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second- and third-rate talents, are destined for the task of rendering this
assistance and only in subjection to such a destiny do they come to feel
they have a duty and that their lives possess significance and a goal.

He who has recognized the unreason in the nature of this age, then, will
have to think of means of rendering it a little assistance; his task, how-
ever, will be to make the free spirits and those who suffer profoundly
fiom. Bt;r'age acquainted with Schopenhauer, assemble them together
and through them to engender a current capable of overcoming t}'le
ineptitude with which nature employs the philosopher. Such men will
come to realize that the forces which blunt the effect of a great philoso-
phy are the same as those which stand in the way of the produ'ction ofa
philosopher; which is why they are entitled to regard it as tffexr goal to
prepare the way for the reproduction of Schopenhauer, that is to say of
the philosophical genius.
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Professor John Dewey was one of the most influential American philoso-
phers and educational thinkers. Born in 1859 in Vermont, he studied at
the University of Vermont and obtained his Ph.D. from Johns Hopkins
University in 1884. His first academic appointment was at the University
of Michigan in “pedagogy.” Subsequently, he was a professor at the
University of Chicago in 1894, where he created the famous “Lab
School,” which still exists. His book The School and Society was published
in 1899 and is recognized as an important contribution to rethink the role
of schools at the time.

In 1904, he became a professor of philosophy at Columbia University
in New York, which also included teaching at Teachers College. Influ-
enced by the work of his contemporaries Pierce and James, among
others, he became one of the leading voices of pragmatism, an American
philosophical school of thought. In a nutshell, his view of pragmatism
can be summarized as judging the merits of an argument or a practice in
light of its consequences, thus the need for experimentation in education.
This view had an impact on his educational arguments. Although he has
been associated with progressivism and progressive education, he
grew in discontent with educational progressive practices that were
unreflective, superficial, and wrongfully guided, resulting in an anti--
intellectual experience.

A prolific writer, Dewey wrote about philosophy, art, culture, psy-
chology, and, of course, education. Some of his books are Experience and
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Nature, published in 1925; Art as Experience, published in 1934; Logic:
The Theory of Inquiry, published in 1938; and Freedom and Culture,
v:Emm?& in 1939. In education, some of his major contributions are
Democracy and Education, published in 1916, and Experience and
Education, published in 1938. Some important essays he wrote on edu-
cational matters are “The Child and the Curriculum,” which is included
in mam selections in this chapter, and “The Relationship of Theory to
Practice,” which outlines his ideas of a field-based teacher education
program. The titles of many of these books and essays reveal Dewey’s
overall approach to philosophy, politics, and education. As you notice,
he often links two independent concepts with the conjunction “and.”
The word “and” is a conjunction that allows for cooperative interaction
between terms to build a dynamic and interactive equilibrium between
differences. Thus, the focus on the conjunction “and” is for Dewey a
philosophical method that rejects either/or binaries and instead focuses
on connecting different concepts to form a more comprehensive and
inclusive argument. His emphasis on “and” also embodies his political
commitment to democracy. For Dewey, democracy is the best political
system because it maximizes individual inquiry and cooperative inter-
action and balances freedom of individual and collective interests.

.In Dewey’s educational writings, he advocated for a student-centered
“and” community-centered curriculum. Furthermore, he wanted active
minds and active, hands-on involvement using well-designed environ-
ments to stimulate learning, thus overcoming dichotomies between the
mind and the body. Unlike traditionalists who focused on a teacher-
centered curriculum and unlike some progressives who abandoned
curriculum in favor of student-centered approaches, Dewey chose to
emphasize the importance of the interaction between the curriculum
and the child. Mere facts, in his view, did not count as an education
because they were abstracted from student interests, needs, and com-
munity concerns. According to Dewey, it is the job of the teacher to
create environments that maximize the interaction of student interests,
subject matter, and collaborative projects. Such learning communities
included in his view learning to interact with each other and the oppor-
tunity to experience and learn to live in a democracy. Thus, education
serves an individual purpose—promoting growth and critical self-
reflection—and also a social purpose—promoting democratic social
habits. In sum, the classroom provided an ideal place to learn to inter-
act and participate democratically. Dialectically, the development of
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democratic habits of mind and habits of human interaction depended
o.: individual reflection upon the experiences stimulated in the educa-
tional setting.

In spite of his popularity, Dewey’s progressive ideas in education
were seldom implemented or tested, with the exception of some private
mnroo._m and a few school districts for short periods of time. Em.o.cww it
can be exciting and rewarding, wmmnEbm. in the ways he suggested is
complex, difficult, and demanding and requires intellectual dedication
A few vulgar versions of progressivism further contributed to the _.&mn..
tion of this practice, particularly by the middle of the twentieth century
By then, Dewey was already very critical of how progressive mm:nmmos.
had developed away from the conceptual and practical proposals he
advanced. His contributions, however, are still studied, and scholars in

many fields in many parts of the world cite him widely. He died in
1952 at the age of ninety-two.
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THE SCHOOL AND SOCIAL PROGRESS

We are apt to look at the school from an individualistic standpoint, as
sdinething between teacher and pupil, or between teacher and parent.
That which interests us most is naturally the progress made by the indi-
vidual child of our acquaintance, his normal physical development, his
advance in ability to read, write, and figure, his growth in the knowledge
of geography and history, improvement in manners, habits of prompt-
ness, order, and industry—it is from such standards as these that we judge
the work of the school. And rightly so. Yet the range of the outlook needs
to be enlarged. What the best and wisest parent wants for his own child,
that must the community want for all of its children. Any other ideal for
our schools is narrow and unlovely; acted upon, it destroys our democ-
racy. All that society has accomplished for itself is put, through the agency
of the school, at the disposal of its future members. All its better thoughts
of itself it hopes to realize through the new possibilities thus opened to its
future self. Here individualism and socialism are at one. Only by being
true to the full growth of all the individuals who make it up, can society
by any chance be true to itself. And in the self-direction thus given, noth-
ing counts as much as the school, for, as Horace Mann said, “Where any-
thing is growing, one former is worth a thousand re-formers.”

Whenever we have in mind the discussion of a new movement in
education, it is especially necessary to take the broader, or social, view.
Otherwise, changes in the school institution and tradition will be looked
at as the arbitrary inventions of particular teachers, at the worst transi-
tory fads, and at the best merely improvements in certain details—and
this is the plane upon which it is too customary to consider school
changes. It is as rational to conceive of the locomotive or the telegraph as
personal devices. The modification going on in the method and curricu-
fum- of education is as much a product of the changed sdcial situation,
and as much an effort to meet the needs of the new society that is form-
ing, as ate changes in modes of industry and commerce.

© Itis to this, then, that I especially ask your attention: the effort to
conceive what roughly may be termed the “New Education” in the
light of larger changes in society. Can we connect this “New Education”

“The School and Social Progress” and “The Child and the Curriculum” from The School and
* Society by John Dewey. Copyright © 1956. Reprinted by permission of the University of
Chicago Press. .
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with the general march of events? If we can, it will lose its isolated
character; it will cease to be an affair which proceeds only from the
over-ingenious minds of pedagogues dealing with particular pupils. It
will appear as part and parcel of the whole social evolution, and, in its
more general features at least, as inevitable. Let us then ask after the
main aspects of the social movement; and afterward turn to the school
to find what witness it gives of effort to put itself in line. And since it
is quite impossible to cover the whole ground, Ishall for the most part
confine myself in this chapter to one typical thing in the modern
school movement—that which passes under the name of manual
training—hoping, if the relation of that to changed social conditions
appears, we shall be ready to concede the point as well regarding
other educational innovations.

I make no apology for not dwelling at length upon the social
changes in question. Those I shall mention are writ so large that he who
runs may read. The change that comes first to mind, the one that over-
shadows and even controls all others, is the industrial one—the appli-
cation of science resulting in the great inventions that have utilized the
forces of nature on a vast and inexpensive scale: the growth of a world-
wide market as the object of production, of vast manufacturing centers
to supply this market, of cheap and rapid means of communication and
distribution between all its parts. Even as to its feebler beginnings, this
change is not much more than a century old; in many of its most impor-
tant aspects it falls within the short span of those now living. One can
hardly believe there has been a revolution in all history so rapid, so
extensive, so complete. Through it the face of the earth is making over,

even as to its physical forms; political boundaries are wiped out and
; moved about, as if they were indeed only lines on a paper map; popula-

tion is hurriedly gathered into cities from the ends of the earth; habits

- of living are altered with startling abruptness and thoroughness; the

search for the truths of nature is infinitely stimulated and facilitated,
and their application to life made not only practicable, but commer-

» cially necessary. Even our moral and religious ideas and interests, the
" most conservative because the deepest-lying things in our natute, are
. profoundly affected. That this revolution should not affect education in
. some other than a formal and superficial fashion is inconceivable.

Back of the factory system lies the household and neighborhood sys-

" tem. Those of us who are here today need go back only one, two, or at
. most three generations, to find a time when the household was practically
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the center in which were carried on, or about which were clustered, all the
typical forms of industrial occupation. The clothing worn was for the most
part made in the house; the members of the household were usually famil-
iar also with the shearing of the sheep, the carding and spinning of the
wool, and the plying of the loom. Instead of pressing a button and flood-
ing the house with electric light, the whole process of getting illumination
was followed in its toilsome length from the killing of the animal and the
EE_m of fat to the making of wicks and dipping of candles. The supply of
moﬁ\ of lumber, of foods, of building materials, of household furniture,
even of metal ware, of nails, hinges, hammers, etc., was produced in the
gzoa_mﬁm neighborhood, in shops which were constantly open to inspec-
co: and often centers of neighborhood congregation. The entire industrial
process stood revealed, from the production on the farm of the raw mate-
rials till the finished article was actually put to use. Not only this, but prac-
gm:% every member of the household had his own share in the work. The
children, as they gained in strength and capacity, were gradually initiated
into the mysteries of the several processes. It was a matter of immediate
and personal concern, even to the point of actual participation.

We cannot overlook the factors of discipline and of character-
building involved in this kind of life: training in habits of order and of
industry, and in the idea of responsibility, of obligation to do some-
thing, to produce something, in the world. There was always some-
thing which really needed to be done, and a real necessity that each
member of the household should do his own part faithfully and in co-
operation with others. Personalities which became effective in action
‘were bred and tested in the medium of action. Again, we cannot over-
look the importance for educational purposes of the close and intimate
acquaintance got with nature at first hand, with real things and materi-
als, with the actual processes of their manipulation, and the knowledge
of ﬁwmmn social necessities and uses. In all this there was continual train-
ing of observation, of ingenuity, constructive imagination, of logical
:,aocmg and of the sense of reality acquired through first-hand contact
with actualities. The educative forces of the domestic spinning and
Smm<5m~ of the sawmill, the gristmill, the cooper shop, and the black-
smith forge, were continuously operative.

No number of object-lessons, got up as object-lessons for the sake
of giving information, can afford even the shadow of a substitute for
acquaintance with the plants and animals of the farm and garden
acquired through actual living among them and caring for them. No
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training of sense-organs in school, introduced for the sake of training,
can begin to compete with the alertness and fulness of sense-life that
comes through daily intimacy and interest in familiar occupations.
Verbal memory can be trained in committing tasks, a certain disci-
pline of the reasoning powers can be acquired through lessons in sci-
ence and mathematics; but, after all, this is somewhat remote and
shadowy compared with the training of attention and of judgment
that is acquired in having to do things with a real motive behind and
a real outcome ahead. At present, concentration of industry and divi-
sion of labor have practically eliminated household and neighborhood
occupations—at least for educational purposes. But it is useless to
bemoan the departure of the good old days of children’s modesty,
reverence, and implicit obedience, if we expect merely by bemoaning
and by exhortation to bring them back. It is radical conditions which
have changed, and only an equally radical change in education suf-
fices. We must recognize our compensations—the increase in tolera-
tion, in breadth of social judgment, the larger acquaintance with
human nature, the sharpened alertness in reading signs of character
and interpreting social situations, greater accuracy of adaptation to
differing personalities, contact with greater commercial activities.
These considerations mean much to the city-bred child of today. Yet
there is a real problem: how shall we retain these advantages, and yet
introduce into the school something representing the other side of
life—occupations which exact personal responsibilities and which
train the child in relation to the physical realities of life?

When we turn to the school, we find that one of the most striking
tendencies at present is toward the introduction of so-called manual
training, shopwork, and the household arts—sewing and cooking.

This has not been done “on purpose,” with a full consciousness that
the school must now supply that factor of training formerly taken care
of in the home, but rather by instinct, by experimenting and finding
that such work takes a vital hold of pupils and gives them something
which was not to be got in any other way. Consciousness of its real
import is still so weak that the work is often done in a half-hearted, con-
fused, and unrelated way. The reasons assigned to justify it are
painfully inadequate or sometimes even positively wrong.

If we were to cross-examine even those who are most favorably dis-
posed to the introduction of this work into our school system, we
should, I imagine, generally find the main reasons to be that such work
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engages thé full spontaneous interest and attention of the children. It
keeps ‘them alert and active, instead of passive and receptive; it makes
them more useful, more capable, and hence more inclined to be helpful
at home; it prepares them to some extent for the practical duties of later
lifgf;ﬂ\e girls to be more efficient house managers; if not actually cooks
arid seamstresses; the boys (were our educational system only ade-
qfiately rounded out into trade schools) for their future vocations. I do
not underestimate the worth of these reasons. Of those indicated by the
changed attitude of the children I shall indeed have something to say in
the hext chapter, when speaking directly of the relationship of the
school to the child. But the point of view is, upon the whole, unneces-
sarily narrow. We must conceive of work in wood and metal, of weav-
ing, sewing, and cooking, as methods of living and learning, not as dis-
tinct studies.

We must conceive of them in their social significance, as types of
the processes by which society keeps itself going, as agencies for bring-
ing honie to the child some of the primal necessities of community life,
and as ways in which these needs have been met by the growing
insight and ingenuity of man; in short, as instrumentalities through
which the school itself shall be made a genuine form of active commu-
mty life, instead of a place set apart in which to learn lessons.

~““A society is a number of people held together because they are
warking along common lines, in a common spirit, and with reference to
common aims. The common needs and aims demand a growing inter-
change of thought and growing unity of sympathetic feeling. The radi-
cal reason that the present school cannot organize itself as a natural
social unit is because just this element of common and productive activ-
ity is absent. Upon the playground, in game and sport, social organiza-
tion takes ialace spontaneously and inevitably. There is something to
do, some éctivity to be carried on, requiring natural divisions of labor,
selection of leaders and followers, mutual co-operation and emulation.
In the school-room the motive and the cement of social organization are
al{ké.wanfing. Upon the ethical side, the tragic weakness of the present
s,chbql is that it endeavors to prepare future members of the social
order in a medium in which the conditions of the social spirit are emi-
nently wanting,

- The difference that appears when occupations are made the articu-

lating centers of school life is not easy to describe in words; it is a differ-
ence in motive, of spirit and atmosphere. As one enters a busy kitchen
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in which a group of children are actively engaged in the preparation of
food, the psychological difference, the change from more or less passive
and inert recipiency and restraint to one of buoyant outgoing energy, is
so obvious as fairly to strike one in the face. Indeed, to those whose
image of the school is rigidly set the change is sure to give a shock. But
the change in the social attitude is equally marked. The mere absorbing
of facts and truths is so exclusively individual an affair that it tends
very naturally to pass into selfishness. There is no obvious social
motive for the acquirement of mere learning, there is no clear social
gain in success thereat. Indeed, almost the only measure for success is a
competitive one, in the bad sense of that term—a comparison of results
in the recitation or in the examination to see which child has succeeded
in getting ahead of others in storing up, in accumulating, the maximum
of information. So thoroughly is this the prevailing atmosphere that for
one child to help another in his task has become a school crime. Where
the school work consists in simply learning lessons, mutual assistance,
instead of being the most natural form of co-operation and association,
becomes a clandestine effort to relieve one’s neighbor of his proper
duties. Where active work is going on, all this is changed. Helping oth-
ers, instead of being a form of charity which impoverishes the recipient,
is simply an aid in setting free the powers and furthering the impulse of
the one helped. A spirit of free communication, of interchange of ideas,
suggestions, results, both successes and failures of previous experi-
ences, becomes the dominating note of the recitation. So far as emula-
tion enters in, it is in the comparison of individuals, not with regard to
-fhe quantity of information personally absorbed, but with reference to
- the quality of work done—the genuine community standard of value.
In an informal but all the more pervasive way, the school life organizes
itself on a social basis.

Within this organization is found the principle of school discipline
or order. Of course, order is simply a thing which is relative to an end.
If you have the end in view of forty or fifty children learning certain
set lessons, to be recited to a teacher, your discipline must be devoted
0:securing that result. But if the end in view is the development of a
épmt of social co-operation and community life, discipline must grow
fftf‘mt of and be relative to such an aim. There is little of one sort of
frder where things are in process of construction; there is a certain
@isorder in any busy workshop; there is not silence; persons are not

At

engaged in maintaining certain fixed physical postures; their arms are
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not folded; they are not holding their books thus and so. They are
‘doing a variety of things, and there is the confusion, the bustle, that
results from activity. But out of the occupation, out of doing things

""" that are to produce results, and out of doing these in a social and co-
~": .pperative way, there is born a discipline of its own kind and type. Our
+ 7221 whole conception of school discipline changes when we get this point
27" of view. In critical moments we all realize that the only discipline that

-stands by us, the only training that becomes intuition, is that got
through life itself. That we learn from experience, and from books or
- the sayings of others only as they are related to experience, are not
" mere phrases. But the school has been so set apart, so isolated from
‘the ordinary conditions and motives of life, that the place where chil-
dren are sent for discipline is the one place in the world where it is
“most difficult to get experience—the mother of all discipline worth
the name. It is only when a narrow and fixed image of traditional
school discipline dominates that one is in any danger of overlooking
that deeper and infinitely wider discipline that comes from having a
part to do in constructive work, in contributing to a result which,
social in spirit, is none the less obvious and tangible in form—and
hence in a form with reference to which responsibility may be exacted

"and accurate judgment passed.

" The great thing to keep in mind, then, regarding the introduction
. into the school of various forms of active occupation, is that through
" them the entire spirit of the school is renewed. It has a chance to affili-
" ate itself with life, to become the child’s habitat, where he learns
" ‘through directed living, instead of being only a place to learn lessons
. having an abstract and remote reference to some possible living to be
done in the future. It gets a chance to be a miniature community, an
embryonic society. This is the fundamental fact, and from this arise
continuous and orderly streams of instruction. Under the industrial
‘régime described, the child, after all, shared in the work, not for the
sake of the sharing, but for the sake of the product. The educational
results secured were real, yet incidental and dependent. But in the
school the typical occupations followed are freed from all economic
stress. The aim is not the economic value of the products, but the devel-
- opment of social power and insight. It is this liberation from narrow
- utilities, this openness to the possibilities of the human spirit, that
makes these practical activities in the school allies of art and centers of
science and history.
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THE CHILD AND THE CURRICULUM

Profound differences in theory are never gratuitous or invented, They
grow out of conflicting elements in a genuine problem—a problem
which is genuine just because the elements, taken as they stand, are
conflicting. Any significant problem involves conditions that for the
moment contradict each other. Solution comes only by getting away
from the meaning of terms that is already fixed upon and coming to see
the conditions from another point of view, and hence in a fresh light.
But this reconstruction means travail of thought. Easier than thinking
with surrender of already formed ideas and detachment from facts
already learned is just to stick by what is already said, looking about for
something with which to buttress it against attack.

Thus sects arise: schools of opinion. Each selects that set of condi-
tions that appeals to it; and then erects them into a complete and inde-
pendent truth, instead of treating them as a factor in a problem, need-
ing adjustment.

The fundamental factors in the educative process are an immature,
undeveloped being; and certain social aims, meanings, values incarnate
in the matured experience of the adult. The educative process is the due
interaction of these forces. Such a conception of each in relation to the
other as facilitates completest and freest interaction is the essence of
educational theory.

But here comes the effort of thought. It is easier to see the conditions
in their separateness, to insist upon one at the expense of the other, to
make antagonists of them, than to discover a reality to which each
belongs. The easy thing is to seize upon something in the nature of the
child, or upon something in the developed consciousness of the adult, and
insist upon that as the key to the whole problem. When this happens a
really serious practical problem—that of interaction—is transformed into
an unreal, and hence insoluble, theoretic problem. Instead of seeing the
educative steadily and as a whole, we see conflicting terms. We get the
case of the child vs. the curriculum; of the individual nature s. social cul-
ture. Below all other divisions in pedagogic opinion lies this opposition.

The child lives in a somewhat narrow world of personal contacts.
Things hardly come within his experience unless they touch, intimately
and obviously, his own well-being, or that of his family and friends.
His world is a world of persons with their personal interests, rather
than a realm of facts and laws. Not truth, in the sense of conformity to
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exteinal fact, but affection and sympathy, is its keynote. As against this,
~ the course of study met in the school presents material stretching back
indefinitely in time, and extending outward indefinitely into space. The
child is taken out of his familiar physical environment, hardly more
than a square mile or so in area, into the wide world—yes, and even to
the bounds of the solar system. His little span of personal memory and
tradition is.overlaid with the long centuries of the history of all peoples.
Again, the child’s life is an integral, a total one. He passes quickly
and readily from one topic to another, as from one spot to another, but
is not conscious of transition or break. There is no conscious isolation,
hardly conscious distinction. The things that occupy him are held
together by the unity of the personal and social interests which his life
carries along. Whatever is uppermost in his mind constitutes to him, for
the time being, the whole universe. That universe is fluid and fluent; its
contents dissolve and re-form with amazing rapidity. But, after all, it is
the @:hild's own world. It has the unity and completeness of his own life.
He goes to school, and various studies divide and fractionize the world
- for him. Geography selects, it abstracts and analyzes one set of facts,
and from one particular point of view. Arithmetic is another division,
grammar another department, and so on indefinitely.
~ ‘Again, in school each of these subjects is classified. Facts are torn
away from their original place in experience and rearranged with refer-
ence to some general principle. Classification is not a matter of child
experience; things do not come to the individual pigeonholed. The vital
ties of affection, the connecting bonds of activity, hold together the vari-
ety of his personal experiences. The adult mind is so familiar with the
notion of logically ordered facts that it does not recognize—it cannot
realize—the amount of separating and reformulating which the facts of
direct experience have to undergo before they can appear as a “study,”
or branch of learning. A principle, for the intellect, has had to be distin-
guished and defined; facts have had to be interpreted in relation to this
pr‘mciple, not as they are in themselves. They have had to be regathered
about a new center which is wholly abstract and ideal. All this means a
development of a special intellectual interest. It means ability to view
facts impartially and objectively; that is, without reference to their place
and meaning in one’s own experience. It means capacity to analyze and
to syhthesize. It means highly matured intellectual habits and the
command of a definite technique and apparatus of scientific inquiry.
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The studies as classified are the product, in a word, of the science of the
ages, not of the experience of the child.

- These apparent deviations and differences between child and cur-
r{culum might be almost indefinitely widened. But we have here suffi-
ciently fundamental divergences: first, the narrow but personal world
of the child against the impersonal but infinitely extended world of
space and time; second, the unity, the single wholeheartedness of the
child’s life, and the specializations and divisions of the curriculum:
third, an abstract principle of logical classification and arrangement'
and the practical and emotional bonds of child life, '

From these elements of conflict grow up different educational sects
One school fixes its attention upon the importance of the subject-matte1:
o'f the curriculum as compared with the contents of the child’s own expe-
rience. It is as if they said: Is life petty, narrow, and crude? Then studies
reveal the great, wide universe with all its fulness and complexity of
meaning. Is the life of the child egoistic, self-centered, impulsive? Then in
these studies is found an objective universe of truth, law, and order. Is his
expe'rience confused, vague, uncertain, at the mercy of the morhent’s
caprice and circumstance? Then studies introduce a world arranged on
the basis of eternal and general truth; a world where all is measured and
defined. Hence the moral: ignore and minimize the child’s individual
peculiarities, whims, and experiences. They are what we need to get
away from. They are to be obscured or eliminated. As educators our
work is precisely to substitute for these superficial and casual affairs sta-

" ble and well-ordered realities; and these are found in studies and lessons.

Subdivide each topic into studies; each study into lessons; each les-
son into specific facts and formulae. Let the child proceed step by step to
master each one of these separate parts, and at last he will have covered
the. entire ground. The road which looks so long when viewed in its
entirety is easily traveled, considered as a series of particular steps. Thus
emphasis is put upon the logical subdivisions and consecutions of the
subject-matter. Problems of instruction are problems of procuring texts
giving logical parts and sequences, and of presenting these portions in
class in a similar definite and graded way. Subject-matter furnishes the
end, and it determines method. The child is simply the immature being
M{hc.) is to be matured; he is the superficial being who is to be deepened;
his is narrow experience which is to be widened. It is his to receive tc;
accept. His part is fulfilled when he is ductile and docile, I
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~'Not s0, says the other sect. The child is the starting-point, the center,

. and the end. His development, his growth, is the ideal. It alone furnishes
the standard. To the growth of the child all studies are subservient; they
are instruments valued as they serve the needs of growth. Personality,
character, is more than subject-matter. Not knowledge or information,
but self-realization, is the goal. To possess all the world of knowledge
and lose one’s own self is as awful a fate in education as in religion.

- Moreover, subject-matter never can be got into the child from without.
Learning is active. It involves reaching out of the mind. It involves
organic assimilation starting from within. Literally, we must take our
stand with the child and our departure from him. It is he and not the
subject-matter which determines both quality and quantity of learning.

~The only significant method is the method of the mind as it reaches
out and assimilates. Subject-matter is but spiritual food, possible nutri-
tive material. It cannot digest itself; it cannot of its own accord turn into
bene and muscle and blood. The source of whatever is dead, mechani-
cal, and formal in schools is found precisely in the subordination of the
life and experience of the child to the curriculum. It is because of this
that “study” has become a synonym for what is irksome, and a lesson
identical with a task.
This fundamental opposition of child and curriculum set up by
these two modes of doctrine can be duplicated in a series of other
terms. “Discipline” is the watchword of those who magnify the course
of study; “interest” that of those who blazon “The Child” upon their
banner. The standpoint of the former is logical; that of the latter psycho-
logical. The first emphasizes the necessity of adequate training and
scholarship on the part of the teacher; the latter that of need of sympa-
thy" with the child, and knowledge of his natural instincts. “Guidance
and control” are the catchwords of one school; “freedom and initiative”
of the other. Law is asserted here; spontaneity proclaimed there. The
,oEM the conservation of what has been achieved in the pain and toil of
‘Em ages, is dear to the one; the new, change, progress, wins the affec-
tion of the other. Inertness and routine, chaos and anarchism, are accu-
sations bandied back and forth. Neglect of the sacred authority of duty
is charged by one side, only to be met by counter-charges of suppres-
sion of individuality through tyrannical despotism.
Such oppositions are rarely carried to their logical conclusion.
Common-sense recoils at the extreme character of these results. They
are left to theorists, while common-sense vibrates back and forward in
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a maze of inconsistent compromise. The need of getting theory and
practical common-sense into closer connection suggests a return \8 our
original thesis: that we have here conditions which are necessarily
related to each other in the educative process, since this is precisely one
of interaction and adjustment.

What, then, is the problem? It is just to get rid of the prejudicial
notion that there is some gap in kind (as distinct from degree) between
the child’s experience and the various forms of subject-matter that
make up the course of study. From the side of the child, it is a question
of seeing how his experience already contains within itself elements—
facts and truths—of just the same sort as those entering into the formu-
lated study; and, what is of more importance, of how it contains within
itself the attitudes, the motives, and the interests which have operated
in developing and organizing the subject-matter to the plane which it
now occupies. From the side of the studies, it is a question of interpret-
ing them as outgrowths of forces operating in the child’s life, and of
discovering the steps that intervene between the child’s present experi-
ence and their richer maturity.

Abandon the notion of subject-matter as something fixed and
ready-made in itself, outside the child’s experience; cease thinking of
Ew child’s experience as also something hard and fast; see it as some-
m.dnm fluent, embryonic, vital; and we realize that the child and the cur-
riculum are simply two limits which define a single process. Just as two
points define a straight line, so the present standpoint of the child and
the facts and truths of studies define instruction. It is continuous recon-
struction, moving from the child’s present experience out into that rep-
resented by the organized bodies of truth that we call studies.

On the face of it, the various studies, arithmetic, geography, lan-
guage, botany, etc., are themselves experience—they are that o\m the
race. They embody the cumulative outcome of the efforts, the strivings
and the successes of the human race generation after generation. .H.rmv“
present this, not as a mere accumulation, not as a miscellaneous heap of
separate bits of experience, but in some organized and systematized
way—that is, as reflectively formulated.

Hence, the facts and truths that enter into the child’s present experi-
ence, and those contained in the subject-matter of studies, are the initial
and final terms of one reality. To oppose one to the other is to oppose
the infancy and maturity of the same growing life; it is to set the
moving tendency and the final result of the same process over against
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each other; it is to hold that the nature and the destiny of the child war
with each other.

If such be the case, the problem of the relation of the child and the
curriculum presents itself in this guise: Of what use, educationally
speaking, is it to be able to see the end in the beginning? How does it
assist us in dealing with the early stages of growth to be able to antici-
pate its later’ phases? The studies, as we have agreed, represent the
possibilities of development inherent in the child’s immediate crude
mx@mamnnm.. But, after all, they are not parts of that present and immedi-
atc life. Why, then, or how, make account of them?

Asking such a question suggests its own answer. To see the out-
come is to know ‘in what direction the present experience is moving,
provided it move normally and soundly. The far-away point, which is
of no significance to us simply as far away, becomes of huge impor-
tance the moment we take it as defining a present direction of move-
ment. Taken in this way it is no remote and distant result to be
achieved, but a giiding method in dealing with the present. The sys-
tematized and defined experience of the adult mind, in other words, is
of value to us in interpreting the child’s life as it immediately shows
itself, and in Hu_mmmwbm on to guidance or direction.

Let us look for a moment at these two ideas: interpretation and
guidance. The child’s present experience is in no way self-explanatory. It
is not final, but transitional. It is nothing complete in itself, but just a
sign or index of certain growth-tendencies. As long as we confine our
gaze to what the child here and now puts forth, we are confused and
misled. We cannot read its meaning. Extreme depreciations of the child
morally and intellectually, and sentimental idealizations of him, have
their root in a common fallacy. Both spring from taking stages of a
growth or movement as something cut off and fixed. The first fails to see
the vnonmm_noEwwbmn_ in feelings and deeds which, taken by them-
selves, are uncompromising and repellent; the second fails to see that

even the most pleasing and beautiful exhibitions are but signs, and that
they begin to spoil and rot the moment they are treated as achievements.

‘What we need is something which will enable us to interpret, to

appraise, the elements in the child’s present puttings forth and fallings
away, his exhibitions of power and weakness, in the light of some
larger growth-process in which they have their place. Only in this way
can we discriminate. If we isolate the child’s present inclinations, pur-
‘poses, and experiences from the place they occupy and the part they
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”"-repression of initiative in conformity with supposed interests of some
. more perfect thought or will. It is as if the child were forever tasting
‘and never eafing; always having his palate tickled upon the emotional
. side, but never getting the organic satisfaction that comes only with
‘ digestion of food and transformation of it into working power.
. As against such a view, the subject-matter of science and history
and .art serves to reveal the real child to us. We do not know the mean-
ing either of his tendencies or of his performances excepting as we take
them as germinating seed, or opening bud, of some fruit to be borne.
~ The whole world of visual nature is all too small an answer to the prob-
lem of the meaning of the child’s instinct for light and form. The entire
 science of physics is none too much to interpret adequately to us what
. isinvolved in some simple demand of the child for explanation of some
' casual change that has attracted his attention. The art of Raphael or of
~..Corot is none too much to enable us to value the impulses stirring in
N .t_he child when he draws and daubs.
. So much for the use of the subject-matter in interpretation. Its fur-
. . ther employment in direction or guidance is but an expansion of the
.‘same‘th.ought. To interpret the fact is to see it in its vital movement, to
see it in its relation to growth. But to view it as a part of a normal
growth is to secure the basis for guiding it. Guidance is not external
imposition. It is freeing the life-process for its own most adequate fulfil-
ment. What was said about disregard of the child’s present experience
because of its remoteness from mature experience; and of the sentimen-
tal idealization of the child’s naive caprices and performances, may be
repeated here with slightly altered phrase. There are those who see no
alternative between forcing the child from without, or leaving him
entirely alone. Seeing no alternative, some choose one mode, some
another. Both fall into the same fundamental error. Both fail to see that
development is a definite process, having its own law which can be ful-
filled only when adequate and normal conditions are provided. Really
"~ toiriterpret the child’s present crude impulses in counting, measuring, and
arranging things in rhythmic series involves mathematical scholarship—
" "a knowledge of the mathematical formulae and relations which have, in
the history of the race, grown out of just such crude beginnings. To see
- the whole history of development which intervenes between these two
terms is simply to see what step the child needs to take just here and
now; to what use he needs to put his blind impulse in order that it may
get clarity and gain force.
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If, once more, the “old education” tended to ignore the dynamic

quality, the developing force inherent in the child’s present experience
and therefore to assume that direction and control were just matters o;
arbitrarily putting the child in a given path and compelling him to walk
there, the “new education” is in danger of taking the idea of develop-
ment in altogether too formal and empty a way. The child is expected
to.”develop" this or that fact or truth out of his own mind. He is told to
think things out, or work things out for himself, without being supplied
any of the environing conditions which are requisite to start and guide
thought. Nothing can be developed from nothing; nothing but the
crude can be developed out of the crude—and this is what surely hap-
pens when we throw the child back upon his achieved self as a finalitl;
and invite him to spin new truths of nature or of conduct out of that Ié
is certainly as futile to expect a child to evolve a universe out of his ox;vn
mere mind as it is for a philosopher to attempt that task. Development
does not mean just getting something out of the mind. It is a develop-
fnent of experience and into experience that is really wanted. And this
is impossible save as just that educative medium is provided which will
enable the powers and interests that have been selected as valuable to
function. They must operate, and how they operate will depend almost
entirely upon the stimuli which surround them and the material upon
which they exercise themselves. The problem of direction is thus the
problem of selecting appropriate stimuli for instincts and impulses
which it is. desired to employ in the gaining of new experience, What
flew €xperlences are desirable, and thus what stimuli are needed, it is
impossible to tell except as there is some comprehension of the d,evel-
opment which is aimed at; except, in a word, as the adult knowledge is
drawn upon as revealing the possible career open to the child.

It may be of use to distinguish and to relate to each other the logical
and the psychological aspects of experience—the former standing for
subject-matter in itself, the latter for it in relation to the child. A psycho-
logical statement of experience follows its actual growth; it is historic; it
notes steps actually taken, the uncertain and tortuous, as well as the eéﬁ-
cient and successful. The logical point of view, on the other hand
assumes that the development has reached a certain positive stage of ful-’

. filment. It neglects the process and considers the outcome. It summarizes
and arranges, and thus separates the achieved results from the actual

$teps by wl}ich they were forthcoming in the first instance. We may com-
ipare the difference between the logical and the Psychological to the
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difference between the notes which an explorer makes in a new country,
-blazing a trail and finding his way along as best he may, and the finished
. map that is constructed after the country has been thoroughly explored.
The two are mutually dependent. Without the more or less accidental
- and devious paths traced by the explorer there would be no facts which
"could be utilized in the making of the complete and related chart. But no
‘one would get the benefit of the explorer’s trip if it was not compared
- and checked up with similar wanderings undertaken by others; unless
the new geographical facts learned, the streams crossed, the mountains
climbed, etc., were viewed, not as mere incidents in the journey of the
. particular traveler, but (quite apart from the individual explorer’s life) in
relation to other similar facts already known. The map orders individual
experiences, connecting them with one another irrespective of the local
and temporal circumstances and accidents of their original discovery.
~ Of what use is this formulated statement of experience? Of what
use is-the map?

Well, we may first tell what the map is not. The map is not a substi-
tute for a personal experience. The map does not take the place of an
actual journey. The logically formulated material of a science or branch
of learning, of a study, is no substitute for the having of individual

: eXperiences. The mathematical formula for a falling body does not take
“the place of personal contact and immediate individual experience with
- the falling thing. But the map, a summary, an arranged and orderly
view of previous experiences, serves as a guide to future experience; it
gives direction; it facilitates control; it economizes effort, preventing
useless wandering, and pointing out the paths which lead most quickly

- and most certainly to a desired result. Through the map every new
traveler may get for his own journey the benefits of the results of oth-
ers’ explorations without the waste of energy and loss of time involved
in their wanderings—wanderings which he himself would be obliged
to repeat were it not for just the assistance of the objective and general-
ized record of their performances. That which we call a science or study
puts the net product of past experience in the form which makes it most
available for the future. It represents a capitalization which may at once
be turned to interest. It economizes the workings of the mind in every

. way. Memory is less taxed because the facts are grouped together about
_some common principle, instead of being connected solely with the
“varying incidents of their original discovery. Observation is assisted;
we know what to look for and where to look. It is the difference
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between looking for a needle in a haystack, and searching for a given
paper in a well-arranged cabinet. Reasoning is directed, because there is
a certain general path or line laid out along which ideas naturally
march, instead of moving from one chance association to another.

There is, then, nothing final about a logical rendering of experience.
Its value is not contained in itself; its significance is that of standpoint,
outlook, method. It intervenes between the more casual, tentative, and
roundabout experiences of the past, and more controlled and orderly
experiences of the future. It gives past experience in that net form
which renders it most available and most significant, most fecund for
future experience. The abstractions; generalizations, and classifications
which it introduces all have prospective meaning.

The formulated result is then not to be opposed to the process of
growth. The logical is not set over against the psychological. The sur-
veyed and arranged result occupies a critical position in the process of
growth. It marks a turning-point. It shows how we may get the benefit
of past effort in controlling future endeavor. In the largest sense the log-
ical standpoint is itself psychological; it has its meaning as a point in
the development of experience, and its justification is in its functioning
in the future growth which it insures.

Hence the need of reinstating into experience the subject-matter of
the studies, or branches of learning. It must be restored to the experi-
ence from which it has been abstracted. It needs to be psychologized;
turned over, translated into the immediate and individual experiencing
within which it has its origin and significance.

Every study or subject thus has two aspects: one for the scientist as
a scientist; the other for the teacher as a teacher. These two aspects are
in no sense opposed or conflicting. But neither are they immediately
identical. For the scientist, the subject-matter represents simply a given
body of truth to be employed in locating new problems, instituting new
researches, and carrying them through to a verified outcome. To him
the subject-matter of the science is self-contained. He refers various por-
tions of it to each other; he connects new facts with it. He is not, as a sci-
entist, called upon to travel outside its particular bounds; if he does, it
is only to get more facts of the same general sort. The problem of the
teacher is a different one. As a teacher he is not concerned with adding
new facts to the science he teaches; in propounding new hypotheses or
in verifying them. He is concerned with the subject-matter of the sci-
ence as representing a given stage and phase of the development of experience.
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His problem is that of inducing a vital and personal experiencing.
Hence, what concerns him, as teacher, is the ways in which that subject
may -become a part of experience; what there is in the child’s present
that is usable with reference to it; how such elements are to be used;
how his own knowledge of the subject-matter may assist in interpreting
the child’s needs and doings, and determine the medium in which the
child should be placed in order that his growth may be properly
directed. He is concerned, not with the subject-matter as such, but with
the subject-matter as a related factor in a total and growing experience.
Thus to see it is to psychologize it.
- It is the failure to keep in mind the double aspect of subject-matter
: whig:h causes the curriculum and child to be set over against each other as
described in our early pages. The subject-matter, just as it is for the scien-
tist, has no direct relationship to the child’s present experience. It stands
outside of it. The danger here is not a merely theoretical one. We are practi-
-cally. threatened on all sides. Textbook and teacher vie with each other in
+ ‘presenting to the child the subject-matter as it stands to the specialist. Such
modification and revision as it undergoes are a mere elimination of certain
scientific difficulties, and the general reduction to a lower intellectual level.
The material is not translated into life-terms, but is directly offered as a
substitute for, or an external annex to, the child’s present life.
Three typical evils result: In the first place, the lack of any organic
connection with what the child has already seen and felt and loved
makes the material purely formal and symbolic. There is a sense in
which it is impossible to value too highly the formal and the symbolic.
The genuine form, the real symbol, serve as methods in the holding and
discovery of truth. They are tools by which the individual pushes out
‘most surely and widely into unexplored areas. They are means
by which he brings to bear whatever of reality he has succeeded in
gaining in past searchings. But this happens only when the symbol
really symbolizes—when it stands for and sums up in shorthand actual
experiences which the individual has already gone through. A symbol
which is induced from without, which has not been led up to in prelimi-
naijr activities, is, as we say, a bare or mere symbol; it is dead and barren.
Now, any fact, whether of arithmetic, or geography, or grammar, which
is not led up to and into out of something which has previously occu-
pied a significant position in the child’s life for its own sake, is forced
into this position. It is not a reality, but just the sign of a reality which
might be experienced if certain conditions were fulfilled. But the abrupt

John Dewey 117

presentation of the fact as something known by others, and requiring
only to be studied and learned by the child, rules out such conditions of
fulfilment. It condemns the fact to be a hieroglyph: it would mean
something if one only had the key. The clue being lacking, it remains an
idle curiosity, to fret and obstruct the mind, a dead weight to burden it.
The second evil in this external presentation is lack of motivation.
There are not only no facts or truths which have been previously felt as
such with which to appropriate and assimilate the new, but there is no
craving, no need, no demand. When the subject-matter has been psychol-
ogized, that is, viewed as an outgrowth of present tendencies and activi-
ties, it is easy to locate in the present some obstacle, intellectual, practical,
or ethical, which can be handled more adequately if the truth in Question
be mastered. This need supplies motive for the learning. An end which is
the child’s own carries him on to possess the means of its accomplish-
ment. But when material is directly supplied in the form of a lesson to be
learned as a lesson, the connecting links of need and aim are conspicuous
for their absence. What we mean by the mechanical and dead in instruc-
'tion is a result of this lack of motivation. The organic and vital mean
Interaction—they mean play of mental demand and material supply.
The third evil is that even the most scientific matter, arranged in
most logical fashion, loses this quality, when presented in external,
ready-made fashion, by the time it gets to the child. It has to undergo
some modification in order to shut out some phases too hard to grasp,
and to reduce some of the attendant difficulties. What happens? Those
things which are most significant to the scientific man, and most valu-
able in the logic of actual inquiry and classification, drop out. The really
thought-provoking character is obscured, and the organizing function
disappears. Or, as we commonly say, the child’s reasoning powers, the
faculty of abstraction and generalization, are not adequately developed.
So the subject-matter is evacuated of its logical value, and, though it is
what it is only from the logical standpoint, is presented as stuff only for
“memory.” This is the contradiction: the child gets the advantage nei-
ther of the adult logical formulation, nor of his own native competen-
cies of apprehension and response. Hence the logic of the child is
hampered and mortified, and we are almost fortunate if he does not get
actual non-science, flat and common-place residue of what was gaining
scientific vitality a generation or two ago—degeneraté reminiscence of
‘what someone else once formulated on the basis of the experience that
some further person had, once upon a time, experienced.
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- The train of evils does not cease. It is all too common for opposed
erroneous theories to play straight into each other’s hands. Psychologi-
cal considerations may be slurred or shoved one side; they cannot be
crowded out. Put out of the door, they come back through the window.
Somehow and somewhere motive must be appealed to, connection
must be ‘established between the mind and its material. There is no
q_uést’iqn of getting along without this bond of connection; the only
question is whether it be such as grows out of the material itself in rela-
tion to the mind, or be imported and hitched on from some outside
source. If the subject-matter of the lessons be such as to have an appro-
priate place within the expanding consciousness of the child, if it grows
out of his own past doings, thinkings, and sufferings, and grows into
application in further achievements and receptivities, then no device or
trick of method has to be resorted to in order to enlist “interest.” The
psychologized is of interest—that is, it is placed in the whole of con-
scious life so that it shares the worth of that life. But the externally pre-
serited material, conceived and generated in standpoints and attitudes
remioté from the child, and developed in motives alien to him, has no
such place of its own. Hence the recourse to adventitious leverage to
pusl{ it in, to factitious drill to drive it in, to artificial bribe to lure it in.

* Three aspects of this recourse to outside ways for giving the subject
matter some psychological meaning may be worth mentioning. Famil-
iarity breeds contempt, but it also breeds something like affection. We
get used to the chains we wear, and we miss them when removed. ‘Tis
an old story that through custom we finally embrace what at first wore
a hideous mien. Unpleasant, because meaningless, activities may get
agreeable if long enough persisted in. It is possible for the mind to develop
interest ift a routine or mechanical procedure it conditions are continually sup-
plied which demand that mode of operation and preclude any other sort. 1 fre-
quently hear dulling devices and empty exercises defended and
extolled because “the children take such an ‘interest’ in them.” Yes, that
is the worst of it; the mind, shut out from worthy employ and missing

the taste of adequate performance, comes down to the level of that
which is-left to it to know and do, and perforce takes an interest in a
cabined and cramped experience. To find satisfaction in its own exer-
cise is the normal law of mind, and if large and meaningful business for
the mind be denied, it tries to content itself with the formal movements
that remain to it—and too often succeeds, save in those cases of more
intense activity which cannot accommodate themselves, and that make
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up the unruly and declassé of our school product. An interest in the for-
mal apprehension of symbols and in their memorized reproduction
becomes in many pupils a substitute for the original and vital interest
in reality; and all because, the subject-matter of the course of study
being out of relation to the concrete mind of the individual, some sub-
stitute bond to hold it in some kind of working relation to the mind
must be discovered and elaborated.

The second substitute for living motivation in the subject-matter is
that of contrast-effects; the material of the lesson is rendered interest-
ing, if not in itself, at least in contrast with some alternative experience.
To learn the lesson is more interesting than to take a scolding, be held
up to general ridicule, stay after school, receive degradingly low marks,
or fail to be promoted. And very much of what goes by the name of
“discipline,” and prides itself upon opposing the doctrines of a soft
pedagogy and upon upholding the banner of effort and duty, is noth-
ing more or less than just this appeal to “interest” in its obverse
aspect—to fear, to dislike of various kinds of physical, social, and per-
sonal pain. The subject-matter does not appeal; it cannot appeal; it lacks
origin and bearing in a growing experience. So the appeal is to the
thousand and one outside and irrelevant agencies which may serve to
throw, by sheer rebuff and rebound, the mind back upon the material
from which it is constantly wandering.

Human nature being what it is, however, it tends to seek its moti-
vation in the agreeable rather than in the disagreeable, in direct pleas-
ure rather than in alternative pain. And so has come up the modern
theory and practice of the “interesting,” in the false sense of that term.
The material is still left; so far as its own characteristics are concerned,
just material externally selected and formulated. It is still just so much
geography and arithmetic and grammar study; not so much potential-
ity of child-experience with regard to language, earth, and numbered
and measured reality. Hence the difficulty of bringing the mind to bear
upon it; hence its repulsiveness; the tendency for attention to wander;
for other acts and images to crowd in and expel the lesson. The legiti-
mate way out is to transform the material; to psychologize it—that is,
once more, to take it and to develop it within the range and scope of the

child’s life. But it is easier and simpler to leave it as it is, and then by
trick of method to arouse interest, to make it interesting; to cover it with

- sugar-coating; to conceal its barrenness by intermediate and unrelated

material; and finally, as it were, to get the child to swallow and digest
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the unpalatable morsel while he is enjoying tasting something quite dif-
ferent. But alas for the analogy! Mental assimilation is a matter of con-
sciousness; and if the attention has not been playing upon the actual
material, that has not been apprehended, nor worked into faculty.

- ..,Io? then, stands the case of Child vs. Curriculum? What shall the
verdict be? The radical fallacy in the original pleadings with which we
set out is the supposition that we have no choice save either to leave the
child to his own unguided spontaneity or to inspire direction upon him
.from without. Action is response; it is adaptation, adjustment. There is
no such thing as sheer self-activity possible—because all activity takes
place in a medium, in a situation, and with reference to its conditions.
But, again, no such thing as imposition of truth from without, as inser-

tion of truth from without, is possible. All depends upon the activity

which the mind itself undergoes in responding to what is presented
from without. Now, the value of the formulated wealth of knowledge
that makes up the course of study is that it may enable the educator to
determine the environment of the child, and thus by indirection to direct. Its
primary value, its primary indication, is for the teacher, not for the child.
“Tt'says to the teacher: Such and such are the capacities, the fulfilments, in

.a.&: and beauty and behavior, open to these children. Now see to it that

day by day the conditions are such that their own activities move

inevitably in this direction, toward such culmination of themselves. Let
the child’s nature fulfil its own destiny, revealed to you in whatever of
science and art and industry the world now holds as its own.

‘The case is of Child. It is his present powers which are to assert
themselves; his present capacities which are to be exercised; his present
attitudes which are to be realized. But save as the teacher knows,
knows wisely and thoroughly, the race-expression which is embodied
in that thing we call the Curriculum, the teacher knows neither what
the present power, capacity, or attitude is, nor yet how it is to be
asserted, exercised, and realized.

'THE NEED OF A THEORY OF EXPERIENCE

In short, the point I am making is that rejection of the philosophy and
‘practice of traditional education sets a new type of difficult educational
problem for those who believe in the new type of education. We shall

From Experience and Education by John Dewey, 1997. Reprinted by permission of Kappa
Delta Pi, International Honor Society in Education.
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operate blindly and in confusion until we recognize this fact; until we
an.of._mr_w appreciate that departure from the old solves no MunoEmBm
What is said in the following Pages is, accordingly, intended to 5&38.
some of the main problems with which the newer education is con-
fronted and to suggest the main lines along which their solution is to be
sought. I assume that amid all uncertainties there is one permanent
frame of reference: namely, the organic connection between education
and personal experience; or, that the new philosophy of education is
nogn..m:ma to some kind of empirical and experimental philosophy. But
experience and experiment are not self-explanatory ideas. Rather, .Emw.
Bm&.:.bm is part of the problem to be explored. To know the Bmmswsm of
empiricism we need to understand what experience is.

The belief that all genuine education comes about through experi-
m.bnm does not mean that all experiences are genuinely or equally educa-
tive. Experience and education cannot be directly equated to each other.
For some experiences are mis-educative. Any experience is nmm.ma:nmmﬁ“
that has the effect of arresting or distorting the growth of further experi-
ence. An experience may be such as to engender callousness; it may pro-
mzn.m lack of sensitivity and of responsiveness. Then the vowmchMmM of
r.mem richer experience in the future are restricted. Again, a given expe-
rience may increase a person’s automatic skill in a particular direction
and yet tend to land him in a groove or rut; the effect again is to narrow
the field of further experience. An experience may be immediately enjoy-
mE.m and yet promote the formation of a slack and careless mEEvm_m. _mwm
attitude then operates to modify the quality of subsequent .mxvmmmboMm s0
as :w prevent a person from getting out of them what they have to give
>mm=.r experiences may be so disconnected from one another that S_pmm.
.m.wnr 1s agreeable or even exciting in itself, they are not linked Q\Bac_m.
tively to one another. Energy is then dissipated and a person becomes

scatter-brained. Each experience may be lively, vivid, and “interesting,”
and yet their disconnectedness may artificially generate dispersive &mw_.
.»mm.amﬁmnr centrifugal habits. The consequence of formation of mznr\rmczm
is inability to control future experiences. They are then taken, either b
way of enjoyment or of discontent and revolt, just as 5@. nombm Cbmmw
such circumstances, it is idle to talk of self-control. .

‘ Traditional education offers a plethora of examples of experiences
of the kinds just mentioned. It is a great mistake to su oMm even
tacitly, that the traditional schoolroom was not a m._m”u in ~<Enr
pupils had experiences. Yet this is tacitly assumed when progressive
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education as a plan of learning by experience is placed in sharp opposi-
tion to the old. The proper line of attack is that the experiences which
were had, by pupils and teachers alike, were largely of a wrong kind.
How many students, for example, were rendered callous to ideas, and
how many lost the impetus to learn because of the way in which learn-
ing was experienced by them? How many acquired special skills by
means of automatic drill so that their power of judgment and capacity
to act intelligently in new situations was limited? How many came to
as's'qc;ia'te the learning process with ennui and boredom? How many
foul{c_:! what they did learn so foreign to the situations of life outside the
schqol’as to give them no power of control over the latter? How many
came to associate books with dull drudgery, so that they were “condi-
tionied” to all but flashy reading matter?

' If T ask these questions, it is not for the sake of wholesale condem-
nation of the old education. It is for quite another purpose. It is to
emphasize the fact, first, that young people in traditional schools do
have experiences; and, secondly, that the trouble is not the absence of
experiences, but their defective and wrong character—wrong and
defective from the standpoint of connection with further experience.
The positive side of this point is even more important in connection
with progressive education. It is not enough to insist upon the neces-
sity of experience, nor even of activity in experience. Everything
depends upon the quality of the experience which is had. The quality
of any experience has two aspects. There is an immediate aspect of
agrecableness or disagreeableness, and there is its influence upon
later experiences. The first is obvious and easy to judge. The effect of
an 'experience is not borne on its face. It sets a problem to the educa-
tor. It is his business to arrange for the kind of experiences which,
while they do not repel the student, but rather engage his activities
are, nevertheless, more than immediately enjoyable since they pro-
mote having desirable future experiences. Just as no man lives or dies
to_himself, so no experience lives and dies to itself. Wholly indepen-
dent of desire or intent, every experience lives on in further experi-
ences. Hence the central problem of an education based upon experi-
ence is to select the kind of present experiences that live fruitfully and
creatively in subsequent experiences.

Later, I shall discuss in more detail the principle of the continuity of
experience or what may be called the experiential continuum. Here I
wish’ simply to emphasize the importance of this principle for the
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philosophy of educative experience. A philosophy of education, like
any theory, has to be stated in words, in symbols. But so far as it is
more than verbal it is a plan for conducting education. Like any plan, it
must be framed with reference to what is to be done and how it is to be
done. The more definitely and sincerely it is held that education is a
development within, by, and for experience, the more important it is
that there shall be clear conceptions of what experience is. Unless expe-
rience is so conceived that the result is a plan for deciding upon subject-
matter, upon methods of instruction and discipline, and upon material
equipment and social organization of the school, it is wholly in the air.
It is reduced to a form of words which may be emotionally stirring but
for which any other set of words might equally well be substituted
unless they indicate operations to be initiated and executed. Just
because traditional education was a matter of routine in which the
plans and programs were handed down from the past, it does not fol-
low that progressive education is a matter of planless improvisation.

The traditional school could get along without any consistently
developed philosophy of education. About all it required in that line
was a set of abstract words like culture, discipline, our great cultural
heritage, etc., actual guidance being derived not from them but from
custom and established routines. Just because progressive schools can-
not rely upon established traditions and institutional habits, they must
either proceed more or less haphazardly or be directed by ideas which,
when they are made articulate and coherent, form a philosophy of edu-
cation. Revolt against the kind of organization characteristic of the tra-
ditional school constitutes a demand for a kind of organization based
upon ideas. I think that only slight acquaintance with the history of
education is needed to prove that educational reformers and innovators
alone have felt the need for a philosophy of education. Those who
adhered to the established system needed merely a few fine-sounding
words to justify existing practices. The real work was done by habits
which were so fixed as to be institutional. The lesson for progressive
education is that it requires in an urgent degree, a degree more pressing
than was incumbent upon former innovators, a philosophy of educa-
tion based upon a philosophy of experience.

I remarked incidentally that the philosophy in question is, to para-
phrase the saying of Lincoln about democracy, one of education of, by,
and for experience. No one of these words, of, by, or for, names anything
which is self-evident. Each of them is a challenge to discover and put
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. into operation a principle of order and organization which follows from
understanding what educative experience signifies.
" It is, accordingly, a much more difficult task to work out the kinds
of materials, of methods, and of social relationships that are appropri-
“ate to the new education than is the case with traditional education. I
think many of the difficulties experienced in the conduct of progressive
schools and many of the criticisms leveled against them arise from this
source. The difficulties are aggravated and the criticisms are increased
when it is supposed that the new education is somehow easier than the
old. This belief is, I imagine, more or less current. Perhaps it illustrates
again the Either-Or philosophy, springing from the idea that about all
‘which is required is not to do what is done in traditional schools.
" I admit gladly that the new education is simpler in principle than
. the old. It is in harmony with principles of growth, while there is very
much which is artificial in the old selection and arrangement of subjects
"and methods, and artificiality always leads to unnecessary complexity.
But the easy and the simple are not identical. To discover what is really
simple and to act upon the discovery is an exceedingly difficult task.
After the artificial and complex is once institutionally established and
- _ingrained in custom and routine, it is easier to walk in the paths that
have been beaten than it is, after taking a new point of view, to work
out what is practically involved in the new point of view. The old Ptole-
maic astronomical system was more complicated with its cycles and
epicycles than the Copernican system. But until organization of actual
astronomical phenomena on the ground of the latter principle had been
effected the easiest course was to follow the line of least resistance pro-
vided by the old intellectual habit. So we come back to the idea that a
coherent theory of experience, affording positive direction to selection
. and organization of appropriate educational methods and materials, is
~ required by the attempt to give new direction to the work of the
‘schools. The process is a slow and arduous one. It is a matter of growth,
" and there are many obstacles which tend to obstruct growth and to
deflect it into wrong lines.
I shall have something to say later about organization. All that is
needed, perhaps, at this point is to say that we must escape from the ten-
~-dency to think of organization in terms of the kind of organization,
‘whether of content (or subject-matter), or of methods and social rela-
‘tions, that mark traditional education. I think that a good deal of the
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current opposition to the idea of organization is due to the fact that it is
so hard to get away from the picture of the studies of the old school. The
wsoBma “organization” is mentioned imagination goes almost automat-
ically to the kind of organization that is familiar, and in revolting against
that we are led to shrink from the very idea of any organization. On the
other hand, educational reactionaries, who are now gathering force, use
the absence of adequate intellectual and moral organization in the 5Mu<<mn
n.v%m of school as proof not only of the need of organization, but to iden-
#.@ any and every kind of organization with that instituted before the
n._mm of experimental science. Failure to develop a conception of organiza-

tion En..g the empirical and experimental basis gives reactionaries a too

easy victory. But the fact that the empirical sciences now offer the best

type of intellectual organization which can be found in any field shows

that there is no reason why we, who call ourselves emipiricists, should
be “pushovers” in the matter of order and organization. ‘

Criteria of Experience

If there is any truth in what has been said about the need of forming a
theory of experience in order that education may be intelligently con-
ducted upon the basis of experience, it is clear that the next thing in
order in this discussion is to present the principles that are most mmmmmm.
.nmbw.mb framing this theory. I shall not, therefore, apologize for engag-
S.m In a certain amount of philosophical analysis, which otherwise
Bum.rn be out of place. I may, however, reassure you to some degree by
saying that this analysis is not an end in itself but is engaged in for the
sake of obtaining criteria to be applied later in discussion of a number
of concrete and, to most persons, more interesting issues.

I have already mentioned what I called the category of continuity.
or Ew experiential continuum. This principle is involved, as I wowbﬂmn.
out, in every attempt to discriminate between experiences that are
worthwhile educationally and those that are not. It may seem superflu-
ous to argue that this discrimination is necessary not only in criticizin
the traditional type of education but also in initiating and conductin M
different type. Nevertheless, it is advisable to pursue for a little im_m
E.m idea that it is necessary. One may safely assume, I suppose, that one
thing which has recommended the progressive movement wm that it
seems more in accord with the democratic ideal to which our people is
committed than do the procedures of the traditional school, since the
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latter have so much of the autocratic about them. Another thing which
has contributed to its favorable reception is that its methods are
humane in comparison with the harshness so often attending the poli-
cies of the traditional school.

- The question I would raise concerns why we prefer democratic and
humane arrangements to those which are autocratic and harsh. And by
“why,” 1 mean the reason for preferring them, not just the causes which
lead us to the preference. One cause may be that we have been taught
ric&_t only in the schools but by the press, the pulpit, the platform, and
our laws and law-making bodies that democracy is the best of all social
institutions. We may have so assimilated this idea from our surround-
ings that it has become an habitual part of our mental and moral make-
up. But similar causes have led other persons in different surroundings
to widely varying conclusions—to prefer fascism, for example. The
cause for our preference is not the same thing as the reason why we
should prefer it.

It is not my purpose here to go in detail into the reason. But I
would ask a single question: Can we find any reason that does not ulti-
mately come down to the belief that democratic social arrangements
promote a better quality of human experience, one which is more
widely accessible and enjoyed, than do non-democratic and anti-
democratic forms of social life? Does not the principle of regard for
individual freedom and for decency and kindliness of human relations
come back in the end to the conviction that these things are tributary to
a higher quality of experience on the part of a greater number than are
methods of repression and coercion or force? Is it not the reason for our
preference that we believe that mutual consultation and convictions
reached through persuasion, make possible a better quality of experi-
ence than can otherwise be provided on any wide scale?

If the answer to these questions is in the affirmative (and personally
I do not see how we can justify our preference for democracy and
humanity on any other ground), the ultimate reason for hospitality to
progressive education, because of its reliance upon and use of humane
methods and its kinship to democracy, goes back to the fact that dis-
crimination is made between the inherent values of different experi-
ences. So I come back to the principle of continuity of experience as a
criterién of discrimination.

At bottom, this principle rests upon the fact of habit, when habit is
interpreted biologically. The basic characteristic of habit is that every
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experience enacted and undergone modifies the one who acts and
undergoes, while this modification affects, whether we wish it or not
the quality of subsequent experiences. For it is a somewhat different'
person who enters into them. The principle of habit so understood
obviously goes deeper than the ordinary conception of 4 habit as a
more or less fixed way of doing things, although it includes the latter as
one of its special cases. It covers the formation of attitudes, attitudes
that are emotional and intellectual; it covers our basic sensitivities and
v.va.ys of meeting and responding to all the conditions which we meet in
living. From this point of view, the principle of continuity of experience
means that every experience both takes up something from those which
have gone before and modifies in some way the quality of those which
come after. As the poet states it,

- - all experience is an arch wherethro’
Gleams that untraveled world, whose margin fades
For ever and for ever when I move.

. So far, however, we have no ground for discrimination among expe-
riences. For the principle is of universal application. There is some kind
of continuity in every case. It is when we note the different forms in
?/vhich continuity of experience operates that we get the basis of discrim-
Inating among experiences. I may illustrate what is meant by an objection
which has been brought against an idea which I once put forth—
namely, that the educative process can be identified with growth when
that is understood in terms of the active participle, growing,

Growth, or growing as developing, not only physically but intellec-
tually and morally, is one exemplification of the Principle of continuity.
The objection made is that growth might take many different direc-
tions: a man, for example, who starts out on a career of burglary may
grow in that direction, and by practice may grow into a highly expert
burglar. Hence it is argued that “growth” is not enough; we must also
specify the direction in which growth takes place, the end towards
M‘rhich it tends. Before, however, we decide that the objection is conclu-
Sive we must analyze the case a little further.

That a man may grow in efficiency as a burglar, as a gangster, or as
a corrupt politician, cannot be doubted. But from the standpoint of
growth as education and education as growth the question is whether
growth in this direction promotes or retards growth in general. Does
this form of growth create conditions for further growth, or does it set
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up conditions that shut off the person who has grown in this particular
direction from the occasions, stimuli, and opportunities for continuing
growth in new directions? What is the effect of growth in a special
direction upon the attitudes and habits which alone open up avenues
for development in other lines? I shall leave you to answer these ques-
tions, saying simply that when and only when development in a partic-
ular line conduces to continuing growth does it answer to the criterion
of education as growing. For the conception is one that must find uni-
versal and not specialized limited application.

I return now to the question of continuity as a criterion by which to
discriminate between experiences which are educative and those which
are mis-educative. As we have seen, there is some kind of continuity in
any case since every experience affects for better or worse the attitudes
which help decide the quality of further experiences, by setting up cer-
tain preference and aversion, and making it easier or harder to act for
this or that end. Moreover, every experience influences in some degree
the objective conditions under which further experiences are had. For
example, a child who learns to speak has a new facility and new desire.
But he has also widened the external conditions of subsequent learning.
When he learns to read, he similarly opens up a new environment. If a
person decides to become a teacher, lawyer, physician, or stockbroker,
when he executes his intention he thereby necessarily determines to
some extent the environment in which he will act in the future. He has
rendered himself more sensitive and responsive to certain conditions,
and relatively immune to those things about him that would have been
stimuli if he had made another choice.

But, while the principle of continuity applies in some way in every
case, the quality of the present experience influences the way in which
the principle applies. We speak of spoiling a child and of the spoilt
child. The effect of over-indulging a child is a continuing one. It sets up
an attitude which operates as an automatic demand that persons and
objects cater to his desires and caprices in the future. It makes him seek
the kind of situation that will enable him to do what he feels like doing
at the time. It renders him averse to and comparatively incompetent in

situations which require effort and perseverance in overcoming obsta-
cles. There is no paradox in the fact that the principle of the continuity
of experience may operate so as to leave a person arrested on a low
plane of development, in a way which limits later capacity for growth.
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On the other hand, if an experience arouses curiosity, strengthens
initiative, and sets up desires and purposes that are sufficiently intense
to carry a person over dead places in the future, continuity works in a
very different way. Every experience is a moving force. Its value can be
judged only on the ground of what it moves toward and into. The
greater maturity of experience which should belong to the adult as edu-
cator puts him in a position to evaluate each experience of the young in
a way in which the one having the less mature experience cannot do. It
is then the business of the educator to see in what direction an experi-
ence is heading. There is no point in his being more mature if, instead
of using his greater insight to help organize the conditions of the expe-
rience of the immature, he throws away his insight. Failure to take the
moving force of an experience into account so as to judge and direct it
on the ground of what it is moving into means disloyalty to the princi-
ple of experience itself. The disloyalty operates in two directions. The
educator is false to the understanding that he should have obtained
from his own past experience. He is also unfaithful to the fact that all
human experience is ultimately social: that it involves contact and com-
munication. The mature person, to put it in moral terms, has no right to
withhold from the young on given occasions whatever capacity for
sympathetic understanding his own experience has given him.

No sooner, however, are such things said than there is a tendency to
react to the other extreme and take what has been said as a plea for some
sort of disguised imposition from outside. It is worth while, accordingly,
to say something about the way in which the adult can exercise the wis-
dom his own wider experience gives him without imposing a merely
. ‘external control. On one side, it is his business to be on the alert to see
- what attitudes and habitual tendencies are being created. In this direction
he must, if he is an educator, be able to judge what attitudes are actually
conducive to continued growth and what are detrimental. He must, in
addition, have that sympathetic understanding of individuals as individu-
als which gives him an idea of what is actually going on in the minds of
-those who are learning, It is, among other things, the need for these abili-
JHes on the part of the parent and teacher which makes a system of educa-
‘Hion based upon living experience a more difficult affair to conduct suc-
eessfully than it is to follow the patterns of traditional education.

2 But there is another aspect of the matter. Experience does not goon
simply inside a person. It does go on there, for it influences the
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formation .of attitudes of desire and purpose. But this is not the whole
of the'story. Every genuine experience has an active side which changes
in some degree the objective conditions under which experiences are
had: The difference between civilization and savagery, to take an exam-
ple‘on a large scale, is found in the degree in which previous experi-
ences have changed the objective conditions under which subsequent
experiences take place. The existence of roads, of means of rapid move-
ment and transportation, tools, implements, furniture, electric light and
power, are illustrations. Destroy the external conditions of present civi-
lized experience, and for a time our experience would relapse into that
of baibaric peoples.

*-In a word, we live from birth to death in a world of persons and
...Ezm.m which in large measure is what it is because of what has been
done and transmitted from previous human activities. When this fact is
ignored, experience is treated as if it were something which goes on
exclusively inside an individual’s body and mind. It ought not to be
necessary to say that experience does not occur in a vacuum. There are
sources otitside an individual which give rise to experience. It is con-
stantly fed from these springs. No one would question that a child in a
slum tenement has a different experience from that of a child in a cul-
tured home; that the country lad has a different kind of experience from
the city boy, or a boy on the seashore one different from the lad who is
brouight up on inland prairies. Ordinarily we take such facts for granted
as too’commonplace to record. But when their educational import is
recognized, they indicate the second way in which the educator can
direct the experience of the young without engaging in imposition. A
_umn.m.uu%.qmva:mEEQ of educators is that they not only be aware of the
gerieral principle of the shaping of actual experience by environing con-
ditions, but that they also recognize in the concrete what surroundings
are conducive to having experiences that lead to growth. Above all,
they should know how to utilize the surroundings, physical and social,
that exist so as to extract from them all that they have to contribute to
building up experiences that are worth while.

Traditional education did not have to face this problem; it could
systematically dodge this responsibility. The school environment of
desks, blackboards, a small school yard, was supposed to suffice. There
was no demand that the teacher should become intimately acquainted
with the conditions of the local community, physical, historical,
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economic, occupational, etc., in order to utilize them as educational
resources. A system of education based upon the necessary connection
of education with experience must, on the contrary, if faithful to its
principle, take these things constantly into account. This tax upon the
educator is another reason why progressive education is more difficult
to carry on than was ever the traditional system.

It is possible to frame schemes of education that pretty systemati-
cally subordinate objective conditions to those which reside in the indi-
viduals being educated. This happens whenever the place and function
of the teacher, of books, of apparatus and equipment, of everything
.EEnr represents the products of the more mature experience of elders,
Is systematically subordinated to the immediate inclinations and feel-
ings of the young. Every theory which assumes that importance can be
attached to these objective factors only at the expense of imposing
external control and of limiting the freedom of individuals rests finally
upon the notion that experience is truly experience only when objective
conditions are subordinated to what goes on within the individuals
having the experience.

I do not mean that it is supposed that objective conditions can be
shut out. It is recognized that they must enter in: so much concession is
made to the inescapable fact that we live in a world of things and per-
sons. But I think that observation of what 8oes on in some families and
some schools would disclose that some parents and some teachers are
acting upon the idea of subordinating objective conditions to internal
ones. In that case, it is assumed not only that the latter are primary,
which in one sense they are, but that just as they temporarily exist they
fix the whole educational process.

Let me illustrate from the case of an infant. The needs of a baby for
food, rest, and activity are certainly primary and decisive in one
Tespect. Nourishment must be provided; provision must be made for
<comfortable sleep, and so on. But these facts do not mean that a parent
&hall feed the baby at any time when the baby is cross or irritable, that
there shall not be a program of regular hours of feeding and sleeping,
etc. The wise mother takes account of the needs of the infant but not in
a way which dispenses with her own responsibility for regulating the
objective conditions under which the needs are satisfied. And if she is a
‘wise mother in this respect, she draws upon past experiences of experts
as well as her own for the light that these shed upon what experiences
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are in ‘general most conducive to the normal development of infants.
Instead of these conditions being subordinated to the immediate inter-
nal condition of the baby, they are definitely ordered so that a particu-
lar kind of interaction with these immediate internal states may be
brought about.

“The word “interaction,” which has just been used, expresses the sec-
ond chief principle for interpreting an experience in its educational func-
tion and force. It assigns equal rights to both factors in experience—
objective and internal conditions. Any normal experience is an interplay
of these two sets of conditions. Taken together, or in their interaction,
they form what we call a situation. The trouble with traditional educa-
tion was not that it emphasized the external conditions that enter into
the control of the experiences but that it paid so little attention to the
internal factors which also decide what kind of experience is had. It vio-
lated the principle of interaction from one side. But this violation is no
reason why the new education should violate the principle from the
other side—except upon the basis of the extreme Either-Or educational
philosophy which has been mentioned.

The illustration drawn from the need for regulation of the objective
conditions of a baby’s development indicates, first, that the parent has
responsibility for arranging the conditions under which an infant’s
experience of food, sleep, etc., occurs, and, secondly, that the responsi-
bility is fulfilled by utilizing the funded experience of the past, as this is
represented, say, by the advice of competent physicians and others who
have made a special study of normal physical growth. Does it limit the
freedom of the mother when she uses the body of knowledge thus pro-
vided to regulate the objective conditions of nourishment and sleep? Or
does the enlargement of her intelligence in fulfilling her parental func-
tion widen her freedom? Doubtless if a fetish were made of the advice
and directions so that they came to be inflexible dictates to be followed
under every possible condition, then restriction of freedom of both par-
ent and child would occur. But this restriction would also be a limita-
tion of the intelligence that is exercised in personal judgment.

In what respect does regulation of objective conditions limit the
freedom of the baby? Some limitation is certainly placed upon its
immediate movements and inclinations when it is put in its crib, at a
time when it wants to continue playing, or does not get food at the
moment it would like it, or when it isn’t picked up and dandled when it
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cries for attention. Restriction also occurs when mother or
snatches a child away from an open fire into which it is about ¢ r:’:;:lll‘se
shall have more to say later about freedom. Here it is enou hot N
v?rhether freedom is to be thought of and adjudged on the basigs of0 aISk
tively momentary incidents or whether its meaning is found in th, con
tinuity of developing experience. e con
The statement that individuals live in a world means, in th
Crete, that they live in a series of situations. And when it’is ': ot
they l‘ive in these situations, the meaning of the word “in” s ila:ff o
frc:lr'n its meaning when it is said that pennies are “in” a pocket or en'm:
is .m”.a can. It means, once more, that interaction is going on betvp:'am
an individual and objects and other persons. The conceptions of 'te -
tion and of interaction are inseparable from each other. An ex eri . u‘."
a!ways what it is because of a transaction taking place betwefn a:n cecll's
vidual and what, at the time, constitutes his environment whel:he;n thl-
latter consists of persons with whom he is talking about s’ome topi .
event, the subject talked about being also a part of the situation; g mﬂ? .
toyf with which he is playing; the book he is reading (in which h;s :n 'e
.ronm.g conditions at the time may be England or ancient Greece or o
magmaf'y region); or the materials of an experiment he is performinan
The environment, in other words, is whatever conditions interact witi
personal needs, desires, purposes, and capacities to create the exper;
fence which is had. Even when a person builds a castle in the air }l: r'l-
Interacting with the objects which he constructs in fancy. o
The two principles of continuity and interaction are not separate
from' each other. They intercept and unite, They are, so to s al; th
longitudinal and lateral aspects of experience. Diffete,nt situagsns ’su y
Feed one another. But because of the principle of continuity somethinc-
1s carried over from the earlier to the later ones. As an individu gl
passes from one situation to another, his world, his environmenat
expa}nds or contracts. He does not find himself living in another world’
but in a different part or aspect of one and the same world. What he
has learned in the way of knowledge and skill in one .situation
becor.nes an instrument of understanding and dealing effectively with
the sTtuations which follow. The process goes on as long as lii)’:: and
lt-eammg continue. Otherwise the course of experience is disorderl
smf:e the individual factor that enters into making an experienc YI
split. A divided world, a world whose parts and aspects dg not h:nlgs




134 * Chapter Six

together, is at once a sign and a cause of a divided personality. When

the splitting-up reaches a certain point we call the person insane. A

fully integrated personality, on the other hand, exists only when suc-

cessive experiences are integrated with one another. It can be built up
" only as a world of related objects is constructed.

' Continuity and interaction in their active union with each other
prow'}ide the measure of the educative significance and value of an expe-
rience. The immediate and direct concern of an educator is then with

* the situations in which interaction takes place. The individual, who
" ‘énters as a factor into it, is what he is at a given time. It is the other fac-
: tor, that of objective conditions, which lies to some extent within the
' poésibi_lity of regulation by the educator. As has already been noted, the
phrase “objective conditions” covers a wide range. It includes what is
done by the educator and the way in which it is done, not only words
's;pvok'en’ but the tone of voice in which they are spoken. It includes
' équipmen_t, books, apparatus, toys, games played. It includes the mate-
" rials with which an individual interacts, and, most important of all, the
. total social set-up of the situations in which a person is engaged.

When it is said that the objective conditions are those which are
within the power of the educator to regulate, it is meant, of course, that
his ability to influence directly the experience of others and thereby the
education they obtain places upon him the duty of determining that
enwvironment which will interact with the existing capacities and needs

 of those taught to create a worth-while experience. The trouble with
- traditional education was not that educators took upon themselves the
responsibility for providing an environment. The trouble was that they
did not consider the other factor in creating an experience; namely, the
~powers and purposes of those taught. It was assumed that a certain set
of conditions was intrinsically desirable, apart from its ability to evoke
- a certain quality of response in individuals. This lack of mutual adapta-
tion made the process of teaching and learning accidental. Those to
whom the provided conditions were suitable managed to learn. Others
got on as best they could. Responsibility for selecting objective condi-
tions carries with it, then, the responsibility for understanding the
needs and capacities of the individuals who are learning at a given
time. It is not enough that certain materials and methods have proved
effective with other individuals at other times. There must be a reason
for thinking that they will function in generating an experience that has
_educative quality with particular individuals at a particular time.
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It is no reflection upon the nutritive quality of beefsteak that it is
not fed to infants. It is not an invidious reflection upon trigonometry
that we do not teach it in the first or fifth grade of school. It is not the
subject per se that is educative or that is conducive to growth. There is
no subject that is in and of itself, or without regard to the stage of
growth attained by the learner, such that inherent educational value
can be attributed to it. Failure to take into account adaptation to the
needs and capacities of individuals was the source of the idea that
certain subjects and certain methods are intrinsically cultural or
intrinsically good for mental discipline. There is no such thing as
educational value in the abstract. The notion that some subjects and
methods and that acquaintance with certain facts and truths possess
educational value in and of themselves is the reason why traditional
education reduced the material of education so largely to a diet of
predigested materials. According to this notion, it was enough to reg-
ulate the quantity and difficulty of the material provided, in a
scheme of quantitative grading, from month to month and from year
to year. Otherwise a pupil was expected to take it in the doses that
were prescribed from without. If the pupil left it instead of taking it,
if he engaged in physical truancy, or in the mental truancy of mind-
wandering and finally built up an emotional revulsion against the
subject, he was held to be at fault. No question was raised as to
" whether the trouble might not lie in the subject-matter or in the way
in which it was offered. The principle of interaction makes it clear
that failure of adaptation of material to needs and capacities of indi-
wviduals may cause an experience to be non-educative quite as much
as failure of an individual to adapt himself to the material.

The principle of continuity in its educational application means,
nevertheless, that the future has to be taken into account at every
stage of the educational process. This idea is easily misunderstood
ad is badly distorted in traditional education. Its assumption is, that
by acquiring certain skills and by learning certain subjects which
would be needed later (perhaps in college or perhaps in adult life)
?ﬁpils are as a matter of course made ready for the needs and circum-
Stances of the future. Now “preparation” is a treacherous idea. In a
gartain sense every experience should do something to prepare a per-
&on for later experiences of a deeper and more expansive quality. That
.the very meaning of growth, continuity, reconstruction of experi-
ence. But it is a mistake to suppose that the mere acquisition of a
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cei;te;iri amount of arithmetic, geography, history, etc., which is taught
and studied because it may be useful at some time in the future, has
this effect, and it is a mistake to suppose that acquisition of skills in
reading and figuring will automatically constitute preparation f?r
their right and effective use under conditions very unlike those in
which they were acquired.

Almost everyone has had occasion to look back upon his school
days and wonder what has become of the knowledge he was supposed
to have amassed during his years of schooling, and why it is that the
technical skills he aéquired have to be learned over again in changed
form in order to stand him in good stead. Indeed, he is lucky who does
not find that in order to make progress, in order to go ahead intellectu-
ally, he does not have to unlearn much of what he learned in school.
These questions cannot be disposed of by saying that the subjects were
not. actually learned, for they were learned at least sufficiently to
enable a pupil to pass examinations in them. One trouble is that th.e
subject-matter in question was learned in isolation; it was put, as it
were, in a water-tight compartment. When the question is asked, then,
what has become of it, where has it gone to, the right answer is that it
is still there in the special compartment in which it was originally
stowed away. If exactly the same conditions recurred as those under
which it was acquired, it would also recur and be available. But it was
segregated when it was acquired and hence is so disconnected from
the rest of experience that it is not available under the actual condi-
tions of life. It is contrary to the laws of experience that learning of this
kind, no matter how thoroughly engrained at the time, should give
genuine preparation.

~Nor does failure in preparation end at this point. Perhaps the great-
est of all pedagogical fallacies is the notion that a person learns only the
particular thing he is studying at the time. Collateral learning in the
way of formation of enduring attitudes, of likes and dislikes, may be
and often is much more important than the spelling lesson or lesson in
geography or history that is learned. For these attitudes are fundamen-
tally what count in the future. The most important attitude that can be
formed is that of desire to go on learning. If impetus in this direction is
weakened instead of being intensified, something much more than
mere lack of preparation takes place. The pupil is actually robbed of
native capacities which otherwise would enable him to cope with the
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circumstances that he meets in the course of his life. We often see per-
sons who have had little schooling and in whose case the absence of set
schooling proves to be a positive asset. They have at least retained their
native common sense and power of judgment, and its exercise in the
actual conditions of living has given them the precious gift of ability to
learn from the experiences they have. What avail is it to win prescribed
amounts of information about geography and history, to win ability to
read and write, if in the process the individual loses his own soul: loses
his appreciation of things worth while, of the values to which these
things are relative; if he loses desire to apply what he has learned and,
above all, loses the ability to extract meaning from his future experi-
ences as they occur?

What, then, is the true meaning of preparation in the educational
scheme? In the first place, it means that a person, young or old, gets out
of his present experience all that there is in it for him at the time in
which he has it. When preparation is made the controlling end, then the
potentialities of the present are sacrificed to a suppositious future.
When this happens, the actual preparation for the future is missed or
distorted. The ideal of using the present simply to get ready for the
future contradicts itself. It omits, and even shuts out, the very condi-
tions by which a person can be prepared for his future. We always live
at the time we live and not at some other time, and only by extracting at
each present time the full meaning of each present experience are we
prepared for doing the same thing in the future. This is the only prepa-
ration which in the long run amounts to anything.

All this means that attentive care must be devoted to the condi-
tions which give each present experience a worth-while meaning.
Instead of inferring that it doesn’t make much difference what the
present experience is as long as it is enjoyed, the conclusion is the exact
opposite. Here is another matter where it is easy to react from one
extreme to the other. Because traditional schools tended to sacrifice the
present to a remote and more or less unknown future, therefore it
comes to be believed that the educator has little responsibility for the
kind of present experiences the young undergo. But the relation of
the present and the future is not an Either-Or affair. The present affects
the future anyway. The persons who should have some idea of the
connection between the two are those who have achieved maturity.
Accordingly, upon them devolves the responsibility for instituting the
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d of present experience which has a fa
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noa&aon.m. for the kin .
Education as growth or maturity shoul

mmmnw upon the future.
. m<mn.ﬁnm.mma process.

. Social Control .
" T Rave said that educational plans and projects, seeing education in
terms of life-experience, are thereby committed to framing and
adopting an intelligent theory or, if you please, philosophy of experi-
_.ence, Otherwise they are at the mercy of every intellectual breeze that
‘happens to blow. I have tried to illustrate the need for such a theory
by calling attention to two principles which are fundamental in the
_constitution of experience: the principles of interaction and of conti-
nuity. If, then, I am asked why I have spent so much time on
expounding a rather abstract philosophy, it is because practical
attempts to develop schools based upon the idea that education is
found in life-experience are bound to exhibit inconsistencies and con-
fusions unless they are guided by some conception of what experi-
ence is, and what marks off educative experience from non-educative
and mis-educative experience. I now come to a group of actual edu-
. cational questions the discussion of which will, I hope, provide topics
. and material that are more concrete than the discussion up to this
- point.
.- . The two principles of continuity and interaction as criteria of the
-value of experience are so intimately connected that it is not easy to tell
- -just what special educational problem to take up first. Even the conven-
jent division into problems of subject-matter or studies and of methods
of teaching and learning is likely to fail us in selection and organization
of topics to discuss. Consequently, the beginning and sequence of top-
ics is somewhat arbitrary. I shall commence, however, with the old
question of individual freedom and social control and pass on to the
questions that grow naturally out of it.
It is often well in considering educational problems to get a start by
temporarily ignoring the school and thinking of other human situa-
tions. I take it that no one would deny that the ordinary good citizen is
as a matter of fact subject to a great deal of social control and that a con-
. siderable part of this control is not felt to involve restriction of personal
 ‘freedom. Even the theoretical anarchist, whose philosophy commits
" hiin to the idea that state or government control is an unmitigated evil,
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believes that with abolition of the political state other forms of socj 1

n.obqa would operate: indeed, his opposition to governmental ol

tion springs from his belief that other and, to him, more bS.Bm._nmN_“__m-

of control would operate with abolition of the state. mode
Without taking up this extreme position, let us note some exampl

of .moam_ control that operate in everyday life, and then look ngzwm

principle underlying them. Let us begin with the young people MM -

selves. Children at recess or after school play games m.ogvnm vmbn o

old-cat to baseball and football. The games 5<o7Hm rules mmba %Mm-

rules order their conduct. The games do not goon rm_urwnmm&w orb wM

succession of improvisations. Without rules there is no game. If an-

HMMm m“mm there is an umpire to appeal to, or discussion and a .Esa of

itration are mean ision; i i

o ation are m:&.m to a decision; otherwise the game is broken up

. There are certain fairly obvious controlling features of such situa-

tions to which I want to call attention. The first is that the rules are

part of the game. They are not outside of it. No rules, then no ame; &mm

ferent rules, then a different game. As Hobm as the game goes M: 2‘:: m.

reasonable smoothness, the players do not feel that they are submittin

to external imposition but that they are playing the game. In the mmnObM
place an individual may at times feel that a decision isn’t fair and he
Bm.v\ m<.m= get angry. But he is not objecting to a rule but to what he
n_mgm Is a violation of it, to some one-sided and unfair action, In the
third place, the rules, and hence the conduct of the game E.m fairl
standardized. There are recognized ways of counting out, n“m mm_mnaow“
of sides, as well as for positions to be taken, movements to _\um made, etc
These rules have the sanction of tradition and precedent. Those Emw&.. :
the game have seen, perhaps, professional matches and they want nm
emulate their elders. An element that is conventional is pretty stron
Usually, a group of youngsters change the rules by which they _mm.
only when the adult group to which they look for models have EMBVH
H$~<mm made a change in the rules, while the change made by the elders
is at _.mm& supposed to conduce to making the game more skillful or
more interesting to spectators.

. Now, the general conclusion I would draw is that control of indi-
vidual actions is effected by the whole situation in which FE&Q:m_m
are involved, in which they share and of which they are co-operative or
Interacting parts. For even in a competitive game there is a certain kind
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of mwu‘mnwm.vm,aon\ of sharing in a common experience. Stated the other
way around, those who take part do not feel that they are bossed by an
individual person or are being subjected to the will of some outside
superior person. When violent disputes do arise, it is usually on the
alleged ground that the umpire or some person on the other side is
being unfair; in other words, that in such cases some individual is try-
ing to impose his individual will on someone else.

It may seem to be putting too heavy a load upon a single case to
argue that this instance illustrates the general principle of social control
of individuals without the violation of freedom. But if the matter were
followed out through a number of cases, I think the conclusion that this
ﬁm&m&.ﬁ instance does illustrate a general principle would be justified.
Games are generally competitive. If we took instances of co-operative
activities in which all members of a group take part, as for example in
Sm_._.d&m_.ma family life in which there is mutual confidence, the point
would be even clearer. In all such cases it is not the will or desire of any
one person which establishes order but the moving spirit of the whole
group. The control is social, but individuals are parts of a community,
not outside of it.

I do not mean by this that there are no occasions upon which the
authority of, say, the parent does not have to intervene and exercise fairly
direct control. But I do say that, in the first place, the number of these
occasions is slight in comparison with the number of those in which the
control is exercised by situations in which all take part. And what is even
more important, the authority in question when exercised in a well-
regulated household or other community group is not a manifestation of
merely personal will; the parent or teacher exercises it as the representa-

tive and agent of the interests of the group as a whole. With respect to the
first point, in a well-ordered school the main reliance for control of this
and that individual is upon the activities carried on and upon the situa-
tions. in which these activities are maintained. The teacher reduces to a
minimum the occasions in which he or she has to exercise authority in a
personal way. When it is necessary, in the second place, to speak and act
firmly, it is done in behalf of the interest of the group, not as an exhibi-
tion of personal power. This makes the difference between action which
is arbitrary and that which is just and fair.
Moreover, it is not necessary that the difference should be formulated
in words; by either teacher or the young, in order to be felt in experience.
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The number of children who do not feel the difference (even if they can-
not m.&nEmE it and reduce it to an intellectual principle) between action
.Em» is motivated by personal power and desire to dictate and action that
is fair, because in the interest of all, is small. I should even be willing to
say that upon the whole children are more sensitive to the signs and
symptoms of this difference than are adults. Children learn the difference
when playing with one another. They are willing, often too willing if any-
thing, to take suggestions from one child and let him be a leader if his con-
duct adds to the experienced value of what they are doing, while they
resent the attempt at dictation. Then they often withdraw and when asked
why, say that it is because so-and-so “is too bossy.”

I do not wish to refer to the traditional school in ways which set up

a caricature in lieu of a picture. But I think it is fair to say that one rea-
son the personal commands of the teacher so often played an undue
role and a reason why the order which existed was so much a matter of
sheer obedience to the will of an adult was because the situation almost
forced it upon the teacher. The school was not a group or community
held together by participation in common activities. Consequently, the
normal, proper conditions of control were lacking. Their absence \Swm
ndmmm up for, and to a considerable extent had to be made up for, by the
direct intervention of the teacher, who, as the saying went, “kept order.”
He kept it because order was in the teacher’s keeping, instead of resid-
ing in the shared work being done.

The conclusion is that in what are called the new schools, the pri-
mary source of social control resides in the very nature of the work
done as a social enterprise in which all individuals have an opportunity
to contribute and to which all feel a responsibility. Most children are
naturally “sociable.” Isolation is even more irksome to them than to
adults. A genuine community life has its ground in this natural socia-
bility. But community life does not organize itself in an enduring way
purely spontaneously. It requires thought and planning ahead. The
educator is responsible for a knowledge of individuals and for a knowl-
edge of subject-matter that will enable activities to be selected which
lend themselves to social organization, an organization in which all
individuals have an opportunity to contribute something, and in which
the activities in which all participate are the chief carrier of control.

« am not romantic enough about the young to suppose that every
pupil will respond or that any child of normally strong impulses will
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respond on every occasion. There are likely to be some who, when they
come to school, are already victims of injurious conditions outside of
the school and who have become so passive and unduly docile that they
fail to contribute. There will be others who, because of previous experi-
ence, are bumptious and unruly and perhaps downright rebellious. But
it is certain that the general principle of social control cannot be predi-
cated upon such cases. It is also true that no general rule can be laid
" down. for dealing with such cases. The teacher has to deal with them
" individually. They fall into general classes, but no two are exactly alike.
The educator has to discover as best he or she can the causes for the
recalcitrant attitudes. He or she cannot, if the educational process is to
go on, make it a question of pitting one will against another in order to
see which is strongest, nor yet allow the unruly and non-participating
pupils to stand permanently in the way of the educative activities of
others. Exclusion perhaps is the only available measure at a given junc-
ture, but it is no solution. For it may strengthen the very causes which
have brought about the undesirable anti-social attitude, such as desire
for attention or to show off.
Exceptions rarely prove a rule or give a clew to what the rule should
_ be. I would not, therefore, attach too much importance to these excep-
tional cases, although it is true at present that progressive schools are
likely often to have more than their fair share of these cases, since parents
may send children to such schools as a last resort. I do not think weak-
ness in control when it is found in progressive schools arises in any event
from these exceptional cases. It is much more likely to arise from failure
to arrange in advance for the kind of work (by which I mean all kinds of
activities engaged in) which will create situations that of themselves tend
to exercise control over what this, that, and the other pupil does and how
he does it. This failure most often goes back to lack of sufficiently
‘thoughtful planning in advance. The causes for such lack are varied. The
one which is peculiarly important to mention in this connection is the
idea that such advance planning is unnecessary and even that it is inher-
ently hostile to the legitimate freedom of those being instructed.
~ Now, of course, it is quite possible to have preparatory planning by
the teacher done in such a rigid and intellectually inflexible fashion that
it does result in adult imposition, which is none the less external
because executed with tact and the semblance of respect for individual
freedom. But this kind of planning does not follow inherently from the
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_ principle involved. I do not know what the greater maturity of the

teacher and the teacher’s greater knowledge of the world, of subject-

_ matters and of individuals, is for unless the teacher can arrange condi-

tions that are conducive to community activity and to organization
which exercises control over individual impulses by the mere fact that

~ all are engaged in communal projects. Because the kind of advance

planning heretofore engaged in has been so routine as to leave little
room for the free play of individual thinking or for contributions due to
distinctive individual experience, it does not follow that all planning
must be rejected. On the contrary, there is incumbent upon the educator
the duty of instituting a much more intelligent, and consequently more
difficult, kind of planning. He must survey the capacities and needs of
the particular set of individuals with whom he is dealing and must at
the same time arrange the conditions which provide the subject-matter
or content for experiences that satisfy these needs and develop these
capacities. The planning must be flexible enough to permit free play for
individuality of experience and yet firm enough to give direction

. towards continuous development of power.

The present occasion is a suitable one to say something about the
province and office of the teacher. The principle that development of
experience comes about through interaction means that education is
essentially a social process. This quality is realized in the degree in
‘which individuals form a community group. It is absurd to exclude the
teacher from membership in the group. As the most mature member of
the group he has a peculiar responsibility for the conduct of the interac-
tions and intercommunications which are the very life of the group as a
community. That children are individuals whose freedom should be
respected while the more mature person should have no freedom as an
individual is an idea too absurd to require refutation. The tendency to
exclude the teacher from a positive and leading share in the direction of
the activities of the community of which he is a member is another

~ instance of reaction from one extreme to another. When pupils were a

class rather than a social group, the teacher necessarily acted largely
from the outside, not as a director of processes of exchange in which all
had a share. When education is based upon experience and educative
experience is seen to be a social process, the situation changes radically.
The teacher loses the position of external boss or dictator but takes on

_ that of leader of group activities.
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In discussing the conduct of games as an example of normal social
control, reference was made to the presence of a standardized conven-
tional factor. The counterpart of this factor in school life is found in the
question of manners, especially of good manners in the manifestations
of politeness and courtesy. The more we know about customs in differ-
erit parts of the world at different times in the history of mankind, the
more we learn how much manners differ from place to place and time
to time. This fact proves that there is a large conventional factor
involved. But there is no group at any time or place which does not
have some code of manners as, for example, with respect to proper
ways of greeting other persons. The particular form a convention takes
has nothing fixed and absolute about it. But the existence of some form
of convention is not itself a convention. It is a uniform attendant of all
social relationships. At the very least, it is the oil which prevents or
reduces friction.

It is possible, of course, for these social forms to become, as we say,
“mere formalities.” They may become merely outward show with no
‘meaning behind them. But the avoidance of empty ritualistic forms of
social intercourse does not mean the rejection of every formal element.
It rather indicates the need for development of forms of intercourse that
are inherently appropriate to social situations. Visitors to some progres-
sive schools are shocked by the lack of manners they come across. One
who knows the situation better is aware that to some extent their
absence is due to the eager interest of children to go on with what they
are doing. In their eagerness they may, for example, bump into each
other and into visitors with no word of apology. One might say that
this condition is better than a display of merely external punctilio
accompanying intellectual and emotional lack of interest in school
work. But it also represents a failure in education, a failure to learn one
of the most important lessons of life, that of mutual accommodation
and adaptation. Education is going on in a one-sided way, for attitudes
and habits are in process of formation that stand in the way of the
future learning that springs from easy and ready contact and communi-
cation with others.
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