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The Real Charlotte
Mason
by John Thorley
In outline, the career of Charlotte Mason
as often recorded was as follows. She was born on 1st January
1842. Her father was a Liverpool merchant dealing in chemicals and dyes, and she was educated at home by her mother.
Unfortunately her father then lost his fortune, apparently in
his trade dealings with America, and even worse by the age of
16 Charlotte was orphaned, and neither her father nor her
mother had any brothers or sisters. She lived with friends of
her family, and at the age of 18 she went to the Home and Colonial Teacher Training College in London. She spent one year
there, and then went to teach at the Davison School in Worthing, a private school run by the Anglican Church.

Why is Imagination Important
to Education?
The scholarly article is by professor Kieran Egan of Simon
Fraser University in Burnaby, British Columbia, Canada.
Dr. Egan has written extensively on the use of the imagination in teaching and learning. This article is thought
provoking and should prove to be enjoyed by many of
you.

Introduction
This essay's title might seem to pose an odd question.
The answer, or answers, might seem obvious. Everyone is generally in favor of imagination, considering it important as a quality
that any educated person should display. Even so, it is worth
trying to spell out reasons why imagination is important to education — why educators should take imagination seriously. First,

She then went to lecture at the Bishop Otter College in
Chichester. After 5 years there
she left to join her college
friend in Bradford to help
“. . .we are now discovto run her private school.
ering that how she got
It was in Bradford that she
there is a somewhat diffirst set up the PNEU in
ferent story from what is
1888-90, and then in 1892
she opened the House of
often told.”
Education in Ambleside,
whilst remaining the undisputed and highly respected leader of the PNEU. She died in
the House of Education in January 1923. continued on page 2

spelling out such reasons can help us design practices and environments that will more likely stimulate students' imaginations.
Second, spelling them out can uncover perhaps surprising educational implications of our concept of imagination. Third, it is
clear that our concept of imagination is complex and pervasive,
and equally clear that people often mean somewhat different
things by it, and so spelling out reasons for taking it seriously in
education will help to clarify the range of implications it has.
Fourth, the general and rather vague support for developing
imagination in education is most commonly restricted to dealing
with self-expression in the arts and with a rather
continued on page 10
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All this presents to us a picture of CM as coming from a
seem likely. It is interesting that CM herself, on later census
fairly comfortable background, though marred by her father's
returns, gives inconsistent information. In 1861 she said she
later financial problems and then by the early deaths of both
was 20, and she gave her place of birth as the Isle of Man (but
her parents, and emerging as an eminent educational philosoher birth is not recorded there), but in 1871 she said she was 29
pher and a leading figure in the development of women's edu
and that she was born in Bangor in Wales. We shall see later
cation.
that we may be able to trace the
This is certainly
source of this confusion.
what she became,
In
fact,
not
only
is
there
no
record
of
CM’s
parents’
death
in
LivIn notes soon after CM's death,
but we are now
that
still survive from correspondiscovering that
erpool, there is no record at all of the family’s presence in Liverpool.
dence between Elsie Kitching, CM's
how she got there is
secretary, and Lizzie Groveham,
a somewhat differCM's
college
friend,
it
seems
that Lizzie thought it possible
ent story from what is often told. It seems very likely that CM
that CM's parents were married in Dublin. That, of course,
did indeed have a very difficult time in her teenage years, and
would explain why there are no records of their marriage in
she had to work extremely hard to achieve what she did England. But it does not explain why there are no records of
which to me is all the more admirable. But I am afraid that my
their deaths in Liverpool. In fact, not only is there no record of
title, 'The Real Charlotte Mason', is misleading, because I
CM's parents' death in Liverpool, there is no record at all of
doubt if we shall ever fully recover 'The Real Charlotte Mathe family's presence in Liverpool. They do not appear in the
son'. All I can really claim is that we know a lot more about
census of 1851.
her life now than we did only a few years ago, and that in that
Lizzie Groveham said that CM and her family lived at varisense we now have a picture of her life that is 'more real' than
ous
times in Liverpool, Birkenhead, Bangor and Dublin. She
we had before.
also
said that the family went to St Aidan's church in LiverI cannot in a short article cover the whole of CM's life, and so
pool. In the 1850s there was only one St Aidan's church in LivI shall concentrate on those periods which we now know beterpool, and that was St Aidan's in Kirkdale, near the docks
ter than we used to. These are her early years before going to
which had expanded greatly in the 1840s. It was not a parish
college, her time at the Davison School in Worthing, and the
church, but a 'mission church' of St Mary's parish church. It is
founding of the PNEU and its early development - though I
interesting to note that from 1855 the incumbent of the parish
shall try to link these together with some reference to the times
was Canon T. Major Lester, a dynamic evangelist who set up
in between.
several schemes in the area for the education of poor children,
including the 'Kirkdale Industrial Ragged Schools and
Childhood and College Days
Homes', founded in 1856. Kirkdale at the time was clearly an
area of social need.
Essex Cholmondeley's The Story of Charlotte Mason gives
CM (as quoted by Essex Cholmondeley) also recalled living
some account of CM's childhood, quoting CM's own recollecon the Isle of Man. The family clearly moved around considtions. It is unfortunate that the original text of these does not
erably, and CM herself said (again as quoted by Essex Cholsurvive, because it would be helpful to know whether these
mondeley) that they did not spend much time at their house in
are quoted in full or in excerpts. They certainly contain some
Liverpool. It may be that CM's father's business was not based
interesting details, including the poverty which the family
in Liverpool but in Ireland or in the Isle of Man. It seems cersuffered after CM's father's financial losses. She also mentions
tain that both CM's parents died elsewhere than in Liverpool,
that her mother could swim well and that she read Homer's
though it does seem that CM spent some time there before
Odyssey, albeit in translation. These might indicate a higher
going to London.
level of education than the average for a woman of the time.
So we have no record of the date of the deaths of CM's parBut if we turn to the records that have survived, the main
ents. And we do not know with whom she lived after their
problem in dealing with CM's early years is that we have no
deaths. However, we know that CM received two books, in
birth certificate to tell us when she was born, where she was
1857 and 1859, both inscribed 'with EAB's love'. It is possible
born, and who her parents were. It is not just that her birth
that EAB is Emily Brandreth. Later in Worthing CM was to
certificate has been lost: there is no record of it at all in the nabecome very friendly with the Brandreth family (see below),
tional record office. And if she was born in England or Wales
and we know that Mr Brandreth, a classical scholar and
there should be, because after the Registration Act of 1837 all
mathematician as well as a lawyer, practised as a barrister in
births, marriages and deaths should have been recorded. Nor
Liverpool and retired to Worthing in the late 1850s. There is
is there any record of her parents, either in the marriage realso the strange fact that Mr Brandreth's full name was Thocords, or in the trade directories for Liverpool and Lancashire
mas Shaw Brandreth, and later in life (certainly from before
for the 1840s and 1850s, or in the deaths records. It could be
1890 until her death) CM added 'Shaw' to her name (in her
that CM's birth and her parents' marriage and their deaths
will, for instance, she is referred to as 'Charlotte Maria Shaw
were simply not recorded, through oversight or whatever reaMason'). Did the Brandreths offer some support to CM in Livson. But if her father was a Liverpool merchant this does not
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erpool in these years? Was Thomas Brandreth perhaps a relative of CM's mother, who seems to have received an education
well beyond the basics?
In January 1860 CM went to the Home and Colonial College
in London. It seems that she probably had a 'Queen's Scholarship' to attend the college (unfortunately full records from the
college do not survive for this period). These scholarships
were awarded mainly to those who had been for several years
'pupil teachers' in schools, and they were highly competitive,
since they provided free tuition at the college. It seems likely
therefore that CM had been a pupil teacher in a school in Liverpool, and so may have earned enough money to keep herself, though perhaps with help from Mr Brandreth.
While she was at the Ho & Co, as it was popularly called,
CM made several friends, principal among them Lizzie
Pendlebury (later Groveham) from Bradford and Selina Heelis
from Ambleside. Both were to be lifelong friends. But she also
regularly visited an elderly man called William Huston, who
lived in London, and in the archives we have three letters from
him to CM, dated 1865, 1866 and 1876. It is clear from these
letters that William Huston was CM's uncle (he addresses CM
as 'Dear niece', and signs himself 'Your affectionate uncle'),
and therefore likely to have been the brother of CM's mother.
In fact Lizzie Groveham, in conversation with CM's secretary
Elsie Kitching shortly after CM's death in 1923, said that she
remembered that CM used to visit Mr Huston - but she seems
to have had no idea that he was her uncle! Lizzie Groveham
also remembered that CM had very little money and had no
home to return to during college vacations. She simply remained at the college.
If we try to piece together some of this information, a picture
of sorts, still vague and imprecise, does begin to emerge. William Huston came from Kilrea in Northern Ireland, where
indeed he returned not long before he died there in 1880. Liz
Bateson, who did much research on CM's life for her MPhil
dissertation (successfully completed in 2004), discovered that
William Huston did have many relations in Kilrea. Unfortunately the parish records for this period are incomplete, but it
is probably significant that in 1849 the register of the parish of
Kilrea records the confirmation of both a Maria and a Jane
Mason - so there was a Mason family in the village, and Mason is far from being a common name in the area. So it does
seem likely that CM was not born in England or Wales, but in
Northern Ireland. This would certainly explain the lack of records of her birth in the London record office (and maybe also
of her parents' deaths, which may likewise have been in N.
Ireland). It is also possible that William Huston told CM that
she was born in Bangor, which may have been true - but the
Bangor in N. Ireland, not in Wales!
There is clearly much here that remains obscure. Why did
CM apparently not know the year when she was born? Why
did her family move around so much? And with whom did
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she live in the two or three years before she went to college in
London, while she was perhaps a pupil
teacher? At the moment we do not
know. And I suspect that CM herself did not know the full details
There is clearly much
of her origins.
here that remains obscure. Why did CM apparAt the Davison School in Worently not know the year
thing
when she was born?
CM spent only one year at the Ho
& Co. The full course for certification
was two years, but she left at the end of the
first
year, still unqualified, for reasons that are not entirely clear. We
do know that she found examinations and the observation of
her lessons very difficult - we have letters to her from her college tutor, Mr Dunning, to show this. One suspects that money
(or rather lack of it) may have been an element in her decision
to leave the college.
However, the college seems to have helped her to obtain a
post at the Davison School in Worthing, a church school catering for infants from the age of two up to nine (boys only up to
seven). CM was appointed not just as a teacher, but as head of
the school, which had around 160 pupils when she arrived,
and she was just 19. The school later increased to around 220
pupils. The staff consisted of CM herself, two teachers, and
one or two pupil teachers. The school was not in any way a
private or independent school. It seems that it took all children
from the centre of Worthing, and it relied heavily on government funding. And government funding did not come easily.
CM had been at the school less than two years when the 'Revised Code' of 1862 was introduced, which brought in the notorious system of 'payment by results'. Essentially, there was a
basic payment per year per pupil, but this could be reduced if
on his annual visit the inspector was not satisfied with standards in reading, writing, arithmetic, or needlework, or in
attendance, or if the log book and registers had not been fully
and accurately completed. Few schools escaped some reductions in their annual grant, and the Davison School did not
escape either. Robert Lowe, the minister who devised the system, infamously said of it in parliament: 'I can promise that …
if [this system] is not cheap, it shall be efficient; if it is not efficient, it shall be cheap.'
The Davison School log book, which CM completed from
1862 until she left the school in 1873, is still at the Davison
School (now a girls' comprehensive school). Her comments
often show the realities of teaching such large numbers of
children:
1st June 1863: Children reassembled after Whitsuntide holidays. Rather unsettled. A good deal of marching and drilling
necessary.
29th June: Children not in good order while the mistress collected the pence.
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30th June: Children extremely unsettled on account of a circus
passing round the town.
But the inspector's report for 1867 says:
'The school is conducted by Miss Mason in a thoroughly conscientious manner, and with very creditable results.'
When CM arrived at the school as a partly trained but uncertificated teacher she received a salary of £35 per annum, with a
lodgings allowance of £10. By 1869 her salary was £65 with a
lodgings allowance of £20. This increase may be due to her
obtaining a certificate from Ho & Co, which could be done by
part-time study. She refers to further study in one of her letters
to her friend Lizzie Groveham, and in 1872 the inspector's report describes her as a 'certificated teacher'.
We know that CM lodged in Worthing firstly with a Mrs
Redford, a 70 year old widow, and later with a Mrs Goble.
Both these lodgings were quote close to the school. But from
soon after her arrival in Worthing she refers to her friendship
with Emily Brandreth. As we saw above, the Brandreth family
had moved from Liverpool to Worthing probably in the late
1850s, and were now living in a large Georgian terraced house
at 15 Steyne, on an attractive square with a small central park
near the promenade (the house is still there; it is now part of a
hotel). Emily, who was 12 years older than CM and a spinster,
also helped to teach needlework at the Davison School. The
family was certainly very comfortably off (Mr Brandreth left
£40,000 in his will), and of course it is just possible that Mr
Brandreth had a part in obtaining the post at the Davison
School for CM. Miss Brandreth regularly took holidays on the
continent, and CM was invited to go with her as her companion (she certainly could not have afforded it herself). This gave
CM a taste for foreign travel which she continued to enjoy
throughout her life (later in life she was a regular frequenter of
German spa towns - for her health, but she also added sightseeing tours).
During CM's early years at the Davison School Lizzie
Groveham, who by now was married and had set up a school
in her large house in Bradford, tried to persuade CM to join
her and to extend the school to include a 'middle school' (presumably up to the age of 12 or 13). But CM felt that her duty
lay at the Davison School. This was, as we can see from the
correspondence with Lizzie, a very difficult decision for CM to
make. Lizzie's small private school (it had about 100 pupils)
with its middle-class clientele and small classes would have
been a much easier life for CM. But she decided to stay in Worthing - at least for the moment.
CM ran the Davison School for 13 years. There is no doubt it
was a tough job. Even when the school roll rose to 220 or
more, the full-time staff was never more than five, including
two pupil teachers. The inspector's report for 1873 says: 'The
children are under good moral influence and are fairly instructed by Miss Mason in the usual subjects. As at present
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organised the school is a difficult one to work. It would in my
opinion be better to form two wholly separate departments.' A
month after this report CM left the school, having been appointed as Senior Governess at the Bishop Otter College in
Chichester (she was apparently not Deputy Principal, since no
such post existed at the time, though in practice she probably
was), just 20 miles to the west of Worthing.
The PNEU
CM worked at the Bishop Otter College until 1878. She does
not seem to have found the work particularly satisfying. The
college was at the time very small, with less than 30 students
and only three full-time staff. CM seems to have taught everything! In 1878 she was looking for a post in a secondary school,
and was apparently interviewed for such a post in Chester. But
she was taken ill and advised to take a complete rest. Whatever CM's motives for leaving Bishop Otter College, she seems
to have done a good job while she was there. One of her students there, Fanny Williamson, who was later to become CM's
deputy in Ambleside, remembered her as a very sympathetic
and efficient tutor, and CM remained in touch with Miss
Trevor, the Principal, for many years.
The next few years are difficult to reconstruct, because few
records survive. It seems CM continued to teach part-time at
the Bishop Otter College in 1879, and later she wrote a series
of geography books for schools, which were published but did
not sell very well. Probably in 1880 or soon after she went to
live with her friend Lizzie Groveham in Bradford. She taught
in Lizzie's school, but not a lot (Lizzie said later it was about
two hours a day), presumably enough to pay for her keep!
But CM took an active part in the intellectual and religious
life in the city. She was a member of several societies and of St
Mark's church, and she got to know many of the leading figures in the city. During 1885 and 1886 she delivered a series of
lectures on childhood and education to the ladies of Bradford.
These lectures were very well received. Indeed, there were few
people around at the time, in England not just in Bradford,
who had CM's experience of being head of an elementary
school, a college lecturer in education, a teacher in a girls' private school, and an author of school books. On the strength of
this reception CM redrafted the lectures into a book, Home
Education, which was published in 1886.
One of the people who was influenced by CM's ideas was
Emmeline Steinthal, wife of a wealthy Bradford industrialist.
She suggested that a meeting should be held at her home of
people who were interested in spreading CM's ideas. And thus
the PEU was formed, in 1887. A further meeting was held at
Bradford Grammar School, and 80 people joined the PEU.
Within a year CM had expanded the membership of the PEU
to include many of the most influential educational thinkers of
the day - Lord and Lady Aberdeen, Mary Hart-Davis, the
Archbishop of York, the bishops of London, Ripon and Wakefield, and Lady Isabel Margesson. The PEU had become the
PNEU, The Parents' National Educational Union, formally
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established in January 1890.
All this is well recorded, and I shall not dwell on the great
and rapid success of the early PNEU in spreading CM's theories amongst the influential classes throughout the UK. But it
is worth looking in more detail at a series of events within the
PNEU that took place only four years into its existence, since
these have not previously been well recorded, and yet they
cast an interesting light on CM's thinking and on her organisational methods (I am again indebted to Liz Bateson for the
research into this period).
In 1890 the first edition of the Parents' Review appeared, with
CM as the editor. Unfortunately it quickly got into financial
difficulties, and in May of 1890 the Parents' Review Company
was set up with the support of many educationists to ensure
its financial viability. CM, still living in Bradford, arranged all
this in Bradford, and the relationship with the PNEU was not
made clear.
Then in 1892 CM opened her House of Education in Ambleside, and this took up much of her time and energy over the
next few years. In 1893 Miss Brandreth died, and CM was
badly affected by this loss. She attended the PNEU committees
in London only infrequently.
Then in April 1894 Lady Isabel Margesson proposed to the
PNEU Executive Committee (CM was not there!) that a pamphlet should be issued with the Parents' Review explaining
'What is the PNEU?' since it was felt by some that the aims of
the society were not clear. The draft pamphlet (no complete
copies survive) apparently defined the PNEU as wishing to
develop the educational theories of Pestalozzi, Herbert
Spencer and Froebel - though it was also suggested that the
phrase 'and other educational philosophers' should be added.
The obvious omission is CM herself!
There is no doubt that there was a power struggle going on;
Isabel Margesson and her supporters, mainly from the home
counties, wished to take the control of the PNEU out of the
hands of CM and her 'Bradford clique'. The Parents Review had
already become an issue with the Executive Committee of the
PNEU, who saw problems with the fact that, though it was
officially the journal of the PNEU, they did not control either
the editing or the finance. And now CM had established her
House of Education, which was likewise not under the control
of the PNEU.
But there was also a constitutional issue: could the Executive
Committee change the aims of the PNEU without a full meeting of PNEU members? Lady Isabel and her supporters argued that what was being proposed was no more than a clarification of the aims, and not a change. Of course CM did not
agree. She issued a statement on the matter, in the form of a
short pamphlet, and distributed it widely to PNEU members.
In it she argued that the aims of the PNEU should not be
linked with any particular philosophy or philosopher: 'Education as a science must ever maintain a tentative attitude. The
moment she frames a stereotyped creed represented by any
given name or names of the past or present, she becomes formal and mechanical rather than spontaneous and living.' It is
Spring 2007
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worth noting that CM did not suggest that her own name and
her works should be mentioned as the basis for the aims of the
PNEU. CM also argued that the proposal of Lady Isabel was
indeed unconstitutional.
All this happened within a few weeks in the summer of 1894.
CM won the argument (she attended the Executive meeting on
18th July), but several members of the Executive resigned immediately. Lady Isabel and her supporters soon set up a new
organisation called the Sesame Club, which did try to pursue
the ideas she had argued for, and set up its own college, Sesame House (though its main focus was on child care and
'home skills' rather than on teaching children).
One of the results of the manoeuvres on the Executive in
1894 was the arrival on the committee of Henrietta Franklin,
who was to be one of CM's friends and supporters for the rest
of her days.
In conclusion
The image of CM as a Victorian lady sitting in her study
writing educational philosophy hardly does her justice. Her
teenage years were doubtless a struggle, and yet before she
was 20 years old she was head of an elementary school which
rose to over 220 pupils in her 13 years in charge. She then did
five years as a teacher trainer, followed by over ten years
teaching in her friend's private school. She thus had more
practical experience in the education of children (and of young
women) from all backgrounds than most other educationists at
the time. By 1990 she had published several books for schools
and also Home Education. She had quite a gift for what we
would now call 'networking' amongst the more influential
sectors of Victorian society, and she was not slow to exert her
talent for persuasion when the need arose. She saw the need
for involving parents closely in the education of their children,
as well as developing a clear and essentially practical philosophy which could be understood and practised by both teachers and parents. As a philosopher of education she has perhaps suffered over the last century because many (though not
all) of her ideas were taken up and developed by others, especially in the field of early years education, and have become a
part of what is commonly accepted as good practice - though
when she proposed these ideas they were far from common.
John Thorley is the Keeper of the Mason Archive at the
Armitt Library and Museum in Ambleside, England.
He can be reached at jthorley@globalnet.co.uk.
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Mason Still Speaks
Mason writes to students and former students in the first issue of their new
magazine L’Umile Pianta. It is only appropriate that she send us this letter
as we begin a new magazine in her name.

January 1896
My dear Bairns,
Your editor invites me to write to you in the
first number of the L’Umile Pianta and, as she
does not give me any particular subject to write
upon, I am going to indulge myself with a general gossip, as there are many things I want to
say.
And, first, let me congratulate you on the birth of your
Magazine and of your Old Students’ Association. I delight
greatly in both as evidences of esprit de corps and of the enthusiasm which some of you complain that you lack. But then
to complain that one lacks shows that one desires, and desiring is more than half-way to having. I greeted your first typewritten number with the sort of tender pleasure one has in a
grand-child. These efforts of yours show that you are a body, a
living body, growing, I hope, not only by accretion from without—the addition of more and more House of Education students—but by vital growth from within, the steady increase in
purpose, power, and effort in each one of you. Do not let the
endless succession of small things crowd great ideals out of
sight and out of mind:--“’Tis not what man Does which exalts him, but what
man Would do,”
says Browning, and it is one of those profound sayings which
should exert a steady influence on our lives. Let us never lose
sight of our aims. Think of it—already House of Education
students are educating between two and three hundred children. Work together, let each one labour to produce a human
being at his very best, and what a difference those three hundred children will make to the world in the future. It is impossible to put limits to the power and influence of even one
good man or woman, so that any one of you, by laying herself
out utterly for a single child, may bless the world in unimaginable ways.
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But if it is important never to lose sight of what we “Would
do,” so it is well that we should realize that the most trivial
incident of the day, the execution of every moment’s work,
makes for, or away from, the ideal we work for. This, I suppose, is the meaning of the Badge you have chosen with remarkable unanimity. I have found your action in this matter
very inspiring. Your deliberate choice of the “humble plant”
as best expressing your aims gives me a cheering sense that
you realize the meaning of our work and also gives me, for my
own part, many helpful thoughts about the meaning of humility. You will smile if I say it is a lofty aim, and yet it is the
loftiest possible to us as human beings to endeavour ourselves
to copy the “example of that Great Humility.” Practically I
think this is how it works. To us, who take the Rush for our
Badge, there are no little things, no things that do not matter.
We know that every letter a child forms is a detriment or a
gain to his character. Every dawdling or diligent, every dull or
bright, half-hour is not a thing by itself, but becomes part and
parcel of the child, of the whole we are labouring to effect.
Another thing, I think, our Rush probably means to all of us is,
that we work at things both great and small without any
thought at all of our own honour and renown. I am glad you
have given us this Badge, dear friends. I expect to gain great
help from the constant inspiration of it, and I know you will
like the idea of helping me in the very way you have all been
good enough to say I have helped you. I think, perhaps, that
now you are co-workers, labouring together with me for the
selfsame ends, we shall understand each other more perfectly
and draw even more closely together than we did while you
were in training, loyal and responsive as I found you every
one. Please write to me fully and often, believing that if you
get little in reply it is not for want of love on my part, but because there is really much to do. Your letters cheer me very
much. One member writes:--“If I were to tell you the countless little successes (which make the big ones) that I constantly
meet with, not so much in teaching as in training, I should fill
volumes. I think that part of my education at Ambleside so
interesting and, I must say, the methods never do fail. It is
charming to work them out, but I almost wish I had quite tiny
children to try on.”
I dare say you could all send a similar record of experiences,
and I imagine there is a sort of artistic pleasure in putting the
fine touches to character.
To return to “enthusiasm.” The writer of a paper on this
subject in your last issue will like to know that other members
caught fire from her though she herself complains that she is
burning low. It is astonishin how little fire will kindle a torch,
and this is a thought to encourage us in depressed moments if
we were not all too healthy minded to have any such moments! But, please remember that enthusiasm is a fire that
throws out light and heat at a cost of constant waste of fuel.
Do not for a moment suppose that you can warm yourselves
and others for months together upon the original stock you
brought from Ambleside. Every day new “thoughts that
burn” must be supplied or the fire will go out and present the
dreariest of all spectacles, a desolate hearth. Where shall we
get new ideas? These are, as Wordsworth says of pleasure,
“cast in stray gifts through the world, to be found by whoever
will seek.” Read, not only in The Book, which one cannot read
without many life-giving thoughts, but almost any good book,
poetry, biography, history, essays, good novels,--all will supply
our need. You will find that if we read thoughtfully and stead6
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ily and only that which is worth reading, daily nourishment
of stimulating thought will come to us; and, however foreign
the subject may be, what we read, if it is worth reading, will
help us to do our work better and will give us fresh thoughts
to impart to the children. Never be without a really good book
on hand. If you find yourself sinking to a dull commonplace
level, with nothing particular to say, the reason is probably
that you are not reading and, therefore, not thinking. I think,
if you will read and ponder your Parents’ Review month by
mouth, you will find that it stimulates your educational
thought in many directions and keeps you from drifting into
mere routine. There are many other ways of gaining ideas, but
I have room to mention only this one.
I fear I am exceeding the space allowed to me so I will offer
just one other little word of counsel—study. I know that all
good teachers have some study each day in preparing for the
next day’s work, but, besides this, study some two or three
subjects, definitely on your own account. Do not think this a
selfish thing to do, because the advantage does not end with
yourself. Every hour of definite study enriches your mind and
increases your power, so that, the more you study in your
spare time, the more there is in you to bestow upon your pupils. I think I have already advised most of you to join the
College by Post. I cannot say enough in praise of this most
excellent scheme, and I think we are all grateful to the Founder, Miss Petrie (now Mrs. Carus Wilson). There is hardly a
subject upon which one cannot get directions, suggestions,
examinations, all possible helps to private study; and this, at
practically no expense. Communicate with the Vice-President,
Miss E. Waller, St. John’s Hall, Highbury, London, N., saying
what subjects you would like to study.
There are so many things to say that I see no reason for stopping for a week to come, but my space will not last out. So
with loving new year’s greetings, which I wish could be face
to face,
I am,
Your always affectionate friend,
C.M. Mason.

Charlotte Mason
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Parents' National Educational
Union*
The first minutes of the first meeting of the PNEU. This organisation grew to
be quite strong in England.

The First Annual Meeting of the Parents' National
Educational Union was held at London House on Tuesday, June 3rd, 1890, the Bishop of London kindly presiding.
After a few words of prayer, the Bishop of LONDON
said: I suppose every one in the room knows the purpose of the Association which is holding its meeting
here to-day quite as well as I do who am taking the
chair. I do not profess to have studied the various means
which may be used for promoting that purpose. The
purpose appears to me one of very great importance
indeed for the whole community, for the purpose of this
Association is to improve generally the way of bringing
up children. We are quite satisfied there is a great deal
still to be learned on this subject. A great deal more
might be done to prepare children for the life which
they have to live afterwards, and that preparation ought
to be begun from their very earliest years. We are satisfied that parents generally would be very much better
able to discharge their important duties if they considered the subject a great deal more, or if they would
make use of the experience of those who have already
considered it. The fact is, children are very often brought
up in a hap-hazard kind of way, and that elementary
rule which St. Paul lays down when he bids "Fathers to
provoke not their children," needs a great deal more inculcation than it has yet received. Parents are not fully
aware how much mischief may be done in indulging in
temper in the treatment of their children, nor of the need
for a fuller knowledge of the characters of children. I
have had a great deal to do with the education of boys
going to college, and now that I am grown older, I have
the education of my own little boys in the very earliest
years. I cannot help feeling very often that it would be
better for us if we knew a great deal more than we do
about the way of forming in them the habit of obedience, and of teaching them to control their tempers and
their impulses. The fact is that parents as a rule know
nothing about it at all until they have it put upon them.
Of course, it is quite true that by God's merciful providence the affection between children and parents is by
nature so exceedingly strong that parents do succeed, if
without very much instruction, in making their children
feel that they are loved and love them in return. The
object of this Society is to spread as widely as we possi-
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bly can a general knowledge of what is involved in the
education of children; to incite parents generally to understand the matter for themselves, and to supply what
those who have made a special study of education have
decided upon as being best. And we believe that we can
in this way encourage parents generally to give their
minds to the matter, so that in the course of two or three
generations, a very great difference may be made in
what may be called the public opinion of the parents.
The parents, besides having their children actually in
their hands for a certain time, have to choose the schools
where they are to be sent. They do not always understand on what principles it is wise to choose. If we can
create a more general appreciation of what is a good
school and what is not, I think all education would gain
very much by it. I put before you these brief outlines of
the Society, and will ask those who have had the matter
more in their hands to set before you in detail what is
proposed to be done.
Canon DANIEL, having referred to letters of regret for
their absence and sympathy with the Association from
the Archbishop of York, the Earl of Meath, Dr. Welldon,
the Rev. T. W. Sharpe, Dr. Fitch, Mr. Arthur Acland, Miss
Buss, and some others, proceeded to move the first resolution. It may be desirable, he said, that I should say a
few words with regard to the objects of this Union. The
main object cannot be stated in better words than those
already employed by your lordship, namely, to help
parents in bringing up their children. That is a very
wide expression, and is intended to cover a great deal
more than is ordinarily understood by education. Those
interested in the formation of this Union felt that the socalled school is only one of a large number of schools, of
which the most important is home, and that the socalled teacher is only one of a large army of teachers, the
most important of whom is the parent. Home education
must precede school education, go on concurrently with
it, and follow it. It is obviously of the greatest importance that a child's education should be characterized
throughout by unity of aim, so that there may be no
waste of effort. One great endeavor of the Union will be
to secure both unity and continuity of education by getting parents and teachers to act on common principles.
The great work of education is not to be carried on entirely by deputy. The most judicious and faithful of servants cannot do all that a parent would do. The most
careful teacher will not see to many little points of conduct to which a parent would very properly attach great
importance. The question arises, Is this Union needed?
Will not the British public regard with a jealous eye another new Association? If the work has already been
well done why call into existence a special society for its
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promotion? There are enough demands upon our time
and our money, it may be said, why burden us needlessly with more? In reply, I would say that parents at
present are often very ill-prepared for the serious duties
that devolve upon them. Herbert Spencer, in his famous
Essay upon Education, said that of the various activities
of life for which education prepares us, those connected
with the responsibilities of parents were the most neglected, and I do not think we have advanced very far in
improving matters since that opinion was expressed. We
do not instruct young people at school to any very great
extent in the laws of either mind or body, and yet, immediately you begin to educate or bring up children (I
will use that in preference), it becomes necessary to
know something of the laws of child-nature. If you do
not know those laws you are liable to violate them; instead of having Nature with you you may have Nature
against you. I do not think we can trust to traditional
practice in this matter. People say, "Surely all parents
when they come to have children of their own find sufficient guidance in the practice of their early homes." I
admit that it is an enormous advantage to be able to fall
back upon the precepts and example of good parents.
An American writer says, "If you wish to be a good man
or good woman, select good parents," But I do not think
that the example of good and wise parents is quite
enough. Education has quietly advanced both as a science and an art during the last quarter of a century. Psychologists have paid particular attention to the laws of
the child's mind; medical men have paid particular attention to the laws of the child's body. Educational doctrines have been gathered together from all quarters,
and it is thought, not unreasonably, that parents ought
to some extent to be put in possession of these. I have
heard it objected that this society would foster "amateurishness" in education. I do not know exactly what
that means; I presume that the objection contains a latent reference to that little knowledge which is a dangerous thing (laughter). I admit it might be possible for
parents to do a great deal of harm, if, with very imperfect knowledge, they set up to devise schemes of education for themselves. My best answer to this objection is
Mr. Thring's parody on the lines of Pope, which embody
it -"A little money is a dangerous snare;
Get thousands, but of sixpences beware."
Thousands begin with sixpence, much knowledge begins with small knowledge, and much useful knowledge may be put into very small compass. Of course the
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knowledge which some people possess on this subject of
education is very profound, and both our objects and
the modes we propose to employ may incur their contempt, but I think we can outlive their satire and criticisms. I have also heard it said that we should trust
more largely to what a great physician called "healthy
neglect." Is it necessary, it is asked, to take such extreme
care of children? Is it not enough for parents to provide
them with proper food and clothing and send them to
proper schools? Why should we take all these pains to
regulate their health, form their habits, and cultivate
their tastes? I believe, to some extent, in "healthy neglect," but it must be healthy. Certainly, simple neglect
has been tried on a very wide scale, and I think we shall
agree the results have not been wholly satisfactory.
Wordsworth speaks of a "wise passiveness" in education, and undoubtedly there is room for such a thing,
but there is a good deal of passiveness that is not wise
but otherwise (laughter). I think we shall do parents a
vast amount of good if we can arouse in their minds a
sense of the side reach of education, deepen in them a
sense of their responsibility. Now what is the method
which this Union proposes to pursue for the attainment
of its objects? It is the diffusion of information. That we
shall seek to accomplish in various ways, by lectures, by
gatherings of parents in which educational subjects are
discussed, and very largely by the Press. It is proposed
that Local Branches of the Union shall be established in
places sufficiently populous, and that parents should be
brought together, of different classes and both sexes, for
the consideration of the questions in which they are so
deeply interested. It is hoped that persons familiar with
the education of children will show how home can best
co-operate with school, and that medical men will occasionally give addresses to parents bearing upon physical
education. With regard to the history of this movement,
it largely owes its conception and inception to Miss
Charlotte Mason (applause), who began the movement
at Bradford by establishing a small local Union which, I
believe, has done a great deal of good there. Accounts of
her work spread, and she has been invited to help in the
establishment of similar Unions in other places. It
seemed desirable that London should be made the
headquarters of the movement, and that a committee
should be formed in London for the purpose of organizing the movement. Money will be required for the purpose, and I trust that a sympathetic public will now
come to our support.
The resolution was then read.
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"This meeting expresses sympathy with the objects and
work of the Society," &c.
[The report we have received of the Bishop of Ripon's
inspiring address is, unhappily, too inadequate for publication. The concluding words were: "A retrospect, not
only of our own experience in training children, but of
our own experience during the period when we, ourselves, were being trained, would furnish many of us
with weighty reasons for promoting the welfare of this
Society." --ED.]
Dr. GLADSTONE moved, and the Rev. EDWARD
WYNNE (Vicar of Forest Gate) seconded, the resolution.
The Bishop of LONDON, in acknowledging a vote of
thanks, spoke of the encouragement afforded by so large
and sympathetic an audience, and made pleasant reference to Miss Edgeworth's "Parents' Assistant," "Sandford
and Merton," and other books of an earlier generation
which dealt not unsuccessfully with the problems of
home education.
_________
HADDO HOUSE, ABERDEEN,
May 31st, 1890
Dear Miss Mason, -- Lady Aberdeen and I are very sorry
that we cannot be in our places on the occasion of the
meeting of the Parents' Educational Union, for which
the Bishop of London and Mrs. Temple have so kindly
granted the use of London House.
We are glad to think that at this meeting, which is sure
to be a particularly interesting one, the Report of the
past year's work will be encouraging. Let me add that
we think the Parents' Review has thus far been extremely well conducted and is full of promise of usefulness.
I remain,
Yours very faithfully,
ABERDEEN**
__________________________________________________
* Our article on "Our Daughters" gives place this month to a
report of the P.N.E.U. Annual Meeting.
** The above letter from the Presidents of the P.N.E.U. should
have been read at the meeting, but that the Secretary did not
receive it in time, owing to her absence from home.
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Why is Imagination Important to Education?
continued from page 1
anemic sense of novelty in other areas of the curriculum; spelling
out reasons why it is important to education might clarify its role
throughout the curriculum. And, fifth, it must be said that the
typical structures and practices of current schooling, as detailed
in a wealth of reports, are designed according to principles which
clearly do not consider imagination important to education.

If imagination is so generally approved of in education, why
should the various reports of recent years document so little attention to it? Also, it is very common when discussing excellent
teaching to hear teachers commended as "imaginative," yet
imagination tends to be almost entirely ignored in research on
teaching effectiveness. (In a review of such research, O'Neill
[1988] identifies twenty "research factors," but "imagination" is
not among them. Similarly, Porter and Brophy's [1988] review
and synthesis of research on "good teaching" also ignores imagination.) This neglect is no doubt in part due to the difficulty
dominant research methods have ion coming to grips with imagination, but it is also in part due, I think, to the ambiguous response authorities, including those in charge of educational institutions, have always had to imagination.
"Imagination" is not so clear and precise a concept that one can
launch into an essay assuming that all readers agree about what it
means. And yet we all use the word fairly confidently; confidently, that is, about more or less what we mean and that what we
mean will be understood by others as what they more or less
mean by the word. I think this confidence is not entirely misplaced. That is, we use "imagination" to refer to a range of capacities we share. There is, I suspect, a fair amount of intuitive
agreement about what this range involves. Once we try to excavate it, and categorize it, and label the parts, however, we seem to
create disagreements or, at least, dissatisfaction with the characterizations. The problem seems to lie in the complex and protean
nature of imagination, and in the fact that imagination lies at the
crux of those aspects of our lives that are least well understood.
We have in common a capacity to hold images of what may not
be present or even exist in our minds and to allow these images
to effect us as though they were present and real. The nature of
these images is very hard for us to describe, as they are unlike
any other kinds of images we are familiar with in the "external"
world. It seems, also, that people might experience these images
quite differently — some having clear access to vivid quasipictorial images, some having such hazy experiences that the
word "image" seems not really the right one. And the same person may be familiar with this range of what seem like different
kinds or degrees of "images." It "is one of those problems where
everything is up for grabs, including precisely what the problem
is" (Block, 1981, p. 5). Imagination lies at a kind of crux where
perception, memory, idea generation, emotion, metaphor, and no
doubt other labeled features of our lives, intersect and interact.
Some of the images we experience seem "echoes" of what we
have perceived, though we can change them, combine them,
manipulate them to become like nothing we have ever perceived.
Our memory seems to be able to transform perceptions and store
their "echoes" in ways that do not always or perhaps very often
require quasi-pictorial "images," (as in the cases of sounds and
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smells, say). Novelty in ideas has nearly always been connected
with the powers of imagination to "see" solutions to problems.
Our emotions seem tied to these mental images; when we imagine something we feel as though it is real or present, such that it
seems our "coding" and "access" to images is tied in with our
emotions. The logic of imagination seems to conform more
readily with that of metaphor than with any scheme of rationality
we can be explicit about.
Each one of these topics is problematic, if not downright mysterious. Fortunately one does not have to solve them all before
we can say something useful about imagination in education —
as many people have already demonstrated. I will rely on the
general and common sense of imagination through this essay,
leading, I hope, to some refinement of it in the conclusion.
Imagination and conventional thinking
When we look at typical educational practice, we would be
justified in assuming that the main purpose of education was to
ensure that students accumulate knowledge, skills, and attitudes
appropriate for the lives they are likely to lead. But when we
look at the writings of the greatest educational thinkers we find
that their main concern is rather different from this. If we consider Plato, Rousseau, and Dewey, for example, it is clear that the
accumulation of knowledge and skills in the sense that seems to
exercise our schools almost exclusively, is only a small part of
what concerns them. What seems to be central to becoming educated in their view is not being bound by the conventional ideas
and beliefs which people commonly grow up to accept. Education, they passionately assert, is about something that we typically attend very little to in our schools. Instilling knowledge is
obviously not irrelevant to them, but their concerns with it are
determined by the much more important question of how one
enables a student to become an autonomous thinker, able to see
conventional ideas for what they are. Education, to put it a bit
tendentiously, is a process that awakens individuals to a kind of
thought that enables them to imagine conditions other than those
that exist or that have existed.
The programs that these great educationalists proposed in order
to carry young children to educated adulthood differ each from
each others'. Plato proposed a tightly regimented curriculum
taking fifty years to ensure freeing his best students' minds from
the constrictions of doxa or conventional opinion. Rousseau
proposed manipulating his student's every thought, and preventing him from learning to read until about twelve years old, so that
he would not be infected by all the second-hand ideas of ordinary
social discourse and of books. Dewey proposed methods of instruction designed to encourage students to adopt a scientific,
inquiring and skeptical attitude.
Everyone recognizes that one function of schools is to socialize
children, to have them understand, be familiar with, and value the
conventional ideas and beliefs of the society of which they are
becoming a part. Imagination without such a basis is mere wildness, and is unlikely to be fruitful to the individual or to the society. This is a common sentiment: "We want the child not just to
be imaginative, but also to be, in some sense, conventional, to
learn and to some extent to participate in our shared thoughts, our
shared form of life" (Hanson, 1988, p. 137).
Metaphors that are commonly used about educating beyond
conventional socializing include "awakening" or "freeing" or
"releasing." Mental life that is made up very largely of the conventional ideas and opinions of one's time and place is considered a kind of sleep or servitude. (Those who are most victims of
10
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this sleep or servitude are, of course, unconscious of their condition.) Plato talks of awakening the soul, or of freeing prisoners
whose experience is of only shadows of reality. Such language
constantly recurs in education to catch at that dimension of experience that education is crucially concerned with: "To be able to
imagine is to be able to be free of conventional appearances"
(Sutton-Smith, 1988, pp. 10/11). Not "must be free" or "free of
all conventions all the time," but "able to be free." That is, education is the process that enables us, empowers us, to be not
dominated by conventional appearances, ideas, beliefs, and practices. It provides the frame of mind in which we can perceive
their utility and accept them as conditions of social life going
forward, but in which we can also see their limits, their arbitrariness, and can imagine changing them should we deem it better.
This means, of course, that there is a constant tension in education between teaching the conventions whereby students will
have to live and encouraging the capacities that enable them to
gain some kind of mental freedom from those conventions —
making them tools rather than constraints. This tension is prominent in the writings of the great educational thinkers, but unfortunately rather less prominent in many schools. The former part of
the job, the socializing or inducting students into current conventions, seems to predominate. And this observation is not intended
to underestimate how difficult it is to do even this job properly.
The power to be free of these conventions tends to be cultivated
much less, for many reasons: It is hard; we have no clear curriculum guidelines for achieving it; it clashes with what already
takes up so much energy; and of course the school's bureaucratic
needs for order and various kinds of regimentation exert subtle
but powerful pressures against it.
Well, this is not intended to be a philosophical or sociological
treatise, and I am perhaps wandering further than I need to emphasize the point that most of the great educational thinkers have
seen the main enemy of education, not as ignorance, but as conventional thinking. Indeed, conventional minds may be encyclopaedically well-informed and perform superbly on scholastic
achievement tests and have stratospherically elevated I.Q.s, and
so on. A.N. Whitehead has referred to such people as the greatest
bores on God's earth. What they lack, I am suggesting, is imagination, and this is a crucial educational deficit.
Imagination is not opposed to conventional thinking, but it provides a kind of context or further dimension within which conventional thinking is controlled, and from which it can be transcended. It is not opposed to rationality, but is that which can
give rational thinking life, energy, and enriched meaning. As
Bowra puts it "by exercising [one's] imagination [one] creates life
and adds to the sum of living experience. [One] wishes to be not
a passive observer but an active agent" (1949, p. 292).
So, a focus on the imagination reminds us that the forms of
thought in which it is most lacking are also the forms of thought
that have been the targets of the greatest educational thinkers.
Their programs of education have not been proposed to prevent
students being socialized and growing into the conventions of
their time and place but have struggled to find ways of making
sure that this process is accompanied by one which makes those
conventions intellectual servants and not masters. And I am suggesting that today we can best further this aim by stimulating and
developing students' imaginations.
Imagination in learning
Since the invention of writing, we have developed elaborate
means of storing information. One feature of these systems of
Spring 2007
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storage and recall, whether on wax-tablets, parchment, in books,
or in computers is that what you put in is what you get out. Human learning is in significant ways different from such storage
and retrieval. But unfortunately our technologies influence the
ways we think about ourselves. Certainly if you think about
learning a fact — say, that water boils at 100 degrees celcius at
sea level — and then repeating that fact later, what you have
done looks very like what happens if the fact is recorded somewhere in symbols and then later retrieved. It just so happens that
in this case the storage device is your brain and the retrieval
mechanism is your memory.
If we allow our technologies to determine how we think about
our intellectual processes then one effect, which has I think been
pervasive and very damaging to education, is to think of learning
as a process analogous to recording symbols in the mind for later
retrieval. The first thing we might note is that the human mind
seems to be really very inefficient at this kind of recording and
faithful preservation over time. A sheet of paper or a computer
disk is much more reliable. Learning in this technologyanalogous sense can be measured by how faithfully the records
have been preserved when retrieved on a later test. This kind of
testing goes on all the time in schools, and the results are taken
very straightforwardly as evidence of learning. This has been
going on so long and so ubiquitously in schools that the meaning
of learning that is most common is this kind of mechanical storage and retrieval.
And what's wrong with that? Well, a number of things. Most
generally what's wrong is that it ignores what is distinctive about
human learning. In particular it leads to people forgetting that the
human mind learns quite unlike the way a computer "learns," and
that our memories are quite unlike computer "memories."
The human mind does not simply store facts discretely when it
learns. Perhaps it can do this, and we might occasionally use this
capacity to remember a phone number or a shopping list in the
absence of a piece of paper. More typically when we learn even
the simplest fact — that Vasco da Gama set off from Lisbon to
sail around in Africa in 1497, arriving in India the following year,
or that spiders have eight legs — we do not simply lodge these as
discrete data in our brains. As they are learned they mix in with
the complex of shifting emotions, memories, intentions, and so
on that constitute our mental lives. Facts about spiders will gain
an affective coloring connected with our feelings about insects in
general and about spiders in particular. Vasco da Gama's voyages
may trigger images of ships off alien coasts and the sense of adventure. Whether and how we learn and retain these particular
facts is affected by the complex of meaning-structures we already
have in place, which in turn are affected by our emotions, intentions, and so on.
The human memory is not an orderly place with slots or
shelves for each item to remain inertly until called for. It is more
like a shifting turmoil stirred by those emotions and intentions
that are a part of us. Virtually nothing emerges from the human
memory in the same form it was initially learned. All kinds of
associations curl around each new fact, there is endless blending
and coalescing, and connections are made, broken, and remade.
And no small part of this activity involves the imagination.
It is becoming clear that human learning does not involve simply mirroring what is outside the mind, but crucially involves
constructing or composing (Bruner, 1986). Each mind is different and is a different perspective on the world. In the process of
learning, the student has to fit whatever is to be learned into his
or her unique complex of meaning-structures that are already in
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place. This requires restructuring, composition, and reassessment
of meanings. And it is in this ascribing of meaning that Warnock
(1976) identifies one of the fundamental activities of imagination.
So taking imagination seriously and then considering learning
in light of our developing conception of imagination we are focused onto those aspects of learning that emphasize meaning.
Meaning does not reside in the facts themselves, or in the skills
or whatever it is we learn, but in the interaction between what is
learnt and our minds. And our minds are not simple depositories
for facts, but centres of constant activity in which emotions, intentions, memories all intermingle with what is newly learnt to
give it meaning.
This might seem to make the casual concept of learning so
hopelessly tangled that the simplistic concept common in education today seems preferable, despite the educational cost. If we
can't teach that a spider has eight legs without involving emotions, intentions, meaning-structures (whatever they are) and
imagination then we might prefer to throw in the towel. I think
the problem is not so bad; we don't somehow have to juggle all
these sets of complex mental elements just to talk about learning.
Rather we just have to remember that human learning is something quite different from storing information — and bearing this
in mind is not at all difficult. The difficult part, I think, is in taking seriously its implications. And this is where taking imagination seriously begins to play havoc with some of the familiar
established elements of the current educational scene. All those
procedures of teaching, testing, and curriculum that see education
as a process of accumulating knowledge and skills uninvolved
with emotions, intentions, human meaning, and imagination, will
tend to be inadequate to do more than create conventional thinkers and not educated people.
Imagination and memory
From the writings of Aristotle on, there has been in western
culture a long connection between memory and imagination.
This connection is not merely an historical curiosity but remains
crucially important for education today. There is a tendency that
has grown out of the rhetoric of progressivism to consider that
"rote-learning," or learning in the conventional sense discussed
above, is educationally useless. The valuable insight in this,
about the pointlessness of treating students like storage devices
for knowledge that is meaningless to them, has tended to be uncritically generalized to a hostility to any kind of memorization.
One of the clear implications of the consistent observation of the
relationship between memory and imagination is the importance
of memorizing knowledge, facts, chunks of prose and poetry,
formulae, etc. for the stimulation and development of the imagination. Ignorance, in short, starves the imagination. And we are
ignorant of all that knowledge which we might know how to
access, but haven't, or which we have learned how to learn, but
haven't. Only knowledge in our memories is accessible to the
action of the imagination.
This principle might seem to run into conflict with that of the
previous section. There I seem to be arguing that the imagination
is suppressed if students are set to learn lots of knowledge and
skills and here I am claiming that the imagination requires the
memorization of lots of knowledge and skills to be adequately
stimulated. The two principles are consistent when we observe
the point made above about the meaningfulness of the knowledge
and skills that are to be memorized; ensuring that knowledge and
skills are meaningful requires engaging the imagination in the

T R A N S C E N D I N

T I M E

process of learning. How we can go about ensuring this kind of
imaginative learning would require much more space than an
essay provides (see Egan, 1988, 1990). What it is important to
establish here, however, is that the development of students'
imaginations will not go forward without their learning and
memorizing much and diverse knowledge.
This has been a constant theme in what have been called "neoconservative" educational writings during the late 1980s (e.g.,
Bloom, 1987; Hirsch, 1987; Ravitch & Finn, 1987). The emphasis in these neo-conservative writings has been to make the valuable point that education is crucially tied up with knowledge, and
that being educated means, put crudely, knowing a lot. But, as I
stressed above, it means not only that. Education is also crucially
about the meaning knowledge has for the individual, and that is
where the imagination is vital. A person who has meticulously
followed the neo-conservative kind of curriculum may still end
up among the greatest bores on God's earth. What is absent from
those books is attention to, and a clear sense of, how knowledge
becomes meaningful in the lives of learners; how we can ensure
that students engage, in the sense I am developing the phrase
here, in imaginative learning.
In oral cultures one knows only what one can remember. And
so techniques that made memorization easier were of great social
importance. Among the techniques invented or discovered were
rhyme, rhythm, and meter. That is, it was discovered that knowledge put in a rhythmic, rhyming pattern was easier to remember
than otherwise. It was also discovered that if one coded the information — one's tribal lore — in vivid images, it was still more
easily memorable. We see such coding in vivid images in the
myth stories of the world. It seems fair to say, then, that it was
the need to memorize that first stimulated and developed many of
those capacities we now label imagination. Patterning of sound,
vivid images, and story structuring were among the most important early social inventions. It was these technical linguistic tools
and their effects on the mind that helped human groups to cohere
and remain relatively stable through unknown generations
(Havelock, 1963, 1986; Lévi-Bruhl, 1985; Lévi-Strauss, 1966;
Ong, 1982). As I have explored elsewhere (Egan, 1988), these
are not discoveries only of relevance to oral cultures long ago.
Their social importance was a function of their effects on the
human mind, and while we do not have the same social reliance
on these techniques, they nevertheless still play important psychological roles for us. They can guide us in the task of ensuring
imaginative learning and imaginative memorizing. That is, they
can be used in learning so that they help the memory's task of
creating sense and order and meaning among its shifting contents.
The narrative mind
Brian Sutton-Smith's stark claim that "the mind is ... a narrative
concern" (1988, p. 22) expresses a view that is becoming increasingly widely accepted. It confronts the long-assumed view that
the mind is, when functioning productively and properly, a logical concern working with abstract concepts. Reason was thus
taken as evident only in limited logical operations. Increasingly
these operations are seen as themselves grounded in and growing
out of narrative and metaphoric bases (Lakoff & Johnson, 1980).
When someone could talk of a parent's reasonless love for a
child, the sense of reason was restricted to what could be demonstrated in something like a formal logical fashion. A parent's love
for a child is entirely reasonable, once we rescue "reason" from
the prison it has been in and reconnect it to the imagination.
12
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Without this connection it is dessicated and more close to a form
of calculation than to the richness and complexity of human reason as it operates in the narratives of our lives.
As it becomes clearer that the mind functions as a whole, and
that this whole includes our bodies, then the sense of the mind as
an elaborate calculating organ and reason as its calculations becomes increasingly untenable. It becomes clear that rationality is
not a set of skills one can train but is rather tied up with all these
hitherto neglected attics, basements, and hidden rooms of the
mind, in which emotions, intentions, metaphors, and the imagination, cavort. And so it has been rediscovered that we make sense
of the world and of our experience in narratives, that we can recall items in narrative structures better than in logically organized
lists, that we more profoundly code knowledge in our memories
by affective than by logical associations, that young children deal
more readily and flexibly with metaphor than do older, schooled
children, and so on and on.
The rediscovery of the narrative mind encourages us to pay
more attention to imagination, because the imagination is more
evident in the composition of narratives and in perceiving their
coherence. Learning to follow narratives is thus seen to involve
the development of more significant intellectual capacities than
has traditionally been recognized. In particular, to quote Northrop Frye, "The art of listening to stories is a basic training for the
imagination" (1963, p. 49). The ability to follow stories stimulates and develops the narrative mode of the mind, and its sensemaking, meaning-making capacities. Many and varied stories
can help to make more sophisticated our grasp on and use of
metaphor, which is the connecting logic of narrative and which is
a central component in the causality which holds stories together.
The causality of stories involves both logical and emotional
components together. That is, in stories the sequencing of events
that are intelligible, that make sense, is not simply logical, though
they have to be so in part, but it also involves an affective pattern.
We jump from, say, the scene where Cinderella sees the sisters
off to the ball to that in which the Fairy Godmother arrives. Following a purely logical causal sequence we might have to witness some dish-washing or dusting or coal-heaving or whatever,
but the affective causality makes the connection between the two
scenes immediate and directly comprehensible. Learning to follow stories is to develop these mental capacities. As they are
developed, James Joyce's Ulysses and Finnegans Wake become
comprehensible, and those sophistications of narrative comprehension become available for making sense of our own experience and of the world we find ourselves in.
The development of the narrative capacities of the mind, of its
ready use of metaphor, of its integration of cognitive and affective, of its sense-making and meaning-making, and of its overarching imagination, is of educational importance because these
capacities are so central to our capacity to make meaning out of
experience. Our lives are "understood as embodying a certain
type of narrative structure" (MacIntyre, 1981, p. 163). Any event
or behavior has no meaning by itself; it "becomes intelligible by
finding its place in a narrative" (MacIntyre, 1981, p. 196). Barbara Hardy puts it emphatically: "We dream in narrative, daydream in narrative, remember, anticipate, hope, despair, believe,
doubt, plan, revise, criticize, construct, gossip, learn, hate and
live by narrative" (1968, p. 5).
So, in as far as we want the world to be intelligible to students,
and in as far as we value the elements of the list Barbara Hardy
gives us above, the stimulation and development of the narrative
mode of mind is educationally vital. And this mode, born out of
Spring 2007
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stories to help us remember, is the domain in which the imagination is indispensable.
Developing the narrative mode of the mind tends to receive less
emphasis in schools because it is not seen to be productive, in the
way that developing logico-mathematical skills is seen to be productive. The utilitarian role of schools communicates itself to
children very readily. Nearly all children when asked why they
go to school reply "To get a job" (Cullingford, 1985). Frye notes
that "Every child realizes that literature is taking him [or her] in a
different direction from the immediately useful, and a good many
children complain loudly about this" (1963, p. 2). One role of
education is to clarify for children that the life of the imagination
offers rewards that are indeed not immediately useful but that are
worthwhile. And, most significantly for education, access to
narratives seems possible for everyone, literate or not, and they
provide an obvious route to all kinds of knowledge. Educators
might wisely develop "a respect for narrative as everyone's rockbottom capacity, but also as the universal gift, to be shared with
others" (Coles, 1989, p. 30).
Social virtues
I want to add to the list of educational values that follow from
the development of the imagination such social virtues as tolerance and justice. Of course it would be too much to say that the
evils of the world are due simply to a lack of imagination, but
some of them seem to be so. The lack of that capacity of the
imagination that enables us to understand that other people are
unique, distinct, and autonomous with lives and hopes and fears
quite as real and important as our own is evident in much evil.
The development of that imaginative insight does not, however,
guarantee that we will then treat them as we wish to be treated
ourselves, but it is a necessary prerequisite.
But there are more particular connections to be made between
the imagination and social virtues. To pick up on MacIntyre's
point in the previous section, the ability to follow stories is connected with the ability to make sense of human experience because our lives are intelligible only within narratives observing
that "man is in his actions and practice, as well as in his fictions,
essentially a story-telling animal" (1981, p. 201) he points out a
complexity of our fiction-making. It is not merely a mode of
entertainment but is complicit in how we make sense of ourselves and how we behave as social animals:
There is no way to give us an understanding of any society, including our own, except through the stock of stories which constitute its initial dramatic resources. Mythology, in its original
sense, is at the heart of things. Vico was right and so was Joyce.
And so too of course is that moral tradition from heroic stories to
its medieval heirs according to which the telling of stories has a
key part in educating us into the virtues (1981, p. 201).
Stories are good for "educating us into the virtues" because the
story not only conveys information and describes events and
actions but because it also engages our emotions. From Plato on,
the power of stories to engage, and to engage the commitment of,
their hearers has been clear. And it is that power that has made
some wary or fearful of them, particularly in educating the
young. The powerful stories of the world do not simply describe
a range of human qualities, but they make us somehow a part of
those qualities. They hold up for us, and draw us into, feeling
what it would be like to make those qualities a part of our selves.
In this way stories are the tool we have for showing others what
it is like to feel as we do and for us to find out what it is like to
feel as others do. The story, in short, is "the ability to exchange
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experiences" (Benjamin, 1969, p. 83). Such stories become,
simply, a part of us; as Robert Coles quotes one of his students:
"in a story — oh, like it says in the Bible, the word became flesh"
(Coles, 1989, p. 128).
By imaginatively feeling what it would be like to be other than
oneself, one begins to develop a prerequisite for treating others
with as much respect as one treats oneself. Prejudice, in the religious, class, or racial forms which we see it so commonly, may
be seen in part at least as a failure of imaginative development.
The story's power to engage the imagination and contribute
thereby to tolerance and a sense of justice needs to be balanced,
of course, with its power to do the opposite as well. If the story
is one of, say, Aryan superiority and a Nazi salvation, then it can
have an equal grasp on the imagination and lead to quite the opposite of toleration and social justice.
What is the protection against this kind of abuse? There seem
to me two. The more trivial, recommended by Plato and so
many others since, is that we be careful to tell the right kind of
stories to children. The more important protection comes from
the stimulation of the imagination by a rich and varied stock of
stories, as suggested in the previous section. Vulnerability to
stories like that of the Nazi's is a result, in part at least, of a mind
unfamiliar with, and unsophisticated by, the stock of stories that
constitute the culture's resources. The value of familiarity with
the stock of stories and the kind of sophistication it brings is that
one can understand the fictiveness of stories. The Nazi story is
compelling only to people who do not understand fictions and
how they work. Not that this is an easy lesson, yielding tidy distinctions between our fictions and reality, but the degree to which
we become familiar with the range of stories available in our
culture, to that degree we inoculate ourselves against confusing
fiction and reality.
Literature is most commonly assumed to be the part of the curriculum in which we become acquainted with some of the great
stories of our culture. Proponents of the educational value of
literary studies also commonly argue that they can lead to social
virtues. Northrop Frye certainly makes this argument eloquently.
After demonstrating various ways in which literature stimulates
and develops the imagination, he concludes:
one of the most obvious uses [of imagination] is its encouragement of tolerance. In the imagination our own beliefs are also
only possibilities, but we can also see the possibilities in the beliefs of others ... what produces the tolerance is the power of detachment in the imagination, where things are removed just out
of reach of belief and action (1963, p. 32).
While literature undoubtedly has such a role in encouraging
some social virtues, I think we tend to forget that among the great
stories of our culture are those expressed in our science, and
mathematics, and history, and so on. Mathematics and science
can, if imaginatively taught, build a narrative which provides the
student with a context within which the student's life and self
become objects to be understood like other objects in the world.
The narrative of our science can also contribute importantly to
that "detachment in the imagination" that can lead to tolerance
and justice.
Imagination and freedom
Some of the earliest stories of the Hebrew and Greek traditions
associated the imagination with acts of disobedience that aimed
to enlarge or led to enlarging human powers, in particular the
power to imagine and plan a future different from the past. I am
thinking particularly of Adam and Eve eating the fruit of the tree
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of knowledge and of Prometheus stealing the gods' fire. This
sense of being able to make choices and to make the world more
nearly like what one's heart desires has long been considered
central to whatever it is in human beings that makes us feel freer
than we assume animals or vegetables are. Their lives seem
more determined or conditioned by their genetic heritage and
their environment. We too are similarly constrained, of course,
but nevertheless believe that there is some part of us that can plan
and shape our behavior in ways that feel some element of freedom.
At a trivial level this is evident in daydreaming. I may imagine
myself taller, handsomer, richer, more powerful, stronger even
than I already am — a prodigious feat of imagination in the Walter Mitty tradition. No doubt some genetic defect or early environmental deprivation may predispose me to this kind of daydreaming, but I can choose to be blond in my daydream rather
than dark, or rather than bald. The sense of freedom in these
choices, and in the scenes we can project onto our inner mental
cinema, may be in some degree illusory. Whether it is or not, it
remains a capacity connected with our ability to imagine a different future and to plan and bring about the conditions for that different future. Being able to change the world around us in ways
we find desirable and satisfactory is clearly an important capacity. It is what gives us our sense of freedom, illusory or not, and
we sensibly value it. As it is a capacity whose strength or weakness turns on the strength or weakness of our imaginations, then
clearly we will want to strengthen our imaginations in order to
enhance our sense of freedom and enhance the powers that go
with it. A well-developed imagination helps us to feel unsubdued
by habit, unshackled by custom, in Coleridge's nice phrase.
"Imagination is what allows us to envision possibilities in or
beyond the actualities in which we are immersed" is how Hanson
sums up Sartre's general claim about the imagination's role in our
sense of freedom (1988, p. 138). We have many accounts by
survivors of appalling catastrophes and conditions which eloquently give credit for their survival to their envisioning possibilities beyond those in which they were immersed. Prisoners,
and particularly concentration camp survivors, have consistently
given witness that, despite the most terrible constraints, powerful
imaginations can preserve a vivifying sense of mental freedom.
Hanson makes a further point, of some importance to education: "Imagination, then, is to be prized and nurtured because of
its link to freedom; but, as is often the case, this exercise of freedom will be most productive if it is disciplined" (1988, p. 139).
While we may value the mental capacity that can find expression
in daydreaming, we might reasonably conclude that its exercise
only in daydreaming is something of a waste. This is not to
denigrate daydreaming — which seems to me generally a happy
activity, rather underestimated. But the imagination needs also to
be engaged with reality. The disciplines we have developed for
trying to secure a sense of reality are areas within which the
imagination can be disciplined. That is, physics, mathematics,
and history, for example, are not disciplines to be learned separately from our imaginative growth. The imagination has to
grow in these disciplines, so that their grasp on the world is enriched with meaning, and the imagination can recognize and
work within the grasp they can gain on reality.
Imagination and objective knowledge.
Imagination is commonly considered quite distinct from whatever mental acts are involved in our attempts to gain objective
knowledge. The rich sense of imagination we have inherited,
14

Spring 2007

E D U C A T I O N

T H O U G H T

however, seems to lead to the conclusion that quite the opposite
is the case. The imagination thus should more properly be seen
as one of our major tools in the pursuit of objective knowledge,
and indeed as establishing the very conditions of objectivity.
One route to justifying this still uncommon view may be taken
through a point Ruth Mock makes:In the arts and sciences creative imagination demands that an individual frees himself from
his immediate preoccupations and associates himself with the
medium he is using — the paint, wood, or stone for the painter or
sculptor, the words for the writer, the sounds for the musician or
the facts for the scientist — so that with it he creates a new form
which may to some extent be unexpected even to himself (1970,
p. 21).
What is important for my point here is the observation about
the imagination's capacity to inhabit, as it were, the external objects with which it engages. We may see ourselves as distinct
beings carving stone, say. But the experienced carver with a well
educated imagination mentally extends into the material being
worked, knowing what it is like to break here rather than there,
how a stroke here will sheer away whatever is below, and so on.
That is, the imaginative sculptor — or mathematician or historian
or whatever — becomes in a curious sense one with the materials
he or she is working. They feel in high degree something of what
Michael Polanyi has described as a part of "tacit knowledge"
(Polanyi, 1967) — we feel through the tools and objects we work
with; they become extensions of our senses and as such incorporated into our imaginations. And it is not just that the stone, say,
becomes an extension of ourselves, but that we become an extension of the stone; our minds conform with the nature of the objects that they seek to incorporate, whether those objects are
stone and paint, or mathematical symbols, or historical events, or
astrophysical phenomena. The world is not objects out there; in
as far as we can know the world it is within us by means of that
curiously reciprocal arrangement whereby we also extend ourselves imaginatively into it.
Well, this is rather airy-fairy language, of course, but it is so
because we cannot adequately describe even the simplest functions of our minds with notable clarity, and the more complex
can only be pointed at or indicated in such vague terms as above,
in the hope that others will find the pointing and indicating sufficient for them to recognize in their own experience what is
meant.
Any area of knowledge, skill, or practice has its own requirements for some form of objectivity; each area has its distinctive
rules, structures, forms, nature, such that our understanding is
made up in some significant degree in making our minds conform to them. And while in each area of knowledge, skill, and
practice these requirements are different, what is common to
them all is their call on the imagination. Objectivity relies on the
imaginative capacity to inhabit the forms of the materials, knowledge, skill, or practice one works in.
I think this connection between imagination and objectivity is
supported by the connection we commonly make between objectivity and being unprejudiced or being a just judge. We value
having someone unprejudiced and objective judge many matters
of conflicting interests. Such objectivity draws on the imaginative capacity to see the world from other than the limited perspective of one's own interests. And this is essential not just in
relation to the social virtues mentioned earlier, but it is a necessary component in adequately understanding any area of knowledge. As such, development of those imaginative capacities that
support objectivity is of importance to education.
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Imagination and emotion
The importance of emotional development to education is no
doubt obvious to everyone, and connections between the emotions and imagination are more evident, even in the rather restricted sense of imagination common in educational writing.
However superbly skilled or knowledgeable people are, if they
lack emotional maturity we recognize them as inadequately educated. Emotional immaturity is a damage which seeps into all
aspects of one's life. To suggest that emotional immaturity need
not interfere with the development of rationality is to accept, as
has been quite common, the dessicated sense of rationality that
has been so destructive to education during the twentieth century.
This dessicated sense of rationality has been the focus of most
schooling activity, and the belief that reason and emotion were
separable parts of us has enabled whatever affects our emotional
lives to be made subservient. Taking imagination seriously
brings into question the assumptions on which the sidelining of
emotions in schooling has been based.
The discourse of education seems to assume that we have an
intellectual part of us and an emotional part of us, or a cognitive
and affective part, and that these can sensibly be separated. It has
become at least operationally the case that schooling is responsible primarily for the cognitive or intellectual part. One can, of
course, try to ignore the affective dimensions of, say, mathematics and treat that area of human experience as a purely cognitive
set of procedures to be learnt. What is achieved by so doing is at
best to make mathematics something of merely utilitarian value
and to destroy its other potential values to our lives. The great
wonder and fun of mathematics is largely destroyed in schooling
for nearly everybody, including for those who are "good at it"
when it is taught in the typical dessicated way. Some lucky few
can discover the pleasures of mathematics as adults, but for most
it remains merely as something that is useful when making
change or keeping accounts.
The wasteland called school mathematics is perhaps the most
obvious casualty of the attempt to separate something deemed
rational, cognitive, intellectual from imagination and emotion.
The result is a disaster because it is built on assumptions about
human learners that are false. The task we face is not simply to
point out that mathematics is a passionate affair which can become engaging and meaningful only when students' imaginations
make contact with the passion within it. The problem is that the
very language of educational discourse is so infected with assumptions and presuppositions that need to be uprooted and challenged that people have great difficulty grasping how mathematics could be different from the way it presently is. For most people mathematics is what is in the textbooks. How we might reinject imagination and emotion into such a mathematics generates a blank, because the textbooks presuppose that imagination
and emotion are largely irrelevant to mathematics. This belief
persists despite the very plain passion and imaginative genius of
those people who generated the mathematical knowledge that is
embalmed in textbooks.
The separation of emotion and intellect, I have argued already,
has been educationally dysfunctional. We need to recapture
Wordsworth's sense of imagination as "Reason in her most exhalted mood" (The Prelude, XIV, 192), and see the force of Frye's
observation that "the combination of emotion and intellect we
call imagination" (1963, p. 57). Taking imagination seriously in
education directs us to transcend the intellect/emotion split and
perceive both together in all areas of knowledge and all aspects
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of education. Our emotional lives are tied to our imaginations
which are tied to our intellects. Imaginative learning, then, inevitably involves our emotions. Imagination is important to education because it compels us to recognize that forms of teaching
and learning that are disconnected from our emotions are educationally barren.
Now, none of this is to suggest that typical classrooms are in
future to be aflood with tears, wailing, and wild joy all day long.
Rather, that whatever content is to be dealt with needs to be attached to students' emotions in some way, or that the human
emotions that generated the content in the first place, or that attach to it in whatever way, need to be a part of what is dealt with
in the class. (Elsewhere I have tried to show how this can be
routinely achieved: Egan, 1986, 1988, 1990).
Visualization, originality, and creativity
These three topics are being squeezed together into a single
brief section. At the beginning of this essay I noted that everyone
is generally in favor of imagination and, it seems fair to say, it is
the association of imagination with visualization, originality, and
creativity that probably accounts for the bulk of support for its
development in education. If I pass over these topics with just
the briefest mention, it is not because I consider them unimportant, but simply that their importance, and their connection with
imagination, seems to be already widely recognized.
Ted Hughes has observed that "the word imagination usually
denotes not much more than the faculty of creating a picture of
something in our heads and holding it there while we think about
it" (1988, p. 35). This common, restricted, sense of imagination
denotes a faculty that can be developed by practice, and that has
already been incorporated into various techniques of educational
value. The teacher can encourage students to form mental images of whatever is the subject of a lesson, concentrate on the
images, elaborate them or move them, and then turn to writing or
experimenting or whatever is the appropriate activity. There are
many accounts in the educational literature reporting how successful a stimulus this kind of visualizing exercise can be. The
teacher can make suggestions for elaborating or making more
precise students' mental images, but an important ingredient is
some silent time. A related development of the basic image
forming capacity is available in the technique commonly called
Guided Imagery. This is used most in social studies, as far as one
can judge from the literature about it. In this case, as the name
suggests, the images are stimulated by the teacher's descriptions,
and the students follow a verbal account that details sights,
sounds, tastes, and smells, creating for themselves as vivid an
internal cinematic projection as they can. I have found that this
particular form of engaging the imagination, with historical content in particular, can be immensely stimulating for students.
The importance of originality and creativity and their close
relationship with imagination are sufficiently commonly made
that I need add nothing. Perhaps I might, however, take away
something. What seems to have become accepted as exemplifying originality and creativity most clearly is what seems to me a
contextless novelty. This is most evident in what are called
"creativity tests." What they test seems to be the ability to express, without any meaningful context or productive purpose,
novel expressions or ideas or uses for objects (Barrow, 1990).
While this may obviously require imagination, it seems to make
no special call on the creative imagination. Encouraging rapid
changes of focus and novel images seems as likely to discourage
creativity as stimulate it. As Brian Sutton-Smith puts it: "this
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incessant distraction actually inhibits the real development of
creativity by constantly distracting the children from one stimulus to the next, preventing the concentration and familiarity that
creativity requires" (1988, p. 17). At least, one might be wary of
tests that seem to embody conceptions of imagination and creativity that lack most of the complex characteristics explored
above.
Conclusion
I have included a wide range of features in this attempt to
sketch reasons why imagination is important to education. Perhaps some of you might feel that I have included too much, and
that the result is a sense of imagination being involved in everything of educational importance. Such a reading would not mistake my intention, but I would want to argue that this sense
would not include too much. Indeed, I think imagination should
properly be very pervasive in education. Such a view is difficult
to take only if we think of imagination as a thing, as a particular,
distinct part of the mind. If we see it rather as a particular kind of
flexibility, energy, and vividness which can imbue all mental
functions, as a kind of mood of mind, then its role in all the topics
I have mentioned above becomes easier to understand. To be
imaginative, then, is not to have a particular function highly developed, but it is to have heightened capacity in all mental functions. It is not, in particular, something distinct from reason, but
rather it is what gives reason flexibility, energy, and vividness. It
makes all mental life more meaningful; it makes life more abundant. John Dewey expressed this sense of the pervasiveness of
imagination this way: "Imagination is as much a normal and
integral part of human activity as is muscular movement" (1966,
p. 237).
An association of our current rich conception of imagination
with Romanticism and romance perhaps merits a final brief note.
One of the central romantic images is of the heroic journey as an
allegory of our lives. It might be useful to let this image color
our sense of a more imaginative kind of education than is commonly provided today. The process of education would thus be
seen, quite properly, as an heroic journey, full of wonders, mysteries, dangers, obstacles, and so on. While schooling today
might not readily evoke such an image, nevertheless education as
an heroic journey gives us a sense of the direction in which we
might try to move schools. And for those who would like to
make schooling more like an imaginative and heroic journey for
students, they may take heart in seeing their own present struggles as also an heroic journey, through the tangles of debased
educational language and the obstacles of institutionalized commitments to narrow conformity and utility, in the direction of
something more wonderful.
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Imagination
This article is taken from a L’Abri Prayer Letter written by Dick Keyes, Director of Southborough, MA
L’Abri. Written in July 1993 it is used with his permission.

In Christian circles, the imagination often gets a bad rap.
We can think of biblical phrases such as “the peoples imagine vain things,” (Acts 4:25) and we know that our imaginations can build vast card-houses of vanity. Since our imaginations are not limited by the law of gravity, the law of the
land, or the law of God, they can go wild. Sin can have free
rein without any imagined adverse consequences. Our
imaginations can fuel escapism, rebellion, and all sorts of
evil with extraordinary creativity toward destruction.
But does the imagination inherently serve evil? I don’t
think so. Your imagination is simply your ability to form
mental pictures, plans, images, relationships, stories,
sounds, visions, connections of ideas, and combinations of
all of these. It is promiscuous, serving good or evil. It is the
ability of your mind to reach beyond what is immediately
before it, or what is perceived by your senses at any moment. It is the foundation of the process of creativity.
Actually, the imagination is vital to faith itself. Your
imagination does not only enable you to create fantasies and
to “see” things that do not exist, like for example, unicorns.
It also enables you to “see” things that do exist, but are not
immediately visible or audible to you. You cannot see justice, forgiveness, the past, the future, or God. We are told
that “Faith is the assurance of things hoped
for, the conviction of
things not seen” (Heb.
“. . .the imagination is
11:1) This does not
mean that it is pretendvital to faith itself.”
ing or “make believe”.
It is the opposite. It is
an example of knowing
what is there, what is
really true, even though it is not immediately or directly
impacting your senses. Have you ever wondered if this is
behind Jesus’ praise of the faith of children? They seem to
be much better at this than we are.
It is also impossible to obey God in the simplest ways
without a fertile imagination. For example, loving another
person is one of the most imaginatively demanding things
that we can do. We are meant to believe all things and hope
all things when we certainly cannot see them. (I Cor. 13:7).
This means that we are meant to believe in and hope for the
possibilities of growth that God might bring in others’ lives.
We are to “Remember those in prison, as though in prison
with them” (Heb. 13:3). We are to treat the least of God’s
people as if they are Jesus Christ himself (Mt. 25:40)! These
are all formidable out-reachings of the imagination in empathy and faith.
Sin is often characterized by catastrophic failures of imagination. The priest and Levite who passed by the dying man
on the road in Jesus’ parable were stuck in a tunnel-vision
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which lacked the imagination to empathize. In Old Testament characters like Saul, faith collapsed before fear of
pressing, immediate danger when it did not have the
imagination to see beyond that danger—to the promises of
God. Scrooge in Dickens’ A Christmas Carol was cruel because he had locked himself into a narrow one-dimensional
existence. Redemption for him took the form of a “forced”
expansion of his imagination to include the existence and
well-being of other people.
I love the exhortation of one of the great Christian imaginative writers, George MacDonald. He wrote, “Seek not
that your sons and your daughters would not see visions,
should not dream dreams; seek that they should see true
visions, that they should dream noble dreams. Such outgoing of the imagination is one with aspiration, and will do
more to elevate above what is low and vile than all the possible inculcations of morality.”
What an urgent time for the power of the Christian imagination to become unleashed! I find Christians conscious of
facing impasses on many fronts today. There seems a
deeper awareness that Christian “business as usual” is not
going to lead to solutions, to heal polarisations, to open
doors or to soften hearts. It is not only the artist who must
take the imagination seriously, but every one of us who
wants to be faithful to God. As George MacDonald wrote,
the human imagination is the “reflex of creation”, reflecting
the imagination of God himself. May our lives be such a
reflex!

The Armitt Library and the Charlotte Mason Archives
The Armitt Library was established in 1912 under the terms of the will of Mary Armitt, a leading local historian of the Lake District. She bequeathed her own extensive library and her archaeological and geological collection to the
Library. The Library quickly became the focus
for the local history of the central Lake District
and several collections of books and materials
have been added to the Library over the years.
In 1980 the archives of the Charlotte Mason College in Ambleside were entrusted to the Armitt
Library, and in 1997 the Library was moved
from the Ambleside public library into new
purpose-built premises in the grounds of the
College.
The Charlotte Mason archives have since been augmented by the acquisition of
the archives of the Parents’
National Education Union
(PNEU), which Charlotte Mason set up in 1888, and also by
several bequests, mainly from
former students of the College.
The archives now consist of
over 60 boxes of records, letters, photographs and artefacts
from the 1850s up to 1960, together with a collection of books relevant to the
history of Charlotte Mason herself, of her Col-
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lege (established in 1892) and of the PNEU.
Charlotte Mason had a great impact on the
philosophy and practice of education, especially
in relation to the education of younger children.
Her ideas about the individuality of children,
about the ways in which children learn, and
about the breadth of the curriculum that should
be offered to them were revolutionary notions
for the late Victorian period. Many of her ideas
and practices have indeed become an accepted
part of modern educational thinking – though
how far these ideas are actually put into practice
is another matter.
During the last 20 years or so there has been a
renewed interest in Charlotte Mason’s ideas.
Many educationists and many schools had
never lost the essential basics of her philosophy,
but perhaps it was the emergence of a more
mechanistic and content-based approach to
education, especially in the state-maintained
schools in the UK and the USA, that caused
some to re-visit what Charlotte Mason had said.
In the UK alone in the last ten years half a dozen
MA or PhD theses have been written about her.
In the USA in particular there has been a renewed and very practical interest in her educational ideas, expressed through the setting up of
schools based on her teaching methods.
The Armitt Library and the Charlotte Mason
archive have been the focus for much, indeed
most of the research on Charlotte Mason. The
archive has now been catalogued (most of the
catalogue is available on-line), and the Armitt
Library has supplied copies of many materials
from the archive to researchers from most parts
of the English-speaking world. Work on the archive is still continuing, with the acquisition of
materials, the transcription of some of the more
important documents, the conservation of fragile objects, and the more detailed listing of some
of the archive contents. Examples of some of
these activities are:
• the recent acquisition of digital copies of
the log book completed by Charlotte Mason in the school in Worthing on the south
coast of England where she was headmistress in the 1870s;
• the transcription of Charlotte Mason’s
early letters to a college friend in the 1860s
and 1870s;
• the conservation of photograph albums
from the early days of the College;
• the production of a list of all known
schools using the ‘Parents’ Union School’
(PUS) curriculum;
• an index of the photographic collections in
the archive.
Up to now the Armitt Library has provided
photocopies of materials from the archives at no
more than the cost of producing the copies. But
it is now becoming evident that more work
needs to be done in order to preserve the archive from the ravages of time. Some of the
documents and objects are now well over 100
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years old, and some are literally beginning to
fall apart. These need to be professionally conserved, and transcribed or digitally copied.
Many documents need to be re-sorted and
placed in new files and in
new boxes. Many photo- But it is now becomgraphs need to be re- ing evident that
mounted and conserved.
Though much of this work more work needs to
can be done by volunteers be done in order to
who give up their time to preserve the archive
work in the Armitt, the from the ravages of
materials to carry out the time.
work are often costly; and
indeed there is some work
that can only be done by professional conservationists.
It has therefore been decided that somehow
the Charlotte Mason archive will need to generate an income to look after itself! Together with
Carroll Smith and other colleagues in the USA
we at the Armitt Library are exploring ways of
offering a service to those interested in Charlotte
Mason and her philosophy whilst generating a
modest income to help to preserve the archive.
Our proposals are far from certain yet, but the
fact that you are reading this indicates that we
are making some preliminary trials. Essentially
we are thinking along the following lines:
• an ‘Armitt Charlotte Mason’ web-site will
be set up, which can be accessed only by
annual subscription;
• the web-site will contain the complete catalogue of the Charlotte Mason archive (the
present on-line catalogue is in fact incomplete);
• the web-site will also carry a termly Charlotte Mason Archive Newsletter, containing
not only news about the archive itself but
also short articles about Charlotte Mason
and about current research, and perhaps
also items about groups and schools using
Charlotte Mason’s methods;
• those who subscribe will be able to request
(within specified limits) photocopies of materials from the archive at the cost of production of the copies.
All archives have inherent problems: they are
mostly old already, and they are getting older by
the year. If we are to preserve the Charlotte Mason archives for future generations, we must
take action now. The above proposals we hope
will go some way to make the preservation of
the Charlotte Mason archives possible.
John Thorley (formerly Principal of Charlotte
Mason College)
The Armitt Library
Ambleside
Cumbria
UK
LA22 9BL
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Mission of the Armitt:
“Visions and Visionaries – People and Place”
To establish for the long term a Centre for the
better understanding and appreciation, by today’s and future generations, of the cultural
heritage of the Lake District through the conservation and enhancement of a unique collection
of writings, photographs and works of art, created by visionary people with a passion for the
area.
Dr. John Thorley – Keeper of the Charlotte Mason
Archive
– Curator, The Armitt Museum & Library
Opening hours:
Museum: Seven days a week 10am-5pm (last
admission 4.30), small admission charge
Library : Monday -Friday 10-4pm, free admission.
It is helpful if anyone wishes to consult material
from the Charlotte Mason Archive if they can let
us know in advance.
Full contact details:
The Armitt Gallery, Museum &
Library
Rydal Road
Ambleside
Cumbria
LA22 9BL
UK
Tel:
+44 (0)15394 31212
Fax:
+44 (0) 15394 31313
e-mail: info@armitt.com

Sursum Corda for Charlotte Mason
by Wendi Capehart
My first introduction to Charlotte Mason was in 1988
through Susan Schaeffer MacAulay’s For the Children’s
Sake. We immediately applied most of the ideas I found
there to our home school. We sang together, read living
books together, learned poetry, listened to classical music, used portions of real books for copywork, and had
picture study. It was lovely, though perhaps somewhat
of a scattergun approach. It was a few years later before
I finally read all of Miss Mason’s books for myself. Once
I did, our methods and practices came together in a
dazzling and delightful improvement in our approach.
Rather than scattergun, we now had a more unified and
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intricately connected approach. Miss Mason’s books
seem hard at first, but a friend of mine offered a really
helpful insight on this: she said that what we read today
generally has one meaningful or practical idea per page
at best-- sometimes there is only one real idea per chapter. The rest of the material is fluff, padding, and chatty
stuff to coast us gently along from one idea to the next
idea, chapters a part. This has made us lazy readers.
Charlotte Mason, in common with most authors before
television reduced our attention span to about 15 minutes, densely packed their ideas in the page. Every sentence, just about, is something you have to think about.
We aren't used to doing so much thinking in our reading, so we think Miss Mason’s books are hard to read.
Once I adjusted my expectations and got down to work
at understanding what I was reading, I had a much easier time of it.I like this approach and it seems tailor
made for my family because, probably, I already loved
books, and this is a literature based approach. I like
Miss Mason’s methods also because I have seen such
rich fruit from them. I love incorporating art, classical
music, hymns, folksongs, poetry, and nature study into
our everyday lives. I agree with what Miss Mason had
to say about the importance of teaching good habits to
our children very early. I agree with her when she talks
about the importance of reading finely crafted literature,
not just goody two shoes books for girls and sword
buckling adventures for boys. I don’t always agree with
her, but I do agree with her more than I disagree with
her. Because Charlotte was unmarried, childless, and
living 100 years ago, some of her ideas are not as practical as I might like. But because she was unmarried and
childless she had far more hours than I do to read, think,
study, read some more, and then refine her thinking.
She gathered her ideas from many sources and developed them into one program, a liberal arts approach for
all ages. She applied all of her ideas to real children,
and then altered her ideas when they didn't work. I
love using real literature for our reading and history.
Ideas packaged in literary language seem to just nestle
down in our souls and linger. We see good fruit from
this method all the time. For example, recently my family vacationed in Washington, D.C. We visited the Supreme Court building. On the west side of the building
are two large bronze doors with panels sculpted in bas
relief depicting historic scenes in the development of
law. One of them shows Lord Coke preventing King
James from sitting as a judge. One of my children had
recently read that story from Winston Churchill’s History of the English Speaking People. She was excited to
see that story on the door. “Oh, it’s Coke!” she said.
“I’m so glad. I just read about him and I didn’t think he
was very well known. He should be.” Miss Mason says
that education is the science of relations, and my daughter certainly has developed a connection with Lord Coke
based on her reading. I don’t recall ever feeling such a
personal interest in the people I read about in my history textbooks.On other occasions my children have
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demonstrated similar connections of the heart. Two
small people at our house pulled out an old washtub
and put it in the grass once, telling me it was their ship
and they were afloat. This was not very long after reading Robert Louis Stevenson’s wonderful poem ‘Three of
us afloat in the meadow by the swing.’ On yet another
occasion one of our fourth graders told us that an adult
Sunday School class on Romans reminded her of
Dicken’s A Tale of Two Cities, because both books
showed how dangerously destructive gossip is. Still
another child told us that walking through our woods
made him feel like he was in the Big Woods with Laura
Ingalls. Our household of nine is peopled by fallen sinners, and every moment of every day is not sweetness
and light. Nevertheless, I could fill pages with the ways
that Miss Mason’s methods, ideas, suggestions, and philosophies have blessed our lives.
On page 231 her book Towards a Philosophy of Education, Miss Mason says that we should communicate to
our children the beauty and truth of mathematics. They
should understand that it is a "great thing to be brought
into the presence of a law, of a whole system of laws,
that exist without our concurrence, -- that two straight
lines cannot enclose a space is a fact which we can perceive, state, and act upon but cannot in any wise alter..."
and this "should give to children the sense of limitation
which is wholesome for all of us, and inspire that sursum corda which we should hear in all natural law.”
Sursum Corda is the name of a particular versicle (a
response exchange, whereby there is a short verse the
minister recites and given response for the congregation’s reply). Sursum Corda is the ‘lift up your hearts’
versicle. So Sursum Corda refers to the portion of the
service when the minister says to the church “Lift up
your hearts” and the congregation responds “We lift
them to the Lord.”
Miss Mason is pointing out that all natural law is
God’s law, and is part of God’s voice to us. Whenever
we learn of one of God’s natural laws, whether it be that
two and two make four and never three or five, or that
apples fall down and not up, or that all things reproduce
after their own kind, or that a blade of grass produces
food from sunlight in a process we now call photosynthesis- it should be to us as though that natural law
were the voice of God (which it is) saying to us “Lift up
your hearts,” and we should feel our hearts naturally,
gratefully, and willingly responding to the voice of God
in affirmation- “We lift them up to the Lord.”
Miss Mason also believed that the very best educational methods would also follow some natural laws or
principles, and she based her method upon her understanding of those principles. For my part, ever since I
first ‘met’ Miss Mason in the pages of For The Children’s
Sake, I have been hearing her say Sursum Corda, and I
have been gratefully responding “We lift them up to the
Lord.
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Announcing

The 3rd Annual Charlotte Mason
Conference
sponsored by ChildlightUSA

The theme for the June 2007 conference will be

ASSESSMENT
with a preconference workshop on Teaching Young Children Math. The preconference workshop will be presented
by Dr. Milton Uecker of Columbia International University, Columbia, SC. Dr. Uecker received his terminal
degree from University of Virginia and completed his
dissertation on teaching mathematics to the young. The
preconference workshop will begin in the morning on
June 6, 2007 and run through the afternoon, and the conference will be begin in the evening of June 6 on the
campus of Gardner-Webb University and run through
Saturday, June 9.

A Word about This Review
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I m a g i n a t i o n
I have often been surprized, that Mathematics,
the Quintessesnce of Truth, should have found
admirers so few and so languid--Frequent consideration and minute scrutiny have at length
unravelled the cause--Viz--That, though Reason is feasted, Imagination is starved: whilst
Reason is luxuriating in its proper Paradise,
Imagination is wearily travelling over a dreary
desert. (Quoted from a Letter dated March 31, 1791 that
Samuel Taylor Coleridge wrote to his brother George
Coleridge) From Collected Letters of Samuel Taylor
Coleridge, Edited by Earl leslie Griggs, Volume I 1785-1800,
Ocford, At the Clarendon Press

the
Review and introduce you to the people behind the
scenes who will be working very hard to make this Review possible. I’ll begin with the goals.

By Carroll Smith

Goals for the Review

We welcome you to our first issue of
the Charlotte Mason Educational Review.
Those of us working together to bring
you this review hope you will get a cup
of tea or coffee, find a quiet place and
moment to enjoy the first issue of the
Review. In a world where we are bombarded by instructional theories, some
which are not sound, we wish to bring
you a bit of good information about
teaching and learning. Welcome to our
first issue of the Review.
This effort is a joint activity between The Armitt Library and Museum, Ambleside, England and ChildLightUSA, which is a nonprofit based in the United
States. ChildLightUSA has a byline of Educational
Thought Transcending Time. In this Review we want to
bring you some of Mason’s beliefs about education that
transcend time.
We are very pleased to have this joint effort from both
sides of the Atlantic. It only seems fitting that Mason’s
beloved Lake District and mother country, the United
Kingdom, be a part of this effort. Due to Susan Schaeffer Macaulay’s book For the Children’s Sake (1984) Mason
has a revival occurring in the United States and the
United Kingdom. We hope to combine this revival with
the source of Mason’s archives to produce a review of
excellent quality for current educationalists interested in
Mason’s work. In this brief note to the readers I want to
explain our goals for creating the Review, briefly describe the organisation of the

There are five broad purposes for this online journal.
Practically speaking we want to provide people with
knowledge and information about Mason. That can
take shape in a number of ways. (1) Our plans are to
look back historically to Mason’s life and times to help us
understand more about her context, her thinking and
ideas. (2) If you will notice in this first issue, there are
articles written by Mason (the past). While we are applying Mason to our current times (the present), we also
want to hear what Mason and those around her had to
say. Therefore, we will include articles from the Parents’
Review and from Mason and others that are applicable to
our theme. (3) Not wanting to live in the past however,
the editors want to make use of Mason’s ideas in our
times. How are her educational thoughts that transcend
time applicable to us in our current situation whether
we live in the United Kingdom, Canada, Australia, Korea, or the United States or any country in the world
today applying her ideas. (4) We hope to reach a wide
audience of Mason enthusiasts. This will include educators from both government and nongovernment schools
as well as home educators, and university faculty. There
will be one article each issue from an educational
scholar. We hope this article will help us work toward
(the future) a greater understanding of Mason’s work
and how we can continue to apply her principles into
the future.
There is one other goal that I have not mentioned. In
fact, it is the primary reason the idea of this Review was
hatched to begin with. To access future issues of the
Review you must register online at
www.childlightusa.org, get a login and password, and
pay a fee. The proceeds from the fee will go to the Ar-
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mitt (5) for the preservation of the Mason archives. According to John Thorley, there are documents that are falling
apart and need rescuing immediately. We want to preserve these documents for future study and research by
those who come behind us in the years ahead. We must
do our part; even those of us across the Atlantic a long
way from the Lake District. We all must share in the
cost and work that is needed to preserve Mason’s
documents. Even after one hundred years she is still
truly God’s gift to us.
These are our goals. As the Review grows and develops, we know that our goals and objectives will do the
same. We ask you to join us in our efforts to save the
Mason archives and along the way enjoy with us reading and learning about Mason’s educational philosophy
and pedagogy.
We welcome your letters, comments, encouragements
and suggestions on how we might improve.
Organisational Structure of the Review
For organisational purposes, each year the Review will
have a theme. During that year we will focus on a topic
that we hope will be useful to readers. We hope to present the theme with a past, present and future perspective as you saw indicated through the goals section
above. We begin with the theme of Imagination (our trial
run). It will be a self-contained theme for this issue only.
Following that we will finish 2007, with the theme of
curriculum. These articles are to be of a pedagogical
(practice of instruction, very practical and useful on a
daily basis) and philosophical nature. We anticipate the
articles will be written by practicing educators (home,
school and university) using Mason’s principles.
Through these we hope to provide educators with valuable resources and ideas to educate their children.
Therefore we hope there will be sections on recent publications of living books, practical application of timetables, explanations of teaching various subjects including
nature study, picture study, history, science and current
ideas that match with Mason’s principles. Through this
effort we hope to provide a means by which educators
can have access to other people who are applying Mason’s broad curriculum in their own experience. In
other words we want to develop a living Mason learning community.
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for this section of the Review whether he writes them or
not. John’s effort on the Review is indispensable. Without resources from the Armitt this Review would be almost impossible to do. Although he is ‘retired’ from the
Charlotte Mason College he is still teaching for Lancaster University.
Next is Megan Hoyt. She will keep us correct. Without her editorial work I am afraid there would be many
spelling, grammatical and structural problems in this
writing. Thank you Megan for your dedication. Megan
homeschools her four children, and she and her husband make their home near Charlotte, NC.
I am Carroll Smith. I spend much of my time at
Gardner-Webb University (North Carolina) where I
teach young people how to become teachers and some
older ones called graduate students. My job on the Review will be to find writers for the scholarly articles and
to find practical writers from university and schools
both government and nongovernment to write about
their everyday use of Mason’s educational ideas. I enjoy
my family (Andra, my wife; Corban and Anna, my children), reading historical fiction, studying philosophy
and educational ideas and going to new places and
meeting new people and gardening.
There will be others helping along the way, and we
will recognise them as they join us in the Review.

Meet the People Behind the Scenes
I want to introduce to you some of the people who are
working hard and diligently to bring you the Review
quarterly. A project such as this has a tremendous
amount of behind-the-scene work orchestrated by many
volunteers. All of us are volunteering our time and effort in order to create more funds for the preservation of
the archive.
Dr. John Thorley, Keeper of the Mason Archive, will be
the editor for historical information on Mason. John
was the last Principal of the Charlotte Mason College,
which is now a part of St. Martins. He has diligently
over the years catalogued and preserved the Mason Archive at the Armitt. John will be the contact person for
the Armitt and will provide much needed assistance
from the Armitt. For this first Review he has written the
article himself. In the future John will provide articles
22
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Listening to Students

Student work will fill this section. This issue features a poem written as narration by Bret Wolfe, age
14; part of an end of term examination describing nature study by Holly Ann Dobbins, age 13; and nature
study drawings by Anna Smith, age 17.
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First, however, he met Diana Vernon,
A beautiful maiden of knowledge and learning.
Frank with Diana fell in love,
With that maiden, as innocent as a dove.
Frank soon was accused very sorely,
Of leaving the man Morris poorly,
By taking the portmanteau he treasured,
Evidently of wealth unmeasured.
He hastened to the judges’ to clear his name,
Of the act which gave him evil fame.
Here he met a man named Campbell,
That cleared Frank of this dire trouble.

by Bret Wolfe

Frank went back to the Hall,
Where he was not so much welcomed at all,
Having aroused all his cousins’ doubt,
As to that crime so worried about.

A stately man in stately attire,
Is sitting behind his desk by the fire,
Reading a letter to himself from his son,
As he sits behind his desk in foggy London.

Frank was angry, but he thought they’d forget,
The crime that they doubted him of yet.
He was innocent, and that put him in the right
Whenever they doubted him day or night.

This man is Mr. Osbaldistone by name,
Part owner of the bank on the shore of the Thames.
His son, Francis, came at his father’s call
From France where he had not learned at all,
At the place his father had assayed
To send his son to learn his trade.

Rashleigh and Frank did not get along,
For both loved Diana of beauty and song.
Rashleigh had tried to win Die’s heart,
But lost it completely by playing an evil part.

Narration as poetry

Rob Roy

Francis refused to succeed his father,
The life of a poet he preferred rather.
His father sent him to Northumberland,
To live with his uncle Sir Hildebrand.
On the road Francis met a man named Morris,
A man quite filled with cowardice.
This man had a valuable portmanteau,
Of which he wouldn’t ever let go.
Francis reached Sir Hildebrand’s safely,
Where he met his cousins Rashleigh,
Thorncliff, Wilfred, Harry and John,
And some others hither and anon.
All were lovers of the chase,
Most devoted hunters of the human race.
Fox and Badger they all hunted,
As they sweated and they grunted.
Spring 2007
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Since Frank his father did not accede,
Rashleigh took his place, indeed.
Frank considered it quite a pity,
And Rashleigh went to London city.
Frank sent a warning letter,
To say to his father he could have chosen better
Than cousin Rashleigh for his new clerk,
As Rashleigh was famous for evil work.
Rashleigh soon betrayed his trust,
For go to Scotland soon he must,
To pay bills of great worth,
To men noble by their birth.
He took the money to Scotland sure,
But all that wealth was too great a lure,
So he took the money as his own,
And O, The great trouble he had sown!
Frank’s father was gone away,
When Rashleigh, his clerk, went astray.
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So Frank went to Scotland with a man,
Who gardened for Sir Hildebrand.
This man was Andrew (A gardener, you know),
Who came with Frank the path to show.
For he was Scottish and knew the way,
To Glasgow whence they traveled next day.
When Diana heard that Frank must leave,
She did not weep, cry, or grieve,
But gave him a small letter sealed,
That would help him out on mount and field.

They rose up early before the dawn
And before Frank had time to yawn,
They were off to Scotland bound,
On their way to Glasgow town.
They traveled across the lonely moor,
Which Frank wished to see no more,
After they finally reached that place,
To which they had run the race.
Frank tried to find his father’s debtors,
Before his father landed in fetters.
But while he was in the church,
A man told him to stop his search.
The man said to meet him that night,
And until then to keep out of sight.
So Frank met this man quite late,
At the determined bridge gate.
This man led Frank into a jail,
To show him a friend who needed bail.
The friend was Owen, his father’s clerk,
Thrown into jail with an evil smirk.
His employer’s creditors carried out this deed,
So greatly against Owen’s personal creed,
As he always kept himself very clean,
He saw their conduct as rude and mean.
A sound was now heard at the door,
And the venerable Baillie stepped on the floor.
The man with Frank seemed disturbed,
To be caught at that hour was very awkward.
He told Frank not to worry,
And then proceeded in a hurry,
To arm himself and take a stand,
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As if to fight while he had a hand.
The Baillie entered with a servant,
And talked with Owen, but he wasn’t fervent.
Rather, he was a man of mild tongue,
Plump and rosy, not very young.
Then the Baillie walked very careful,
To Frank’s friend- Mr. Campbell!
For so was this man, in stature small,
With arms too long, all in all.
Baillie Jarvie was related
To the man just narrated,
Who actually turned out to be,
Rob Roy, as we soon will see.
Frank heard this news quite astonished,
As he listened while Rob was admonished,
For the life he led as outlaw and thief.
Rob said he turned there from vice and grief.
He said the cattle driver he used to be,
Was a different man than who you now see,
He was now branded as a wolf, and traitor cruel,
His very name, MacGregor, being outlawed by rule.
The Baillie gave up this man of wrong,
And told Frank Owen would not be in jail long,
For he had obtained Owen’s discharge
(His crime was not in any way large).
The cold North Wind blew in the door,
Diana’s letter to Frank landed in the floor.
The Baillie got the letter, to Rob Roy it passed,
Saying it had reached its rightful owner at last.
Rob Roy opened the letter and read,
The words that the gift letter said.
He told Frank to meet him soon one night,
For Frank he could help, and help he might.
All these men departed thence,
Ready to go, especially since,
The night was so cold, and wet,
And they hadn’t had any sleep yet.
Next day Owen was released,
The charges against him had been ceased.
Frank went in search of the man,
Rashleigh, who stole from his employers’ hand.
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Frank went o’er to the college,
At which, he had been given knowledge,
His enemy stayed, and here Frank found,
The man he was looking for, by chance profound.
He engaged Rashleigh in deadly duel,
With short sword as only tool,
To kill his hated enemy and foe,
That had caused his father so much woe.
Frank his foe was just about to kill,
His dreadful hated enemy, until,
Rob Roy MacGregor himself appeared,
And the combatants from each other steered.
He made the two men to depart,
To cease their horrid, deadly art.
Rashleigh left, as did Macgregor,
After reminding Frank to meet him in the heather.
Frank went to the doctor’s house,
After his hot anger was doused.
Here he had bandaged a wound,
That flowed blood enough to make one swoon.
Frank considered the offer of Rob,
He wondered if this man could do the job,
Obtaining the money that Rashleigh took,
And render punishment to that crook.
He decided to take the course,
Of having the Baillie’s wise discourse,
Upon the matter, and he went,
To Jarvie’s house, hoping for consent.
He talked with the honorable man,
And decided upon the plan,
Of going to meet the Highlander,
From this course Frank would not defer.
Andrew and Jarvie decided to go,
The Baillie wanted to know,
If Rob had money that he owed,
To Jarvie, a great load.
Next day the three set off,
Over mount and into trough,
They again crossed lonely moor,
And that night stayed at an inn very poor.
Next day they reached their goal,
The sight of people was good for the soul.
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Rob, however, had stayed away,
He told them to meet another way.
Rob had enemies in this place,
That would be glad to give Rob a chase.
He told them of a place to meet,
He told them to be swift and fleet.
Next day Frank and Jarvie found,
An English army did surround,
The inn where they had slept,
Where in the night they had stealthily crept.
They then, by mistake or true, took
Frank and Jarvie prisoner, and forsook
All their pleas of pure innocence,
And told them to leave now thence.
So Frank and Jarvie did depart,
When the English army did start,
And up a hill did wend their way,
Not wanting long to stay.
They advanced forward and heard a sound,
Of bagpipe tunes from around,
A bend behind that they had passed.
The commander said to advance- and fast.
They hurried on through dark forest,
And came to a cliff and clearing at last.
But then they heard a dreadful cry,
Eerie enough to make one die.
An armed party came out from the wood,
And then before them stood,
Rob’s wife Helen, firm did she stand.
She cried out and the fight began.
The fight waged hot until,
All the English the Scots did kill.
They captured Frank and the Baillie,
Who at the moment did not talk gaily.
A party advanced up the path,
And further increased Helen’s wrath,
By saying that Rob was caught,
And in some way must be bought.
Frank and Jarvie then were sent,
To see if the English could be bent,
To spare Rob’s liberty and life,
To save his sons and his wife.
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The two did wend on their way,
To the English camp where Rob did stay.
The English would not listen to terms,
In their decision they were firm.
The English took Jarvie and Frank along,
When they came to a river, it wasn’t long,
That Rob escaped, as well as Frank.
Frank hid, till the night dark and dank.
Frank then left the way that they came,
When he was caught by a cloaked dame,
Diana Vernon mysteriously appeared,
And nothing could his doubts have cleared.
She gave him a packet and said goodbye,
He’d see her no more till the day he did die.
A man was with her, she’d married him,
No longer able to please her own whim.
When they departed Frank walked in quiet,
Until from out of the dark night,
A hail- from Rob! Sweet company.
They walked along till the break of day.
They came to the inn where Frank had stayed,
But now the English had gone away.
Here he met Jarvie and stayed till night,
When he slept peacefully quiet.
The next day did Frank depart,
With Jarvie he left with light heart,
For the packet Diana gave him,
Was the money for his father grim.
When they came to Glasgow at the sunrise,
They found waiting a pleasant surprise,
Frank’s father was there to greet his son,
He had come quickly from his home, London.
Frank triumphantly gave the packet,
To his father, who made quite a racket,
Thanking heartily his good son,
For the care he had shown and all he had done.
Now Frank went to his uncle’s house,
Which he had inherited by circumstance.
While there he finally discovered,
What was so long secretly covered.
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Her father was an exile in hiding,
The man who was with Diana riding.
Frank promised to keep the secret,
And Diana and her father he let,
Stay in the mansion; remain in hiding,
And he was not long in deciding.
Rashleigh, however, learned the plan,
To hide the exiled church man.
He gathered a party to regain
The house and man, for personal gain.
When he arrived the exile ran,
But was rescued by one man.
Rahleigh almost had the exile trapped,
When Rob Roy his life candle capped.
In a battle between Rashleigh and Rob,
MacGregor stabbed the evil snob.
The wicked man died in hate,
Met his destined evil fate.
Diana and her father escaped to France,
Frank was sad but glad at this circumstance.
But Diana in a convent was placed,
To which Frank speedily raced.
He brought Diana home and then,
with his father’s permission he began,
A new family, he married Diana,
In his loved home, Old Britannia.
Rashleigh’s dead; Rob Roy has life,
Diana Vernon is Francis’ wife.
And among peals of laughter,
The two lived happily ever after.

Nature Study
Written by a 7th grader at Perimeter School in Georgia this
also is a description of how one school approaches nature
study. Throughout this section are pictures of Anna Smith
doing a nature study.

In the apartment that he took repose,
Diana and her father abode.
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by Holly Ann Dobbins,

7th Grader, End of Year Exam Question
Perimeter Christian School, Duluth, Georgia
Our nature studies help us to pay attention to the
fine details and mini-miracles within God’s creation. We observe the great
care God took in the creation
of the world and how creative and precise He was and
is.
To complete our nature
studies we use a method
called dry-brush. Each colour is carefully mixed to make it match as closely
as possible to the colour of the object being studied.
Then, a minimal amount of paint is picked up with
the brush and is carefully applied to the specific
area where needed. Minimal water is used so that
the paint does not run or buckle the paper. Also,
when paint is mixed none of the green provided in
our paint set is used. We must mix our own from
yellow and blue.
A good nature study on a complicated subject can
take hours. Silence is essential for concentration,
accuracy, and full benefit.
Once a nature study is
complete labeling on the
page is accomplished.
This should be done in
pencil and neat print. In
the upper lefthand corner
the common name is
listed with the scientific name directly underneath.
On the opposite corner, the upper righthand, the
date is placed. Notes such as where the object was
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obtained, why the nature study was done, or in what
class it was done are
written in the lower
righthand corner.
The painting is
signed in the lower
left corner. These
notations provide
information and
bring back memories
years after the artwork is
complete.
I love doing nature
studies. They help me
better appreciate and understand the beauty of
God’s creation. They [nature studies] make things
real. Suddenly, I’ve gone beyond dissecting a
mushroom to taking time to examine and study the
gills on which spores are produced. A leaf becomes
more than a little blob of green to a whole world.
Upon examination, many things in our wonderful
world bear symmetry and personality, and all things
bear the fingerprints of God.

In The Classroom
Handwork
by Elizabeth Stewart and Lisa Cadora
The widespread teaching of “handwork” or “handicraft” in the schools and homes implementing Charlotte
Mason’s program is well documented in the class
schedules and curriculum of the Parents National Education Union. Today, any thorough attempt to emulate
her philosophy must also embrace the significant values
and goals of this simple practice. In brief, “handwork”
was the practice of including in the curriculum time
aside each week to work with one’s hands in order to
produce a thing of beauty and usefulness. Building
birdhouses, embroidery, paper-cutting, weaving, metal
work, and pottery are some examples of handwork.
Ironically, however, to fully understand and apply these
ideals, we must look outside of Mason’s work to find
the sources for her vision. Here we, too, can be inspired
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by handwork’s importance in developing children’s “relations” with the world, building their habits of character, and maintaining their humanity in a mechanized
age.
Charlote Mason actually wrote very little about
handwork. She assumed that it would be practiced, and
merely advised that students not be “employed in futilities” -- that is, the handwork they did should result in
an authentically useful product. She also instructed that
students not be permitted to work sloppily, but should
be engaged in working slowly and carefully at projects
that were “within their compass” (Home Education, Vol.
1). A handcraft lesson was not a time for self-expression
per se, but for submitting oneself to learning established
skills, resulting in products both beautiful and functional.
An excerpt from an 1897 Parent’s Review article hints
at a rationale for handwork. Francis Steinthal, an associate of Mason’s, observed that “Manual training
[handwork] should form a part of a sound general education... [U]nless our young people are provided with
some means of training the physical movements, part of
the brain must be permanently enfeebled.” This suggests a connection to Mason’s desire for students to
“make valid the many relations proper to him”(Vol 3,
School Education). Running and skipping are physical
ways of strengthening relations with the student’s
world; so, too, are needlework and pottery.
We have found that providing opportunities to learn
the basic skills of working with clay, cross-stitch embroidery, jigsaws, or cake decorating has challenged all
children physically and allowed those skilled in using
their hands to shine. (Interestingly, handwork has often
afforded a genuine struggle to children gifted in more
verbal areas.) Learning these skills has also established
“relations” with the larger community of people who
practice them, connecting us to bodies of knowledge,
traditions, and people outside the “academic” curriculum.
In addition to fostering connections, handwork also
develops another part of the brain—the pathways worn
by habits of character. Mason was certainly aware of
and likely influenced by the Scandinavian educators
Uno Cygnaeaus and Otto Salomon. In 1863, Cygnaeaus
introduced slöjd (“sloyd”) work such as basket weaving,
metalworking, and woodcarving as standard practice in
Finish general schools. Later, Salomon convinced the
Swedish government to include the program in its state
schools. With the stated aim of developing strong personalities rather than brains packed full of facts, he successfully argued that sloyd work allowed students to
gain problem solving skills, a work ethic, and personal
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pride in their efforts. It also captured the students’ interests, which he believed was the basis for all real learning. Mason was obviously sympathetic to such likeminded educators, including sloyd in her list of handwork activities.
Our experience has confirmed the sloyd ideals.
Through many incidental experiences, children involved in handwork have developed perseverance, patience and flexibility, cheerfulness, careful attention, industry, submission to the constraints of the medium,
and pride in a job well done. They have practiced courtesy towards the guest teachers and generosity with
what they’ve made. They have learned to try new
things! Handwork has become vitally interesting, providing a welcome change from the traditional tasks of
reading, writing, and discussing.
What is more, handwork’s value in developing character runs deeper than the formation of habits. Rudolf
Steiner, an “educationist” of Mason’s day, shared her
concern for preserving educational practices that acknowledged persons as wholes—intellect, physical
body and spirit—as a check against the depersonalizing
effects of increasing industrialization and the growing
mechanization of everyday life. Presciently, he believed
that the rapid production of seemingly flawless items en
masse would lead to apathy, consumerism, and other
social ills. In contrast to the uniformity of manufactured
items, however, the very irregularity of handmade objects bore witness to the dignity of humanity. Steiner
believed that experiences in handwork cultivated the
child’s sense of humility in relation to the rest of nature,
and that, therefore, handwork and other experiences in
the arts were important for the child’s moral development (Iannaccone, 2001).
It has been our experience that, just as Charlotte Mason and others recognized, including handwork in a
school’s curriculum does effectively restore something
uniquely human to education. It has given us a setting
in which to get to know aspects of each other and ourselves that we don’t often have time to explore. Enlisting parents and other community members to teach
handwork has allowed us to value the skills and interests of others and to experience a natural and less formal teacher/student relationship with them. They have
influenced students to adopt healthier pastimes,
equipped them with new skills and ideas with which to
make gifts for friends and family, and expanded their
interests and affections. In an age more mechanized
than Mason’s the very humble humanness of handwork
is more necessary than ever.
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