Chapter 1

DEFECT AND COMPENSATION'

1

In those systems of psychology, which place at their center an integral approach to
personality, the idea of overcompensation plays a dominant role. “What does not destroy
me, makes me stronger” is the idea formulated by W. Stern when he pointed out that strength
arises from weakness and ability from deficiencies (W. Stern, 1923, p. 145). The psycho-
logical trend created by the school of Adler, the Austrian psychiatrist, is very widespread
and influential in Europe and America. This so-called “individual psychology” (i.e. the
psychology of personality) has developed the idea of overcompensation into a whole system,
into a complete doctrine about the mind. Overcompensation is not some rare or exceptional
phenomenon in the life of an organism. An endless number of examples can be given
demonstrating this concept. Rather, it is to the highest degree, a common and extremely
widespread feature of living matter. True, until now no one has worked out an inexhaustible
and comprehensive biological theory of overcompensation. In a series of separate areas of
organic life, these phenomena have been studied so thoroughly and their practical application
is so extensive that we have substantial grounds for talking about overcompensation as a
scientifically established, fundamental fact in the life of an organism,

We inoculate a healthy child with a vaccine. The child endures a mild case of the disease
and upon recovering becomes immune to smallpox for many years. This organism acquires
an immunity, i.e. it not only has recovered from a mild illness which was brought on by
inoculation, but comes out of the disease healthier than before. This organism succeeded in
producing an antidote which was considerably stronger than the vaccine administered. If we
now compare our child with others who have not been vaccinated, then we shall see that
with respect to this terrible illness he is overly healthy: he will not only not become ill now,
like other healthy children will, but he will not even be able to become sick, he will remain
healthy even when this poison again infiltrates the bloodstream.

While at first glance paradoxical, this organic process which transforms sickness into
superior health, weakness into strength, and infection into immunity, bears the label of
superior overdevelopment or “overcompensation,” as some authors say. This means, essen-
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1y, that any injury fo or negative inflience on an organism evokes from it detensive
reactions which are considerably more energetic and stronger than 1s necessary to render the
immediate danger harmless, An organisni represents a refatively closed. internally connected
svstem ol organs which possesses a large reserve of potential energy and concealed strengths.
1na moment of danger itacts as a unified Gintegral) whole, which mobihizes its latent reserves
of accumubated strenoths and bombands the endangered location with much arger doses of
the antidotes than the duse of bacteria threatening it In this way, the organism not only
compensates for the harm mtlicted on it but always generates a surphus (of the untidote).
gaining superiority over the danger and rendening the erganism considerably more able (o
defend itself thun betore the onset of danger.

White blood cells rush to the infected area in greater quantity than is needed to combat
the infection. This. too, is an example of overcompensation. [fa tubercutosis patientis treated
with an injection of tuberculin {i.e. tiubercle bactlus) then the organism is being counted on
to overcome it. The discrepancy between irritation and resction. the nequality between the
action and the connteraction within the organism, the sumplus of the antidote, the cultivation
ol superioe health through disease, and the ascendaney to a higher stage by overcoming
dunger are all important factors for medicine and pedapogy. treatment and education. Fven
in psychology this phenomenon was widely adopted when the mind began to be studied not
in ssolation from the oreanism --a soul dissected [fom the body — but within the organism’s
svsten, as its distinet, unique and higher function. Overcompensation was fuumd to pliw
lesser robe i the svstem of personality. it will suffice to ook at modern psycntechnes
where such an inportant personatity forming function as physical exercise essentilly
amounts to the phenotenon of overcompensation. Adler turned his attention fo defectivels
functioning organs which had been impeded or destroved as o result of & handicup. Such
organs out of eeessity enter inte combat and struggle with the extermnal world o which they
must adiust. This straggle is accompanied af times by increased illness and faality but it
wlso bears the seeds ol inereased possibilities for overcompensation (A Adler, 19271 1n the
case o e or removal ofone of two organs (3 Kidney, a Jungh. the other organ takes vver
the Tull fonetion of both and develops in i campensatory manner. Similacls . the central
nervous systen takes over the compensation uf o single impatred argan, detemunng muere
precisely and perfecting the work ol that vrgan. The psyehiological systenm superinposaes on
that eran o psvehological superstructure which elevates and increases the eitivieney vt the
TCNLHNINE OFEA’s opeialion.

“The sensiation of having a defective organ constantly stimulates the individual™s
pryveholugical developmient,” Adler quotes O, Ruele (1926, p 10},

The fecling or consciousness of one’s inferiority, cawsed by an mdividual’s defect,
reflects an evaluation of one’s social position. This feeling becames the prinry driving
force behind psvebological development. “Significantly intensifying the phenomena of
presentiment and Toresight along with their operating factors such as memors - mtwinon,
attention, sensitivity, iterest, in g word, all the psvehological features™ (p. 1111 overcom-
peasation leads to (he consciotisness ol superior health in o diseased ergamsm, w e
transferniation of an imferionty complex into o superiority complen, o defeet into piftedness
and ability, Taving stugpled with o speech defect. Demusthenes went on t become one of
Greeee's preatest arators, 1T was siaid ot him that he acquived s great art by increasing Ins
natural bandicap, by magnitymg and multiplying the obstacles, He practieed his speech
pronuaciation, filling his mouth with stones and tnving o overconte the roar of the ocean
waves which muftled Nis voiee. “Se non vera, ben trovate” (Even it bs ot true, it s well
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thought up), goes the Halian proverb. The way to perfection is through the conguest of
obstacles. The obstruction ol a function stimulates a higher level of its operation. In similar
ways, L. von Beethoven and A. 8. Suvorov serve as examples of this, The stuttering K.
Demulen was an outstanding orator; the blind, deaf-mute Helen K eller? a famous writer and
pruphet of optimism.

2

Twao circumstances foree us to take a special look atthis doetrine, First olall, particularly
in the ¢ircles of German social democracy, it is often linked with the teachings ot K. Marx.
Second. this doctrine is intrinsicatly tied to pedagogy in theory and in practice. We will put
this guestion aside inasmuch as the doctrine of individuat psychology is connacted with
Marxism; the solution of this question would demand a special investigation. We note only
that there have already been attempts made to synthesize Marx and Adler and to study
personality within the context of the philosophical and social system of dialectical nuteri-
alism. We are attempting to understand the reasoning belind the rapprochenent of these
two lines of thought.

A new direction has already emerged. separating itself from the school of 8. Freud®* as
a result of the differences in political and social views of the advocates of psychoanalysis.
Apparently the political side played a significant role bere inasmuch as F. Wittel (1925) tells
how Adler and some of his supporters withdrew from the psychoanalytical circle. Adler and
his nine friends were Social Democrats, Many ofhis followers like to stress this point, Ruele
(1926, p. 5), who attempted to synthesize Marx and Adler in his work on the psychology of
the proletarian child, states that “Sigmund Freud up until now has done every thing to make
his teachings availuble and useful only to the reigning social strata. As a counterbalance, A.
Adler’s individual psychology bears a revolutionary character and its conclusions fully
coincide with the principles of Marxist revolutionary socialism.”

As has already been mentioned, all this is debatable, but there are two aspects which
make such a rapprochement psychologically possible and warrant attention,

The first1s the dialectical character of the new doctrine; the second is the social basis
of'the psycholegy of personality. Adler thinks dialectically: personality develops by means
of oppasition. A detect, ineptitude, or inferionity is not simply a minus, a shorteoming, a
nepative attribute, but also a stimulus lor overcompensation. Adler introduces “the basic
psychological Taw of dialectical transformation: as o result of a subjective feeling of
inferionty, an organic defect will be transformed into a psychological drive to compensate
and overconpensate” (A. Adler, 1927, p. 57). From this position Adler allows us 1o include
psychology in the context of  broad biological and social doctrine. Indeed, all true scientilic
thought 1s advanced by means of dialectics. Even Charles Darwin® taught that adaptation
results fromuntitness, from stugete, destruction, selection. Marx, (oo, taught that in contris
o wtoptan seciahism, the development of capitalism will inevitably lead to communism
through the dentise of the capitalistic dictatorship of the proletariat and will not retreat to the
sidelines somewhere, as might seem possible from a superficial glance. Adler’s teachings
also atteniptioallustrate how an expedient and higher level arixes from an inexpedient lower
level

As A B. Zalkind comectly noted, the psychology of personality breaks away from the
“hiological stimulus approach to personality” and manitests itself as a really revolutionary

Chapter |

characterological movement™
dynamic, tormulating forces |

p. P77 Adler’s teachings stam
of I, Kretschimer,” for wham ;
and “the entire subsequent
unfolding of that basic binlop
teachings, however, are also i
set Adler apart from Freud- thi
and the idea of the ultimate ¢
essential connection between |
ment of personality and charie
a suecession of combative shy
definite position with respect |

the social environment. In thy
existence of a defect i itself'
realization. [n connection with:
each psychotogical act not on:
future direction of personality:
Simply put, understanding psye
and the past essentially repres
movement, and o bring to lighl
Adler’s teachings on the stmct,
tuture-onented perspective, wl
vative, backward-looking teacl

Just us the lite ot each vrpa
dynatities of personality are 1,
think, feel, want, or act witlowt
a single act and the developie:
of their future-onented tendenc
dramativ character created by u
act” (ibid., pp. 2-3).

The future-onented persp:
processes, hrngsus wone of thy
mdividual psyehological peday
application of Adler’s psycholo:
we have just described. pedipy
biological sciences, engineanr
sciences: nantely. the highest o
only by upplication. From the w,
helps us understand child develd
state of chitdbood lie the very s
of functions, The more adapted:
for future development and rear
of inferiority. Hence. ineptiey
childhood developmert, Such
pedagogy. Just as the flow of o



Part |

eetion is through the conquest of

wr level olits operation. In similar
amples of this. The stittering K.
Helen Keller® a famious writer and

s doeiine. First ofall, particularly
cedd with the leachings of K. Marx.
heory and in practice. We will put
] psyehology is connected with
pecial investigation. We note only
e Mars and Adler und 10 study
ocial systemm of dindectical nuteri-
¢hind the rapprochenient ol these

AF frum the school o 8. Freud* as
[ the wdvocates of psychoanalysis,
amasmuch as FLWattel (1925 tells
psychoanalyrical cirele. Adler and
wers ke o stress this point. Ruele
cnhis work on the psychology of
now hus dune every thing to nuke
nal straty As a counterbalance, A
wiscler and ity conclusions tully
falism.”

L but there are two aspects which
| warrant attention,

ne; the second is the social basis
y: personality develops by means
amply 4 mimus, o shortcoming, a
tion. Adler introduces “the basic
esull of 4 subjective teeling of
sychological dove to compensate
usition Adler allows us to include
doctrine. Indeed, all true scientific
s Dawin® taught that adaptation
LA oo, tght Ot in contrast
I inevitably lead w communism
oletariat and will not retreat (o the
erficnl glanve, Adler™s teachings
Larises fromman inexpedient lower

persotiality breaks away from the
s iselt ™ as a really revolutionary

Chapter | 55

characterological movement” because, in contrast 1o the teachings of Freud, it puts the
dynanne, formulating forces of history and social life in the place of biological fate (1926,
p. 177). Adler’s teachings stand in opposition not only to the reactionary biological schemes
of Y. Kretschmer,® for whom an innate constitution defines body structure, whife character
and “the entire subsequent development of hunun character is equated with a passive
unfolding of that basic biological type inherent in man” (Zalkind, ihid. p. 174). Adler’s
teachings, however, are also in opposition to Freud's characterological system. Two ideas
set Adler apart from Freud: the idea of the social basis for the dey elopment of personality
and the idea of the ultimate direction of this process. Individual psychology negates the
essential connection between the organic substrata and the overal! psychological develop-
ment of personality and character. The entire psychological life of an individual consists of
a succession ol combative objectives, directed at the resolution of a single task: t secure i
definile position with respect to the immanent logic of human society, or to the demands of
the social environment. In the last analysis, the fate of personality is decided not by the
existence of a defect in itself but by its social consequences, by its socio-psychological
realization. In connection with this, it becomes necessary for the psyehologist to understand
each psychological ucl not only with respect to the past but also in conjunction with the
future direction of personality. We may call this the ultimate direction of our behavior.
Simply put, understanding psychological phienomena from the perspective of bath the future
and the past essentially represents the dialectical need to perceive phenontens in eternal
movement, and to bring to light their future orjented tendencies, deternined by the present.
Adler’s teachings on the structure of personaliy and character introduce a new and profound
future-onented perspective, which is valuable for psyeliology. It frees us trom the conser-
vative, backward-looking teachings of Freud and Kretsehiner.

Justas the bite of each organism is directed by the biological need w adapt. so. too, the
dynamics of personality are guided by daily social demands. “We are not in a position 1o
think, feel, want, or act without some kind of goal before us,” states Adler {1927, p. 2. Both
a sigle act and the development of personality as a whole may be understood on the basis
of their future-onented tendencies. In other words, “The psychological life of a man, like a
dramatic character created by u good playwnight, strives for it final denouement of the fifth
act” {ibid., pp. 2-3).

The future-onented perspective, introduced by this interpretation of psychological
processes. brings us to one of the two aspects of Adter's method which compels ourattention:
individual psychological pedagogy. In Wittel's opinion, pedagogy is the main area of
application of’ Adler’s psychology. At the same time, with respect to the psychological trend
we have just deseribed. pedagopy occupies the same place that medicine does for the
biological sciences, engineering for physics, and chemistry and puolitics for the social
sciences: namely, the highest category of truth, since man proves the truth of hys thoughts
anly by apphication. From the owset, it 1s ¢lear why precisely this psyelological movement
helps us understand child development and child rearing: in the unsocialized and unadapted
state of childhood lie the very seeds of overcompensation, ot the superior overdevelopnient
of functions. The more adapted some young animal species are, the smaller their potential
for future developnient and rearing. A guarantee of superionity 15 given only b the presence
of Infenority. Hence, ineptness and overcompensation represent the motive forces of
childhood development. Such an understanding gives us the kev to classical psyvcholopy and
pedagogy. Just as the low of a current is defined by its shores and its river beds, similarly,
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the main psychological line of a growing child's developnient is defined out of objective
necessity by the social channel and social shorelines shaping personality.

3

The ductrine of overcompensation has an important significance and serves as a
paychological basis tor the theory and practice of educating a child with a loss of hearing,
sight, and so forth. What hotizons will open up (o the pedagogue, when he recognizes that
a defect is notonly a minus, a deficit, or a weakness but alse a plus, a source of strengih and
thatithas some positive implications! In essence, psychologists learned this a fong time ago:
pedagogues have also known this. Only now, however, has this most fundamental luw been
formulated with seientific aceuracy. A child will want to see everything if he is nearsighted.
hear eserything if he has o hearing loss: he will want to speak if he has o speech problen or
dostutter. The desire to fly will appear i chiidren who experience great difficnlty even
Jumping (A Adler, 1927, p, 87), The dynamic forces ol any educational system spring
precisely trom this opposition between a given organic defect and desires, tantasies, and
dreams, that 1s, the psychological drive to compensate for the defect or loss. In educational
prictice, this is confirmed at eyvery step. It we hear that a boy limps and therefore runs better
than anyone else, we understand that itis a question of this very Jaw, Ifexperimental research
shows that, i companson with the maximum reactions oceurring under normal conditions,
greatly accelerated and intensified reactions will oceur in the face of obstacles, then again
we have the same lipw

The concept of exemplary human personality which includes an onderstanding of its
orpanic unity must serve as the basis tor educating an abnormal child.

Incontrast with other psychologists, W, Stern examined the structure of personality in
greater depth. He presumed the following, “We have no right to conclude that a person with
an established abnorality has a propensity forabnormality, Inthe same light itis impossible
o reduee a given abnormal personality to a specitic isolated characteristic as the sole primary
cause” (W Stern, 1921, pp. 163-164),

We shall apply this law o somatics and psychology, 0 medicine and pedagogy. In
miedicine, there is o growing tendency to base the sole criterion for health or iiness on the
guestion of whether or not the entire organism functions expediently, while individual
abnormalities are taken into account only inasmuch as they are normally or insutticiently
compensated [or by other functions of the vrganism (ibid , p. 1643, Moreover, in psycholopy.
nricroscopic analysis of abnorniadittes has led to reevaluation and an examination of these
funcoons as an expression of an overail abnornality in the personality. 1 we are 10 apply
Stern’s ideus to education, then it will be necessary fo reject both the concept and the term
“defective (himdicapped) children.”

To Lapps exanned this question i the light of a general ki for all psyehologicat
acnvity, which he called the law of damned up energy (zakon supricd).

"l uny psychological eventis interrupted o impeded in its natiral course, or it at some

point. an alien clement intrudes, then there occurs a floud of energy at the point of

imterruption, delay. or agitation in the course of the psychological event™ (T, Lipps, 1907, p.
127} “Lnerpy v concentrated at the given point: iGis increised and can overcome the delay.
[t may continue to law but in a reundabout way. Here, among other things, the high value
placed on things lost or damaged is relevant” (ibad, po 1227, Tinds constitutes the man idea
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of overcampensation. Lipps gave this law universal significance. In generat, he viewed uny
drive as a manitestation ol this phenomenon (“of flonding™). He explained not only comie
atd ragic experiences but also copmtive processes by the operation of this law: " When there

APPEATS SOME oi‘nstacie, any pll]‘Pl’].\'L‘{‘Llll acl{v;l)' will necessanily be channeled through sone
previous annless, automatic event.” Present in the danmmed up energy 15 the “tendency to
move to one stde. The goal, which is impossible to reach by a direct path, 15 attained thanks
(o an avertlow of force channeled by one such detour™ (ibid, p. 279).

The goal of anv menta] progess can be attained only thanks o some difttculty, delay,
or obstacle, The pout of interruption of any awtomatic tunctivn becomes a poal lor other
functions; now directed at this pomt, they are transfomed into purposetul (goal-oriented)
activity. For this reason, a defect and the resultant disruption of the nonmal Tunctioning ot
personality become the ultimate develapental goal for all individus! mental powers. This
15 why Adler called a defeet the basic motivating foree in development and the final goal in
life’s plan. The formula “defect overcompensation” is the main line of development for u
child with some functional or organic detect. Thus, the “goal” is defined belurehand, yet
only seems to be the goal, when in fact it 13 the primary couse of development.

The education and rearing of handicapped children should be based on the fact that along
with @ defect come combative psycholopical tendencies and the potential for overcoming
the defect. Education of these children should take into account thut pracisely these
tendencies emerge in the foreground of a chuld’s development and mmst be included in the
educationul process as his motivating strength. Construeting the entire educational process
on the basis of natural compensatory drives does not mean allevinting ol ditficaitios that
arise as a resuit of the defect Tomeans mstead concentrating all strengths on the compensation
ot the defect, selecting, in the appropriate sequentia] order, those tasks which willbring aboot
the gradual formanon of the entire personality from a new <tandpoint,

What a liberating truth for the pedagopie! & blind child devetops u psvehologica
superstructure circlmventing his impaired vision with only one poal tin nund: o replice
sight. Lsing every possible means avaslable to hint, o deatehild works out wass fo oy erconie
the isolation and seclusion caused by his dealness. Up w now we have neglected these
psvehological powers. We have not laken into account the desire with which such a chitd
strupples o be healthy and fully accepted socially. A defect has been staticallv viewed as
merely g defect, a minas,

Fducation has neglected the positive forces created by o defect, Pxychologists and
pedagopues have notbeen acquainted with Adler s law of the opposition hetween a phvsical
hundicap and the psvehalogical dnives o compensate. They have taken inte account anly
the former, the defect. They didn't understand thar a handicap is not just wn mpoverished
psvchological state but also a source of wealth, not just o weakness hut a strength. They
thought that the development ol a blind child centers on his blindness. As 1t narns out, Jus
development strives to transeend blindness, The pavchalogy of blindness is essentially the
psychalogy of victory over blindness,

An naccurate understanding of the psyehology of the handicapped has caused the
failure of traditional edeention tor blind and deat ehildren. The previous understanding oi'a
defect only as a detect i< sindar (o the view that the vaceination of a healthy child merely
cultivates disease w hint In fact, 1t produces superior health. It is mosy important that
education depend not only on the development of natural strengihis but also on the ultimate
goal ward which they mustbe ornented. Full social esteem is the ultimate aim of education
inasmwich as all the processes of overcompensation are directed at achies ing social slatus,
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Compensation strives not for further deviation from the norm, even in a positive sense, but
for a supenor, it somewhat one-sided, twisted, hypertrophied development ol personality,
it nevertheless strives in the direction of the norm and toward an approximation of a certain
normal secial 1ype. A defimite social type always serves as the norm for overcompensation.
We will tind in a deaf-mute child, cut of f from the world and excluded from all social contact,
not a decreased desire to communicate but an intensitied desire to be included in social life,
Such a ehild’s psychological capacity tor speech is in reverse proportion to his physical
ability 10 produce speech. Although it may seem paradoxical, a deaf child, even more than
a normal child, wants 1o speak and vigorously (impetuously) gravitates toward speech. OQur
educational system has sidestepped this issue, and the deat, without any instruction and in
spite of it, have created their own language, arising from this desire to communicate, This
is something for the psychologist to examine, Herein lies the reason why the deat-mute have
failed to develop oral speech. In exactly the same way, a blind child develops an increased
ability (o master space. In comparison with a seeing child, the blind child has a greater
sensitiviry toward that world which is accessible (0 us without the slightest difficulty, thanks
to sight. A defect is not only a weakness but also a strength. In this psychelogical ruth lie
the alpha and omega ol social education tor children.

4

The ideas of T. Lipps, W. Stern, and A, Adier contain a wholesome nucleus tor the
psychology of the education of handicapped children. These ideas, however, are obscured
by their vaguencss, and i order to completely grasp their significance, we must explain
maore precisely how they relate to other psychological theones and views which are similar
In tormy or spirit,

First of all, the unscientific optumisin which spawned these ideas easily arouses our
suspicions. I every defect gives reign to some compensatory strength, then it can be seen
as a blessing. Ts this really true? Overcompensation, in fict, is only one extreme of two
oppusile outcames, one of twa possible poles of development affected by a defect. The other
extreme is the total fallure to compensate, retreat into illness, neurosts, complete asociality
froma psychoelogical stundpoint. Unsuccessful compensation transfonns the child's energies
tnte i detensive battle with illness, dirccted toward a false goal, heading life’s entire course
along a false path. Between these two extremes we (ind every possible degree of compen-
sation from minimal to maximal,

Secondly, these rdeas are casily confused with directly opposiug views and can be
mistaken for a retumn to the past, o a Christan mystical notion of weakness and suftering.
Do we not find in the ideas indicated above a ngh value placed on the superiority of illness
at the expense of health, oo the recognition of the henefit of suffering, and, in general, on
the cultivation of weak, wretched, and impotent forms of lite to the detriment of the strong,
the normat, and the powerful? No, the new docinne places a high value not on sultering
itself but un evercoming it not on the humble acceptunce of a defect but on nutiny against
it; not on weakness alone, buton the impulses and sources of strength engendered in it. Thus,
the new doctrine is diametrically opposed to the Chnstian understanding of the sick. At issue
is not poverty but potential wealth of spint; misery becomes the timpulse tor overcoming

weakness and building up strength. Thereis a close alfinity between Adler's 1deal of strenpth

or power and the philosaphy of F. Nietzsche,” for whom the will to power was the primary
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motivating drive i man’s psychological makeup. However, Adier’s view that socja]
significance is the ultimate goal of compensation just as clearly divorces psychology hoth
from the Christian 1deal of weakness and from the Nietzschean cult of individual strengrh,
Third, we myst distinguish the dactrine 01'defecr—m«'ercompensalion from the old, najve
biological theory of organic tompensation or, in any case, fromthe theory of the substitution
of sensory organs fHr. vicarious Sensory organs. Doubtless. this view already contained the
first presentiment of that truth which States that the failure of ope function serves g the
mmpetus for the developiment of ather compensatory functions, Rug this presentinent iy
expressed naivelv and s distorted, The relationship between SEMSOIY organs may he
compared to the relationship between paired organs: touch and hearing directly Lompensate
for the loss of sight in the same manner as one healthy kidney will take over the tunction of
the other diseased one In this case (he tmpaired organ (the cye) automatically capitulares o
the healthy organs and recedes intog the background while the ear and skin, leaping over af]
sociopsychological instances, gre stimulated to Compensate. Atter all, logg of sight does not
affect the vial angd necessary funetions. Seienee and practice have long since exposed the
s}mncomings of this theary. Factual research has shown tha intensification of hearing ang
touch does not oeeyr automatically us a regylt of mpaired vision (K. Buerklen, 1924).
the contrary, in 4 blind child we are dealing not with the possibility of sight being
automatically replaced but with the difficuliios arsing from its ahyency. These difficulties
are resolved by the de elopment of 3 psychological superstructure, Thus, we encounter the
view that the bling Possess i heiphtened memory, intensified altentton, and enhaneed verbaf
skills. A, Petzeld X who has written the begi work on the psychology of the hling {(Petzeld,
1825), suw precisel the basic characterstic of overcompensatian in this phenomenon, He
proposes that what is the niog distinetive feature in (he personality of the blind is the power
to intemalize hy meuns of speech the social experience of the seeing. . Grishach hus shown
that the teachings on the transference of one senge organ have not withstood enticism:
blind person is Brought just as near 1o the seeing world as he is remoyed from it by this theory
of transterence {ibd., pp. 30-31,.* There really is o kernel of trwhs in the theory that a defict
1S not limited o jts isolated functiona] failure but also involves a radical FECONSIruCtion of
the entire personahity, A defog brings to life new Psychological powers and gives thens new
direction, Only a naive understanding of the purely organic natre of conmpensation,
disregard of the .s'ociops_\'cholugica] aspect of this process, and an ignorance of the ultimare
direction and everg]) nature of overcompensation distinguish the o]d doctane from the pey
one.

Fourth, we nust fnally ascertain the true implications of Adler'y dm"n'inejudgmg by
ourrecently fonme) therapeutic socia] Pediagopy based on the data ofreflex psvchology. The
distinction hefween these two circley ol ’eus can be sunmed up with (he stalement that oy
doctrine of conditiona) reflexes offers a new buasis for constructing a mechanism for the
educational process. the doctrine of OVErcompensation offers a ney mechanism for under-
standing the Very process of child developinen. Many authors, mcluding this one. hie
analyzed the education of the blind and deaf from the point of yjew of conditional reflexey
and have conte o 4 more profound and Impartant conclusion: There s no fundamenta]
difference hetween the education of g seeng and a blingd child New conditiona) connectiony
are formed dentically from any input. The etfect of organized exreny) influences is 4

.
The reference sevms nn e o Petzeld wih, dPParently. cited Crsback Ny re

1d)

ferenee 1o Cirrshach Is supplied




6l) Part |

determining factor in education. The first school directed by 1. A, Sokolianskn” worked out
a new method for teaching deaf-blind children speech on the basis of this doctnne and with
it achieved both amazing practical results and theoretical positions, which surpass the most
progressive systems of Furopean special eduction for the hearing impaired. We must not,
huowever, stop here. 1t is impossible to think that theoretically alt ditferences between the
education of the blind, deaf, and normal children can be limited. This is impossible because,
in fact, a diiterence exists and makes itself known, Historically, all past experiences with
education for the deat and the blind attest o this. It is still absolutely necessary to take into
account the specific developmental characteristics of a child with a defect. The educator
must become aware of those specific features and faciars in children’s development which
respond to their uniqueness and which demand it. From a pedagogical point of view, a blind
or deaf child may, in principle, be equated with a nonnal child, but the deal or blind child
achieves the goals of u normal child by different meuns and by a difterent path. It 1y also
particularly important for the educator (o know preeisely the unigueness ot the path on which
he must Tead the child sioce it is impossible to state that blindness does not cause o profoundly
unigque nuna hine of development,

Fxsentiallv, the ujtimate character of all psychological acts—their future-uriented
directedness— becomes apparent in the most elementary forms of behavior, Goal-onented
hehavior had already been abserved in the simplest forms of behavior which the Pavlovian
schoul studied from the point of view of conditional reflex mechanivins. Amony innate
reflexes, Paviov discovered a unigue goal-oriented reflex, With this contradictory label hie
probubly intended to point out twe factors: (1) the fact that even here we are dealing with o
reflex mechanism; and (21 te Fact that this mechanisi takes on the appearanee of purposetul
activity, that s, becomes intelligible only in refation to the futare, “All lite 15 the reatization
ol one goal,” says Pavtov, “the preservation of lite.” (1951, p. 308y Indeed. he calted this
retlex the retles of lite, AL ol lile's advancements, all i catture, are achieved hy means
of this goal-directed reflex and is achieved only by those people striving fo attain a speeific
goal which they themselves have set” {ibid, p. 310). Paviov straightforwardly formulated
the signiticance of this reflex for education. 1hs ideas coinvide with the theory of conipen-
sation, “For u complete, teae and fraittul manitestation of the goal retlex,” he says, it must

he placed under a specitic amount of stress, An Anglo-Saxon, the highest embodiment ot

this reflex. knows this well, and therefore he will answer the question” " What is the man
condition Tor achieving a goal?” in a manner most unexpected and ineredible to o Russian’s
eve and ear with the answer: “The existence of obstacles.” It is as iU he were saying: “Letmy
goal reflex exert itsell in respanse 1o some obstacle and precizely then [will attain my goal,
no matter how ditticult it may be. T0is interesting that the possibility of falure i+ totally
ignored with such an answer” (ibid., p. 3111 Paviey regretted that we do not have “any
praciical knowledge about such an important factor in lite as the goal retlex: this knowledgpe
iv soessential in all areas of Tife, beginning with the most fundamental education” (ibid. . pp.
e Bl

¢ Sherrington'™ has said the same about this retlex. In his opinion, a reflex reaction
citnnot teally be ninderstiood hy a physiologist withowt knowledge otis godl, and he can learn
about this poal only by examining reaction in light of the whole organic complex ot nomal

.4 A . 2 % .
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functions. This position guarantees the right to synthesize both psychological theories, = The
strategic position ol the Adlerites.” A. B. Zalkind states, “represents the very same dominant
point, not only in general physiological terms but alsu in clinical and psychotherapeutic
formulations™ tquoted in ddvancements in Reflexology, 1925, p. vid. The author sees the
actual theoretical cormespondence of these two theories as a confimation of the “correctness
of this basic path,” along which bath are headed (ibid ).

The experimental research, already cited, demonstrating that reaction may be strenpth-
ened and accelerated i the presence of opposing and obstructing stimulations, may be
analy zed simuhaneously with respect buth to a mansfestation of {an impulxe for| dominance
and o manifestation of overcompensation. L. L. Vasil'ev and | have described these
phenamena under the label of dominant processes {Bekhterev ! and. Vasii ev, 1926, 1.8,
Vvgotsky. 19823 V.P. Protopopov!= has shown that, judging by the greater persistency and
intensity of concentration developing as reaction, “The physicatly handicapped surpass
normal people” (1925, p. 26); be explained this by the characteristics of the dominant
process. This means that the potential for overcompensation is greater in the handicapped.

It1s impossible w analyze questions ot education without a future perspective. Detailed
exanunation will lead us o conclusions which uttest ro this fact, Thus, 1 A Sokolimnshi
cante to the paradexical conclusion thit the education of the deat-bhnd is easier than the
cducation of the deaftmute. the education of the deat-mute easier than that of the blind, that
of the blind easier thin that of normal children while, in fact, this sequence i~ really
established by the depree of complexity and difficulty of the pedagogical process. He saw
in this the direct result of the application of reflexology o a reexamination of the views on
abnormatity. ~This is not o paradox,” asserts Sokolianskii, “but the natural deduction of e
new views on the nature of man and the essence of speech”™ (in The {Arainian Hiovald of
Reflexofugr.... 1926), Protopopov came toa siniilar conclusion in his experimental research.
namuly that for the blind-deat the opportunity for social communication can he established
with extreme ease (1925, p. 10}

How dosuch psychological presuppositions benetit pedagogy? 1t is absolutely clear that
it is beneficial to compare the education of blind-deaf ehildren with that of normal children
on the basis of the degree of difficulty and complexity only when we have in mind equal
pedagogical goals under various conditions (normal, hearing childreny. Only a common task
and a singde level of pedagogical achievements can serve as the overalt measure ofdiftficuity
of education i both cases. Ttwould be foolish wask which is more difficalt: o teach i gitted
gight-vear-old child the muttiplication table ora retarded child advanced nuth, Here the case
i the first case is conditioned not by specitic traits but by the easiness ol the task. 10 is easier
to teach a blimi-deal child because the level of his development, the aspiration for his
development, and the educational goals to he met are minimal. [f we wish to teach the numnal
child only e minimum, hardly anyone will argue that this woutd demand more work. O
the contrary. ifwe were 1o assign the teacher of the deaf the same large-scale tasks tacny
the educator of ¢ normal child, hardly anyone would undertake the task, let alone seek (o duo
itwith ess effort, Who can more easily be developed into a specific social unit such as a
worker, a shop-assistant or a yournalist; a nonnal child or vne who ts blind and deat”? One
can only answer this question in more than one way. As Protopopoy states, for the deaf-nute
the opportunittes for social communication are easily established, however, in minimul
proportions. A club for the deaf'or i boarding school tinrernar)y witl never become the center
ol social tife. Or let 1t first be proven that it is easier 1o teach a blind-deaf child (o read o
newspaper or o enler into social discourse, than it i< a noonal child. Such conclusions
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inevitably arise it we examine only the mechanics of education without taking into consid-
eration the course of development of the child himself and his perspectives,

The operation ol overcompensalion is determined by two features: by the range and
extent of a child’s disability, the degree of divergence in his behavior, and the social demands
made for his education, on the one hand, and by the compensatory reserve and the wealth
and diversity of functions on the other hand. This reserve 1s meager in a blind-deaf cmld,
his ineptoess is huge. Theretore, it is not easier but immeasurably more difticult to educate
hlind-deaf ¢hildren than nemal children, if the same results are desired. As a result of all
these constrainis, what remains and has a deciding significance for education is the possi-
bility that a child with delects may achieve full, even superior social standing, This is
achieved exceedingly seldom. However, the possibility itself for successtul overconpensa-
tion stands out like a blazing torch, like a lighthouse guiding the path of educabion.

To think that every defect will inevitably have a fortunate outcome s just as naive as it
15 to think that every iliness will certanly be nltimately cured. Aboveall, we need a temperate
view and realistic evaluations. We know that the problems in overcompensating such defects
as blindness and deafness are enomous: the compensalory reserve is puor and msutticient
and the developmental path exceedingly ditficult,

Theretore it is even maore imporant to know the comect durection. In fact, even
Scokolianskii took this into account, and to it he owes the large success of his systen. 1t s
not this theoretical paradox which is so important for his method, but an exeellent, practical,
conditional setting tor education. According to his method mimicry (sign language) not only
brecomes absolutely pointless but the children themselves do not use it even on their own
imitative, On the contrary, oral speech becomes an insummountable physiological need for
them (in The Lkrainian Herald of Reflexology..., 1926), This 1s something about which not
a single method in the world can boast and which serves as the clue for the educanon of the
deaf-mute. If oral speech becomes a necessity and supplants mintery for the children, then
it means hat instruction is directed along a line of natural overcompensation ol dealness;
1ts direction 15n hine with and not in conflict with the children’s interests,

Traditional instruction in oral speechy, like a worn cogwheel, did not mesh with the whole
mechanism ot'a child’s natural strengths and drives. Tt did not stimulate inner compensatory
activity and was therefure ineftectual. Beaten inta children with classical cruelty, oral speech
becume the official language of the deaf. The task of education, however. must be summed
up as a mastery of a child’s imner developmental strengths. 1f Sokolianskii's chain method
has achieved this, then it 1s because the methad in fact incorporated and mastered the forces
ot overcompensation, These initial successes are not a rehiable indicator of the menis of the

method; this is a question of techniques and their perfection. Finally. it 15 2 question of

practical success. Only the physiological need for speech ensures success and is of primary
impuortance here. [f the secret for creating this need (i.e., establishing the goal) has been
discoverad, it is speech itself,

The position established by Petzeld has the same meaning and value for the education
ofthe blind: the passibility of knowledge for a blind person means the possibility ofacquiring
full knowledge of everything: a blind person’s potential for understanding means basically
the possibility of understanding everything completely (A, Petseld, 19251 As the author
sees i, two characterological features categorize the entire psychological makeup and
structure of personality in a bhind person: an unusual spatial limitation and a total mastery
of speech. A blind person’s persanality grows out of the strugple between these two tactors,
To what extent Petzeld’s principle will be realized in a blind person’s lite, what measures
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and what Gime frame will be needed tor its implementation, are questions for the practical
development of education. After all, even normal children, more often than not. fail to realize
their full potential in the course of their education. Does the proletarian child really achieve
that degree of development for which he has the potential? The sume can be said of hlind
children. However, in order to correctly design even a modest educational plan, it is
extremely important to discard the constraints himiting our mental outloak, thar is, those
constraints which supposediy, by their very nature. frame the special development ol such
a chalid. 1t is important that education aim to realize social potential fully and consider this
to be a real and definite tarpet. Lducation should not nurture the thought thiat a blind child
15 duomed to social inferiority.

Sumnung up, let us dwell on one example. Although in recent tmes scientific analysis
has worked to deemphasize the legend of H. Keller, nevertheless her fate bestillustrates the
entire course of our thoughts developed here. One psychelogist noted absolutely correctly
that 1’ Keller had not been Blind and deaf, she would never have achieved the development,
influence, and fame, which came her way. How is one to understand this? First of all, i1
means that her senous handicaps evoked enonnous compensatory powers. But this 1s stll
notall: vou see, her resery e of compensations was excessively meager, Secondly, this means
that 11" it had not been for an exceptionally fortunate concurrence of circumstances, which
transtormed her handicap into soctal pluses, she would have remained an underdeveloped,
plain inhabitant of provincial America. But Helen Keller became a sensation; she became
the center of social attention; she nimed into a celebrity, a national hero, inle o miracle fur
many mithons of Amernican citizens. She became the pride of the people, a fetish. Her
handicap became socially useful to hers it did not create an inferiority complex, She was
surreunded by luxury and fame: special steamboats were even made avalable lor her
cducational excursions. Her education beciine the concern of the entire country. [numiense
social demands were made of her: there were those who wanted to see her become a doctor,
a writer, a preacher! And she became ali of these, Now it 15 almost impossible o well what
really belonged to her and what was done for her by citizen demand, This faci bestillusirares
the role played by the soaal demand for her education. Kelter herself wrote thal if she had
been born inte a different setting, she would have sat in eternal darkness and her life would
have been a wasteland, cut oft front any communication with the outside werld (1910y. in
her brography evervone recognized living proof of thdependence. strength and spinitual Tife,
entrapped in the body™s prison. Fyven given “ideal external intluences on Helen Keller,” one
author writes.1 “we would not have seen her rare book, if her dvnamic, powertul, albeit
cuged-in spiril had notburst forth irrepressibly o meet this influence from the outside™ (11
Keller, 1910, p. &), Understanding that the condition ol bemg deat-blind ix not only the s
of two companents and that “the essence of the concept of deafhess and blindness poes much
deeper” (ihid., p. 6), the author seeks this essence in a traditional religious, spiritual
interpretation: yet the life of felen Keller did not contain anything mysterious. Her life
gruphically demonstrates that the process of overcompensation can be defined entirely by
two factors: by the popular social demand for her development and education, and by her
reserve of psychological forces, This widespread social demand for Helen Keller's devel-
opmentand for a successiul social vietory over her handicaps determined her fate, Her defoct
not only did not hecome a bruke but was transformed into a drive which insured her

.
This translativn 1z fram My potsky's teat, net fioen the queted aathae Atse see endnole 13 o this chapte
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development. This is why Adler is right when he advises us (0 examine and act in connection
with the integral lite plan and its ultimate goal (A, Adler, 1927y, Even Kant thought,
according to A Neyer, that we will understand an organism, it we analyze it as a rationally
constructed machine: Adler advises us to examine the individual as a personified tendency
teward developnment.

* * *

There 15 not a prain of stoicism in the traditional education of children with mental
defects. This education has been weakened by a tendeney toward pity and philantiropy: it
has been poisoned by morbidness and sickliness, Our education i insipid: it nips the pupil
in the budk: there is no salt to this education. We need tempered and courageous ideas. Our
ileal fs not to cover over a sore place with cotton wadding and protect it by various imethods
from fitether bruises but tw clear a wide path tor overcoming the defect, for OVETCOmpensu-
ton. For this we need 10 assimilate these socially oriented processes. However, in our
psychological grounding for education, we are beginning to lose the distinction between the
upbringing of animal offspring and the upbringing of children, between tratning amd true
education. Voltaire joked that, baving read J. J. Rousseau. ! he felt like walking on alt tours,
This is precisely the feeling which almost all our new science about the child evokesit often
examines a child as i he were on all fours. This notably, is what P. P. Blonskii recognized.
“1hike very much to put a tootidess child in (he pase of a four tegged animal: it always ells
nre a ot personally™ (1927, p. 27), Strictly speaking, science has studied the chikd only in
this position. A, B, Zalkind calls this the zovlogical approach o childhood (1926}, There
can be no argument: this approach to the study of a hunian being as one uf the animal species.
as a higher mammal form, s very important. But this is not all and not even the main thing
for the theory and practice of education. S. 1. Frank |® continuing Voltaire’s symbalic joke,
says that, incontrast to Rousseaw. narure for Goethe “does not negate, but straightforwardly
demands the vertical position tor man; it does not call man back to a simplified prehistoric
primitivity, but forward 1oward the development and a greater complexity of human nature”
(1210, p. 358) OF these two pales, the ideas expressed here are closer to those of Coethe
than tor those of Roussenu. 1 the doctrine on conditional reflexes traces man’s horizontal
caurse then, the theory of overcompensation gives hiny a vertical line,
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Chapter 2

PRINCIPLES OF EDUCATION FOR PHYSICALLY

HANDICAPPED CHILDREN'

1

The Revolution, which redesigned our schools from top to bottom, barely affected the
speciat schools for handicapped childeen. In schools for blind, deat-mute and mentatly
retarded children, everyvihing stands now precisely as it did belore the Revoluiion, if one
does not take into account a few unessentinl mechanical changes. Thus, work remains even
now unrelated in theory and in practice to general principles of social education and to our
Republic™s system of public education. The problent is that in order o connect abnonmal
child education (education for the deaf, the blind, the mentatly retarded, and so forth) with
the general principles and methods of social education, we must find a svstem which would
successtully coordinate special education with normal education. Belore us stands the
enormous creative task of rebuilding our schools on new prineiples, We must project basic
pulicies for such an undertaking, in other words, start from the beginning.

Given all of its merits, our special school i noted for one hasic shortcoming: be they
blind, deaf-mute, or mentally retarded children, the spectal schoot tocks its pupils into the
narrow circle of the school collective: it creates a small, separated, and secluded world:
everything is adjusied and adapied 1 the child"s defect, Evervthing tocuses attention on the
physical hapdicap of the child and does notinroduce the child o real life, Instead of helping
children escape from their isolated worlds, our special schoob usually develops in them
tendencies which direct them toward greater and preater isulation and which enhance ieir
separatism. Because of these shorteomings, not only does the overall upbringing of the child
become paralyzed but even special education soemetimes amounts fo almost naught. Tuke,
for example. the speech of a deaf-mute child, In spite of excellent istruction in vral specch,
the speech of a deaf child remains in embryo because the secluded world in whicl he lives
does not create a need for it

Such u secluded svstem of education for the blind. deaf-nwte. and mentally retarded
came to us from Germany, where it flourished and was developed 1o its Jogical hmits,
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Therefore, at first glance, it served as a tempting example. [f you read the description of
Cierman special schools, you will see that they represent far from-ordinary-schools. They
grew into a series of very complex institutions, which have as their final goal the expansion
and advancement of certain special devices for blind und deaf-nnite children, 1o which they
hayve become accustomed in school and which they cannot do without. The number of
institutions often exceeds several dozen [ you pursue this. you will tearn that some well
endowed schools even own small banks i order to open up credit for the blind und deat-mute
for the purpose of rading and trade activity in their fulure lives. All such instiitions serve
the same goal: social charity. In this way, a certain type of fortress is created, solidly
conquering for itself a comer of the outside world, and nevertheless bequeathing a certain
position on the defective child, even alter leaving school. In Genmany, even a university
education for the blind has until now worn a certain distinetion for its special systent. The
well-known Marburg University includes courses for the blind. which hospitably invite blind
citizens from the LSSR o come w receis e a higher education. Tis assumed that those hlind
persons who wish to speciaiize inan area ol higher education should be separated from the
general mass of the student population and placed under special conditions, Precisely
hecause of this. on (he one hund, Genuany claims to have only an insignificant number ot
defective children. and, on the other, thanks to the fact that Gennany hus established
aximum isolation of these institutions, many share an opinion about the strength and merit
ol the Geran system.

This system ditfers radically from our pedagogical practice, [n our country, instruction
and education of the blind and other handicapped children must be scen as a problem of
soetal education; both psyehologically and educationally this is question of social educa-
tion, In faet, it is exceedingly eusy to potice that vach physical handicap {be it blindness,
deafness or mental retardation) causes, as it were, 4 social aberration. As 5000 iy his defect
is noted, a blind child. trom the first days of his birth, acquires some spectal position even
in his own family. His relations with the surrounding wurld begin to take a different course
from that of a normal child. One can say that blindness and deainess mean not only abreach
of the child’s activity with respect to the physical world but, mast importantly, a rupture of
all systems which determine ali functions of the child"s social bebavior. That this1s actually
so will become absolutely clear, it seems, if we fully explain this point of view. 1 is
self-explanatory that blindness and deafness are hiological factors, and in noway soval. The
(act of the matter is that education must cope not so much with these hinlogical fuctors as
with their social consequences.

When we have before us a blind ¢hild as a subject for education, then we have to deal
ot so much with blindness by itselfas with those conflicts which face the blind child vn his
entrance into the world, At that time, all the systems which detenmine the child’s social
behavior are distupted. And therefore, it seems to me from a pedagogical point of view, the
edncation of such a child amounts to rectifying completely these social ruprures. fuisas il
we have before us a physically disjointed hand, We have to set the affected organ, The muin
goal is to correct the break in social interaction by using sonte other path.

] shall not po into a scientific analysis of the psychological coneeption ol Jeat-nteness
or blidness. 1 permit myself to dwell only on those generally accepted notions which can
usually be found in literature. Bhadness or deafitess as psyehological factors do not exist
Jor the blind or dedf person himself. We are wrong to imagine that a blind person is
submerged in darkness, that he feels as though he has fallen into a dark pit. Corroborated
both by objective analysis and the subjective impressions of the deaf themselves, su (ciently
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authoritative research has testified 10 the fact that such a conception is ahsolutely lalse, Tle
blind do not directly sense their blindness, just as the deaf do not feel that they ltve 1n an
oppressive silence. [ would like to point out only that for the educator, as for any person
dealing with a blind child in hopes of educating him, blindness exists not so much as a direct
physiological factor but as a resull of the social consequences of blindness with which he
must cope,

Inscientific literature and in public opinion, a false conception has taken firm hold ahout
the nature of the biological compensation for a defect. 1t is believed that nature, in depriving
us of one of the senses. seems to compensale by an extraordinary development of the
remaining sense, that is, that the blind have an extremely acute sense of touch and that the
deal stand out for their strongly developed sight. Blindness and deafness have heen
understond in narrowly organic terms. The pedagogical approach to such children has also
been from the point of view of biological compensation (for example, if we take out one
kidney, then the other takes over the former’s function). In other words. the guestion of
defects has always been posed in crude physical terms. Our whaole system of special
education [has been], from this perspective, therapeutic or medicinal pedugogy. Moreover,
itis clear 10 every educator that a blind or deaf-mute child is first of all 1 child and, on a
secund level, as the German psychologists say, a special child, a bhind ¢hild or a deat-mute
child.

It. 10 good conscience, vou accept the recently conducted psychalogical analysis of
expeariences connected with blindness and deafiess (1 refer o the most fundanental work
in Lthe area of the psychology of the blind, the work published by Buerkien this year), vou
will be able 1o see how the psychological makeup of a bhnd person arises not primorily tron
the physical handicap itself, but seconderily as a result of those social conseguenees catsed
by (he defeet, Our task consists of seeing to it that medicinal-therapeutioal pedagogy does
not deprive a child of normal nourishiment, hecause the doctor is wrong who, when
prescribing medicine for an i1l person, forgets that the sick must also eat nonnadly and that
itis inpossible to live by medicine alone, Such pedagopy produces an education wineh from
the outset focuses on disability as a principle; as a result, we have something radicatly
different from the fundamentals of social education.

The place of special education in the general educational sYstem s extreniely easy and
simple 1o determine if we proceed from its position n relation to education as s whole. In
the final analysis, any educational process may, as the physiologists now put it, be reduced
to the creation of certain new forms of behavior; o the formation of conditional reactions
or conditional reflexes. However, from a physiological point of view (1 POsIticn more
dangeraus for us in this respect), the education of a defective child does not differ in principle
from the education of 4 normal child. Blindness and deafness physiologically mean simply
the ahsence of one of the sensory organs, as we used to say, or one of the analyzers, as the
physiologists now say. This means that under the condition in which ene of the paths of
contact with the outside world is absent, it may, to a large measure, be compensated for by
other paths,

The view of extemnal, experimental physiology {sicl,” which is a very nuporant view
for pedagogy, holds that conditional forms of behuvior are in principle connected by the

. - . ¥ .
Vypotsky seems to be referrng o what s, in English, regulanly culled phy sivlugicul payvholopy ™ that brianch
of psychology descending from what Boring called the “psy chotogieal pha sialogists™ of the late 194 eI Y
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sathe path wiath the varions sensory organs, or various analyvzers. A conditiona] retlex may
benduced from the eye just as well as from the ear, from the ear just as from the skin, and
conseguently, when in the educational process, we exchange one analyzer tor another, one
channel for another, we have embarked on the path of sacial compensation for a given defect.

After all, it is not important thut the blind should see Tetters. 1t is important that they
should know how to read and to read in the same way that you and [read, and that they learn
to do this just as normal children do. Ir iy important that a blind person write, and not just
move his pen around the paper. If bie learns to wrile by perforating paper with a pen, we
again have the same priociple and practically an dentical phenomenon. Therelore, the
formuly by Kurtman, who agrees that it 1s impossible to measure the biind, the deai-mute
and the mentally retarded by 1he same standard as the normal child must be reversed.

One should and must approach a blind and a deaf-mute child, psychologically and
pedagogically, with the same standurd used for a normal child.

[-ssentiatly there is no difference either i the educational approach to a handicapped
child and te o normal one, orin the psychological organization of their persenalities. P la.
Trashin™s book (1915), now famous in our country, includes this extremely important idea.
It is an error w see only 1llness in abnoomality. hitan abnommal child, we perceive only the
defect, and theretore, our teachings about these chitdren and our approaches to them are
lmited to ascertaining the pereentiages of thelr hlindness, deafhess or distortion of taste. We
“nugyets” of ilness and noton the “mountaing” ofhealth. We notice anly detects
which are minuscule in comparison with the colossal areas of wealth which handicapped
children possess. These absurd truisims, which, it would seem, are ditficulr to dispute,
radically conflict with what we have to say i theory and practice about special education.

[ have in my hand a booklat published in Switzerland this year.? In it we read some
notions which o our educators sound like o great and important discovery: It is necessoary
o relate w a blind child just as one wonld to a seeing chifd, that 15, to teach him to walk at
thie same tme as @ seeing child learns 1o walk, and to give him as much opportunity as
possible to play with all children. In Switzerland, these notions are considered absurdities
while th our country we believe the opposite (o be true, Tt seems to me that there are two
ditections 1 spectal education implied here: orientation toward itlness; orlentation toward
health. Both the statistics of vur practical expenence and the data from our scientitic theory
toree s (o recognize e 1irst as o false direction tor our spectal education. | eoudd eite some
dati i this freld but will it myselt e a reference to the accounts ol the fast congress in
Statigart,* which ook place this year, on questions of the education and well-being of the
blind, Here, the German and the American systems came into contlict, The educational
system of the torner is oriented towards the shortcomings of a blind child, the other toward
the child s remaining reserve o health, Although the collision of the bvo systems oeeurred
in Giemany at turtied out to be a shattenng experience tor the Gernns, The German position
proved w have no Justificaion in life.

I allow mysell o illusrate one point of special education upen which [ am advancing
as the main thesis, Itean he formulated as follows: any question of special education is at
the same time a question of special education in its entirety, For the deafl only the organ for
hearing i attected; all renuining organs are healthy. Because offus hearing immpairment, the
deual child cannot learn haman speech, [t is possible to teach the deat child oral speech by
mzins of hpreading, by connecting the ditterent representations of lip movenment which
accompany speech: in other words, it is possible to teach a child “to hear with s eyes.” In
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this way, we can successfully teach the deaf 1o speak not only one specific language, but
several languages with the help of kinesthetic {motor) sensations evoked duri ng articulution,

This method of instruction (the German method) has all the advantages over other
methods, such as the methods of mimicry (the French method). or the method of manual
aiphabet (dactylology, writing in the air). because such specch makes communication
possible between the deaf and the hearing and serves as a toal for developing thought and
consclousness. For us, there was no doubt about the fact that it is precisely oral speech, the
oral method, which mustbe placed at the head of the agenda in education for the deal-mute.
However. as soon as vou turn to practice, you will immediately see that this particular
guestion 1s a question of social education as a whole. In practice, it turns out that insiruction
inoral specch has produced ex ceedingly deplorable results, This instruction takes upsomuch
time, and itusually does ot teach one to build phrases logically but produces pronunciation
in place of speech: 1t Himits vocabulary,

Thus, this approach causes an extremely difficult and confused sttuation, which theo-
retically is favorably resolved by one methad, but in practice produces the apposite results.
In German schools, where this method of teaching the deaf-mute oral specel is used, the
greatest distortions of scientific pedagogy can be observed. Because ol the exceptional
crueity and coercion applied to the child, he successfully leams oral speech, but his personal
interest 15 lost along the way. Mimicry 15 forbidden in these schools and is cause for
punishment. Nevertheless, educators have not found the means (o elininate mimicry, The
famous school for the deal, named after . Vatter # is renow ned for its outstanding succuesses
in this respect, but the lessons in oral speech are condueted with enormous cruelty. When
foreing a pupil to master a difficult sound. the teacher could knock out his tooth and, having
wiped the blood front his hand, he would proceed to the next sound.

This practical side of life is at odds with the method itself The pedapogues assert that
oral speech is unnatural for the deaf-mute: that this method is unnatural, since it contradicty
the child’s nature. In this case, we are convinced that neither the French, the German, the
Halian, nora combined methad can offer a way outofthis dilennna, that only the socinlization
of education can offer the solution. 11 a child has a need for oral speech, if the need tor
miniery is eliminated, only then can we be assured that oral speech witl develop. 1am forced
to address the speciatists, and they find that the oral method is better venfied by Jife, Within
a tew vears after completion of school, when the students gather together, 1t turns out that,
iforal speech was the condition for the children's existence, then they imastered this speech
completely; it they had no nead for oral speech, then they returned to the muteness with
whicii they first entered school,

In our schools for the deaf-mute, everything confliers with the children's real interests,
Alltheirinstinets and drives become not ourallies in the cause ofeducation, but our enemies.
We have produced a special method, which in advance 15 at odds with the child: belore
beginning. we want to break the child in order to engraft speech onto his mnteness, And in
practice this forced method trns out to he unacceptable, by its very nature it dooms speech
to atrophy. From this 1 will not draw the conclusion that oral specch s unsuitable for our
schools. Fwant only to say that not single issue of special education can be addressed solely
within the narrow framework of special education. The question of instruction in aral speech
15 00t question ot methods of articulation. We must approachit froma different, unexpected
angle,

It we [seek to] teach the dealfmute to work [but] il he learns 1 make Negro rag dolls
to sell and to make “surprises” and carry them around to restaurants, offering them o the




H) Part I

guests, this is not vocational education but training to be beggars who find it more convenient
to beyg for alms with something in their hands, In such a situation, it might be more
advantageous for a deaf person than fur a speaking person because people will buy more
readily from the former. If, however, life demanded oral speech” as an inescapable necessity,
and if in general the question of vocational training were posed in normal terms, then one
could be assured that the acquisthon of oral speech m the schools for the deaf~mute would
not pose such a problem. Any method may be carried to an absurdity. This has happened
with the oral method in our schools, This question can be correctly resolved only if we pose
itin all its breadth, as a guestion of social education as a whole. This is why it seems 1o me
that all our work should be reexamined from beginning to end.

The question of vocational education for the blind compels us to come to the same
conclusions. Labor 1y presented to children in an artiticially prepared lorm, while (he
organization and collective components of labor have been excluded; these components are
taken on by the seeing for themselves, and the blind person is left to work in ixolation. What
results can beexpected when the pupil is only a laborer, on whose behalf someone eise carries
out the organizational work and who, not being accustoned to cooperation with others at
waork, turns into an invalid upen graduation from school? I our school introduced the blind
child to industrial and professional labor which included the soctal and organizational
¢lements, the most valuable educational elements resulting from vocationasl training tor the
blind might be totally different. Therefore, it seems to me that maximum orientation toward
norntal child activity must serve as the point of departure tor sur reexamination of special
education. The entire problem is extremely simple and clear. No one would think of denying
the need for special education. 1 is impossible to say that no special skills are needed by the
hlind, by the deaf and the mentaliy retarded. But these special skills and training must be
subordinated o general education, to general triuning. Special education must merge with
the overall child activity.

3

Let us turn to mentally retarded children. Even here, the basic problem is the sume: the
fusion of special and general education. Tere, 1t seems the air is a hit fresher, and new ideas
iToim the pubtic school have already penetrated this area. But even here, the basic problem
hits remnned unsolved up until now, and inthis case, te puny calves of special education
push out the fatted calves ol mainstream education. In order to illustrate, will dwell on how
A.N. Graborov® resolved this question in his book The Awxiliary Schoof (1923, the best
book we have at our disposal in this area. ] will say in advance that here this question has
been decided basically in the old way—1t0 the advantage of the fat calves. The author iy
completely nght when he says (hat methods developed from practical experiences of
educating mentally retarded children have significance not only for the auxiliary school, but
also for the regular public scheol. It is so much more important to be able (o clearly and
distinetly define the fundamental positions of auxiliary education. Tt is even more important
for special education to understand definitively certain fundamental Laws of peneral educa-
ton. Untorwnately, neither toreign nor Russian literature clearly defines either. Scientific

" Oral speech” s nota pleonasim for Vypatshy He wntes also about Ssritten specel” The tero speech muast

bu taken to nwan approximately “linguistic conimunication.” See dehime | Probless of Gencral Pocholo
of Fhe Colleeted Works. |40}
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thought has stilt not penetrated the barrier between the theory of normal child development
and the theory of abnormal development. Until this is accomplished, until accounts have
heen completely squared off between abnormal pedagogy and general pedagogy, both will
remam mcompiete, and defectology will inevitably be wilhout principtes. This could not
have been more clearly stated in Graborov's book. The book is a breath of fresh air without
any doubt. and the author wants to keep abreast of the new approach (o education—he wants
lo but he is not able to.

These are only a few minor points, which when carefully reviewed turn ont to be not
stmply details, but indications of the groundlessness which we have fust mentioned. In actual
studies of abnormul development and its various forms, physical abnormality has been
distinguished from psychalogical abnormality. In the second category, we find mentally
retarded children (but are they phyvsicafl healthy?) as well as children “with partial failure
in only the emotional, volitional sphere.” “In this case you almost always find deficient
development of the intellect”™ (A, N. Grahorov, 1925, p. 6). Here you have a model of the
vague manner in which the question of moral deficiency has been conceptualized. Precisely
m hese few lines, mentioned in passing, we find pedagogical negligence, carclessness,
meonsistency, and weakness. We also find the weak psychological hypothesis that insufli-
cient mental developrent causes problems in the emotional-volitional sphere: “In any
discussion or effort to arrive at a decision, the struggle antong motives is usually insignifi-
cant: motives of a moralistic or lawful nature are Usually ignored by the subtect, and
epotistical tendencies tend to prevail” (ibid. ).

How simple it all is! The trouble is not that the author expresses himself at tines with
vagueness and canfusion: the trouble is, rather, that we have no clear-cut conception of ¢hild
defectology, and it is impossible to build any pedagogical theory on such togginess.
Whenever there 15 a “prevalence” of egotistical motives, any approach to child education
becomes impossible, After this, we are not surprised by the author's following assertion: “A
defective child in the clussroom means the breeding ground for contagion within the school”
(ibid.. p. 200 It comes as no surprise that the Germian system is partial to an isolated
educational system, in which the “awaliary school makes no attempt to retur 1o the normal
[mamstream] schoot within a certain time period the children entrusted to them” ¢ibid., P
29} The tundumental understanding of chitd defectology, as it is practiced according 1w
English Jaw and American juridical practice, with all types of organic idioxynerasies, s
siddenly transtformed inte a new pedagogical theory. The pedagogical side of the martter 1y
therefore overflowing with judgmental errors. No. the judgments, taken separately are
approximately true, {thal is to say they are sometimies true bul at the samte time not true}
because the theory as a whole is full of that fimdaniental proundlessness which hus
characterized psychological theory, Third., the author says that during schooling “we must
implant in him Jthe child—I. V. } firmly established habits of social behavior” {ibid.. p. 59}
And lnally, fueh, “itis necessary to adequately orient the chitd to his surrounding workd”
{ibad ).

The above named necessities come third and fourth, Well, what contes first and second?
Inculturation of the senses and psychological medical support. Here again we have not
details but the comerstone, It enculturation of (he senses and psychological support are of
primary importance, and social habits and orientation to the swrounding world are thivd and
Jourth, wehave not traveled a single step fromthe “classical " sysiem of therapeutic pedagogy
with its nursing home atmosphere, with its zealous attention (o microscopic tinesses, with
118 naive confidence that the psychological makeup may be developed, cured, “Arowshi into
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harmoeny” and so forth, by therapentic measures without regard for the general development
of “habits of sucial behavior”

[nasmuch as our system resolves the main ssue of any educational program in defec-
tology,—naniely the interaction between general and special education—it 1s reflected in a
basic view of the problem. Must we medically treat the defect “in a handicapped child.”
concentrating three-fourths of s education on the correcthion of this defect, or must we
develop the enomous deposits and deep luyers of psychological health within the child?
“All work is of a compensatory, corrective nature,” says the author ibnd., p. 60): and with
that statement the cote of his system 1s revealed, Other approaches, such as the bogenetic
point of view, “the disciplinz of the natural causes” {ibid,, pp. 64, 72), concur totathy with
this statement. And the same could be said of the vague phraseology which accompanies
attempts to define the “final” goal for “vocational education” as “harmionious development.”
and so torth (bid., p. 773, One asks onesellt Are these details which the editor madsertently
left in, or are they essential elements of a theory doomed to saientitic and pedagogical
groundlessness inasmuch as they represent a system of education without a precise point of
departure? For a resolution one tumms, ol course, not to comments made in passing, but o
those chapters which elaborate on the question, where there 1s (o be found a systemy of
“exercises in psychological orthopedy ™ (a psycholegical support systemy) (ibid.. Chapter 13}
with its classic “lessons in silence” and, along the sae Hnes, Eavprian fabor® Tor children,
senseless, hurdensonte, synthetic and tutile. [ have selected a few items as examples:

Exercise #1..0n the count of one, twa, three, complete silence is to be estublished.
The end al the exercise is signaled by the teacher™s vap on the table. Repeat 3 on 4
times, hold to the count of 10, then 13, 20, 30 seconds. The pupil who does nut hobd
aut (whe tuens araund, beging to talk, ete.). has o contimue on an andividual basis or
in gromps of 2-3 peaple. The class follows

Frercise #2. On command silence 1s established. The weacher gives one of the pupils
o tusk which st be executed as gnietly as possible. Atler cach exercive 1s comipleted,
a 2030 second rest Follows, then discussion. The number of exercises equals the
nurber of pupibs o the elass CExamples: 1) Misha, going upto e boand. wkes chath
and puts it on tie table. Then, ke is to take his searquietly, and so furth, Quict

And so on and so on. In another exercise: “hold the position you have assumed as long
as possible” (ibid., pp. 1581593,

Oave cach ehild a thin book with a hard cover or a small hoard ot an approprate size,
whitch must be held horizontally. On this plane he must hold a picee ol chalk. vreven
hetter, a small suck whittled out of wood ahout 10-12 emo o lengih and about 1-1.3
e in diameter. The shuhtest movement wall wopple this stick over. [ the Tirst
positivn, a child stands, wih his heels togetber, toes upart, and holds the small hoard
i hoth hands; another pupil sets the stck on it Jthey should tike o photograph'—
LN

Ixercise ad: the same exercises . only without spreading the feet: toes topether”
bbid. p 1349

" SLive kibor T e refeience i, apparently, Bibheat o Euoddien The ithes aie Vigatsky's | Teansl, Bd ]
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One ean say without a vestige of polemical fervor or exaggeration that the senselessness
of these exercises iy striking and by far exceeds the nonsense of the old Gerngan book of
translations, although they are buth in the same category: “Do yvou play the violin?” *No,
my littke friend, but this man’s aunt is going abroad.” The exact sane senselessness,

Moreover. all the exervises in psychological support and the cultivation of the senses
conshtute similar nonsense: one must leam to finish as quickly as possible the tasks of
carrying a dish full of water, threading beads, throwing rings. unstringing beads. teacing
fetters, comparing tahles, striking an expressive pose, studying smells. comparing the
strength of smiells. Wha can be reared from all of thix” Does this pot sooner transform
normal child into a mentally retarded ¢hild rather than develop in the retarded child those
mechanivms of hehavior, psyehology, and personalin: which have not yet meshed with e
sharp recth of life's intricare gears? How does this all ditfer from “the sharp teeth of the
fitile mice of our nerghbor” in the French primer” I you bear in mind that “cach exercise is
repeated frequently in the course of a series of lessons” (ihid., p. 1573, and thar prechsely
these exercises constitute “the first and second place™ among the school's priarities (ibid.,
P 393 then it becomes clear that unti! we dispense with pre-scientitic pedagopy and turn (he
anxihary school 180 degrees on its axis, we will develop nothing with our conical stick (of
[0=12 cm lengthand 1-1 .S ey, in dinmetery on a thin board and will uchieye nothuing in our
attempt o educate the retarded child, but instead enly furce hinvinto greater retacdition.

This is not the place for a fill dey clapment of atl the positive possibihties for exercises
in psyehological support and sensorimotor controd at play at work activity, and in a ehild's
sucial conduct. However, ane cannot help but mention thit these same fessoms in silence, 1f
condicted without comnands and wii meaning, regulated by real need, and by the
mechanism of play, wonld suddenly lose the character of Egvptian tarture and would senve
as an excellent educational means, The argument is not whether or not to teach @ child w
obxerve sifence. but which means 1o employ to this end. Do we need lessons in obedience
upen command or lessons in purposetul, meantngtul silence? This [requently cited example
tHiastrates the overall deseription of the difference between the two different systems: the
uld. therapeutic svstem and the new social pedagogy. And what does sepregation ofthe sexes
medn i the education ot mentally retarded children other than a harsh retreat infe the recesses
al the old theory and digression into it isolted pusitions (A, N, Graboron, 1928y 11 s
embarrassing to repeat these absurd truths about the pointless separation of the sexes and
ahout the direct benelit of acquainting boys and girls with each other, as i these truihys applicd
tenfold to a retarded child. Where, it not in schaol, will a retarded bov have real hunuan
contaet with girls? What will seclusion in his wiready extremety burren and medger e do
for him besides intensitv his instinctual drives? And all the wise reasoning abhout the
appropriate exercise of satisfiction” will not save the theory at its most volnerghle puint.
“You canned give a child candy and then use it as an ncentive to do something right. The
reverse should be true . Suffering precedes plensure™ (ihid.. p. 100, As a result the carudy
comes afterward, and that's ail there is 1o i1,

N1t is impossible 1 construer g theory and system of educition on good intentions
alone, Just as it s impossible twobuild a house on sand. [f we begin to sav as well that the
“goal of aduecation i~ to create a harmonious education.” and by harmony we nean “the
manifestiation of a creative mdividuality. " ete, we will create nothing. The new pedagogy
tor the handicapped chiid demands, first of ull, conrageons and decisive rejection of the
outdated as-old-as-Adam svstems, with lessons in silence, heads, orthopedy and cultivation
of the senses, and second of 4l1, o desciplined, sober, and conscientions assessmient of the
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real goals of social education tor such a child. These are the necessary and unavoidable
prerequisttes for the long-overdite and slow-in-coning revolutionary retorm of [ the educa-
tion for| handicapped children. For all their freshness, such books as that by A. N. Graboroy
have come only haltway. From these examples, it is clearly seen that the special problems—
such as teaching speech to deaf-mute cluldren. training blind children tn vocations, estab-
lishing sensorimotor control among the mentally retarded, and, indeed all questions of
special education—can be answered only on the basis of social education as a whole. 1ty
impossible 1o decide them i isolaton.

4

[t appears to me that the development of our school represents an extremely outdated
tormoleducation in comparison with the practice of the West Europeans and the Anericans.
We are a good ten years behind in comparison with the techniques and devices of the West
Furopean schools, and it would seem to us that it is necessary to be on an equal footing with
them. But, there are two answers to the question of what constitutes success it Europe and
America. On the one hand, this success includes features which we need (o cultivate in vur
schools, and on the other hand, these steps were taken in precisely a direction wihich we miust
categorically reject. For example, the achievements by the Germans in the area of work with
the blind have caused quite a sensation around the world. (I dweil on this aspect, because it
i elucidated in $. S, Golovin's book ) The work is connected with the nane of P, Perls.”
and the results can be formulated 1n one phrase: the introduction of the blind into heavy
industry an the basis of real, very successtul experience.

For the Nirst time in the history of mankind, the blind have begun to work with complex
machinery, and this experiment has proved very fruitiul. The Berlin Commission on e
Investigation of Professions Suitable for the Biind recognized 122 protessions bevond of
that narrow eircte of professions set aside tor the bhind {blind musicians, chonsters, cratismen
and the helpless), the greater part of which are connected with jobs in heavy industry,

In other words, the highest form of labor {polytechnical skills and social, organizational
experience) turned out 1o be absolutely suitable tor the blind, Nothing needs to be said ubout
the colossal value such a statement has for pedagogy. [t is rntunount 1o the noton tat it is
possible o overcome this handicap by granting the blind full entry into the labor foree.

One must tuke into consideration that this experiment invelved those who becane blind
during the war und that we make expect to encounter some difficulties when we tum to those
who were horn blind. Yet there is no doubt that theoretically and practically, this experience,
o the whale, can be applied to those bora blind. Let us note two important ponciples which
seive s the basis of assumiption for this work. The first is that the blind will work side by
side with the seeing. [n no job will the blind work by themselves, alone inisotution. They
will definitely work together in cooperation wilh the seeing. Such a system of cooperation
has been worked out so that it is easier to apply it to the hlind. The second principle is that
the blind are not Lo specialize in one machine or job alone. For pedagogical reasons, they
are o wansfer from one division of machinery to another; they are to switch from one
machine to another because general polytechnical fundiwmentals are needed tor participation
1 production as a conscientious worker, [ will not begin 1o cite passages. | supgest, however,
reading those sections from Golovin™s work where he lists the machines on which the blind
are to work: presses, punching presses, cuthing machines, threading machines, drills, electrie

Chapter 2

lathes, and so torth. Hence, the lal
indusiry.

This 1s the bealthy and positi
which 1 have already relened. This:
say that i all countries up until m
course which 15 at ils very core pri
education differs from that of the:
direction, the use ot new pedigogi
path; it should be ssoung around 1
about hos this path will be realize
sacial pedagogy, on the hasis of w
contained. T allow mysell simply b
guiding principle tor everconing an
orient Hself to a lesser degree lows
the norm and the chilld’s overall he

What constitutes our radical «
Only the fact that there it is a ques
social edvearion. There it s a ques
crime and heggemg. [ts extremely,
point of view. We often hear assert
special education as for social disdi
ratrntfi, The question of educnting
background mainty becuise more py
vears of the Revolution, Now the
attention.




Purtl

are the necessary and unavoidable
revolutionary reivnm of [1he educa-
1ch books as that by AL N, Graborov
i1y seen that the special problens—
s blind chaldren in vocations, estab-
wded, and, indeed all questions of
of social education as a whole. ft1s

a] represents an extreniely outdated
West Europeans and the Americans.
techniques and devices of the West
sy to b onan equal footing with
1 constilules success i Europe and
es which we need o cuftivate in our
precisely o direction which we must
lie Gernians in the area of work with
d. 1 dwell on this aspect, becanse it
nnected with the nanie of . Perls.”
mroduction of the bhnd mto heasy

3

d have begun to work with complex
(Ll The Berlin Comnussien on the

opnized [22 protessions beyond of

lind musicians, chonsters, cradtsmen
sd with Jubs in heavy industry.
vcal skills and social, organizational
hind. Nothing needs to be sid about
Is tuntamount to the netion that it is
wh full entry into the Tabor foree.
ntinvolved those who hecame blind
ne dithieulties when we turn to those
alby und practically, this experience,
note two inportant principles which
£ that the hiind will work side by
hemselves, alune in isolation, They
wing. Such o systen of cooperation
e blind. The sceond principle 15 that
e, For pedagogical reasons, they
athet; they are to swiaieh from one
imentals are needed tur paracipation
tocite passages. | suppest, however,
bits the machines on which the blind
» threading machines, drills, electric

Chapter 2 75

lathes, and so forth. Hence, the labor of the blind turns out to be fully suilable for heavy
industry.

This is the healthy and positive side of Furopean and Anserican special pedagogy 10
which I have atready referred. This aspect we must adopt for our special schools, Bul T mus
say that in all countries up until now, these accomplishments have been direcled along a
course which 1s at its very core profoundly alien to us. You know how sharply our social
education difters from that of the Americans and the Germans. According to our general
direction, the use ot new pedagogical technelogy must proceed along a completely different
parh: it should be swung around 180 degrees. [ shall not begin now W comment coneretely
about how this path will be realized, because I would have 10 repeat the truisms of overalt
social pedagogy, on the basis of which our system of social education is constructed and
contained. 1 allow myself simply to make the following points: There is only one essential
guiding principle for overcoming and compensating for the various defects—pedagogy must
orient itself to a lesser degree toward deficiency and illness and to a greater degree toward
the nomn and the child’s overall health.

Wit constitutes our radical divergence from the West with respect to this question?
Only the fact that there it 1s a question of yociafl welfirre, whereas for us it is a question of
social educarion. There it s a question of charity for invalids and social insurance against
crime and begping. 1t iy extremely difficult to get 1id of the phijanthropic, invalid-orented
point of view. We often hear assertions (hat biogenetic cases are of interest not as much for
special education as for social disdain. The way the question was posed amounts toa rudical
wnruth. The question of educating handicapped children has until now been kept in the
hackground mainty becavse imore pressing questions demanded our attention doring the st
years of the Revolution. Now the time has come 1o bring the question before wide public
aftenfion.
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