes that he
is summarizing the views of a group of analysts and educators on the
value of psychoanalysis to educators. Searl emphasizes the problems and,
in many cases, the dangers of partial knowledge of psychoanalytic theory.
An example he gives is the following:

This is the case of an intelligent, able and sympathetic head mistress, who had
read a good deal of psychoanalytic literature and had become very impressed
with the 1dea that “repression” was to be avoided at all costs. When a little girl
died in her school, the head mistress wrote to the mother inviting the small
sister of the dead child to come and stay in the school for a time, and talk
about her loss to the people who had known her sister, on the ground that she
“must not be allowed to repress her grief.” Now this again was a woman who
would not have dreamt of doing such a thing out of her ordinary standards of
what was kind and wise. Her normal judgment was distorted and her under-
standing blurred by the tvrannv of a theorv. (p. 291)

Searl, however, does indicate positive ways in which a knowledge of
psychoanalytic theory can be helpful to the educator. One 1s in helping
the educator to set standards of what is to be regarded as normal behavior
in a child of a given age. A second and related source of assistance is in
enabling a teacher to see when a child is genuinely emotionally disturbed.
A third is in offering a deeper understanding of educational method, for
example, the importance of play for the child’s development. Neverthe-
less, Searl emphasizes the importance of separating the roles of educator
and analyst.

An article appearing at about the same time, much referred to later, is
that by Erikson (then Homburger; 1935). In the opening passages of this
article he describes verv well the contrast between the role of the teacher
and the role of the therapist.

Of all those who through their analvtic training hope to be able to make some

fundamental contribution to therapeutic or educational work, the teacher 1s
the least able to foresee what he mav achieve through analytcal insight, which
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he gains from his own clinical analysis. The analytic situation does not offer
him any direct suggestion as to how to face the specific situations he meets on
returning to his work. An analyst is obliged for the most part to remain a silent
observer while the teacher’s work involves continuous talking—this fact alone
roughly distinguishes the methods of analyst from that of teacher, represent-
ing the two extremes of all possible educational methods of approach. (p. 50)

Erikson brings out through some detailed examples the dilemmas
teachers face when answering children’s questions, for example, the
difficulty of knowing how to respond to what one sees as the hidden
meaning, often sexual in nature, of the question asked. Here is an unusu-
ally perceptive passage on these matters that is specifically addressed to
the problem of sex education:

That the adult who is questioned by a child is in the positon to give interpreta-
tions seems to be only a first step forward. Above all, the adult must know that
consistent and effective interpretation belong in the realm of clinical analysis.
Then, once he recognizes the twofold meaning of the child’s questions he 1s
faced with two possibilities. He may either ignore the hidden meaning and
consequently answer inadequately—perhaps even more dangerously and less
adequately than the stork tale—or, disregarding the disguise of the question,
he may interpret its hidden meaning, answering more than was intentionaily
asked. This may prove a shock for the child or, as is more probable, it will
remain absolutely ineffective. And few things undermine the position of the
adult more disastrously than serious but ineffective effort!

For the teacher there remains another individual problem. He must not
only appreciate the sexual curiosity masquerading as desire for knowledge, but
he must make the greatest possible use of it. The child never learns more than
he does at the time of disguised curiosity. At this time he learns with the
cooperation of his affects, and now when he hopes finally to find out “the
hidden secrets,” the statement “vitae non scholae discimus” really holds good, for
he is learning now for the sake of the life he dimly divines, and not for the
sake of his lessons.

One might think that the teacher could make use of this situation to
smuggle into his answer the sexual enlightenment that the child's questions
have unconsciously requested. By general frankness he should be able to
establish the certainty that there is nothing more secret about sex than about
everything else. However, glimpses into the unconscious, such as described
above, show that the sexual questions as they reach a complicated and danger-
ous point (a moment which enlightenment is supposed to guide) inhibit the
desire for further questioning and the wish to learn. Softly the child speaks of
the purple snail and fire engines, the food tube of the hen and the goiter that
some women have. And still more softly come the inmost questions of the child
which only barely make themselves heard to his interpreter: “What about the
desire and the fear of destroying, and the fear and desire of being destroyed?”
With his most earnest questions, then, the child still remains alone. (pp. 62-63)

We have cited this lengthy passage because it puts in vivid terms what is
perhaps the most important and yet extraordinarily subtle message
psychoanalysis offers the teacher. Characteristically, there is no simple
approach to the problems of education. Without offering any panacea for
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these complicated problems, Erikson concludes on the optimistic note that
self-knowledge cannot help but make for more effective teaching and that
a personal psychoanalysis for the teacher should provide a powerful
means for its achievement.

In an article, written toward the end of the period we review, Anna
Freud (1952/1968) discusses three pitfalls the schoolteacher must beware
of. They are these. First, that it is unwise to work with only one age
group, a practice that encourages the teacher to lose sight of the fact that
any specific age is merely one stage within childhood. Second, that too
close an alliance with young children to the exclusion of adult contacts
fosters a loss of perspective. Third, that too strong an attachment to an
individual child must bring with it inevitable frustration and conflict with
the child’s mother. Miss Freud suggests that a useful way out of the
dilemmas faced by the teacher is to take a more general interest in the
whole process of development.

In this article Miss Freud responds directly to teachers’ questions, and
her responses underscore her view that the role of the teacher is distinct
and different from that of the therapist. We quote some of the teacher’s
questions, as well as Anna Freud's responses, below.

If we adopt this point of view, don't we become impersonal in our relations with the
children?

If the teacher sees in a child something that reminds her of her own child-
hood, she wants to help that child and save him from what she experienced.
... But what of a child who reminds her either of a brother with whom she
fought constantly or of something in her own development which she cannot
face? For every child who benefits because he means something m her life,
another child suffers. This 1s the danger of the personal approach. . . A
teacher cannot be completely objecuve, but once she becomes interested in the
processes of childhood, all children become more mteresung in a more objec-
uve way.

Would you discuss the problem of the child who comes from a home in which he 15 emo-
lonally deprwed?

To satisfy a deprived child’s need for affection the teacher may want to play
the part of the mother. She had better know that in this case the child will
cease to accept her in the role of teacher. The teacher's role is not that of a
mother substitute. If, as teachers, we play the part of a mother, we get from
the child the reactions which are appropriate for the mother-child
relationship—the demand for exclusive attention and affection, the wish to get
rid of all the other children in the classroom. This makes it more difficult to
deal with the child. Although it fills a need in the child, it is not the teacher’s
role.
It is inevitable that in the classroom the children will act out the attitudes
which they transfer from home. But, normally, when the teacher stays within
. her role, the home situation does not develop fully in school. It is the privilege
of the teacher to introduce the child to a new experience, to life within a social
communitv, not merely to duplicate his experiences within the family.
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Should the teacher try to help the problem child?

It may depend on the child's age. Helping the child with personal problems
by understanding them is within the teacher’s role. But if this presupposes as
close a relationship between the child and the teacher as between a child and a
therapist, then it transgresses the limits within which the teacher can work. She
can help the child by varying her demands on him and her behavior toward
him. But it should be remembered that the teacher is neither a mother nor a
therapist. (pp. 562-565)

These articles attempt to tackle the problem of the means by which the
educator may benefit from the findings of psychoanalysts without think-
ing of himself as a child analyst. Nevertheless, the literature we have cited
refers chiefly to problems of conflict as they are encountered in the
classroom and does not relate psychoanalytic insights to problems of
education in which there is a more conflict-free didactic task.

3. EVIDENCE OF IMPACT

The assessment of the impact of any new concept or theory on educa-
tion is necessarily a complex matter. From one viewpoint the ideal evi-
dence in the present instance would be data obtained from extensive
observations of elementary-school classrooms during the period 1900-
1957, but even such data would not eliminate difficult problems of
analysis. In any case, such data are not available, and our approach to
assessing the impact of psychoanalysis on elementary education must be
indirect. Within a limited framework of resources, we have restricted
ourselves mainly to the published educational literature, including some
secondary sources on courses and other institutional aspects of teacher
training.

There has not been a psychoanalytic movement in American educa-
tion, but other movements have, to a greater or lesser extent, carried
psychoanalytic ideas into the schools. Perhaps the earliest of the move-
ments that related to psychoanalysis was the child-study movement, often
considered to have begun in 1880 when G. Stanley Hall returned from
Europe and began his famous study on the contents of children’s minds.
An offshoot that might be claimed for the child-study movement is the
science of child development, including child psychology, which became
an established part of academic psychology in American universities dur-
ing the 1920s. We discuss the child-study and child-development move-
ments in Section 3.1.

The end of the 19th century also saw the beginning of the educational
psychology movement, and the early applications of scientific methods to
the study of educational problems. The educational psychology course
quickly became one of the foundation courses in American teacher-
training institutions, and in Section 3.2 we examine aspects of the educa-
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tional psychology movement relevant to our investigation.

From a different direction and for different reasons, there arose some-
time toward 1908 an organized interest in bettering the conditions of life
for the mentally ill and mentally defective. Early efforts along these lines
developed into what is known as the mental hygiene movement, to which
substantial credit must go for changing the character of American educa-
tion. In Section 3.3 we examine the impact of psychoanalysis on this
movement.

All these developments were to a considerable extent part of the
progressive education movement, which transformed American education
over a period of at least half a century. Progressive and psychoanalytic
thinking have often been confused, and it is of interest to discuss in a
general way the extent of psychoanalytic influence on the progressive
education movement. We do so in Section 3.4.

The literature on which psychoanalytic ideas might be expected to have
had some impact, even within a given tradition, naturally falls into several
different, though overlapping, categories. There seem to be at least three
classes that are easily identified. One consists of textbooks written primar-
ily for students planning to become teachers. To what extent the students
absorbed the contents of the textbooks and, if they absorbed them, to
what extent they put them to use in their own classrooms are not ques-
tions we can answer. Nonetheless, analysis of the extent to which
psychoanalytic ideas are to be found in textbooks provides at least cir-
cumstantial evidence of influence.

Another class of literature is made up of educational journals that are
written to be read bv teachers or at least by selected groups of practitio-
ners. The range of publications in this category was bevond our capacity to
examine; there are, for example, many “local” journals indigenous to a
particular state or region in this category. Because of the innovative
importance of the progressive education movement during the first half
of this century, we have focused our analysis on Progressive Education, the
main journal of this movement, along with the closely associated Teachers’
College Record. Our justification for selecting these journals is based on the
proposition that it is of interest and significance to examine the trends in
an innovative movement that had great overall importance for American
education. Assessing the literature of progressive education is a partial
surrogate for assessing the ideas of the leaders among educational prac-
titioners.

A third category of literature that we briefly survey consists of an
extensive miscellany of magazine articles and other publications written
for the general public, and can be considered an indirect source of impact
on education since it came from the surrounding culture. The brevity of
our survey presented in Section 3.5 belies the importance we attach to this
literature, for it is possible that the discussion of psychoanalytic ideas in
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general publications had a greater impact on teachers than what was said
in all the professional sources combined.

3.1 The Child-study and Child-development Movements

History of the movements. G. Stanley Hall was a vigorous, active, and
opinionated man. In 1887 he founded the Journal of Psychology, the first
psychological journal in the United States. A few years later he was
instrumental in founding the Department of Pedagogy at Clark Univer-
sity, as well as the Pedagogical Seminary, the first official publication dedi-
cated to child study. All during this time he engaged in a program of
many public lectures around the country, and under his driving leader-
ship the child-study movement spread rapidly to other universities and
occupied a leading position among educational movements during the
first decade of this centurv. A summary of Hall's activities and of the
subsequent years of the child-study movement is to be found in an
unpublished dissertation by Dutton (1945).

Many have remarked on G. Stanley Hall’s interest in psychoanalysis.
He probably wrote as much about Freud during the first decade of the
century as did any of the physicians interested in psychoanalysis; in 1908
as president of Clark, he was responsible for bringing Freud and Jung to
the 20th-anniversary celebration of the founding of the university. Be-
cause he was the acknowledged leader of the child-study movement, Hall
was certainly influential in bringing psychoanalytic ideas to this country.®
However, his own works were not developed with a psychoanalytic view
explicitly in mind, but rather Hall seems to have been an early represen-
tative of the eclecticism that was to characterize most of the child-
development literature to follow; at his convenience he used psychoana-
lytic concepts to make certain points. His chapter on the pedagogy of sex,
to be found in his two-volume treatise Educational Problems (1911), for ex-
ample, cannot be said to be organized within a psychoanalytic framework,
although it does mention Freud and is in other ways forward-looking for
its day.”

¢ Probably the first published American dissertation in psychology on psychoanalysis was
written under Hall’s direcuon, namely, Chase (1910).

” A much later review (Low, 1923) of Hall’s Aspects of Child Life and Education (1921) puts
very well and in greater detail the point we are making:

From the psycho-analytical standpoint, this book provides excellent material, but 1t can
hardly be said that the various writers have treated their material from such a point of view.
In two of the most interesting essays—'A study of dolls’ and ‘Curiosity and interest'—it 1s
striking that, in spite of ample material for the purpose, references to and conclusions
concerning the unconscious mind are almost absent. One feels that the absence of
psycho-analytic knowledge goes a good way towards vitiating the work. For instance, in the
essay on ‘Curiosity and interest’, the meaning of curiosity, 1ts sexual source and its
emotional motivation seem quite unrecognised, and the distinction made between what 1s
termed ‘legitimate’ and ‘perverted’ curiosity is not truly based. In the section dealing with
curiosity relating to the origin of life, a good deal of misunderstanding 1s apparent: the
authors appear to think that intellectual knowledge, correct information given at appro-
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The child-study movement was for the most part self-stimulating in its
development; in contrast, the science of child development was born of
converging pressures to generally better the child’s lot. One tradition was
service-oriented and organized around case studies. The importance of
this tradition, as reflected in the mental hygiene movement and the
growth of child guidance clinics beginning with William Healy’s first
efforts in Chicago in 1909 (Healy, 1915), has been in the richness of
clinical experience it has brought to the child-development movement.
Later developments in the child guidance clinic movement include the
organization of the American Orthopsychiatric Association in 1924 and
the establishment of the American Association of Psychiatric Clinics for
Children in 1948. The history of the mental hygiene movement is dis-
cussed in Section 3.3.

The second tradition was oriented toward the laboratory and in-
terested in becoming respectable academic science. An early step in this
direction came in 1906 when Mrs. Cora Bussey Hillis conceived the idea
for what was to become the Iowa Child Welfare Research Station. Later,
in 1922-1923, the first official step in establishing the science of child
development was taken with the formation of the subcommittee on child
development under the auspices of the Division of Anthropology and
Psychology of the National Research Council. Readers interested in the
details of the founding of the movement will find an excellent history and
analysis in Sears (1975); earlier historical reviews that also discuss the
place of psychoanalysis are Jersild (1948-1949) and Anderson (1956).

Textbooks. One measure of the impact of a theory on a profession is
the extent to which it is represented in the standard textbooks. For this
reason, we looked at all the more frequently cited texts in child study and
child development used in the training of teachers for the years 1903-
1956.* Figure 1 shows the results of our analysis of 36 textbooks, which
are listed below in Table 3. Each text has been read to determine the
number of pages giving either explicit, implicit, or derived coverage to
psychoanalysis. Explicit coverage refers to pages on which either Freud,
psychoanalysis, or some other orthodox psychoanalyst is mentioned; im-
plicit coverage to pages not included in explicit coverage but on which
psychoanalytic concepts like that of the defense mechanisms are men-
tioned; and derived coverage to pages that mention neo-Freudians like
Karen Horney or Harry Stack Sullivan, projective tests, and experimental
attempts to test psychoanalytic ideas as well as attempts to combine
psychoanalytic with other approaches (e.g., Dollard & Miller, 1950).

priate stages, will solve this difficult problem, thus ignoring the whole matter of the
fantasies of the unconscious mind which are so profound an influence. (p. 211)

8 We selected these texts by examining the much larger number available in the Stanford
University Library system and we believe that the texts selected are more or less representa-
uve. Selection of the texts reported in later sections was made on the same basis.
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The data for Figure 1 were obtained by determining average pages for
each decade. The increase in all three curves over time shows the increas-
ing influence of psychoanalysis, even though the average number of pages
remains relatively small. As is evident, substantial increases in coverage of
explicit and derived topics occurred after 1940, and some of this effect
was undoubtedly due to the influx of European psychoanalysts in the
1930s. The earlier and subsequently greater increase in the coverage of
derived topics probably reflects the closer relation between projective
tests and similar topics, on the one hand, and the primarily behavioral
orientation of child development during this period, on the other. Al-
though we fully recognize that the kind of analysis made is partially
subjective and subject to error, we believe the overall trends shown in
Figure 1 correctly reflect what in fact occurred.

Table 1 summarizes the explicit coverage of psychoanalytic topics in
the texts and highlights several changes. For one, we note the absence of
discussion of infantile sexuality during the early years. Indeed, explicit dis-
cussions of psychoanalysis during the years before World War II consisted
exclusively of remarks about the psychoanalytic method, the importance
of the early years for later development, and the Freudian theory of
forgetting. After World War II, however, we find that 6 of the 10 books
listed in the table discuss infantile sexuality, although for reasons we do
not understand, even after 1940, no attention was given to the theory of
aggression.

The second change of note concerns the increased spread of coverage,
as reflected in the wider range of topics covered in the later years, as
shown in Table 1.

The limited representation of psychoanalysis in the literature can be
partly explained by the fact that all the texts cover an enormous amount
of material and a wide range of topics. It has been characteristic of the
movement to draw on work done by a wide spectrum of scientists, and
much of each of the texts is devoted to material that is nonpsychological
in nature, interest in child psychology as such being largely a recent
development. An analysis of the topics covered, including the percentage
of the total space given to each of the topics, is shown in Table 2. The
data were averaged for each decade (with the percentages shown rounded
to whole numbers), and they clearly show the diversity of topics and wide
range of emphases. The table also points to a decreasing interest in
biological functions and an increasing interest in social development and
personality over time. On the other hand, coverage of learning, the
emotions, individual differences, moral development, mental hygiene,
and motivation remains relatively constant through the decades and the
topics receive little attention.

Also characteristic of the texts is the fact that throughout most of the
period covered by our review, the authors are highly restrained about
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TABLE 1

Psychoanalytic Topics Given Explicit Coverage
in Child Study and Child Development Texts

Topics
Author Year
HMe I F L P Mo C D Dr Pl ChIn En
Kirkpatrick 1911 Co X
Tanner 1915 X X X
Norsworthy & Whitley 1918 X
Waddetl 1918 X X
Pechstein & Jenkins 1927 X X
Kirkpatrick 1929 X
Goodenough & Anderson 1931 | X
Brooks 1937 . X
Boynton 1938 X . X X
Strang 1938 X . X
Jensen 1938 X S ¢ X X
Nagge 1942 | X X X X - X X X
Hurlock 1943 | X X X X X
Jersild 1947 . X X X X
Breckenridge & Vincent 1949 X X X
Hurlock 1950 | X x X X X
Millard 1951 X
Thompson 1952 X X X X
Martn & Stendler 1953 X X X X
Jersild 1954 X X X
Almy 1955 | X X X
Hurlock 1956 X X
Mussen & Conger 1956 | X . X X X
Key to Table 1:

gggﬂgcogwrmHEI

history and general remarks on the psychoanalytic movement
psychoanalytic method

importance of early years

theory of forgetting

libido or sexual drive

theory of personality (topographic and structural models), the unconscious
theory of motivation

conflict, maladjustment

defense mechanisms, complexes

theory of the dream

theory of play

childhood sexuality; psychosexual development

infancy

the environment, social values



TABLE 2

Percentage of Space by Decade Given to Various Topics
in Child Study and Child Development Textbooks

é’f\ v 4.30 o cﬁ" g’ & A
S F @ & & ¥ $ & o
U T A £ .§ PN
S A A FF S 3 S8 S8
e T s e FSEE S,
1900-1909 20 17 - 52 3 7 - - - - - - 1
1910-1919 20 11 2 24 1 17 4 3 11 2 - - - 5
1920-1929 29 3 8 30 5 10 5 4 2 1 1 - 2 -
1930-1939 11 39 2 11 2 8 4 1 3 9 3 3 1 3
1940-1949 8 12 4 16 2 17 9 2 7 8 1 6 2 6
1950-1957 9 22 2 11 1 10 6 4 5 7 2 20 - 1

“Includes history, methods, general principles, applicauons to education, educational and vocational guidance.

b Indudes general biological prinaiples, heredity, original nature, instincts, physical growth, health, physical disease.
¢ Includes attention, sensation perception, memory, reasoning, curiosity.

9 ncludes stages of personality, traits, adjustment, personality disturbances.
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adopting a particular theoretical viewpoint of their own. Table 3 shows
the number of index entries and the average number of pages devoted to
the explicit discussion of Freud and other early important theorists, and
the data suggest that it would be a mistake to expect to find a substantial
discussion of any single individual's work. Only Gesell, who did not
represent an independent theoretical position, clearly surpasses Freud in
number of references. The increase through time of references to Freud
corresponds to the data shown in Figure 1.

On the other hand, the inclusion of a wide range of material and the
nontheoretical orientation of the authors are only a partial explanation of
the slim coverage of psychoanalysis by the authors. If we restrict our
attention to those chapters that were concerned with psychological mat-
ters as such, it becomes clear that many of the authors did not feel at
home with the clinical traditions out of which psychoanalysis came. These
sentiments are reflected in the remarks made by the authors about
psychoanalysis, and it is our general impression that although several of
the authors felt an obligation to mention psychoanalysis, presumably
because of its emphasis on the early years, they did not wish to become
very involved in an exposition of it and often proceeded with a decidely
ambivalent attitude. Three examples of this are the following.

Goodenough and Anderson (1931) say:

It is doubtful . . . whether the material regarding childhood experiences which
has been elicited by the psychoanalytic method can be regarded as reliable.
Both common observation and scientific experiment have shown that, with the
passage of time, the memory of past events becomes extensively reorganized
and modified as a result of later experience. ... Moreover, even though their
findings could be shown to be actually true for the individual cases studied. it
would still be unsafe to assume that similar conditions would be found among
the general population, since their data are derived almost wholly from the
study of definitely abnormal cases. (pp. 15-16)

Strang (1938) writes:

Psychoanalysis has emphasized memories of past events as causes of present
maladjustment, and undoubtedly has added a great deal to the sum total of
knowledge regarding the hidden springs of conduct. The information a child
discloses, however, is far from being spontaneous. Many of his associations are
suggested directly or indirectly bv the analyst and are interpreted from his
viewpoint, which may not coincide with their real meaning to the child.
(pp. 642-643)

Jersild (1954) says:

We give this brief mention to the Oedipus theory for two reasons. One 1s that
the theorv is so freely mentioned, both 1n scientific and popular literature, that
we should pay our respects to it in this chapter. Secondly, and more impor-
tantly, we mention 1t because 1t contains, as do most of Freud's theories, a
brilliant insight, even though it does not tell the full storv. . .. But the theory
of the Oedipus complex assumes a more rigid and uniform pattern of relation-
ships between parents and children than the patterns that actually exist in one



TABLE 3

Tabulation of References to Prominent Theorists

Number of index entries? Number of pages
Author Date _—:; %
33 . 3:: El3 3 - % £ 3
EEREEIINENEE
Kirkpatrick 1907 - - 4 - 3 - - - 1.3 - 5 -
Tyler 1907 - - 4 - - - - 8 - - -
Partridge 1910 S - - - - - -
Kirkpatrick 1911 1 - 1 - - - 5 - 5 - - -
Gesell & Gesell 1912 - - 1 - - - - - 13 - - -
Tanner 1915 - - 1 - - - - - 5 - -
Norsworthy 1918 1 4 14 - 35 - 1 4 29 - 85 -
& Whitley
Waddell 1918 1 1 387 - 8 - .1 1 70 - 15 -
Avertiil 1921 - - 5 - 3 - - - 21 - 4 -
O’Shea 1921 - - 3 - 1 3 - - 8 - d1 1.4
Pechstein 1927 - 1 2 - 1 5 - 6 8 - 6 6.5
& Jenkins
Kirkpatrick 1929 2 2 2 - 2 - S 5 1.2 - 1 -
Strang 1930 - 19 3 - 12 9 - 26 4 - 10 19
Goodenough 1931 1 2 4 - 5 5 1.2 4 16 - 3 1.8
& Anderson
Brooks 1937 - 26 4 1 18 6 - 53 1.0 2 35 18
Boynton 1938 - 10 4 - 4 1 - 33 3 - 11 4
Strang 1938 - 14 1 - 2 1 - 15 4 - 12 8
Jensen 1938 7 1 7 1 - 6 1.2 1.5 19 25 5 3
Reynolds 1939 -2 - - - 1 - 3 - - - 5
Morgan 1942 - 13 5 - 4 5 - Ll 6 - 3 14
Nagge 1942 14 37 11 10 13 20 27 78 25 25 18 21
Hurlock 1943 1 - - - 4 - 1 - - - b5 -
Pryor 1943 E - - - - - -
Gesell & llg 1946 - 9 - - - - - - - - - -
Jersild 1947 12 31 - - - 4 6 43 1 - 6 5
Averill 1949 -3 1 - 1 - - 2 3 - 3
Breckenridge 1949 2 39 2 - 2 1 70 2 - 10 1
& Vincent
Hurlock 1950 8 42 9 - 2 20 1.7 10.7 20 - 6 4.3
Millard 1951 2 14 - 1 8 6 8 14 - S5 .5 1.3
Thompson 1952 20 31 3 4 13 9 48 55 5 5 29 25
Almy 1955 2 8 1 - 1 - 32 1 - - 15
Hurlock 1956 8 61 5 - - - 4 65 4 - - 1.4
Mussen 1956 16 22 3 . - 11 6 45 5 - - 12
& Conger

2 Refers to separate index entries. Three of the 36 textbooks, namely, Reynolds (1951), Marun &
Stendler (1953), and Jersild (1954), did not index authors.
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culture as compared with others, in one family as compared with another
family, and even within a single family in the relationship between a parent
and one of his children as compared with his relationships with other children.
There are many lines of observation and theoretical consideration which indi-
cate that while the Oedipus complex might exist, as usually described, it cannot
be taken for granted that it usually will exist. (p. 146)

On the other hand, other authors were decidedly more favorable to
psychoanalysis, as in the following three examples. As might be expected,
no simple uniform generalization about the attitude of the textbook au-
thors toward psychoanalysis can be made.

Waddell (1918) says:

The psycho-analytic studies of Freud, Jung, and others have recently laid
strong emphasis upon the moral bearing of the emouons of infancy and
childhood. . . . An appreciation of the full significance of such subtle influences
in the formation of character would no doubt often explain many a moral
failure at adolescence or later. (pp. 212-213)

Pechstein and Jenkins (1927) say:

In sharp distinction to behaviorism, the new methods of psycho-analysis pur-
pose to examine the innermost recesses of the mind, to uncover the complexes
of the subconscious, and to furnish a proper outlet for repressed desires. This
psycho-analytic technique has assisted in explaining as well as in improving
cases of childish maladjustment. (p. 21)

Hurlock (1943) says:

Since Freud first called attention to the fact that many mental diseases of adult
life are traceable to conditions that originated early in childhood, it has become
increasingly apparent that good psychological foundations are as important as
good physiological ones. . .. The importance of a good psychological founda-
tion may be observed in the personalities of old people. The indelible impres-
sions of childhood affect the whole life of the individual and color his outlook
in old age as much as they did at the time the experiences occurred.

3.2 Educational Psychology

History of the movement. Although psychology as an experimental
science is ordinarily said to have begun as an independent discipline in
1879 with the founding of Wundt’s laboratory in Leipzig, informal
psychological reflection on education has a much older history going back
at least to Rousseau (1712-1778), Pestalozzi (1746-1827), and Herbart
(1776-1841). Explicit attention to this older tradition was more or less
part of the curriculum of the early normal schools in the country, the first
of which was established in Lexington, Massachusetts, in 1839. By 1890
courses explicitly entitled educational psychology were offered by many
teacher-training institutions; perhaps the highlight of this period was
William James’ delightful Talks to Teachers (1958), first given as lectures in
1892. A good sketch of the beginnings of educational psychology during
the last two decades of the 19th century is to be found in Blair (1948).
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A significant step toward the development of the educational psychol-
ogy movement was taken in 1899 when E. L. Thorndike was given a
faculty appointment at Teachers College, Columbia University. Under the
leadership of Thorndike, Lewis Terman, and others, educational
psychology had as its avowed aim the introduction of a scientific and
experimental point of view in the study and solution of educational
problems. This is already evident in Thorndike’s 1903 text, in the preface
of which he says: “This book attempts to apply to a number of educational
problems the methods of exact science. I have therefore paid no attention
to speculative opinions and very little attention to the conclusions of
students who present data in so rough and incomplete a form that accu-
rate quantitative treatment is impossible.” In the years following, the
relation between courses in educational psychology and courses in general
or experimental psychology received intermittent attention in the litera-
ture. This attention properly reflected a tension between the scientific
direction urged by Thorndike and others, on the one hand, and the
opposite direction implicit in the courses in human growth and develop-
ment which had a more clinical flavor (see, e.g., Hall-Quest, 1915; Woody,
1920; Bruce, 1949).

Textbooks. As in the case of the child-development movement, we ex-
amined the outstanding textbooks used by educational psychologists for
evidence of explicit, implicit, and derived impact of psychoanalysis (al-
ready defined in Section 3.1).° Figure 2 shows the trends over time. As in
the case of Figure 1, the data show that influence increases with time, but
to a lesser extent, and that the average number of pages remains quite
small.

Psychoanalytic topics explicitly considered in the textbooks are shown
in Table 4. Only 20 of the 44 texts examined showed such explicit influ-
ence. Freud's theory of personality (11 texts) received the most attention,
but no topic is to be found in even a third of the texts examined.

Freudian topics of implicit interest do not appear in the table but it is
undoubtedly the case that the theory of the defense mechanisms received
the most of this kind of coverage. The first example of this occurs in
Gates (1923), who devotes 13 pages to defense mechanisms, and substan-
tial treatments are to be found in Jordan (1928), again in Gates (1930),
Pressey (1933), Jordan (1933), Stroud (1935), Cuff (1936), and Commins
(1937), as well as later works.

® The 44 textbooks are Horne, 1906; O’Shea, 1906; Munsterberg, 1909: Pyle, 1911;
Magnusson, 1913; Thorndike, 1913~1914, 1914; Starch, 1919; La Rue, 1920; Strong, 1920,
1922; Gates, 1923; Brentwieser, 1926; Starch, 1927; Tonks, 1927; Jordan, 1928; Pintner,
1929; Sandiford, 1929; Gates, 1930; Hollingworth, 1933; Pressey, 1933; Jordan, 1933;
Stroud, 1935; Cuff, 1936; Commins, 1937; Sandiford, 1938; Judd, 1939; Mursell, 1939;
Starch. Stanton, & Koerth, 1941; Jordan, 1942; Pressey & Robinson, 1944; Stroud, 1946;
Peterson, 1948; Gates, Jersild, McConnell, & Challman, 1948; Simpson, 1949: Cole & Bruce,
1950; Guthrie & Powers, 1950; Ellis, 1951; Valentine, 1951; Mursell, 1952; Cronbach, 1954;
Commins & Fagin, 1954; Garrison & Gray, 1955; and Jordan, 1956.
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FIGURE 2. Evidence of psychoanalytic influence in educational psychology
textbooks.
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TABLE 4
Psychoanalytic Topics Given Explicit Coverage
in Educational Psychology Texts
- Topics
Author Year
HMe I F L PMo C D DrCh A En

La Rue 1920 X
Strong 1922 X
Gates 1923 X X X X
Starch 1927 X
Pintner 1929 X X X X X X
Sandiford 1929 X X
Gates 1930 X X
Stroud 1935 X X X
Cuff 1936 X X X X X X
Commins 1937 X X
Sandiford 1938 X X X X X X X
Mursell 1939 X X X
Gates et al. 1948 X X X
Cole & Bruce 1950 X X X X X X X
Guthrie & Powers 1950 X X X X
Ellis 1951 X X X
Valentine 1951 X X X X X X X X X
Cronbach 1954 X X X X X
Commins & Fagin 1954 X X
Garrison & Gray 1955 X
Jordan 1956 X X

Key to Table 4
H =
Me = psychoanalytic method
I = importance of early years
F = theory of forgetting
L = libido or sexual drive
P=
Mo = theory of mouvation
C = conflict, maladjustment
D = defense mechanisms, complexes
Dr = theory of the dream
Ch =
A = aggression
En = the environment, social values

childhood sexuality; psychosexual development

history and general remarks on the psychoanalytic movement

theory of personality (topographic and structural models), the unconscious
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We were at first surprised at the extent to which the defense
mechanisms were discussed in the texts, given the slight explicit treatment
of psychoanalysis. We found, however, that the authors referred as fre-
quently to mechanisms not discussed within the psychoanalytic literature
as they did to the mechanisms discussed first by Freud and later by his
daughter Anna Freud in her classic The Ego and the Mechanisms of Defense
(1936/1946), as well as others; for example, alongside briet discussions
of rationalization, projection, reaction formation, and so forth, we find
such mechanisms as “logic-tight compartments,” the “polyanna” syndrome,
and the “sour grapes” syndrome. This suggests that consideration of the
defense mechanisms was facilitated by their similarity to ideas coming
from other sources.

Throughout, the texts were deficient in giving the proper attribution to
Freud and psychoanalysis as the source of many of the defense
mechanisms, a situation Hilgard (1949) has described well in his presiden-
tial address to the American Psychological Association:

The mechanisms of adjustment were the features of Freudian theory that we
earliest domesticated within American academic psychology. They now have a
respectable place in our textbooks, regardless of the theoretical biases of our
textbook writers.

We took over the mechanisms when as a profession we were hostile to other
aspects of psychoanalytic teaching. . .. We often gave only halting recognition
to their psychoanalytic origins. Nearly all the mechanisms do in fact derive
from Freud, Jung, Adler, and their followers. . .. Yet Gates’ only mention of
psychoanalysis was in some disparaging remarks about the “alleged adjustment
by repression to the unconscious,” an explanation of adjustment which he
rejected as neither true nor useful. (pp. 374-375)

Representative sample remarks about Freud made by the textbook
authors suggest that dislike of the sexual emphasis of psychoanalysis, as
well as prevailing learning-theoretic conceptions of behavior, foreclosed
the possibility of explicitly accepting psychoanalytic theory.

Strong (1922) says:

Freud claims that forgetting is also due to the fact that we want to forget,
because the memory 1s unpleasant. . . . This type of forgetting may possibly be
explained as due to interference. Take the case of the boy who is told that
when he comes home he is to chop wood. There is here interference between
spending the afternoon chopping wood and playing football. The latter is the
stronger response due to habit and interest, and so “interferes™ with the other
response. Most failures to chop wood are sheer disobedience, but sometimes
Freud is correct in saying that the duty is actually forgotten. (pp. 128-129)

Gates (1930) says:

Some students (e.g., Freud and Watson) have concluded that the joyful emo-
tions and the sex emotions are really the same. Usually such students assume
that all forms of joyful emotions are really sexual in character. This notion
seems to be incorrect. Everyday experiences and introspective study will dis-
close unique characteristics of forms of mirth, laughing, joyfulness and bodily
exuberance that are unlike lust or any form of sex emotion. (p. 162)
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And in 1936 Cuff says,

Freud has obviously introduced many bold hypotheses, some of which seem to
be so valuable that they are now finding a place in our academic psychology.
Several other concepts, however, have not been received with favor and are
not likely to be accepted by leading American psychologists, who insist that it is
unnecessary to introduce an instinctive drive which has presumably been
suppressed. They also believe that the laws of habit formation can be used to
formulate adequate explanations of maladjustments. Trow says the harm done
by repressed desires is probably less than Freud supposes and that it may be
more than is commonly supposed. Hence, it seems that psychoanalysis has
made some contributions, but that 1t 1s not a panacea for all maladjustments.

(p. 124)

Other comments show the concern with methodological adequacy that
characterized the child-development texts. For example, Cronbach (1954)
says, “Freud proposed that we distinguish two types of self-criticism—ego
and superego. . . . Such a view is a bit too fanciful to study experimentally,
but it helps us to distinguish moral learning from realistic learning”
(p. 582).

Commins (1937) says, “The central point of the analytic doctrine, it
seems, is whether the experience is unpleasant in retrospect, or more
strictly, whether it would cause discomfort to the integrated personality.
Experimental studies have not apparently always kept this in mind when
attempting to put the Freudian doctrine to a test. ... The clinical evi-
dence offered by the psychoanalysts in support of their theory would
seem to deserve recognition” (p. 456).

The commitment to scientific methodology seems to have gone a long
way toward defining the subject matter of educational psychology since
several studies, e.g., Hall-Quest (1915), Douglas (1925), Watson (1926),
Worcester (1927), Weeks, Pickens, and Roudebush (1930), Emme (1942),
and Blair (1948), show that from the first there was little agreement about
how the field was to be defined from a substantive standpoint. The
authors comment on the wide diversity of topics included in the texts, and
we reprint one such analysis as Table 5. (The percentages shown in
Table 5 do not sum to 100 for each text because some topics were treated
by Blair as overlapping, and the full content of the text was not always
accounted for.)

However, in surveying 83 English-language educational psychology
textbooks by decades, Gates, Jersild, McKillop, Rivlin, Shoben, and Wat-
son (1956) report a steady and significant increase in the percentage of
texts covering the topics of mental hygiene, unconscious motivation, and
counseling, guidance, and psychotherapy, as well as a uniform increase in
the number of pages devoted to these topics. They point out that atten-
tion to these matters is the outstanding development during the four
decades they review. Reproducing their table as Table 6, we see that the
data are uniformly increasing in time, with one minor exception. As their
own extensive references make apparent, it is reasonable to attribute some
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Percentage of Space Given to Various Topics in Each of 13 Textbooks in Educational Psychology (Blair, 1948)
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TABLE 6

Trends in Amount of Space Devoted by Texthbooks in Educational Psychology
to the Dynamics of Personality (Source: Gates et al., 1956)

Proportion of texts discussing Average number of pages
the topic devoted to the topic
Period Counseling, Counseling,
Mental Unconscious guidance, Mental Unconscious guidance,
hygiene mouvatuon psycho- hygiene motvation psycho-
therapy therapy
1920-29 46% 30% 23% 7 4
1930-39 75 63 46 17 6 8
194049 100 86 79 39 21 23
1950-56 100 95 95 53 46 19

of this development to psychoanalysis, but their definition of unconscious
motivation is much broader than the psychoanalytic framework we have
used in determining the data relevant to Figure 2.

Student and teacher attitudes. It is probable that much of changed
emphases in the texts can be attributed to student and teacher pressure.
As early as 1911, O’Shea reported in the second volume of the Journal of
Educational Psychology that a survey showed graduate students in education
felt that “physics was as close to the problems of training children as this
work in laboratory psychology” (p. 331). A similar and highly influential
article was published later by Watson (1926), who sampled some faculty
members of Teachers College, a group of experienced teachers and
administrators, and a group of undergraduates who had not taught but
were preparing for teaching, concerning what should be taught in educa-
tional psychology. Watson concludes that “the apparent concurrence of
opinion would place major emphasis upon problems of emotion and
personality adjustment, problems of original nature and heredity, and
problems of general teaching method. Little emphasis would be placed
upon the psychology of the acquisition of skill, or the psychological prob-
lems involved in home-making and pre-school child training, or the vari-
ous schools and theories in psychology” (p. 596). Two years later in a
survey of the opinion at a teacher-training institution concerning the
relative value of subject matter in educational psychology to the
elementary-school teacher, Hertzberg (1928) found that, in agreement
with Watson’s survey, problems concerning personality adjustment were
felt to be a subject of major importance. When Cuff (1935) conducted a
survey of the attitudes of educational psychology teachers (97 in number)
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concerning the appropriateness of topics to be included in the course in
educational psychology as reflected in chapter headings of texts, he found
that the teachers seemed to agree with each other more closely than the
textbooks did with each other. Also, more teachers felt that the contents
suggested by such a chapter heading as “Incentives and Motives” should
be included than one whose subject matter was indicated by the title “The
Measurement of Learning.”

3.3 Mental Hygiene

History of the movement. There is a symbolic if not real date for the
beginning of the mental hygiene movement in this country. On May 6,
1908, a small group of people gathered in New Haven, Connecticut, at
the invitation of Clifford Whittingham Beers, to organize the Connecticut
Society for Mental Hygiene. Beers had already written 4 Mind That Found
Itself, a remarkable autobiographical account of his recovery from insan-
ity, and much of the early work of this Committee and its staff was
concerned with the conditions of the mentally ill in institutions and the
mentally defective.

The first official interest in mental health education came in 1917,
when the quarterly Mental Hygiene, the publication of the National Com-
mittee for Mental Hygiene, first appeared. This journal, as well as the
various pamphlet publications of the National Committee for Mental
Hygiene, served as the introduction to the subject for educators and other
community leaders. By the time of William A. White's (1930) presidential
address to the First International Congress on Mental Hygiene in
Washington, D.C., on May 6, 1930, the positive aspects of mental hygiene
and its close relation to the concerns of preventive medicine were being
emphasized. It was in this context that White stressed the educational
implications of mental hygiene and its usefulness to the educational pro-
grams in the schools. The impact of the mental hygiene movement on
education, which had become a serious systematic influence by the late

1920s at least, is described well in the following quotation from Ridenour
(1961).

When E. K. Wickman's book Children’s Behavior and Teachers' Attuudes appeared
in 1928, his charts were a revelation. Table after table showed that what
teachers regarded as signs of maladjustment in children, psychiatrists passed
off as normal behavior, and vice versa. At the extremes (“most serious” and
“least serious™), there was almost no overlap. Teachers were troubled by ag-
gressiveness in all its forms and by any behavior which contravened the disci-
pline of the classroom. now often referred to as “acting-out behavior.™ Psychia-
trists were more concerned about signs of withdrawing and evidence of a child’s
inability to get along with his peers. All this was “news,” both to the teaching
profession and to the recently created clinic teams (Mr. Wickman himself was
at that time a psychologist with the Commonwealth Fund demonstration
clinics) who were just then beginning to concern themselves about the adjust-
ment of children in school. Wickman's book was one of the milestones in the
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long educational process of teaching teachers about mental health in the
classroom. (pp. 88-89)

A great deal has been written about the mental hygiene viewpoint rel-
evant to classroom teachers’ attitudes. Bernard (1952, Chap. 1) gives a
quotation from Ryan (1945, p.378) that provides an especially succinct
summary of the viewpoint.

Mental hygiene has to do primarily with the development of more wholesome
human relationships. It means applying to everyday living what has been
learned with regard to the behavior of human beings. On the negative side, it
has been concerned with more humane and intelligent care and treatment of
the mentally ill. Positively, it has meant the early discovery of mental and
emotional difficulties, the prevention of as much threatened serious illness and
disorder as possible, and the provision of healthful living for the greatest
concervable number of individuals as members of a modern society. For
teachers, social workers, and others whose daily acuvities have to do with
children, youth, and other human beings, mental hygiene involves not only a
better understanding of human growth and development with respect to those
with whom they work, but also an understanding of the worker’s own personal-
ity and his own relationship to his family, associates, school, and communty.
(Bernard, 1952, p. 15)

Courses. The growth of the movement in the schools has been charted
in several articles providing quantitative data on both the number and the
kinds of courses taught. The earliest study we have found is Burnham
(1924)—considering the 1912 date of the founding of the National Com-
mittee for Mental Hygiene, one would not expect to find an earlier
survey.

Burnham reports that during the academic year 1919-20, a question-
naire under the sponsorship of the National Committee for Mental
Hygiene was sent to “the public and private normal and training schools
throughout the country” (p. 19). Replies were received from 175 normal
and training schools with an enrollment of approximately 40,000 stu-
dents, about 80% of whom were women. There were nine main questions,
with some of the questions consisting of several subordinate questions.
The first six are most relevant to the concerns of this chapter and so we
quote them here (Burnham, 1924, p. 19), along with summaries of the
responses.

1 Is anv regular course in mental hygiene given in vour school? If so, what is
the character of the course and how much time 1s devoted to 1t?

Approximately 78% of the schools reporting state definitely that no regu-
lar courses in mental hygiene were given.

2. Is anv speciaal course in mental hygiene given 1n your school? If so. what is
the character of the course and how long a ume 15 devoted to 1tz

Approximately 73% of the schools reporting indicate that no special
courses in mental hvgiene were given. o
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3. Is any part of the field of mental hygiene taught in connection with the
courses in psychology? If so, what topics are presented and how much time
is devoted to the subject?

A majority of the schools, approximately 59%, report that some aspects of
mental hygiene were taught in connection with courses in psychology.

4. Is any part of mental hygiene taught in connection with the course in child
study in your school? If so, what topics are taken up and how much time is
devoted to the subject?

Approximately 45% of the schools report that work in mental hygiene was
given in connection with a course in child study. Burnham does not
indicate whether the data show that every school reporting also had a
course in child study.

5. Is any part of mental hygiene taught in connection with school hygiene in
your school?

A majority of the schools report that no part of mental hygiene was
taught in connection with school hygiene, but approximately 35% indicate
that some part was taught in connection with the school hygiene course.

6. Is any part of mental hygiene taught in connection with any other courses
in your school?

Again, a majority report that no part of mental hygiene was taught in
connection with other courses but approximately 23% indicate some in-
struction in mental hygiene in connection with other subjects, such as
social science and biology.

Burnham also asked various schools to include comments, and the
special remarks made during these early years about the courses indicate
little influence of psychoanalysis. Rather, there is a good deal more atten-
tion given to mental tests, problems of the mentally retarded, and the
grosser symptoms of psychiatric disturbance. The response from the
Department of Physiology, State Normal School, Ypsilanti, Michigan, did,
however, indicate in the outline sent that material on Freud and neuroses
was taught.

Burnham also included a bibliography of representative books used in
various normal schools, and of his list of 27 texts, probably only the classic
book by William A. White, Principles of Mental Hygiene, had much to say
about psychoanalysis. It is not possible to judge exactly how representative
Burnham’s sample of 175 schools was, but given the large number, it may
be taken as reasonably so and it is doubtful if a larger or more representa-
tive sample would have substantially changed any of the conclusions.

Ten years later a similar survey was conducted by Benson and Al-
teneder (1931). Their questionnaire was sent out in January 1930 to the
295 teacher-training institutions listed in the Educational Directory for
1929. These institutions included 137 teachers colleges, 71 state normal
schools, 27 city public normal schools, and 60 private teacher-training
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institutions. Of the 295 institutions, 239 (81%) returned information. In

the 11-point questionnaire, the questions of most interest here were the
following (p. 226):

I. Does your curriculum include a regular course or courses in mental
hygiene:
Twenty-two percent of the institutions responding report a regular course
in mental hygiene.

2. Is the subject of mental hygiene presented in connection with other courses,
such as educauonal psychology, child psychology, general hygiene. etc.?

Over 80% of the institutions reporting indicate that the subject of mental
hygiene was presented in connection with other courses, mainly courses in

psychology.
3. Have vou special lectures in mental hvgiene during the vear?

Approximately 24% of the institutions reporting indicate that they had
special lectures in mental hygiene. These lectures covered various con-
cerns of the field, such as “mental health, mental disease, emouonal
maladjustments, sex problems, and so forth” (p. 228).

6. Have vou a psychiatrist in your institution, for the help of students, or for
the help of children 1n a practice school? If not, is there a member of your
faculty capable of giving mental-hygiene help?

Less than 6% of the institutions reporting indicate that a psychiatrist was
connected with an institution or was available for consultation and help.
On the other hand, over half of the institutions indicated that a member
of the faculty was capable of giving mental hygiene help.

7. Have vou a mental-hygiene chnic in your insutution. or accessible to your
students, and if so, what is the equpment?

Less than 14% of the institutions reporting indicate that a mental hygiene
clinic was accessible to the students. Some of the clinics that were men-
tioned were part of the teacher-training institutions; others were child-
guidance clinics.

Question 10 dealt with the textbooks in mental hygiene used by the
institutions. The three books most widely cited were Burnham (1924),
cited by 44 institutions, La Rue (1927), and Morgan (1924), both cited by
26 institutions.

Benson and Alteneder (1931) present an interesting graph showing the
distribution by states of teacher-training institutions that provide regular
courses or special lectures in mental hygiene. Only two states, Florida and
Wyoming, as well as the Commonwealth of Puerto Rico, show no such
institutions. The four states with the most extensive activities are Illi-
nois, Massachusetts, New York. and Pennsylvania. The authors make a
detailed comparison of the results of their survey with that of Burnham’s
ten years earlier. Although we shall not summarize that comparison, it is
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evident that the educational role of courses and lectures in mental
hygiene had increased considerably from 1920 to 1930.

Ten years later a third but more superficial survey was made by
Bernard (1940), who examined the course catalogues of 178 colleges. The
catalogues were not selected randomly but apparently were collected until
the desired number of 75 colleges offering courses in mental hygiene had
been identified. Bernard then compared the findings for the same col-
leges ten years earlier by examining their course catalogues for 1929-30.
Of his sample of 75 colleges offering courses in mental hygiene in 1939-
40, he found only 28 schools, or approximately 37%, that had offered
such courses ten years earlier. He notes that his sample of 178 colleges
constitutes about 27% of the total number of American colleges and
universities listed in the 1938 Educational Directory of the United States Office
of Education. Thus his results, though obtained by rather unusual sam-
pling methods, give a reasonably representative picture.

Attitudes of teachers. More indicative of the impact of psychoanalysis
on the mental hygiene movement are the various studies of teacher
attitudes made during this period. Using more than 500 teachers as
respondents, Wickman (1928) conducted a classic investigation that re-
vealed marked differences between the interpretation of children’s be-
havior problems by teachers and by mental hygienists. Although teachers
rated as most serious transgressions against authority, dishonesty, and
sexual immoralities, the mental hygienists rated these items as relatively
minor in importance but, as more serious, unsocial, withdrawing, or
regressive behavior. The hygienists also rated as fairly serious cruelty,
temper tantrums, and truancy, each of which was not so rated by the
teachers. The methodological excellence of Wickman's study set a high
standard for a number of related early studies (Yourman, 1932; Peck,
1935; Ellis & Miller, 1936), and the mere fact that these researchers were
permitted to ask for responses from teachers in the school systems is
indicative of the impact of the mental hygiene movement in the American
school setting. Studies of this kind would have simply been unthinkable 50
years earlier.

In 1942, Mitchell conducted a study similar to Wickman'’s primarily to
determine whether teachers and mental hygienists had come more into
agreement in their estimates of the relative seriousness of student be-
havior problems. Broadly speaking, his results showed that though the
mental hygienists had become somewhat more conservative, the teachers
had changed more than the mental hygienists in their basic attitudes. The
results of Mitchell’s study were confirmed by Stouffer (1952), who found
the most marked differences between the two groups (teachers and clini-
cians) to be in the ratings given to disobedience, sexual activity, profanity,
smoking, obscenity, and unsocial behavior. Unhappiness, depression, un-
sociability, and withdrawal had moved closer to the top of the list in
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seriousness, according to the teacher ratings.

Sparks (1952) tested out the independent variables of experience and
education for relative effect on teachers’ attitudes. He found that teachers
with more education were closer to clinicians in their appraisal of chil-
dren’s behavior but that amount of experience had little effect. Schrupp
and Gjerde (1953), using data from more than a hundred San Diego
teachers, attempted a detailed replication of Wickman’s study. They
found that the attitudes of 1951 teachers, the year when they obtained
their data, were much more in agreement with clinicians than was true for
the 1927 teachers; they also point out that teacher attitudes can be ex-
pected to differ from ideal criterion attitudes of mental hygienists because
the teachers are inevitably concerned with temporary but disturbing be-
havior in the classroom. They conclude their article with the remark that
in view of the continuing disagreements between the attitudes of teachers
and clinicians, there remains a need for the development of what they
call a “mental hygiene viewpoint” in teacher education, both at the pre-
service and inservice level.

Hunter (1957) undertook a detailed study to compare classroom
teachers in 1955 with those studied by Wickman in 1926-1927. One of the
more striking changes he found was in the ranking of sexual activity.
Teachers in the Wickman study ranked heterosexual activity and mastur-
bation first and third in seriousness; the teachers in Hunter’s study moved
these ranks to 10th and 28th, respectively. More generally, Wickman
reported a correlation coefficient of —.11 between the rank order of traits
in terms of seriousness by the mental hygienists and by the teachers.
Using the same mental hygienists’ ranking that Wickman did, he was able
to report a correlation coefficient of .22 between the teachers’ responses
and the hygienists’. Without entering into the details of the sample size,
geographical location, and other variables, it still seems reasonable to
conclude that a significant change in attitude had occurred between
1926-1927 and 1955. We would be inclined to attribute some of the
marked changes in attitude toward sexual behavior to the indirect
influence of psychoanalytic ideas as they increasingly permeated the cul-
ture during the period covered by this review.

These findings are broadly consistent with several studies that attempt-
ed to assess how much teachers know about mental hygiene. An excellent
example is one by Hobson (1937), who conducted an extensive survey of
teachers in North Dakota organized along the following lines. First, a list
of mental-hygiene principles was constructed. The author began with a
list of 160 principles and sent them to 12 individuals working in mental
hygiene, so as to obtain a reliable subset of 42. A simple imaginary case
exemplifying each of the 42 principles was constructed, and judgments
about some aspect of the case were given as test items to teachers. The
answers to the test items were validated by a panel of 16 judges; any item
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on which less than 87% of the judges agreed was discarded, that is, 14,
15, or 16 judges were required to agree on the correct answer.

Among the 42 principles, we would identify five or six as having
possible antecedents in psychoanalytic theory. We emphasize that the
language of psychoanalysis was not used explicitly and it would also be
reasonable to claim that other theoretical sources were responsible for
the inclusion of these principles. All the same, we think there is some
prima facie case for considering them evidence of the influence of psy-
choanalytic theory on the mental hygiene movement. We quote the six in
which we think this influence is probably the most salient (Hobson, 1937,
pp. 233-236).

2. The conditionming forces of earlyv vears are the most significant forces n
determining emotional patterns of behavior, which patterns tend to persist
in adulthood, being the principal determmants of maladjustment or
adjustment—i.e., personality.

6. Many neurotic conditions result trom a teeling ot mnsecurity.

8. Someumes the fearful child tends to compensate by developing an egocen-
tric, aggressive, overbearing atutude.

9. Fear of ridicule and the hostility of others mav lead to all sorts of reac-
tions, as rationalizations, excuses, lving, running away, etc.

12. The adult’s reaction to the child’s natural curiosity about sex may resuit in
having the child carryv ever after a sense of guilt that attaches to anything
that has to do with sex.

40. In child development, success is more likely to follow treatment of the
underlving pathology of the behavior disorder than treatment of the
symptoms of the behavior maladjustment

In informal and summary fashion Symonds (1941) discusses his views,
based on his own teaching experience, on the value of courses in mental
hygiene for the personality adjustment of prospective teachers. His dis-
cussion of projection and repression in the consideration of case examples
is psychoanalytic in spirit.

Weinreb (1953) reports an effort to provide special lectures for
teachers in which the genetic development of personality from the
psychoanalytic point of view was presented. This was done over a number
of years in Massachusetts in towns like Leominster, Gardner, and
Needham. Considering the fact that the teachers who were the students in
the course were almost uniformly naive about psychiatric or psychoanalyt-
ic concepts, the author's remarks about the development of the teachers’
attitudes are of some interest. “The course usually started out with pro-
nounced reserve, followed by a rise in hostility to the author, the peak of
hostility being reached around the eighth session, when the Oedipal
conflict was discussed. ... After this session there always followed a
session in which various members of the group would come out with
evidence from their own experience confirming what had been brought
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out regarding the Oedipal conflict, as if they had discovered the answer to
an age-old riddle” (pp.291-292).

Falick, Peters, Levitt, and Rubenstein (1954) describe in informal terms
an extensive effort in a small town in Michigan to raise the understanding
and sophistication of teachers about the psychological problems of their
students. The authors have to a large extent a psychoanalytic orientation
and have a number of interesting things to say about the resistances they
encountered in teachers as they became aware either of their students’
problems or of their own problems that were interfering with their ability
to accurately perceive their students. For example, many of the teachers
were able to enter into detailed discussion of aggressive drives in children
but were not able to handle frank and detailed discussions of sexual
drives, especially in those students whose behavior manifested some
homosexual component.

Textbooks. We examined 22 texts used in courses on mental hygiene.
Figure 3 shows the results of our analysis arranged chronologically by
_ decades, starting with 1900. The trends are the same as those for child
study and child development (Figure 1) and educational psychology
(Figure 2), but the much greater average number of pages showing the
explicit influence of psychoanalysis on mental hygiene is clear evidence of
greater impact. In comparison to Figures 1 and 2, two other differences
are noticeable. One is the much earlier rapid increase in explicit influence
in the period 1910-1919, and the other is that explicit influence exceeds
implicit or derived influence in all but the first period.

A systematic picture of the emphasis given to various topics in the 22
textbooks we examined is shown in Table 7. As would be expected, the
general content of the texts on mental hygiene is considerably closer to
psychoanalysis than those on child development or educational psychol-
ogy, but as is also evident, some topics judged important on the basis of
their coverage are quite separate from psychoanalytic concerns.
Moreover, topics like personality and social development are presented
from several different theoretical viewpoints, usually with a deliberate
attempt to be eclectic in approach.

Of the textbooks we examined, only three ignored psychoanalysis,
namely, Averill (1928), Cutts (1941), and Bernard (1940). Of the other 19
texts examined, there are many with more pages mentioning
psychoanalysis than is typical of the texts on child study, child develop-
ment, or educational psychology, and six with complete chapters on the
theory. Put another way, there is probably no text in the other disciplines
that shows the extensive presentation of psychoanalytic ideas characteris-
tic of the texts on mental hygiene.

Five fairly late examples in the period we are covering provide ample
evidence of this. Wallin (1949) states explicitly in the preface to the second
edition of his book (the first edition was dated 1935) that “the material on
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FIGURE 3. Evidence of psychoanalytic influence in mental hygiene textbooks.
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psychoanalysis occupies the last five chapters. My experience has been
that students are keenly interested in this subject, and that is why it has
been retained in the new edition” (p. viii). Indeed these last five chapters
occupy over 100 pages of the text. The author’s attitude is well illustrated
by the section heading “Importance of Acquaintance with Psychoanalytic
Concepts in Spite of Their Controversial Character” (p. 474).

The second book that gives a systematic exposition of psychoanalytic
ideas is the one by Shaffer (1936). Shaffer prides himself on being a strict
advocate of “objective” psychology and, as would be expected, is hostile to
psychoanalytic thinking. He says in his preface: “Especial care has been
taken to avoid the use of psychoanalytical conceptions, either explicitly or
implicitly. The hypotheses of ‘the unconscious’ and of ‘complexes’ may
have been of some temporary service in the past, but the author feels that
they are no longer useful. Objective psychology is now prepared to attack
the problems of human adjustment without the assistance of these doubt-
ful assumptions. Because of their historical importance, the principal
theories of psychoanalysis are presented rather fully in a separate chap-
ter” (p.ix). In Chapter 14 the author does give a systematic exposition,
and the account is rather detailed and relatively accurate. He discusses in
some detail the concepts of id, ego, and superego, noting that he has
attempted to draw from the later writings of Freud as well as the earlier
works. He discusses the oral, anal, and genital stages of development, and
the Oedipus and castration complexes.

As in the case of the educational psychology texts, it is intriguing to
find that in other chapters Shaffer discusses extensively the defense
mechanisms in a positive and detailed way. It is clear that in his thinking
the classical defense mechanisms do not come from psychoanalysis but
from other sources in the psychological literature, although he does not
suggest what these alternative historical sources are.

Somewhat surprisingly, the second edition of Shaffer's book, Shaffer
and Shoben (1956), adopts a much more favorable attitude toward
psychoanalysis, and the strident tone with which he emphasized the great
merits of objective psychology is dropped. In the new preface, the authors
say, “The account presented here is derived from three great movements
in twentieth century psychology—the experimental study of behavior, the
psychoanalytic approach to psychopathology, and the conceptions of in-
terpersonal relationships developed by social psychology, sociology, and
anthropology” (p. ix). Later, the authors say, “The experimental sources
have been leavened by the authors’ own clinical experiences, and by the
impacts of psychoanalysis. The great contributions of Sigmund Freud and
of the movement he fathered have been slow to merge with the stream of
general psychology, perhaps because differences of language long
obscured essential similarities. The rapprochement between psychology
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and psychoanalysis has been due in large part to a number of contempo-
rary psychologists whose theories and experiments have brought the clinic
and the laboratory into a close and fruitfully reciprocal relationship”
(p. xi).

Even the discussion of defense mechanisms shows an impact of
psychoanalytic thinking in a more explicit way. The terminology adopted
is practically taken from standard psychoanalytic sources: the mechanisms
of compensation, identification, reaction formation, rationalization, and
projection are mentioned in the order stated here. The literature refer-
ences show a similar movement toward a psychoanalytic framework, and
the chapter explicitly concerned with psychoanalysis has been revised in
tone in the same way. The authors now say in the opening paragraphs of
the chapter, “Psychoanalysis was an early approach to the problems of
troubled people, and a knowledge of it gives historical perspective. Also,
psychoanalytic concepts have had a great impact on our entire culture, on
literature and art as well as on psychology, so that every liberally educated
person needs to know something of them” (p. 448).

In the first edition of Shaffer’s book, the final section of the chapter on
psychoanalysis, providing an appraisal or evaluation, was extremely criti-
cal and negative in tone. The second edition adopts quite a different
viewpoint. For example, it is stated early in the final section, “Sigmund
Freud was without doubt one of the world’s authentic geniuses. Few
modern men—Newton and Darwin are other examples—have had so
broad an influence on the thinking of our culture” (p. 472). The authors
repeat some of the criticisms of psychoanalysis as a science but also now
emphasize the developing rapprochement mentioned in the preface. As
they put it, “To other men falls the task of sorting Freud’s great hunches
into the verified and the unverifiable” (p.478). We see in this second
edition of Shaffer’s book the kind of influence that psychoanalysis has
accumulated by the end of the period dealt with in this chapter. Its
pervasive and extensive impact, not only on psychology but on the whole
of our culture, is recognized by a psychologist who prides himself on the
use of experimental methods and his affiliation with 20th-century theories
of learning.

The third of the five texts mentioned above is Rivlin (1936). There is a
chapter on psychoanalysis, written in a generally favorable tone. The
discussion is not as detailed as in Shaffer, but many psychoanalytic con-
cepts are discussed at least briefly. There are also sections on Adler and
Jung. As in other books on mental hygiene, the discussion of defense
mechanisms is placed in other parts of the volume and they are not
identified as a psychoanalytic contribution.

The fourth book containing at least one chapter on psychoanalysis is
Thorpe (1950). The author’s attitude toward psychoanalysis and toward
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other matters is expressed in the following passage in the preface: “The
point of view ... is an eclectic and flexible one. Although an effort has
been made to present a consistent picture of the causes, conditions, and
correction of mental ill-health, the author has endeavored not to take
sides on debatable issues. Because of widespread interest in its proposals,
a chapter on psychoanalysis has been placed near the beginning of the
book, thus providing a basis for later comparison of its postulates and
claims with those of other schools of thought in the mental health field”
(p. vi).

P The fifth book is Redl and Wattenberg (1951), which does not contain
a separate chapter on psychoanalytic theory but has an extensive appen-
dix of psychoanalytic terminology. Broadly speaking, the book is typical of
many in this area in the sense of being eclectic and not deeply oriented
toward any particular theoretical standpoint. The same book has a 1959
second edition (which is slightly outside the period covered by our review)
and it is worth noting that in the preface to the second edition the authors
note that three new chapters have been added, the first of which “deals
with unconscious motivation, conflict, and the extent to which children
have conscious control over their behavior” (p. xiii).

Despite the increasing acceptance of Freudian theory, it remains the
case that the discussions of the defense mechanisms are usually separated
almost completely from those of psychoanalysis as such. Since many of
these same texts refer frequently to a group of early texts and treatises
written in the earlier part of the century (roughly in the period 1911~
1918), we could not forbear investigating the analysis of the defense
mechanisms in these earlier books and the extent to which the authors
attributed the source of the concepts to Freud. We restrict our comments
here to the books by one of the most prominent people in this period,
William A. White, who was probably the most important medical figure in
the early history of mental hygiene.

White published three widely read books (1911, 1916, 1917). All three
of them explicitly acknowledge Freud as the source of the theory of
defense mechanisms. The 1916 book, in fact, which is entitled Mechanisms
of Character Formation, has as its subtitle An Introduction to Psychoanalysis.
The widely cited 1917 book, The Principles of Mental Hygiene, has as its
third chapter “Mental Mechanisms,” and it is an elementary-textbook
discussion of the concepts more thoroughly developed in the 1916 book;
in this chapter he mentions specifically projection, identification, and
rationalization.

White’s attitude and sense of indebtedness to psychoanalysis are vividly
conveyed in the opening paragraph of the preface to his 1916 book. We
cite part of the paragraph here.
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Certainly the field of mental medicine has benefited practically not at all as a
result of all the years of laboratory psychology. A man seems to have been
considered by the psychologist as an object of experiment and rarely as a
human being in a social environment. True, the behaviorists may change all
this but in the meantime a new psychology has come into existence, borne of
the sufferings and the heart aches of the mentally ill—the psychology which is
called psychoanalysis and, no matter what the remote history of events preced-
ing its birth, properly also bears the name of its real creator, Prof. Sigmund
Freud of Vienna—Freudian. This is a psychology which had its origin in trying
to help sick people, in trying to alleviate their sufferings and from the very first
dealt with men and women 1n the raw, as they really were. (p.v)

3.4 Progresswe Education

What is called the progressive education movement began in the latter
part of the 19th century, although no definite date of origin can be set for
a diffuse and complex activity of this kind; a conventional date that has
symbolic value is the founding by John Dewey of the Laboratory School at
the University of Chicago in 1896. An excellent critical history of the
progressive movement has been given by Cremin (1961), who takes as the
period he covers 1876 to 1957, when the fournal of the Progressive Educa-
twon Association ceased publication two years after dissolution of the Associ-
ation. Here we expand on some of the conceptual issues concerning the
relationship between progressive education and psychoanalysis that were
not a primary focus of his review.

The progressive education movement, whether we think of the broad
span of activities reviewed in Cremin’s book or the more formalized
activities of the Progressive Education Association, which was founded in
1919, was not as concerned with the psychology of the child as with
practical programs of school reform. It does not take a very substantial
survey of the literature associated with the progressive education move-
ment to determine that most of the interest was concerned with such
matters as the organization of the schools, the content of the curriculum,
and the innovative teaching methods that are now associated with the
movement. Cremin (1961, pp.306-308) gives a summary of the main
impact of the progressive movement on the mainstream of American
education, and of his ten summary points, none primarily concerns the
psychology of the child. On the other hand, the move away from the
traditional formal curriculum, the introduction of variation and flexibility
in grouping of students, and the introduction of new curriculum mate-
rials are features of change which will be permanently associated with the
movement.

Still, the progressive movement is popularly associated with the intro-
duction of the concept of the child-centered school, and in many cases
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Sigmund Freud and other psychoanalysts were cited in support of this
view, as in the following fragment of dialogue taken from Naumberg
(1928):

If that is so, this new psychology would strike at the foundations of our present
system of education.

It does, I think, just that. But nevertheless it will probably take another
generation before the implications of psychoanalytic procedure begin to dis-
lodge our present methods. (p.205)

As another example, Agnes de Lima (1942), in the opening pages of
her book The Little Red School House, acknowledges her indebtedness to
“Dr. Sigmund Freud, who showed the tremendous role of the emotions in
the education of the child” (p. 5).

Such examples are easily multiplied, but we do not want to give the
impression that there was an extensive discussion of psychoanalytic ideas
in the progressive literature. This was not the case, and the views that lay
back of the introduction of the child-centered school, though they over-
lapped with many of the concepts of psychoanalysis, were by no means
identical. To get a better sense of this, we summarize psychological points
of emphasis in the doctrines of progressive education that were similar to
those of psychoanalysis, as well as points that indicate separation between
psychoanalysis and the central tendencies of progressive education. We
begin with points of similarity.

1. The learning of each child should be considered on an individual
basis and not committed to a uniform formal curriculum. The emotions
of the child must be involved in his educational activities in order for
learning to be successful.

2. The traditional tyrannical role of the teacher should be made a
focus of change. The psychological character of this tyranny and the
unconscious forces back of it should be explicitly recognized.

3. Traditional formal discipline in the classroom should be abolished
and the child should be left as free as possible to do that which interests
him. (The interpretation of what “free as possible” should mean varied
enormously across different writers and schools, but the general idea
remained one of the most important concepts of the child-centered
school.)

4. A large number of learning difficulties can be solved by changing
the traditional formal curriculum to an informal one centering around
projects that engage the attention of the children.

The psychological points of disagreement are these.

1. That struggle and conflict are required in order for secondary
processes to assume dominance over the more primitive primary process-
es was not seen as essential to learning, although from a psychoanalytic
viewpoint the existence of this conflict is fundamental.

2. The limitations of what the teacher can accomplish and the inevita-
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ble dangers of the power placed in teachers’ hands, as emphasized by
Erikson and Bernfeld, for example, received little if any recognition in
the progressive movement. All that was needed, it was thought, was the
reform of the teachers’ attitudes so as to move from old to new methods
of instruction. The fundamental psychological problems that exist in such
relationships as surrogates for earlier family relationships between par-
ents and child were scarcely recognized at all.

3. In the case of discipline there was certainly recognition by many
progressive educators that the naive concept of absolute freedom for the
child was not workable, but the deeper psychoanalytic insight that as the
child matures the free instinctual forces must be repressed was scarcely
recognized by any prominent progressive educators.

4. Concerning learning difficulties, the unconscious roots of such
difficulties in some children were on occasion explicitly acknowledged by
progressive educators, but their criticisms were so overwhelmingly di-
rected at the formal methods of the past that the origin of learning
difficulties in the early internal life of the child was seldom stressed.

The themes we have outlined were reflected in the pages of the two
leading progressive journals. The Teacher’s College Record, for example,
from the first volume on, was most concerned with questions of cur-
riculum and training. Volume 1 (1900) is subtitled “A Journal Devoted to
the Practical Problems of Elementary and Secondary Education and the
Professional Training of Teachers,” and articles in this first volume in-
clude: “The Function of the University in the Training of Teachers” and
“Syllabus for Teachers College Courses in Education.”

There is little explicit impact of psychoanalysis to be found in the
journal; in an article by Judd (1926) entitled “A Century of Applications
of Psychology to Education,” there is no mention of Freud at all. Indeed
the first article wholly written from a psychoanalytic point of view is one
by Goodwin Watson in 1957, who in an interesting way stresses the
significance of the psychoanalytic approach to learning.

There is evidence, however, of an indirect impact of psychoanalysis,
for example, in “Sex Education in Parental Education” by M. A. Bigelow
in 1929, “The Relation of Family and School Life in the Education of
Children” by L. H. Meek in 1934, and several articles by Symonds.
Although there is little explicit reference to Freud or psychoanalysis, from
about 1915 onward there is continual casual use of a psychological vo-
cabulary that at least partly derives from psychoanalysis: consciously, un-
consciously, subconscious (1915); impulse, consciousness, instinctive (1920); ego,
aggressive, self-consciousness (1933); unconsciously, unconscious, aggression, sub-
limatn, fantasies (1942); conscious, ego, aggressive (1952). These sample,
words are also found in nearly every year, but their relative frequency is
constantly low.

The journal Progressive Education, which began publication in 1924, was
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directed at teachers and parents rather than educational researchers.
Although psychoanalytic concepts did not play a prominent role in any
year of publication of the journal, there were occasional articles explicitly
concerned with psychoanalysis and its relation to education.

One of the best of these articles is by Coriat (1926), who discusses the
child’s transference of emotion from parent to teacher, and the problems
of understanding these unconscious emotional ties. He also stresses that
“teachers must realize that the school forces the child to sublimate his
instinctive libidinal energies” (p. 22), and that apparent learning failures
must be carefully examined for evidence of unconscious resistance. In
connection with this latter point he has a detailed discussion of fallacies of
interpretation of a psychometric test of mental ability that arise from
naive classification of students’ oral responses.

Wittels (1931) emphasizes the usefulness of psychoanalysis in helping
teachers relate to children, parents, and themselves. Taft (1932) analyzes
the contributions of the psychoanalyst Otto Rank to education. Robison
(1949, 1954) compares Freudian psychoanalysis and the work of neo-
Freudians like Karen Horney. Kerlinger (1956) assesses the contributions
of Freud and Dewey to attitudes of permissiveness in school discipline.

The sample we have briefly commented on is not complete, but it is
representative and does constitute a reasonable proportion of the articles
on psychoanalysis that appeared in Progressive Education.

3.5 Cultural Impact

A large number of historians of art, literature, and society have
analyzed and commented on the remarkable influence Freud has had on
American culture in the 20th century (e.g., Sullivan, 1932; Hofstadter,
1955; Hoffman, 1957; Hale, 1971). It has been beyond our resources to
analyze this larger impact in terms of the great wealth of primary mate-
rials in books, magazines, and newspapers of the time. What we have
done is to collect a sample of quotations arranged chronologically so as to
provide in a more vivid way than would a summary of the secondary
historical literature mentioned above a sense of how Freud was viewed,
especially by the educated public. Certainly many of the sources we cite
are magazines that were read by only a very small fraction of the country’s
elementary-school teachers, but they are journals that are generally
thought to be leaders in the formation of public opinion, or at least one
important segment of such opinion.

To begin with, Walter Lippmann had this to say in The New Republic in
1915:

When I compare [Freud’s] work with the psychology that I studied in college,
or with most of the material that 15 used to controvert him, I cannot help
feeling that for his illumination, for his steadiness and brilliancy of mind, he
may rank among the greatest who have contributed to thought. I know how
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easy it is to be decerved, but I take it that this is a small risk in comparison with
the necessity for recognizing in his own lifetime a man of outstanding impor-
tance. After all, there were people who welcomed Darwin, and saw how
profoundly he must affect our thinking. In Freud I believe we have a man of
much the same quality, for the theories that have grown from his clinic in
Vienna have always flowered in endless ways. From anthropology through
education to social organization, from literary criticism to the studies of reli-
gions and philosophies, the effect of Freud s already felt. He has set up a
reverberation in human thought and conduct of which few as vet dare to
predict the consequences. (p. 10)

Two years later an unsigned article (*Is the Psycho-Analyzed Self a Libel
on the Human Race?” 1917) in Current Opiniom of a more negative charac-
ter admits how familiar Freudian ideas have become:

Freud and Freudian interpretations have become familiar if contested issues.
Whether the principles they posit express a keen insight into the frailties of the
human, all too human, or constitute a hbel upon its fair name 1s the tangible
point of discussion, but we must not inject the moral issue into an mvestigation
of purely scientific fact. If the Freudian interpretation of human motives and
of their mechanisms and relation be sound, it is just as valuable whether its
statement is pleasant or unpleasant, fit for family reading or only for the
expert's library. (p. 105)

A year later, a review in The New Republic of Freud's Totem and Taboo
begins this way (“Totem and Taboo,” 1918):

It is now a good many years since William James made his first references to
Freud, but it is only 1n the last ten years that Freud’s name has come to be well
circulated in America. (p. 347)

And further on in the same review:

In the end the knowledge of man’s psyche may no more resemble Freud’s than
our present knowledge of the circulation of the blood resembles the Greeks'.

But the adventure opened out by Freud is beyond doubt a supreme adventure.
(p- 347)

In 1920, an unsigned article (“Is Freudism Destined to Live?”) in Current
Opinion on psychoanalysis begins:

Whatever value the thinking world may ultimately set on that method of
treating nervous disorders originated by Dr. Sigmund Freud, of Vienna, and
known as psychoanalysis, it is indisputable that, at the present ume, the Freud-
ian theories are showing extraordinary vitality. Freud has disciples in almost
all the European countries, as well as in America. One can hardly pick up a
newspaper or a magazine without finding psychoanalytic terms. The “conflicts”
from which we all suffer; the “ambivalent” attitude which we feel toward so
many people and things; the “suppressed desires” which poison our lives, are
becoming subjects of daily conversauon. (p. 355)

The next year an unsigned article (“A Physician's Warning Against
Psycho-Analysis,” 1921) in the same journal admits the currency of
psychoanalysis and warns against its dangers:
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A

As proof of his assertion that there is no kind of lunacy which will not be
welcomed if it but masquerade in the garb of science, Doctor George Matheson
Cullen cites psycho-analysis. Had this cult, he thinks, remained in a select
professional circle, it might be passed by in silence. It has entered the market-
place and it has been popularized. Hence a warning must be issued against it.

(p. 222)

1925 article in the Forum by George Sylvester Viereck opens with this

splendid tribute:

Sigmund Freud has played an important part in the intellectual life of the
world so long that, like Bernard Shaw, he has almost ceased to be a person. He
is a culwural force to which we can assign a definite historical place in the
evolution of civilization. (p. 302)

Later in the same article he continues:

In America. more than anvwhere else, not onlv scienusts but poets. novelsts,
and playwrights are mastering the laws of psycho-analysis. Harvey O’Higgins,
Rupert Hughes, among our older novelists, freely admut their indebtedness to
Freud in their more recent novels. Sherwood Anderson, O'Neill, Ben Hecht,
James Branch Cabell are unthinkable without Freud. Surely Jurgen 1s a
traveler through the realm of the unconscious! Edgar Lee Masters, in his Spoon
Ruwer Anthology, indulges spasmodically 1n psycho-analysis. (p. 310)

Beginning in 1926, when Freud was seventy, a number of tributes

testifying to his influence appeared, but the mere public notice of his
various birthdays is in itself the strongest evidence of impact.

In

In 1926, Living Age said this (“Life, Letters, and the Arts”):

No name in modern psychology, not even that of William James, has become
so much a part of the general vocabulary as that of Sigmund Freud, the great
Viennese psychiatrist. who has recently celebrated his sevenueth birthday.
(p. 689)

1931, The Nation paid this tribute:

At the age of seventy-five Sigmund Freud has lived to find himself, with Albert
Einstein, one of the two minds that have most profoundly influenced the
thought of our time. It is true that the physicist's work seems much more
securely established than the psychoanalyst’s, and that many of Freud's
theories are still the subject of heated controversy. But to one person who
understands the theory of relativity or its implications there are a hundred
whose outlook on life has been deeply colored by the theories of Freud. (The
Natwn, May 20, 1931, p. 545)

And again in 1936, The Nation said:

At eighty Sigmund Freud is, of all living men, the one who has most pro-
foundly influenced the thinking of his contemporaries. Even Einstemn is not a
close rwal. ... If the whole of his system were to explode tomorrow, his
influence would continue for centuries merely through the adoption mnto our
language of his terminology and his metaphors—precisely as the influence of
other exploded sciences, like alchemy and astrology and phrenology, has
persisted. Not, of course, that there seems any present likelihood that it will be
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exploded. The main features of his method and the main outlines of his
conception have been quietly assimilated by the medical schools and sanitaria
which were looking askance at him not more than twenty years ago. (The
Nation, May 20, 1936, p. 631)

In 1937, George Soule has this to say at the beginning of an article in The
New Republic on psychology and revolution:

If one were asked to name the two thinkers who have had the most influence
on ideas and institutions in the time of persons now living, the answer would
almost certainly be Karl Marx and Sigmund Freud. However critical one may
be of the theory of either, it must be admitted that their conceptions have
become an indispensable part of the apparatus of thought. Many of their
word-labels live daily in the language of persons who are unconscious of the
derivation of the phrases in question and never have understood fullv what the
authors meant by them. What should we do without “capitalism™ or “com-
plex”z (p. 66)

The comparison by Soule of Freud and Marx mirrors the earlier compari-
son above of Freud and Einstein.

To change the focus somewhat, here is a quotation from Time
magazine in 1938 summarizing Thomas Mann’s view of Freud as a liter-
ary figure:

Hailing Freud as a master of prose, Novelist Thomas Mann summed up the
feeling of many a modern writer when he called him the greatest living man of
letters, whose discoveries pointed the way to an art which might be bolder,
freer, blither “than any possible in our neurotic, fear-ridden, hate-ridden
world.” (Time, May 23, 1938, p. 61)

The next quotation is again from Time in 1938 reporting on the sale of
the Modern Library edition of Freud:

In the U.S. heyday of Freudian psychology during the 20s, nearly every
intelligentsiac bought at least one simple popularizauon of Freud’s works and
could reel off an impromptu psychoanalysis at the drop of a symbol. With
Depression, Freud was more & more often supplanted either by such former
disciples as Alfred Adler, who called his adaptation “Individual Psychology,” or
by Karl Marx. To some observers, Freud's declining popularity among com-
mon readers looked permanent.

But three months ago The Basic Writings of Sigmund Freud was published as a
Modern Library Giant (Time, May 23). The original edition, cautiously figured
to last six months, was 10,000 copies. With few critics paying it attenuon, it sold
out in eleven days. A second edition of 20.000 copies has now dwindled to its
last few thousand copies, and Freud has come back as the fastest-selling reprint
throughout the U.S. (Time, August 22, 1938, p. 55)

In 1939, Karl Menninger paid this moving tribute in The Nation to
Freud, whose death had just occurred at age eighty-four:

No one in the field of psychology ever attained to a fraction of his stature.
Among medical scientists almost none can be said to have approached him in
brilliancy, originality, or influence upon medical practice. Perhaps no other
one individual in the field of science lived to see the thinking of the entire
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world so profoundly modified by his discoveries within his lifetime as did
Freud. Galileo, Dalton, Lavoisier, Darwin, these and others contributed dis-
coveries which greatly modified our thinking and our ways of living, but the
effect was more gradual in 1ts permeation. For not only medical science and
psychological science and sociological science, but literature, art, anthropology,
pedagogy, and even popular speech show the influence of Freud’s discoveries
and show them in unmistakable terms. (p. 373)

In 1947, Harry McNeill, writing in the Catholic journal The Com-
monweal, has this to say about the relation between psychoanalysis and
Catholics:

If, however, the Freudians in their role of moral guides, as remolders of
character, have much to learn from old hands at this game, Catholics too have
much to derive from the Moses of modern psychiatry and his followers.
To begin with, Catholics must recognize the fact and the importance of the
unconscious. This is really something that should require little prodding.
Actually, we should not need a Freud to remind us of this when our traditional
psychology is based upon four cardinal concepts: power, disposition, habit, and
act, and of these four we can become directly conscious of act alone.
Having realized under the promptings of Freud the implications of our own
doctrines, we should take the next step and recognize the instrument, par
excellence, for investigaung the unconscious, namely, psychoanalysis. (p. 351)

The next quotation from Bernard DeVoto in Harper's Magazine in 1948
comments on Freud's impact on art.

I suppose that in all history no other scientist has had se immediate or so
profound an effect on art as Freud. And no other scientist was ever so
fascinated by art or used it so often 1n the development of his science. Freud
never systematized his ideas in a treatise on art as such and so they are
scattered through his work with little order or sequence. They are usually
expressed in regard to other things and usually as part of a highly technical
mechanism of psychoanalysis. But anyone can find them and they seem to me
in the main consistent, no more modified by the passage of years than the ideas
of any scienust are modified as he accumulates more data and as his under-
standing of them deepens. They are not, however, simple ideas, they are
exceedingly complex, for the method of exploration he was developing kept
finding ever more complex processes beneath the simplest psychic experiences.

(p. 97

In 1952, W. H. Auden had a number of interesting things to say about
Freud in The New Republic:

Today, thanks o Freud, the man-in-the-street knows (to quote by an inaccu-
rate memory from Punch) that, when he thinks a thing, the thing he thinks is
not the thing he thinks he thinks, but only the thing he thinks he thinks he
thinks. Fifty vears ago, a girl who sprained her ankle on the eve of a long-
looked-forward-to ball, or a man who suffered from a shrewish wife, could be
certain of the neighbors' sympathy; today the latter will probably decide that
misfortune 1s their real pleasure. The letter of apology to the hostess whose
dinner invitation you have forgotten is much more difficult to write than it
used to be. If an Isolde worries all day lest her absent Tristan should be run
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over by a bus, the dumbest Brangaene could warn her that her love includes a
hope that he will never return.

Freud certainly expected opposition and obloquy from the convenuonal
moralists and the man-in-the-street for his theories about human sexuality; in
actual fact, the general public took him to their bosoms rather less critically,
perhaps, than they should have done, while the real opposition came and still
comes from the behaviorists, the neurologists and all the schools of psvchiatry
that regard their subject as a natural science. (pp. 16-17)

Finally, we cite Alfred Kazin writing in The New York Times in 1956.
Kazin emphasizes both the impact of Freud and the controversial and
speculative character of his writing. The quotation is from the opening
paragraphs of the article.

It is hard to believe that Sigmund Freud was born 100 years ago today.
Although Freud has long been a household name (and, in fact, domnates
many a household one could mention), his theories still seem too “advanced,”
they touch too bluntly on the most intimate side of human relations, for us to
picture Freud himself coming out of a world that in all other respects now
seems so quaint,

Although Freud has influenced even people who have never heard of him,
not all his theories have been accepted even by his most orthodox followers,
while a great many of his essential ideas are rejected even by many
psychoanalysts. In one sense Freud himself is still battling for recognition, for
because of the tabooed nature of the materials in which he worked and the
unusually speculative quality of his mind, Freud still seems to many people
more an irritant than a classic.

On the other hand, Freud’s influence, which started from the growing
skepticism about civilization and morality after the First World War, is now
beyond description. (p. 22)

The seventeen authors cited above have not been selected to be prop-
erly balanced between positive and negative attitudes toward psychoanal-
ysis; most of the passages cited are favorable. What we were interested in
exhibiting was the sense of general public awareness of Freudian theory.
Even the early citations with strongly negative viewpoints (e.g., Current
Opinion in 1917) acknowledge the widespread impact of Freud’s ideas.
Although we have attempted no systematic study by, for example, using
an appropriate sampling design, it is our impression that for the latter
part of the period we survey, i.e., from about 1930 to 1957, the prepon-
derance of remarks about psychoanalysis in the more intellectually sophis-
ticated public journals was positive in tone.

Parent education. Another source of change in thinking came through
the parent-education movement. Though there seems to be conflicting
evidence on the marital status of teachers during the period under review,
it is unlikely that a movement that reached such a wide audience would
have not reached, as part of this audience, teachers as well. During the
period of our survey, parent education developed into a large mass
movement; a good contemporary history of parent education is to be
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found in Thomas and Thomas (1928).1°

Stendler (1950) has analyzed three popular women’s magazines, Ladies
Home Journal, Woman's Home Companion, and Good Housekeeping, for the
years 1890-1948, for advice to mothers regarding child rearing. Several
trends emerge from her analysis. First is the dominant concern with
physical development such as we noted in our discussion of the child-
development texts. Second is the change in emphasis from character
development to personality development as seen in the change from a
rigid, disciplinary approach to child rearing (1910 through the 1930s) to
an emphasis on self-regulation and understanding of the child (1940s).
Stendler suggests that the reasons for these revolutionary changes must
be looked for in general cultural changes rather than in “established”
science, and she suggests that at least by the late 1930s much of the
change can be attributed to the general influence of Freud.!

We conclude with'some remarks about the most important American
child-rearing manual of the 20th century, namely, Benjamin Spock’s Baby
and Child Care, first published in 1946 and subsequently to go through
almost 200 printings. Spock does not have strong psychoanalytic affinities
and he does not often use explicit psychoanalytic terminology. His lan-
guage is simple and is written in a commonsense vocabulary. On the other
hand, Sulman (1973) has argued by the use of contextual content analysis
that much of the orientation of Baby and Child Care is close in conceptual
formulation and content to psychoanalytic thought. A similar view, based
on an analysis of Sulman’s results, is expressed by Bach (1974), who
emphasizes that Spock generally accepts the psychoanalytic view of child
development in terms of infantile sexuality, Oedipal conflict, and the
active role of the unconscious, even though the more technical
psychoanalytic concepts are not presented either in standard psychoana-
lytic terms or in commonsense surrogates.

A valid causal analysis would be difficult to give and certainly is beyond
our resources, but on the basis of a comparison of Spock’s famous manual
with the most popular manual of the 1920s, Emmett Holt's The Care and
Feeding of Children (originally published in 1894), it is reasonable to conjec-
ture a general influence of psychoanalytic thought, because Holt’s book

1° Of parucular importance for the dissemination of psychoanalytic thinking was the Child
Study Association of America. Its journal, Chdd Study, under the guiding editorship of S. M.
Gruenberg, was explicitly psychoanalytic in orientation, and many of the articles were written
by analysts themselves, ordinarily at least one article per volume. The articles, on the whole,
were sophisticated in their method of presentation, and seemed to reflect ongoing changes in
the analytic point of view, particularly in the stress on limits.

1 Eilsewhere, Steere (1968) has suggested that, contrary to what might be expected,
psychoanalytic ideas did not have influence on the child-rearing manuals used up to about
1930. If Stendler's analysis is correct, it is probable that Steere did not continue his analysis far
enough. Despite the interest in psychoanalysis by the popular press and the urban intelligen-
tsia during the 1920s and 1930s, it seems to have taken about two decades for the 1deas to
become 1ncorporated in the more conservative manuals and textbooks.
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reflects a simple combination of behaviorism and medical advice. The
contrast between the content of Holt’s manual and Spock’s could, without
exaggeration, be characterized as primarily the absence of psychoanalytic
influence in the former and its presence in the latter.

4. A COMPARISON OF FREUD, DEWEY,
AND THORNDIKE

In this section we compare in general terms the differing conceptions
of human nature to be found in the writings of Freud, Dewey, and
Thorndike. Such a comparison sheds light on the differing philosophies
that influenced the mainstream of elementary education during the
period under review and shows how far apart different groups of
educators and psychologists were in their theoretical approaches to
human nature. The selection of Dewey and Thorndike was not based on a
study of their impact in any depth, although some data on Thorndike are
given in Table 3, but their large influence on American education in the
first half of this century is widely accepted and does not require detailed
documentation.

We begin by sketching Dewey’s views, relying especially upon his
influential book Human Nature and Conduct (1922), a three-part treatise
devoted to habit, impulse, and intelligence.

Habits are defined by Dewey in Part 1 in the following passage:

We may think of habits as means, waiting, like tools in a box, to be used by
conscious resolve. But they are something more than that. They are active
means, means that project themselves, energetic and dominating ways of act-
ing. (p. 25)

The place of habits in psychological and moral theory is outlined as
follows:

Any moral theory which is seriously influenced by current psychological theory
is bound to emphasize states of consciousness, an inner private life, at the
expense of acts which have public meaning and which incorporate and exact
social relationships. A psychology based upon habits (and instincts which be-
come elements in habits as soon as they are acted upon) will on the contrary fix
its attention upon the objective conditions in which habits are formed and
operate. The rise at the present time of a clinical psychology which revolts at
traditional and orthodox psychology is a symptom of ethical import. It is a
protest against the futility, as a tool of understanding and dealing with human
nature in the concrete, of the psychology of conscious sensations, images and
ideas. It exhibits a sense for reality in its insistence upon the profound impor-
tance of unconscious forces in determining not only overt conduct but desire,
judgment, belief, idealization. (p. 86)

Although the general tenor of this paragraph sounds sympathetic to
psychoanalytic themes, so that one might expect to find in Part 2, on
impulses, a theory compatible with psychoanalysis, this is, however, far
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from the case. Rather, Dewey’s continual emphasis on social questions and
his continued animadversions against a highly individualistic psychology
make his views quite different from psychoanalytic ones. The following
quotation makes clear the importance for him of the relation of impulses
to the variety and character of social institutions:

If we inquire why men were so long blind to the existence of powerful and
varied instincts in human beings, the answer seems to be found in the lack of a
conception of orderly progress. It is fast becoming incredible that psychologists
disputed as to whether they should choose between nnate ideas and an empty,
passive, wax-like mind. For it seems as 1f a glance at a child would have
revealed that the truth lay in neither doctrine, so obvious is the surging of
specific natve activities. But this obtuseness to facts was evidence of lack of
interest in what could be done with impulses, due, mn turn, to lack of interest in
modifying existing insututions. It 15 no acadent that men became nterested in
the psychology of savages and babies when they became interested in domng
away with old institutions.

A combination of traditional individualism with the recent interest in prog-
ress explains why the discovery of the scope and force of instincts has led many
psychologists to think of them as the fountain head of all conduct, as occupy-
ing a place before instead of after that of habits. (pp. 93-94)

Perhaps more startling is this passage describing the role of impulse in
the psychic life of the child or adult:

Impulse in short brings with itself the possibility but not the assurance of a
steady reorganization of habits to meet new elements in new situations. The
moral problem in child and adult alike as regards impulse and instinct is to
utilize them for formation of new habits, or what is the same thing, the
modification of an old habit so that it may be adequately serviceable under
novel conditions. (p. 104)

A few pages later, Dewey says, in comparing custom and instinct, that
custom is immutable but that “instincts are most readily modifiable
through use, most subject to educative direction” (p. 107). From these and
other passages it is clear that Dewey's theory of the instincts is very
different from Freud’s. The power of the sexual and aggressive instincts
in the Freudian sense is not something that is admitted or recognized by
Dewey.

In the third part, when Dewey turns to intelligence, he does bring out a
theme that is closer to Freud than some of those mentioned. For both
Dewey and Freud, activity does not result in an end perfectly attained,
and both reject the concept of an Aristotelian end that is ultimate and
final as a mistaken ideal, contrary to a widely held classical view of
education. The difference between Freud and Dewey on this point is that
Freud insists on the ineradicable character of conflict whereas Dewey
minimizes the existence of internal conflict and characterizes activity as a
means of solving problems that arise in the environment.

In sum, Dewey exhibits an ambivalent attitude toward psychoanalysis.
For example, he objects to the psychoanalytic view that neurotic attitudes
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and habits can be changed by purely psychological analysis without refer-
ence to sensation and perception (p.34). He objects to the idea of a
separate psychic realm and the existence of psychic forces or psychic
energy (p. 87) and he is not happy with the kind of elaborate explanations
of dreams and parapraxes given by Freud (p.252). He objects (p. 133)
even more strongly to basing so much of the theory on the sexual instinct
and in general is not sympathetic to the prominent place given to sexual
drives in psychoanalysis (p. 153). Throughout Dewey’s many writings on
education there seems to be hardly any place that he deals at any length
with sexuality in children. He does mention sexual desires and sexual
instincts in various passages but scarcely anywhere their presence in chil-
dren. Above all, he does not assign to them the ubiquitous and significant
role that we now do. The sexual openness of American society in the
latter part of the 20th century and the increasing emphasis on an ever
explicit sexual education of the young are a reflection of the deep
influence of Freud on our conception of education and society rather
than of a current of thought that was at all salient in Dewey.

It is no accident that Dewey begins the treatise under discussion with a
lengthy analysis of habit, because, for him, habits have a primacy over
either reason or instinct in the characterization of human nature. To
some extent this emphasis on habit is due to the social focus of his
psychology, and, in fact, Dewey subtitles his treatise An Introductwn to
Social Psychology. Still, we cannot differentiate the thought of Freud and
Dewey only in this fashion, for it is characteristic of Dewey not only in
Human Nature and Conduct but in many other places in his writings to
inveigh against a psychology that is highly individualistic. His choice of
subtitle reflects not simply a choice of specific topics but a fundamental
view of the nature of psychology and of the essentially social character of
human nature.

In the same vein, there is a striking difference between the view of
human nature expressed by Dewey, not only in Human Nature and Conduct
but in his many writings on education and democracy as well, and the
more pessimistic view expressed by Freud in many places but especially in
his essay Civilization and Its Discontents (1930/1961). In an important foot-
note in this work (p. 134) Freud emphasizes the importance in the educa-
tion of the young of preparing them for the acts of aggression they will
meet as they move out into the world. Freud’s belief that aggression
cannot be eliminated, and that the development of civilization is limited
by it, stands in contrast to Dewey's more optimistic view.!?

Edward L. Thorndike occupies a position in American education in the
first half of this century that is related to but quite different from that of
either Dewey or Freud. For one, he is known principally to a relatively

12 Some more extensive comparisons of Freud and Dewey are to be found in Feuer (1960),
Levitt (1960), and Karier (1963).
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small group of specialists in educational psychology and curriculum,
whereas Freud's name is familiar in every intellectual circle and Dewey
has had extremely wide currency both in education and in philosophy. All
the same, during the period covered by our review, Thorndike’s influence
in educational psychology and school curriculum was greater than that of
either Dewey or Freud; educational psychology during this period was
dominated by learning theory, and the quintessential figure in learning
theory was Thorndike.

As in the case of Freud and Dewey, we do not attempt to survey
systematically the voluminous writings of Thorndike in this summary
comparison but concentrate on his devotion to learning theory and its
applications, epitomized in the second volume of his monumental treatise,
Educational Psychology (1913-1914). In this work, Thorndike’s scientific
objective was to show how essentially all of school learning could in
principle be accounted for in terms of his three fundamental laws of
readiness, exercise, and effect. The Law of Readiness stresses that the
connection between stimulus and response needs to be satisfying to an
organism. The Law of Exercise would be formulated today in terms of the
strength of a response being increased by repeated trials and being de-
creased by the absence of practice. The most famous of the three laws, the
Law of Effect, states that when a modifiable connection between a
stimulus and a response is accompanied by a satisfying state of affairs or,
as we might put it now, a positive reinforcement, then the connection is
strengthened, and if it is accompanied by a negative reinforcement the
connection is weakened.

One of the most impressive things about Thorndike is the strenuous
scientific effort he made to bring these laws into the arena of significant
educational application. He published two extensive empirical works on
mathematics learning, one The Psychology of Arithmetic (1922) and the other
The Psychology of Algebra (1923), and numerous additional research papers
on reading and mathematics skills, as well as on many other topics that are
part of the school curriculum. His extensive work on reading is reviewed
in Geraldine Jongich Clifford’s chapter in this volume. It is on the basis of
this large corpus of work that Thorndike had his unrivaled influence on
school curriculum and educational psychology in the period under re-
view.

Thorndike’s more general views about human nature are probably well
conveyed in his long treatise Human Nature and the Social Order (1940).
This work does not have the intellectual distinction of the similar works by
Freud or Dewey, but it does have the virtue of attempting to treat a large
number of highly specific features of human behavior that are of interest
both to educators and to the public at large, ranging from the basis of the
desire to smoke tobacco to the philosophical problem of concern for the
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welfare of unborn generations. Although Thorndike uses many general
psychological terms also used by Freud, e.g., wants, gratification, aver-
sions, desires, and conflict, his actual theory can be most easily charac-
terized as a kind of psychological utilitarianism. He shows a strong in-
terest in developing an elementary quantitative theory of wants as
reflected in utilities and disutilities and to build an economic model of
much everyday behavior. Though this interest is laudatory, his use of
economic concepts is superficial, and the work ultimately rests on princi-
ples of learning theory and theories of individual differences, especially as
reflected in the theory of testing. Surprisingly enough, there is only one
mention of Dewey and several of Freud, although Dewey and Thorndike
were colleagues at Teachers College for many years.

The features of Freud’s work that we have stressed as having been of
great importance for education and for 20th-century views of human
nature are almost entirely omitted by Thorndike. He has little to say
about the unconscious; his theory of conflict scarcely touches the deeper
reaches that concern Freud. The role of the defense mechanisms in
psychological life is scarcely referred to in Freudian terms or as discussed
by the literature we have reviewed. And finally and above all, the recogni-
tion of the important place of sexuality in childhood development receives
scarcely any mention at all.

In concluding this comparison, there is one important respect in which
Freud and Thorndike have more in common with each other than either
does with Dewey. This is in the continual concern they both show for
empirical data, Freud by means of clinical methods and case studies,
Thorndike by laboratory experiments and by controlled methods of test-
ing for individual differences in mental abilities. In contrast, Dewey, in
spite of his general endorsement of scientific methods and naturalistic
philosophy, did not, except at the very beginning of his career, engage in
empirical inquiry, and the bulk of his writings are remarkable for their
absence of even secondhand use of specific data. Although Freud and

Thorndike are poles apart in general philosophy, this methodological
similarity should not go unnoticed.

5. CONCLUSION

In the preceding pages we have attempted to present the part of
psychoanalytic theory that is most relevant to the education of normal
children and to assess its impact on aspects of American elementary
education. In this final section we summarize our general conclusions.
These conclusions overlap somewhat, but we discuss each one separately
in order to bring out what we believe are the major findings of our
inquiry.
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5.1 The Diffuse Influence of Psychoanalysis on Education

Psychoanalysis has had a significant effect on 20th-century elementary
education. Many psychoanalytic ideas are now so much a part of our
thinking about education that it is hard to realize how much the climate
has changed from a century ago. The most salient psychoanalytic ideas
that were incorporated into educational thought were the importance of
the early years of childhood, the fact of childhood sexuality, and the role
the defense mechanisms play in internal life.

Although it seems reasonable to attribute to psychoanalysis much of
the changed approach to young children in school, its explicit influence in
the professional educational literature during the first half of this century
was not substantial. Only the mental hygiene literature showed a substan-
tial explicit influence of psychoanalytic ideas, but this literature in itself
reflects a profound change in attitudes toward education. No longer are
the central aims of education solely the acquisition of basic skills and a
fund of knowledge but now include the development of a healthy and
effective personality.

The indirect and derived impact of psychoanalysis was substantial and
is reflected in the changing themes and emphases in texts, in the revised
attitudes of textbook authors, in the treatment of topics like projective
tests, and in the acceptance of childhood sexuality. Psychoanalysis de-
veloped in a medical setting and its history is evident in the main lines of
its influence in education. The most easily accessible professional area was
that of mental hygiene, with its concern for problem behavior, and this
was indeed the area most affected. The specific contributions that
psychoanalysis made to the more general psychology of child develop-
ment and educational psychology were limited.

5.2 The Increasing Influence of Psychoanalysis over Time

In broad terms, the influence of psychoanalysis in education grew
throughout the entire first half of this century, the period that we have
surveyed. The fact that psychoanalytic ideas were incorporated more and
more over this period is in its way evidence of the magnitude and depth
of their impact. It is also evidence of how slow the application of new
scientific ideas can be. The gradual growth of the influence of
psychoanalysis stands in sharp contrast, for example, to the impact of
some of the other scientific discoveries made at the end of the 19th
century. Perhaps the most extreme example is Roentgen’s discovery of
X-rays in 1895. With no applications of any kind in mind and in fact by
fortuitous accident, Roentgen, while studying the discharge of electricity
through rarefied gases, discovered the phenomenon of X-rays. Within
three months of his discovery, X-rays were being put to practical use in a



PSYCHOANALYSIS AND EDUCATION 387

hospital in Vienna in the diagnosis and analysis of bone fractures.

Freud certainly had no educational applications in mind when he
began his own early work, yet from the standpoint of our culture, his
contributions have had a much more profound influence than most of the
particular scientific discoveries that can be mentioned. However, it took a
long and complicated route for the impact of psychoanalysis to be felt and
for the ideas to become a part of our thinking about the child and
therefore about the education of children.

5.3 Ambwalence Toward Psychoanalysis

The ambivalence toward psychoanalysis was exhibited in a number of
different ways. Textbook authors we have cited from various fields of
education more often than not adopted such an attitude in their explicit
comments on psychoanalysis, and in the extensive presentations of the
defense mechanisms it was uncommon for their origin in psychoanalytic
thought to be given proper attribution. Although the almost uniform
theoretical eclecticism of the textbook authors reflected an ambivalence
toward theory in general, this was especially the case toward a theory
whose ideas and methods ran contrary to the prevailing academic views
and procedures.

Another reflection of ambivalence toward psychoanalysis is that the
substantial developments in ego psychology did not have the impact on
education that might have been expected. Although the explanation for
this could be that the natural movement of ideas from the technical
literature of a subject to the literature dealing with its applications is
usually slow. or that the way in which ego psychology was developed by
Hartmann (1939/1958) and others—especially the concept of the autono-
mous functions of the ego—did not make adequate contact with those de-
veloped parts of educational psychology dealing with learning and related
matters, it is also no doubt the case that limited acquaintance with the
psychoanalytic literature reflected limited interest.

5.4 Nonprofessional Channels

To a very considerable extent the channels through which the
influence of psychoanalysis spread were not professional ones. It seems
fair to say that the dissemination of psychoanalytic ideas through the
public press and through the very large literature addressed to parents
had as much influence as the professional literature in education itself.
Teachers’ attitudes changed on a variety of topics in a direction more
consistent with psychoanalytic concepts over most of the period we have
surveyed, and it seems likely that much of the basis for this change was
the dissemination of psychoanalytic ideas throughout the general culture
rather than through any particular professional literature.
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5.5 Difficulty of Causal Analysis

The issues raised in the preceding paragraph about the sources of
influence on teachers’ attitudes force us to make explicit our recognition
of the difficulty of providing an adequate analysis of these matters. A
scientific theory as complicated as psychoanalysis follows a path of
influence and neglect that makes the sharp identification of causal rela-
tions an extremely difficult matter. The changes in teachers’ attitudes in a
direction more favorable to the basic ideas of psychoanalysis are in our
judgment to a significant degree attributable to the broad impact of
psychoanalytic ideas on 20th-century American culture, but we are not
able to give the kind of detailed causal analysis required to make this
generalization scientifically unimpeachable. For practically every one of
the general ideas mentioned at the beginning of this section, a case could
be made for its having arisen elsewhere and being due to other influences
than that of psychoanalysis. Nevertheless, the weight of the evidence of
psychoanalytic influence, though inconclusive, is still substantial.

5.6 Limitations of Education

In contrast to an emphasis on unlimited growth and the unbounded
potentialities of education characteristic of the writings of John Dewey
and, more generally, of the progressive education movement,
psychoanalytic thinking about education, whether in the home or in the
school, has stressed the natural limitations of what can be achieved and
what should be expected. The view of limitations ranges from accepting
the necessary existence of conflict in the developing child to recognizing
that teachers are subject to the same kinds of psychological problems 1n
dealing with students that parents are in dealing with their children. This
strong sense of the limitations of what education can hope to achieve was
not a psychoanalytic theme that was widely adopted in the period we have
studied, although it is a salient feature of the intellectual climate today.
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