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This article compares the edicational ard philosophical theories of John Dewey and Pawle Freire, artice-
fating how each dealy with sve key yelationships: wetion fa reflection, and indiidual o seciery. Whils
Diewey and Fraire favgely overlap in iy theories of expericitial learning, they depart on the larger ideo-
togical purpeses of educatton, with Freive more initing of critical reflzction on race, viass, and power After
a discussion of each theorist, the awthor Hustrates the fmplicarions of Deweyan ard Fretrean philosopti-
eal frivnewerks for senvice-leaming pedagogy, using twe collepe writing eourses a5 examples,

1 the ongoing process of constructing a philosoph-
ical end theoretical framework for service-lesrning,
Jobin Dewey has Been cast, mone than any other fig-
wre, in the role of founding father As evident in the
pages of this journal and edsewhers, many find ie
Dewey’s philosophy both @ precurser o and crem-
plar for the theory and practize of servicedearning
(Jacoby, 1996: Giles & Eyier, 1994; Haicher, 1998;
Morton & Saltmarsh, 1998; Saltmarsh, 1996).
Dewey is stuch & vompelling figore because his
pragmatic phitosophy tdes knowledge fo experience,
his progressive political viston cornects individuals
to society, his stdent-centered educational theory
combines reflection with action. and Ius ethical writ-
ings emphasize domocracy and comumonity, The
most widely known academic of his day, Dewey is a
uniquely American intellectual who deserves the
attention he has gamered from service-learning
advocates. Moreover, a ¢laim to Deweyan Lneage
serves a legitimlzing purpose. Beeause his work
holds sway in several disciplines, his impritiatur
lends academic credibility o servige-learmmg
research and pedagogy,

Thus, continued ateniion by service-learning
practitioners to the work of Dewey i3 for the best,
Our focus on Dewey, however, should not eclipse
other potential exemplazs, One such candidate is
Faulo Freire, whose critical pedagogy has proven an
enduring influence on fafe 2th centiry educators
and who has been chavacterized by Stanley
Aronowitz (1993) a5 “the Latin John Dewey” (p.
10}, stressing the overlap in the edogational
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approaches of Dewey and Freire and twir analogous
roles as public, engaged intelfectuals,

Freire, a Brazilian Kteracy educator, came from
putside the Amedcan tradition, his ideas shaped by
his third-world context. In some service-learning
scholarship, one finds references o his breakihrough
book, Pedagegy of the Oppressed (19700, which
articilates a  compelling  aducational  theory
pemised on a critical enderstanding of the dynam-
ics of political power and of the dialectical relation-
ship hetween the word (language or text) and the
world (ewllural comext), Influenced by neo-
Marxistn, beration theology, and phetomenology,
as well as by hds own Hieracy work with indigenous
peaples, Fedagogy of the Oppresyed emphasines the
aeed to critique oppressive structures evident both
within schools and throughout society, It also under-
scores the potentiat for personal and political traps-
formation through dialogne, anticniates the action-
reflection diglectic: of “praxis” and enconrapes the
development of “eritical consciousness.” While
Freire’s theoretical outlook evolved between the
publication of his emly books in the 19%60s and lis
death im 1997, his work has always been animated
by a fiberatory and hopefisl spidt.

In this essay, 1 compans the philosophical and the-
oretical approaches of Dewey gad Freire, illumivat-
ing each in light of the other. From this comparisen
ernerges a key question: How dees service-learning
in a Deweyan/pragmatic vein differ, in theory and
practice, from service-lewning in a Freirean/critical
pedagogy vein?
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Deans

Pewer's Pragmatic Experimentalism and
Service-Learning

In current educatdonal theories one can hear the
echoes of earfier educational movements, with nome
mnose important for service-leaming than progressive
education. Moreaver, no single voice is mose signif-
jcant than that of the puiding spirit and chief
philesopher of progressivism, Joba Dewey. Dewey’s
writings o pragmatic philosophy and progressive
education have long been invoked to undergird the
theory and practice of active, expetential, and sta-
dent-centered education (tamging from alementary
school o college, and from project-based leamitg to
internship programs).” Dewey is also an apt tdunker
to call on to contexualize servige-learning not only
because of his deliberations on experiential leamning
but alse because he conpeets these matters, through
his sovial philosophy, to the issues of reflective
aclivity, ciilzenship, comtuunity and demoeracy. [n
other words, Dewey comprehensively ihinks
through not only learsing bat service oo, and the
nature of their dialectical relutionship.,

Another reason Dewey's voice resonates with sar-
vive-learning enthusiasts may have something w do
with the soctal context out of whick Dewey spoke.
Alan Ryan (199%) matks relling parallels between
Dewey's time and our awi.

[TThe [990s are tuening out fo be astunishingly
fike the 1890:, Nol in e sense thar exacty the
sme apxieies stike us on oacly the sane
occasjons, But Dewey was moved o wrile
gboit jodividust tnesse and sooisk and politcal
fatbuares in 8 contex! thal rescrmhles our own
crciel ways. Deswey's America was one in
which the problems of the lumer cily were
appaliing. In the sxly 18%Us homelessness in
Cliicago sometimes reached 20 pescent; uhem-
ployinent frequendy hit one in four of the work-
ittp population...Soclal conflict was evory-
where: Sirdkes were physically fought oot widy
a violence we have not seen for sixty years, The
upper clesses werz apparently indifTerenl i the
fate of the poor aud &vén T the fage of the work-
ing near poor Tn e citles the fesponse of the
better-offs was to rameve themselves to the seb-
urbss....and in the couds it was (o ke it npos-
sible for unions o sirike. . Nog was it clear what
any budivideal persos shoukd or coutd do aboul
all this. (p. 24}

Bven though Dewey's writings “breathe an ir of eri-
sis,” is It “important to sec how jnsistent Fi was that
the crisis was also an opportanity or; if you like, how
insiztent he was hat epportunity was there il we
were prepared o take it and that an acBvist philoso-
phy was impliclt in the Amerdean mind and desper-
afely needed” (p. 24). Ryan's remarks suggest one
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resson why Dewsy's work, ia addition to {is com-
pelling theoretical claims, esonates with contempo-
vary sefvice-learning practiioners”

I gather my commestary on Dewey around his
exploration of two basic relationships: knowledge to
action, and e indbviduatl o soctety, Much of
Dewey's pragmaiic philosophy is devoted to bridg-
ing such duatisme, fo revealing the vital “conting-
ities” and imferactions between such (erms.® He rec-
mmeiles the knowledgelaction dualism by arteulat-
ing a theory of experimenmaiism; and he reconciles
the: mdividual/society dualism by ever returning to
principles of civie paricipation and democrucy.
These twe steaing of thought provide scaffolding for
sheory-boilding in service-leaming.

Action-Reflection n Deweyan Thonghs

At the level of the individual, Dewey puts expeni-
ence and expermentalizm, as well as the recarsive
relation of knowledge and sctios, st the center of his
theary of learning. Unpacking the relationship of
action to reflection, he writes:

The mature of oxgerence can be understood
oaly by noting fat i€ includes an avtive @l a
passive element particulardy combingd Oa the
active hand, experience is trving—a meming
whieh s made explicit o the comwoled senn
capariment, On the passive, it is sridergoing.
Whast we experisnce somothing we 2c0 upon it,
we do soracthing with I then we seffer or
underge the consequences, ,, The coniecton of
these twe phasss of expacience measures the
fruitfulness o value of the experience.. Two
cepclusions impertant for education follow. (13
Bxpertence s prdimaddly an active-passive «Tatr,
it is not primarly vognitive, Bat (25 the measure
of vakee of an experience lies i the percoption
of melaticnships or continuitles to which it leads
up. {1980, p. 149

Active clemerr und passive element. Trying and
undergoing. Duing and reflecting, Edueation, [or
Dewey, is a Torm of growth through active experi-
mentatdon g refleciive though,

Throughentt his wiitings in both philosophy and
eduction, Dewey also insists thar the means can
never be diverced from the ends, How one lears is
intimztely connected to what one leams. Since
Dewey wants learmers 10 become active participants
inn the wold, he promotes an active and participate-
vy theory of Jeaming and pedagopy. He articulates

the process of sound, experfential “reflective -

inguiry™ as having fve phases: 1) perplexity, confu-
ston, doubt in response 1o 4 situation whose charac-
ter’ is yet oo be determined; 2) a conjectural anticipa-
tion, tentaiive interpeetation of the piven elements;
3y a careful survey of all aitadnable consideration
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whiieh will define and clarify the peoblera at hand; 43
a consequent elaboration of the tentative hypothesis
to make it more precise and more consistent; and 5)
the development of o firmer hypothesis upon which
to act (and which itself remaing open to furher tesi-
ing aod revision) [1980, p. 157 qid. in Saltmarsh,
1994, p. 18],

For Dewey, learing and knowing emerges from
the sitiation, from the “forked road of doubt,” and is
tealized (hrough action, Kaowledge is born of
ingnivy, a recursive relaton to expericoce through
which thought is mierwined with action—zpeBection
in and on acton—and proceeds from doubd, 1o the
resolution of doubt, to the generation of new doubt.
According to Dewey, “[Subject matter] bocomes an
obiget of stady—har is, of nquiry and reflection-—
whien it figures s a factor o be reckoned with in the
completion of 2 course of events in which one is
engaged and by whose cutcome one is affected”
{1980, p. 41} And althoogh leaming emerges from
cxperience, “the behel that all penulne education
comes about thirough experience does not mean that
all experiences are genuinely or equally educative™
(1938, p. 25). Dewey's primary requisire for i queead-
ify experience is that it “live fruithally and creatively
in future expenieaces”™ (p. 28),

Consequently, Dewey believas that “educational
irstitutions should be equipped so a5 to give stadents
an opportundty for acquiting and resting ifeas and
information in active porsaits typifying social situa-
tons” (1980, p. 169} For Dewey this means devel-
oping a problem-posing and problem-solving cur-
riculum. Moreover, whareas many classzooms
efbphasize competition among students o learn the
sarne material, Dewey emphdsizes the diversity of
kinowledge and interesss that individuals bring to Ge
clagsrooen (although ke is relatively quiet on coliyr-
al or ethnde diversity], and how such & ragge of stu-
dent capubilitics und intenssts ean be celebrated and
wilized rather than doweplayed and honsogenized.
He suggests that the student wants w0 “work our
something specificaliy his own, which he may con-
trilaite 10 the commeon dock, while he, inv turn, par-
ticipates in the productiony of others.., The child is
hon with a natureal desire to give out, 1o do, and that
meany o serve™ (1964a, p. 118-20). Certainly ser-
vice-learning projects prasent the potential for pro-
viding such actve, cooperative, and expericntial
contexts for service. In face, they take Dewey's culi
for student learning through “active porsuits typify-
ing social sitvations” one step further by presentng
genuine social sitwations as sceqes for doing and
leamning.

The Individual/Sociery Relation
in Deweyan Thought

Dewey recognizes the radical intereonneetedness
of individual cognition and soctal context, His writ-
ings are prepcoupied with this relation and with col-
lapsing the dualisms that separate the xelf from soci-
ety. He is 1 philosopher of social actien rather than
of detached knowledge and, therefore, never fails to
put his theories of individual learning within the
targer context of how individwals should relute to
society. For Dewey, sducation is ubiimataly social in
its gims: “{Inless education has seme frame of refer-
cpce it is bound to be aimless, lacking a unified
objective, .. There exists in this country such. a uni-
fied frame. It is called democracy”™ (1987, p. 415,

Diewey Insists that “the conception of education
as @ social process wnd function has no definite
meaning vatil we define the Knd of society we
Bave in mind™ {1980, p. 103} When he writes of
society, Dewey assuimes 4 democratic sociely, and
his conception of a democracy is elemental fo
upderstanding how individuals and education
should tdeally funeton within it While most defi-
nitions of democracy hinge on political factors-—
savernmeni structeres, individual civil rights, or a
social contraci—Dewey's definition emphasizes
culfural factors—civic participation, communica-
tion and comumunal iiving. As Dewey explains in
The Public and ity Problems (1927), derocracy is
“not qn altemative to other principles of agsociated
life, s the very idea of community itself™ {1927,
p. 148} Later, in Democraey and Edeeation, he
reinforces this concept:

& democraey iz more than a frm of govem-
s, it is primaeily o mode of associated lving,
‘& eojoint conmnnnicated experience. The exten-
sion in space of the number of ilividuals who
participate is un interost 5o that zach has to refer
liis own action to that of ethers, and o consider
the action of others te give poiot and direction o
his awn, is cquivalont lo the breaking down of
these barriers of class, sace, and national teyrito-
oy which kept ime from peresiving the fufl
impart of theie activity. {1980, p. 93)

As Alan Byan (1995) remarks, “The ideal [for
Dewey] way to transform the great society into the
great commumity™ (p. 219% and as Comel West
(1989) notes, “the pragrmatist wadition has been the
distinctive philosophical tradition to make democra-
oy mot just 2 mode of governance but 4 way of being
in the world™ (p. T17).

Simze Dewey's conception of domuoceacy resis on
social interaction, it makes sense for his theory of
education o follow. Making an explicit connection
hetween knowledge and democtacy, Dewey notes

17

http://quod.lib.umich.edu/cgi/t/text/pageviewer-idx 7c=mjesl;cc=mjecslirgn=full%20text;idno... 1/3/2011



To print this page, select "Print"” from the File menu of your browsef.......

Service-Learning in Two Keys: Paulo Freire's Critical Pedagogy in Relation to John Dew...

Page 1 of 1

Dhegirs

that “since democracy stands in principle for free
exchange, for social comtinaily, i mest develop a
theory of knowledge which sees In knowledpe the
method by which one experience 15 made available
in giving direction and meaning 1o another” (1980,
p. 3553 Demoecratic education for him is to be scen
“as 3 freeing of individual capseity in a progressive
growth directied 1o sorial aims™ (p. 38). Toward this
end, he proposes to teachers tha “the inroduction of
every method which appeals 10 the child's active
powers, 10 his capacities for constrection, produc.
tion, and crestion, marks an opportunity to shift the
center of ethical gravity from an absorption which is
selfish 1o a service which is social™ (19643, p. 120).
In other words, Dewey favors any opportuiity
through which we can redirect currdcolum from
fessans thiat quiz jrdividual aceumulateon of knowl-
edge to paojects thar druw on individual tafems with-
in collaborative efforts that intervene in social sex-
tings, whether classrooms o leeal comumunities,

Dewey also concludas that “the only way to pre-
pare for social Hife 10 engage In social 1ife” {19644,
p. 116), Likewise, the radical interaction and “conti-
auity™ between the individesl and society is a cor-
nerstone of Dewey's sncial, pulitical, and ulthnaely
educational philosophy, He wrfies:

Perbaps the greuiest noed for a ohflosophy of
education at thi: present fims is the urgent need
thar exiats for making clear in idea and affegtive
a1 practice tat its end is soctal, and thar the crt-
rron 1o be applicd in estimating the valiue of
praciices that exist in schools ks also soctal, It ks
true that the aim of education is development of
the individuals to the simost of thelr potentizli-
ties. But this starement in {solation Leaves wrart-
swered the question as 1 what 1s the measare of
development, A society of free individuals in
which all, thiough their ows work, contribuie to
the Hberation and sarichment of the lives of oth-
ers, is iz only etvironiment in which any indi-
vidoal can reslly grow nommally o his full
stafiire. An dnvironmenl in which some are
practically enslaved, degraded, Hmited, will
always react to oreste conditions shet preven
tie fuli developmoent of those wher lancy they
enjoy complete freedom and  unhindered
growth. (iR04h, p. 13}

Dewey's emphasis here on the social ends of educa-
tion—even 45 he celebrates individual treedon—
constitutes a compelling warrant for intradocing ser-
vice-fearning into our classroams.

Stidl, we must read Dewey’s words within the his
torical context of ewrly to wid-cemury progres-
sivism, and doing so revends a contadieton in his
seemingly unbridled enthisissm for personal free-
dom. Some scholars read the iiberal and dersocratic
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vinpbases in Progressive Era thinking as reflecting
an intellectual movernent that priociteed the need
for transforming diverse eulivees, Tanguages and ide-
ologies into one vision of the socinl good growded
in white, middle cluss values (Adler-Kassner, 1998).
Tndeed, Dewey’s encrgies are facused on promoting
# shared set of civic valaes, an all-inciusive “deme-
cratic faith” 2 unified national commenity, He
writes in Democracy and Education {1945 that one
ol his aime for education is tha it devdop a “oulti-
vated mmagivation for what men have in common
and a rebellion at whatever unnecessarily divides
hem” (p. 128). Consequently, we hear little about
race, ethnicity or cullurd difference in Dewey's
writings, and Cornel West {1993a, 1993b) sees his
umwillingness to beoach matters of power and differ-
ence as praghiatism’s most rotable lmitation.

However, Diswey's work s not entirely silent on
miatters of diversity and in his large bedy of writings
cne finds that he gives credencs 1o the need for both
centripetal forves that emphasize samensss as wel]
as centrifagal Torces that highlight difference. Tor
example, in the essay “Creative Democracy—The
Task Before U™ {FOER) he tnderscores the need for
“piving ditferences a chance 1 show thamselves”
{p. 226). Likewise, in “Vhe Principle of Nationality”
{19803) Dewey asserts:

Wo matler ow toudly any one proclaims his
Americanismn, if ke assumes that any one Tacial
straim, and one componest olfure, no matier
how gselthed Bt was in our territory, or how
effective it has proved in is-own fand, i2 fo fur-
nish & pattern 1o which sl} other straing and
cuifures are to confbim, he is a walior 10 an
American nationalism. Oar unity cannot be a
homogenous thing...; it miust de 3 wnity creat-
ed by drawing out and coiaposing inta o har-
motions whole the best, the mest characteris-
tic which each contributing mee and people
hos to oftze, (pp. 288-89)

Sugh wiltings have lend some scholars fo the con-
clusion that Dewcey's pragmatism is consonant with
contemporaty views on diversity ¢ven if in his ideal-
iser Dewey avoided discussing the dypamics of
power and dominance in American cultare.’

In threse competing readings of Dewey®s stsnce on
multiculturalism is evident ds dialectical ncling-
tom: an gmphasis on shaping a vitel commen nation-
al expedence coupled with an sffirmation of the
imporiance of diversity, As we recognize the rich-
re=ss and usefalness of Dewey's thinking for service-
learning, we must stiend 1o allente readings of
pragmafism, and to compare the Deweyan approach
to those of theotists who are particularly attentive to
malters of power and oppression (such as Freire).

Throughout his wotk, Dewey states that a prinsa-
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1y aim of schools should be to help stedents become
“gand sitizens, in e hroadest sense” The individ-
ual and the school must be continuous with sociery
but also agents of service and transformation.
Dewey argues for the value of vocaiional and “prac-
tieal” educafion bul insists thu instruction not be
subsarvient 1o business interests any more than it
ghould be behiciden to the “tradifional sducation™
which the progressive movement so vigorously
opposed. He reflects:

The problem is rot that of maeking the schoods
an Adjanct b manufaeture and comunerce, but of
utilizing the factors of industry fo ke schood
e more active, more full of immediate meark-
ing, more connected with out-of-school sxper-
ence. The problem is not easy of solution, There
is a standing denger that education will perpet-
uate the older waditions of 2 select few, and
effect its adjustment to newer econgmic condi-
tions mors o [ess an the basis of acguiescence
in the entranstormed, uneationalized, and unso-
cialized phases of our defestive industedal
regime.. Education would fhes become aa
Instrutnenit of perpetuating unchanged e exist-
ing order of soctety, InstEad of operating a5
heans of its transformation. ., The desired wans-
foomation.. significs & socicty in wlhich every
person shall ke croupied in something which
makes the lives of others befter worth Hving,
and which accordingly mekes the ties which
hind persons togethier more perceptible. (1980,
p. 326)

Suclecritique seerns to echo neo-Marxist analyses of
caftural ingtititions reproducing themselves and the
ineguitable power relations of society. Yet Dewey Is
more Invested in refomm, n “socil reconstiction,”
than in revolutionary change. As Stanley Fisk (19983
notes, “Pragmatism {8 the philosophy not of grand
anthitions Bt of litle steps™ (p, 4321 Dewey's
approach to pelitical action is defined by “media-
tion” and “gradualism” rather than by revalutionary
ambitions {Saltmarsh, 1996, p. 20). He frusts indi-
viduals ko act and reflect critically and incremental-
Ty within a capitalist system (through education, diz-
Togue and service) toward the end of a more partici-
patory democratic comumunity charscterized by
larpely middle-class values and senstbilities.
Teachers and administrators, Dewey sugpests, are
the most appropriste agents of change for democra-
tic edvcation because progressive sdncators facili-
tate schools more conpected to civie life, smdents
ore active and reflective, and a sociely closer to
Dewey’s ideal of democracy as “a mode of associat-
ed living, a cojoint communicated experience.” In
this process, service hacomes & key term for Pewey:
“The growth of the child in the dircetion of social

capacity and service, his larger and more vital union
with ife, becomes the unifying aim [of education};
and discipline, cultue, and information fall into
places as phases of thds growth™ {1915, p. 92).
Dewey Insists that educators shoutd play a central
sole i “saturating” the stadent wigh the “spirit of
service” {1979, p. 20). Furthermore, “Inierest in
coitnunity weifare, an interest which is nfellectual
and practical, as well as emotional—an interest, that
is to say, in perceiving whatever makes for social
order and progress, and for carrying these principles
into execation—is the uhimate ethicsl habit
which all the special schaol abits rust be retated if
they are 10 be animated by the breath of morai life”
{t994a, p. 118). Students must have the ability “0
take: their own active part in aggressive participation
in bringing about 3 new social arder™ (1986, p. [28).
Ideaily, Dewey wonld have schools function as
“gEnaine commurdty centres,” 5o that their influence
would “[ramify] to take fnn the main intereses of the
cornmunity in such things us nutition, health, recre-
ation, ete.” (1UBG, p. 185}, which is, in fact. some-
thiny that many scrvice-learning prajects already do.

Paulo Freire’s Praxds in
Service-Learning Practice

Along with Jobn Dewey, Paulo Freire serves as g
theoretical enchor for sume service-learing advo-
cates, Service-learning projects spesk to Freire's
bulief that "t distance betweer the uaivessity for
what is dope in it) and the popular classes shonld b
shortened without losing rigor snd seriousnoss,
without negiecting the duty of teaching and
researching” (1996, p. 133, As a self-described rad-
ical, Freire's goals are ambitions—uno less than the
pofideal transfoemation of individuals and society
through literacy education, eritical reflection, and
collective soclal action,

Drewey and Freire, who both label themselves pro-
gressives, share scorm for phtlosophies of edocation
that rely on mechunistic, static, industial or elitist
metaphors. Instead, they build their philosophies
around cote concepts of experience, growtly, nguiry,
comununication, mediation, problem posing/solving,
consciousness-raising, ethical social action and
transformation. Stacley Aronowitz {1993) compares
Devwey and Freire by describing them as seminal
philosophers of education and as among our few
publie, "angaged intellectuals™ (p. 13). Howaver,
Aronowitz also fears that in academic disciphines
and classroom practice both Dewey and Frehre are
oo often watered down to promoters of depoliti-
cized teaching methods (such as valuing student
expetience as & starfing point for fearning, or inglud-
ing more Jialogoe in the classroom}, He reminds us
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that Dewey was a leader in the teacher union move-
ment and thae Freire's jdeay were developed within
the context of grassioots literacy work. Like Pewey,
Freire discusses how individuals learn through the
active, collaborative tackiing of complex and experi-
ential problems, and how individuals and schools
shonld function in society fo promote a more parfic-
ipatory, curtous and criveally awdre citizenry.
However, Freire's hopes for radical structural
change ae more politically vppositional and more
artuned o Both class conflict and eultuzal diversity
than are Dewey's,

My reading of Freire confirms many parallels
with Dewey—hnt it also discoms atdos! differences
betreen the rwo educarors and the Emplications of
thase differences for service-leaning, Both Dewey
angd Freire are humanists who see the educationad
process 2% bringing sction and reflection, theory and
practice, meansg and ends, self and sociely into inti-
mare and wlimately tansformative dislectical rela-
tionships on both the cognitive 2n0d secial fevels.
Dewey describes the kleal dialectic in terms of eon-
tivueity, Freive as diafogue. Both imagine the cduo-
tional process as a key mechanism in fostering an
increasingly critical and active citizenry, with
Dewey hunging his bopes on ever toore Interoo-
pected civic participation and Freire focusing Jis oo
critigue, “critical consciougness,” and “praxis.”

There are, certainly, important differences in the
educationa] philosophies of Dewey and Praire.
Among the most sigaificant is Freire’s cimphasis on
an amthropological approach o studems, which
accounts for culture, elass and rage—factors which
Drewey largely sidesteps when spealing of shedents,
Fredre also, troe to his Marxist influences. focuses on
radical socio-geonopic change, which problema-
tizes (and puliticizes) tw educationat sysiern and ifs
place in the dominant fmd largely oppressive]) soctal
arder, while Dewey focuses on communication and
problem-solving, assuming a largely benevolent
social order in need of reform and revitalization
rather thap revalutionuy resiructuring, For Dewey,
“phifsophy was aimed at the enhancermnent of
democratic education, ane hig conception of demoe-
racy was cultusal, not political” {Salimarsh, 1596, p,
19} [n contrasy, Freire's conception of democracy,
while attentive to culure, faregrounds mattess of
political power. Wheress for Dewey cducation pre-
pares and motivaies porticipation in the polis, for
Fieire education is polltics (deepened by the balief
that oyt forrmal education serves dominant political
interests).

This difference in ideclogical orientation is dug in
large part 1o the dramaically different culteal con-
texts out of which the two philosophers amerged.
Dewey cultivated kis philosophy from wilhin the

Y
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Americar university and his own middle-cluss sen-
sibility, At eéhile Preire slso worked within s uni-
versity setling for most of his life, his philosophy
was profoundly influenced by his third-world con-
text and his work in grass rools sdull literacy ciicles
with the marginalized and dispossessed, Thus Freire
views nearty everyihing, especially edacation,
through the lens of political power. While both are
progmssive, only Freire can beconsidered adical.

Action-Reflection in Frairean Thouglyt

Preire (1970) defines his key term praxis ns
“getion=reflection.” He explains, “Within the wont
we find two dimensions, reflection and asction, in
sieh radical intercosnection that if one J5 sacri-
ficed-—even in pari—ithe other immediately soffers™
(p. 753 The sacrifice of action leads to verbalism,
vacant words, the sacrifice of reflection leads (o
activisim, uscritical behavior, “Either dichotony, by
creating unsuthentic forms of existence, creates &lzo
unanthenlic forms of thought, which reinforce the
origingl dicholemy™ (1970, p. 76, Frefre dosy not
even permii temporal sspatttion of the erms (e
finish acting, then reflect); praxis must be a concur-
rent, T, angoing process of action-reflection:
Sthyuthentic reflection elarifies futare aetion, which in
its given Yime will bave 1o be open to renewed reflec-
tion” (Freire. 1983, p. 15361, As with Dewey, the fruly
educative experience mokivates further inguiry
When he revisits Pedagagy of the Oppressed (1970)
over tWenTy yoars later i Pecdupogy af Flope {1994),
Freire farther anderscores the recursivity of “aciton-
reflection” by wsing “achon-reflection-action™ (p.
33 '

When it comes to individual cognition, Frelre sees
knenwing as a consirictive, experieinial process and
Tocales kraming as emerging {rom “the situation”
Ho writes: “Liberting education consists in aces of
cognition, not transferals of mformation. It s 2
fearning situation in which the cognizable object {far
from being the end of the copnitive act) intermeadi-
ates the cognitive actors—teacher ¢n the one hard
and students on the other” (1970, p. 67, This “inver-
mediation,” or one of {ts Fretrean corollaries {dia-
fogue, dialectic, communien, action-reflection,
praxis} gerves as a centerpiece for Frebre's learning
theory. As with Dewey’s “split road of doubt” as the
starting place Tor learming, Preire locates learning in
one's creative response (o 4 situation, the relation of
the individaal to the material problem. Analyzing his
aduly fteracy approach, Fretre (1985) reflects, “To
be an set of knowing...tbe aduly literscy process
gt engage the learmers in the constant problama-
fizing of their existendial situations™ (p. 38).
Howewver, while Dewey and Freire both emphasize
the vitue of starting from the “cxistential stiuations”
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of stadents, their understanding of what constinutes
that existential siwation differs. with respect to how
they understand eulture. As Moscly Gadowi (1994}
explaing, “For Dewey, cullure is simplified as it
doesn’t involve the social, racial and ethnic elemerds
while for Paulo Fretre it has an anthrepoloegical con-
notation as the educational action always takes place
in the culture of the pupi” {(p. 117

A Preirean “set of knowing” hinges on “inguiry”
(4 verra also central to Dewey, and used in much the
surne serve). Freire £1970) explains, “For spart fram
inquiry, apart from praxis, men cannet be truly
human. Knowledge emerges only through invention
and re-invention, through the restless, impatient,
continuing, hopeld inguiry men pursue in the
world, with the world, and with each other” (p. 58).
As an alternagive to his famons analogy of the bank-
ing approach (o education {in which teackers and
students treat knowledpe like a static commodity to
be accumulated llke capital), Frebre imagines Jearn-
ing as involving (in his own wordsy “action, ctitical
reflection, curiosity, demanding inquiry, aneasiness,
vaceriainty—all these virues are indisponsable 1o
the cognitive subject, the person who leams!” (Shior
& Freire, 1987, p. B). Ira Shor {1993) lists the basic
deseriptors of Freirean pedugngy as pardcipalary,
situated (in stodent thouglht and Janguage), oiitical,
democratie, digtogic, desoctalizing, muli-culfural,
research-orienfed, activist and affective (pp. 33-34),

In a recent work on higher education, Preirve
insists: “We must expect fcollege] curricola o stim-
olate curiosity, a critical spiit and democratic par-
tictpation™ (Freire, Escobar, Fernandez, & Guevan-
Nigbla, 1904, p. 69). Freire’s imderstanding of the
relation of knowladge to aotion suggests learning sit-
vations that are collaborative, active, comumumnitys
oriented, and grounded it the colture of the student.

The Individual/Sociery Relation
in Freirean Thought

Freire wishes Tor no less than a revolution, and for
hint, the “Tevolubonary process is eminently educa-
tional in character™ {1970, p. 133). While some may
take this, especially in his early works, to imply that
Freire believes systematc education to be the “the
lever for revolulionsry transformadon” his more
recent witings revise this claim. Freire belisyes that
formal education alone is ot the lever of transfor-
mation because he believes that systematic school-
ing is almost always 2 conservative enterprise. He
explains,

But my optimisiic position is powadays more
cleariy defined as the {ollowing: 1 am absolate-
Iy convinced that the main task of systematic
education is the tepiodoction of the idealogy of
the dominant oless, that of repreducing the con-

ditions for the pmscryation of their power, but
precisely booauge the refatonship betwaen sys-
temalic educalion, as a subsystem, and the
socdal gystemn is ome of opposition and mwmual
contsaddiction. Thercfore, when talking about
reproduction &5 the task of dhe dominant class,
there is the possibility of cosmet-acting the sk
af reproducing the dominarst Wdeoloay,..[Wie
clearly PErceive A penmanent TRovement, very
dynamiic and conrradictory, between the task of
reproduetion and that of counterscting the
reproduction. These o tsks are diakeetic: one
i the task of the sysiem, the other is ours; there-
fore, it is determined by the system bur not
requested by it {Freire, Escobar, Fernandez, &
Guevira-Mishla, 1994, p. 310

This “dynamic and contraditiory” sitation leaves
the critical educator “swimming againgt the tide”
Frefre believes that “the university cannot be the
vasguard of any revolution; it is not in the natare of
the instintion™ (Freirz, Hscobar, Fernandez, &
Guevara-Miebla, 1994, p. 623, Shill, ever hopeful, he
concludes thae “there is a space, however small, in
the practice of education, in the educative system as
a subsystern, Here is & mininnum apace that we mowst
use to o advantage’ (p. 340, Tt is (his “minimum
space” that critical pedagogies and service-leamning
projects in a Frelrean spir: inhabit,

Because Freire “perceives a need to ground all
knowlsdge © soclal life in human histery, calmre,
and relations of power” (da Sifva & Mclaren, 1993,
p. 53, social acton beging throagh one’s under-
standing of conscipusness. According w0 Freire,
“Constiotsaess Is constitoted in the dialectic of
man's objectification of and action wpon the world”
{1983, p. $9). in the individual's grasp of his oy her
refation 1o society, He articilates three progressive
levels of consciousness: sermi-fatransitive, acive
rremsitive andd erifieally trensitive, These range from
immersior 1 the dominant mass consciousness of
society (semi-transitive), through ar emerping
awareness of oneself and societsl structures (natve
tansitive), o a criticat and historical problematiza-
lion of society and one's relation 1o it (critical cons
seinnsness) (1985, p. 71-81). Thus, conscientization
is marked by “depth in the interpretation of prob-
lems; by the substtution of capsal principles for
magical explanations; by the testing of one’s own
findings and openpess 1o revision. .. ; by refusing o
rransfor tesponsibility; by rejecting passive posi-
tions; by soundness of arguimentagon: by the prac-
tice of dialogue rather than polemics,. . by aecept
ing what is valid in both old and new” (1973, p. 18),
Clearly, this implies a literacy thal demands meree
than functional reading and writing, Freire shuns the
“functional literany™ ofien posited as the goal of Iit-
eracy prijects becanse i encourages studenis fo
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progress no further than a nalve wansive con-
sclovsness and sepees donvinant rather G Lberato-
v inrerests (see Bizzell, 1993; Knoblauch &
Brannon, 1993; Lanskshear, 1993), Critical literacy,
wward the cod of cotical consciousness, should be
the practice of the Liberatory educator.

Ira Shor {1993} describes the four elemental qual-
ities of critical consciousness as power awareness
[understanding social lnstory}, orffical liferacy (ans-
bytically reading, writing and discussing social mat-
ters), desorialization (examining the internalized
myths and values of mass culture), and self-organi-
rafion/self-edncation (taking ritiative in onpoing
gociat change) {p. 32}, Although Freire bad since
1987 given up using the term “feritical conscious-
ness” because he found it 5o loosely appropriated as
to lose its meaning, most stil} associate the term with
hine. And while Prewe may have surrendered the
term (repiacing it with others Tike “crtical aware-
ness,” “the ueveiling of reality,” and *the moment of
revelation of social reality™), he has not discarded
the #mport of the coneept to his educationad philoso-
phy,

In his early work, Freire puls critical conseions-
ness at the center of bis educational philesophy:
Moving from paive ransitive conscioushess to erit-
ical consciousness implies dn increasingly reflec-
tive, absiract, and critical grasp of one’s social, his-
tarical, and class sifugtedness. It means coming into
conscionsness of one's relaticaship to the culmral
and economic opder, Corsclenfization is, as with
Freire’s onderstanding of individual cognidon, a
dialectical and dialopical process that grasps the
dynamic relationship between objectivity and sub-
Jectivity, material conditions and individua!l con-
sciousness. Frehe's notion of erifical consciousness
goes beyond most understandings of “eritical think-
ing” as discussed by Americun educators, who pri-
marily Tocus on independent thinking and analytical
reasoning, Freire demands more—a willingness to
enter inte dialogue with the dispossassed in sockety,
unpack dominant myths embedded in owr socializa-
tion, and comprehend power and class relations in
ways sirmilar lo Markist sucial theory (bat comecting
the Marxist neglect of individual subjectivity, pee-
sonal agency and local cultme).

Suili, Praire does not want o just change ninds; he
wants to change material comditions. And he aims to
change not ouly schools, but alse larger cultural and
ceconommic stmetures of oppression. In his garly
works he suggests that critical consciousness can
[ead to sovial transformation, bot later regrets that he
had “spoken as if the unvetling of reality automati-
cally made for s iransformation” (1994, p. 103, In
his recent works he suggests that while the “unveil-
ing of reality” remains the central act of the critical

22

literacy process, concrete mnd coltestive aclion muost
follow in order to Tully reatize his vision. Freire rec-
ognizes that even “'the most ¢ritical knowledge of
reality, which we gequire theongh the uavelling of
that reality, does not of iself alone effect a change in
reabity” {p. 3. Thus, service-leaming projecis,
which pair citical comeciousiess aims with concrete
social action, are & ftng manifestation of Freire’s
theory in practice. As Preire observes in a conversa-
tion with Ira Shor (1987), “For me, the best thing
possible is to work in both places simultaneonsly, in
the school and in the social movements owside the
classroom™ {p. 39

However, Henry Giroux (1994) fesrs diat “what
has Been trcressingly lost in the North Ameriean
and Western appropriztion of Freire™s work is the
profound and radical natue of its theory and prac-
tice A% an anti-colonial and postcolonial tiscourse™
{p. 1933, Giroux reminds us 1o keep in mind not oaly
the third world as the cracible for Freire's thoughr
but alse bis personal circamstances:

For Freire, the sk of befng an islelostual has
always been forged within the mope of home-
lessness: between different zones of thearetical
and cultural difference; between e borders of
non-Enropean and Enropean culires, In gffect,
Freive is a border intetlecmal, whose altegiances
have pot been to a specific class and el as
in Gramsei's notion of the organis inwellecal;
instead, Freire's writings embody 2 mode of dis-
cunsfve strupgic and opposition tat pot enly
challenges the oppressive machinery of the
State bul is also sympathetic to the formation of
new cutliural subjects and movements engaged
ir the strugple over the mogerist vatues of free-
dotn, equakity, and jostice, {p, 195)

Therefore Preire’s work cannot be simply appropri-
ated by first-world cducators a5 4 simple recipe.
First-world advocates of wadical pedagogy can belter
grasp Preire within 2 posicolonial discourse that
acknpwledges bis historical context and radical
ambitions. As Freire (1985) himself notes, “My edu-
cational experiments fix the Third World should not
be transplanted; they should be created anew™ (p.
19}, Freire's theorics do still resonate in an
American context—with its clags divisions, dispari-
ty of wealth, inequitics of schaoling, and eusrpcen-
trisgr—and the need to “create anew™ projects for
critical literacy and social transfonmation romaing
pressng.

Although a supporter of revolutionary change and
class strugple, Freire is not & doctrinaire Marxist, as
he puls fith W individual agency snd incremental
change. Yet still, unlike Dewey, his explicit goals
mclude a revolutonary restrciuring of the political
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significantly reform and democratize the dominant
culture and is instimtions (particularly schools), his
political ideology persistently recommended that
those in the margins surrender to the mainstzeam—
1o common vaizes and a common “democratic
faith” Such an aneliorative stence uns comier fo
Freie's insistence that domipant cultores are by def-
injticn oppressive and that heir traditionat instito-
tions (particularly schools) ase almost always instru-
ments of oppression, even though critical teachers
can creale counter-cppressive spaces for genuine
learnmg and dialogue within such instiutions,

In concert with the skepticism demanded by de-
socialization and critical analysis of power relations,
there is an idealistc, even utopian sitain to eritical
pedagogy. Tommz de Silva and Peter McLaren
(19933 remyark that “critical pedagogy must serve as
& form of critique and also a referent of hiope” and
suggest that it can be likened to a kind of “social
drzaming™ (p. 69). Henry Giroiix (1983) refers to “a
pedagogy of possihility” Freire himself speaks of
hope, love, utopiss, and dreams—but 10t naive
utopizs and dreams. He clastfies: "This is a
Utopianism as a dislectical relationship between
denouncing the preseat and snnouncing the future,
Tor anticipate tomorrow by dreaming today™ (Shor &
Freire, 1987, p, 187).

Seme service-learming practitioners wilf prefer
Freize's emphasts on political democracy and revo-
lutionary  socio-economic  transformation  to
Dewey’s emphasis on cultural democracy and incre-
mental social reconstruction. Preire's announcement
of utopian possibilities facilitates a critique of the
present and underwrites an oppositiona politics
agendn, Dewey's pragmatist faith in reformist cui-
comes stands in conlrast 1o Freire's ugopian faith in
revoltionary suleomes—each o powerfil version of
hope,

Implications for Teaching

Both Dewey and Freire insist that theory and prae-
tice should interpenetrate each other. Therefore, a
question emerges: Which pedagogical practices are
invited by a Dleweyan odentalion in contrast to those
suggested by a Freircan orientation?

Because my own disciplinary home is English and,
miove specifically, rhetoric and composition stadies, 1
will note briefly how Dewevan and Freirean theory
apply differently lo college composition, the most
widely taught coirse in American higher education.
College writing instruction has become an active site
for service-fearning and even a brief survey of ser-
ice-learning in composition reveals a striking varg-
ety of approuches {Adler-Kassner, Crooks & Watiers,
1957 Deans. forthcoming).

For example, take two excellent—but very differ-

ent—service-leamming writiag courses, one ar the
University of Massachusens (UMass) which res-
omates with a Deweyan edocational philesophy and
one at Bentdey College which resonates with a
Fiedrean educetional philosophy. The Ulass course
falls under a category of service-learting enmposi-
tion indtiatives that T have elsewhere (Deans, forth-
caming) lebeled “writing for the community,” ad
the Bentley course falls under what [ have Iabeled
“wiiting about the community.” A briel description
sd analysis of each course fHlustrates hiow they
diverge on severad key teoretical and practical mar-
ters, ong aligning primarily with Deweyan pragma-
tism and the pther primiarily with Fredrean oritical
pedagogy.

The course at 1inss that | studied through obser-
vations, interviews, axd analyses of conrse materials
was Writing in Sport Managenent, an upper divi-
sion Writing Across the Cumdcolum class for sports
studies majors. The instructor, Laurie Gullion,
explained why she optad 1o include sarvice-tearaing
in her courser “The bigpest goal that I have is that
students have an exposure o ¢ rent clent relation-
ship where they're tailoring thelr wrikng © an
exceedingly clear audience” To thal end, she
arranged for strdents 1 undertake twam writing pro-
Jjects for focal recreational organizations, (Projects
inchuded first-nid brochures, coaching manuals, and
Erant proposals),

This service-learning wriling iniiative, and others
like jt, cenphasize “real world wiiting” or writing for
andiences outsida the acedemy. Some such “wiiting
Jor the community” courses are designed for upper
division writing clagses and others are designed for
fixst year composition cousses, [n either case, the
centerpicce of the class s usoally a teamr wriling
project for a local noen-prolit agency, and the over-
riding goat tends to be completing a professional
document for the non-profit agency. In addition to
the brochures, mancals, and grant proposals com-
posed by the Uldasy students, projects in “writing
Jor the community™ courses often inchede newsletier
articles, press releases, research reports, web pages,
and other purpose-deven documenls needed hy
focal organizations (For examples, see Bacon, 1997
Deans & Meyves-Goncalves, 1998, Dorman &
Domman, 1997 Heilker, 1997, Huckin, 19970 The
character of the projects, almost lke mini-intern-
ships at non-profitg, resonate with Dewey's advoca-
cy for experiential educalion and his contention that
teachers should uiilize “the factors of industry 1o
make school life more active. more fuli of immedi-
ale meaning, more connected with out of schoo!
experience” {1980, p. 326). But while the projects
requive teplicating iodustry practices as students
meet contempotary professional standards and use

e
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technology such as desktop publishing, they also
lend o spur student motivation because swudents
gain a sense of accomplishment by contibuling to
understaffed community nrganizations that serve the
social good. As one student in the UMass course
remarked:

Doing work for community {agencies] (thai need
it—that's probably whinl makes it {the service-
learning writing project] different... Laurie Jthe
inskrucior] saw thae aned satd, “Eoak, this is a
great opporumety for students (o apply thens-
selves and learn what they havwe 1o lewmn,” and
i"s almost ke, yesh, you can look at it and say,
“Abh, 1 kave 1o do (bis now, sad Tdan't want 1o.
Wihw can”t T just get by with i Bot it ghves you
i sense of reality. And ar the same time, akl thoss
comsmumtics bonefit from it 1% kind of lke a
plusipius, windwin ammtion., f think I yvou
overall as a person can help (he comrnunity, i
an overall plus.

Ton sdctirbon to the out-of-schopl commections and the
mitivational gaing, agency projects also tend to fos-
ter genuine and sustained collaboration ameng stu-
dents (in their project teams), apother key (o
Deweyan sducational theory.

The: writing that the student project team does for
the ton-profit constitutes both & service for the com-
musity partnsr and a medium for leaming about
wiiting oud rhetoric. This approach o community
writing changes the iraditional composition class-
room in three major wavs; B adds workplace and
pribdic genres to traditional essay penres: it shifts the
motivation for writing fromn chasing tradifional
teacher and grading expectations to meeting the pro-
fessional standards articulated by the community
partner; and it changes the teacher-student refation-
ship becaunse the classtoom instraclor s no lopger
the sole authority in creating or assessing assign-
mens. Moreover, the hands-on, “real world™ agency
projects in such courses t2nd o be extremely con-
suming. Gullion writes in 2 self-assessmeant of her
couTRe:

The stutents wrote that they feli rewarded by
producing a useful wiilen plece needed by an
organization, they ook thelr wiiting seriously
bigdse 4 real <hiont was editing it and they
Hked performing community servies. However,
they also experienced frustration and wncertain-
iy in leaving the comfort of the chrssram for a
real-unnld situation which I chviously sec as
miore. vatughle Men they did!) and in juggling
ihe off-campus demands of their projects in
light of athledie aned work schedules.

From a Deweyan perspective, this intensive, collab-
optive project-based education places students in

24

the tdeal starting place for leaming-—an experiential
situation that requires grappling with some uncer-
tainty {*the forked rosd of doubt™ bur which is
guided by a clear soeial purpose {meeting the needs
of the client). As noted earlier, for Dewey subject
makier becomes an ohject of ingniry and reflection
“when il fimures as a facior to be reckoned with in
the completion: of a course of events in which one is
engaged and by whose omicome one is affected”
(1980, p. 41}, Gullion's expectations of and hopes
for her stadents Jangely winich those propesed by
Dewey.

With respect {o idealogy, “wnting for the commu-
nity” pedagogies are usually reformist rather than
racical, and they are conduotad in a spirit of cooper-
atien rather than eritique, Stadents aclively partici-
pate in democratic svic Hie by working coopera-
tively within the established stractures of pon-profit
agencies. With the UMass course, as with most
courses of its kind, the agency projects demanded so
much time and energy that refiection was focused
primanly oh the writing and coilaborative processes
themeelves. While journals and occasional class dis-
cussiong encouraged students t also refiect on com-
munity needs and express their personal responses to
sarvice, opporunities for critical reflection on the
root causes of sovial injustice and for sustained oni-
tgue of larger social stractures [ike clasy and race
were lost to the main sctivity of completing quality
AEENCY PEOECS.

In conirast, Bruce Herzberg's writing conrses at
Bendey College wmke an aliogether different
approach to service-learning in composition. In his
two course freshmnan sequence, Expository Writing
I Sunvmary and Syathesis and Exposirory Writing
{l: Research and Ritetoric, as is the case with many
“writing abowt the sormmunity™ courses, Herzberg
devoted the bulk of class finke and energy o wach-
ing weademic writdng in tardem with critiguing
broad social forces like class, gender, or moe. In
most “writing abent the commuality”™ courses, sta-
denls engage in traditional community service {often
wutcring youth or working at a homeless shelter), and
ther: draw on that Hved experience in thelr writing of
academic essays, The emphasis is generally on per-
sonal reflection, social analysis, andfor cultwral cri-
tique, bul how these are weighied depends on the
instructor (For examples, see Herzberg, 1994;
MeChiness, 1998; Novak & Goodinan, 19973,

Herzberg's composidon conrses 21 Bentlay, which
1 also researched on site and through Herzberg's
oun writings, reveal a Frefrean orientativn in both
iheir design and excoution. Among many composi-
tion theorists, there iy already a strong taditan of
using Preirean theory o undergivd the psactice of
colicge writing instection {Berdin, 1997, Bizeel,
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1992; Shor, 1987 Villanueva, 1557), Cenerally,
compositiomsts draw on Freire as a model of how fo
redirect the goals of the writing classeoom from
functional Hieracy {wilh an emphasis on grammar
and vzage} wward critical Titeracy {with an emphisis
on the critique of dominant culiural practioss).
Freirean-teachers, most of whom practice their criti-
cal pedagogy without any service-learning compo-
nent, generally adopt traditional academic genres
Iike the journal and the academic essay as vehicles
for critical social analysis.

The firgt-year service-learning composition cours-
es tanght by Herzberg were conducted in & Freirean
spirit. Students performed tutoting of youlh as their
sarvice (not wiiting itself as 2 servics), and then
brought that tatoring experience back fo the class
like a text to be reflected vpon and analyred.
Hereberp's teaching goals pair academic lteracy
with critica] Hteracy. He Temarks i an essay bagad
on his own service-learning comses, "1 don’i helieve
that questions about social structures, ideclogy and
social justice are automatically raised by comurmi-
1y service. From my own experlence, T am quite sure
they are not” {1994, p. 59). Therefore, his pedagogy
raises these questions.

Facilitating critical Iiteracy entails helping leam-
ers to comprehend the social forces—among them
elass, gender, race, idcology—ihat shape both the
culture and the Hves of individuals, Herzberg pives
most attention 1o class isspes. [n an interview he
expiained this preference: ©'1 think here [at Beattey]
it s vory hard for my students 1o telk about class. Se
if there 15 an essential celioal concern, 1 think for
me it beging with class.” Through critical readings of
Mike Rose’s Liver on the Bowndary {1989) and
Tonathan Kozol's Savage fregualitier {1992, as
well as class discussion, directed wiiting assign-
ments, end final research projects, he unpacks the
socigl thmensions of literacy and schooling from a
largely neo-Marxist perspective. *What 1 hope to
focus on here)” he writes, "is how difficult my stu-
dents find it to rranscend their own deeply ingrained
belief i individualism and meriwocracy in thelr
analysis of the reasons for the illiteracy they see”
{1994, p. 61). This is, essendially, performing what
Freire tenms “desceialization” a key component of
citical lieracy. And while there i3, as Hermberg
writes, *,..no guaraniee that students will go beyond
the individual and symgptomatic™ assessment of
soeial issues (1994, p. 39), they at least sericasly and
deliberately inquire into the social dimensions of -
eracy, schooling, and the tople each chiooses for a
fivial research paper

As T cbserved Herzherg's conrse in session one
miosning, the class was discussing observations fron
one of their first sessions at a local elementary

school. Sitting in a circle, students shared reflactions
from their jownal writing, One student described bis
wotk with a Pakistani youngsier with communicas
tion probleims. Another eommented on seeing an all
African-Asmerican kindergarten class—far fom his
own expericnee in rural New Haopshire. He also
remarked on the orderliness of the class, in response
to which Herzberg prompted the class to make &
comntection to Mike Rose's discusston of urban
schooling in Lives ort the Boundary. Other stizdents
sharad reflections on special education classes they
observed, deseribing the “busy-work™ hamlouts the
childrer were assigned, and the yawning and fidgeat-
ing of the kids.

Herzherg protmpted the students 10 compars their
own grade scheol experences with what they
observed at the elementary school, This discussion
wandered through topics of student aggeression,
Antention Deficit Disorder (ADD), racking, dis-
pling, 4 music class that seemed puintess, Herrberp
flagged some topics—remediztion, tracking,
ADD-—as ones that sfudents might want fo take up
Later as major research projects. He also steered sm-
dents away from sioply blasing teachers for the
shorteomings they observed, suggesting hat broad-
er factors soch ds Targe <lags size and school funding
were also foctors, Such discussions constiwte the
bepinning stages of exploting what Freire would eail
g generative theme, in this case schooling,

On the surface, students seemed o be towching on
a collection of maber-of-fact observations of
American school life. By the end of the following
senester the seme sdents, having ttored weekly at
the clementary school and participated in farther sea-
demic writing instruetion, were undertaking major
researcly projects that anayzred pressing social issues
anck critigued soclal mstitions, As Herzberg (1994)
explains, dreawing partly on CH, Knob-Tauch's (19509
lanigage, such a pedagogy can encourage students in
developing a “sockal Iagination.”

The: effort o reach inty the composition class
with 4 cacdieolum simed 2 (emoviacy and
social justice is an attempt 10 make schools fune-
Liont....a5 radically democratic instifutions, with
the poud ot only of meking individusl siadents
toore suceessful ek also of makdig better citi-
zens, citizens in the strongest sensa of thase who
take responsibility for comirmunal welfare. .,
Studems wit nol criiosly queston o world that
searns ualural, inevitable, given; insicad (hey
will strategize about their position in L
Dreveloping a soctal fmagination makes it possi-
ble not only o question and apalize the world
bt also to imagine transforming i, (p. §7)

Critical teachers are generally skeptical of the
power of everyday experience or community serviee

3
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Deans

afomre fo Toster eritical conseiousness. The outreach
experigfice must be incorporated into a karger praject
of sustained re¢ading, analyais, dialome, and radical
critigue. Thus, while both the Bentley and
University of Massachusetts courses included mean-
ingful reflection, the kinds of reflection differed
enormousty; reflection on the wiiting process apd on
comunity needs (UMass) it contrast to oritigae of
the broader soecial forces that ereate injustiec
{Bentley). Furthermore, the kinds of texts generated
in zach writing course differed cnenmously: collab-
armive workplace docurments for non-proftt agen-
cies {UMass) n coneast w individual eritical essays
for {he instroctor {Bentley ).

We st recognize that differences in Dewey's
pragmatist philosophy and Freire’s neo-Warxist the-
ary are more than seademic, Students i both the
Uhass and the Bentley courses Jearped & great deal
about wriging and social action, But they leamed dif-
ferent things. And most students in both courses
repurted thetr service-lesrning experiences as both
personally and infellectually rewsarding, But the dis-
tinetly different theorstical stances adopted by their
instructors fed to different Knds of student rewards,
Evident in the “writing fiw the communily” peds-
gogy {Uhuss) are Dewey's preterences Tor ponnect-
g sehiool w workplace, designing cooperative pro-
jects, and participating actively in rcformist eivie
organizations, Bvideat in the “wnling ebow the
comnanity” approach (Bentdey) are Freire's prefer-
ences for analyzing forces of power and oppression.
atrending o the colural sitamedhess of leamers, and
developing intellectual habits of vadical critkeal con-
selousness.

Conclusion

A unified theory of service-learning built around
John Dewey's work is tempting for the sense of
order and stability 1§ could offer. However, we
should resist the impulse to recrult service-learning
practitonees into a single philosophical, theoratical,
or pedagogical framework, Rather, service-learning
will be better served if teacherscholars davelop,
over lme, a pantheon of exemplars. Alopgside
Devarey, Paulto Freire stands as one zuch exemplar,

1 have no interest in proclaiming either Dewey or
Freire ay more just or more worthy than the other.
Both offer sound theoretical frameworks for service-
learning. They overlap on several key characteristics
essentin] to anmy philosophy of service-leaming: an
anti-foundationalisy epistemology, an affirmation of
the centrality of experience in leamning; an aticuls-
tion of the intimale relationship berween action,
reflection, and learning; an emphasis on dizlogue;
and an abiding hope {or soutal change throkgh edu-
calion combined with commusily action. Yet

26

because Deweysn pragmatism and Freirean critical
pedagopy differ in ideolopical register, most will
find one or the other mere compelling. Service-
learning practitioners should then, procecding in
crtical self-awareness, alfign their philosophical
preferences with their groonded seaching practices.

Notes

! See, for example, Kolb (1984 and comment on
Kaolb in MeEwen (1598), p. 68-72.

T Byans remarks also might polnt fo ome memson
behind the current revival of pragmatic phitosaphy in the
acadery al Jacge. See, for example, Bickstein (1998), See
alse Rorey (1998 and Westbrook (1484913,

* Fistonan & MeCarthy (1998) also emphasize
Dewey's preoctupation with revenciling  dughsms,
Fishraan iuntifies four primarily Dewoyan duabisme: con-
cerning mocality, individual/group; concerning ant, ere-
alivieyfappreciation; comcerming day-to-day practice,
impuise/refiecdon; and concerning adacsion, smdeot/vor-
renlivs

¢ Fuor furtier discussion of Dewey’s uaderstanding of
democracy, see Beenstein, 1995 Camphell, 1995, p. 140-
265; Kloppenberg, 1998; Westbrook, 1001,

¥ For exampile, Kioppenberg {1998) writey: “Dewey
hisbored not sutrel desire w@ bring all diversicy to an end
under the shelrer of a smug but sulling consenses: o the
contrary,  demacracy wilkont differerce was a contmadic-
Hen in temus, because he bekeved passionately thatl all
{ndividuds, in Geir unigueness, make different contriba-
fions to denocratic life, The richer the mix, the rcher the
criltuee that results from the iniferaction™ (p. 102} See glso
Wissibiook.

f Pash's tnderstanding of pragmatism, howevern, i3
devoid of the explich democeatic political aspirations evi-
dent in Pessey's work. Fish iosisis thar nothing defisite or
substantial—or even democatio—oecessanly flows from
& progmatist philisophical stance,

! There is rome disageeement over how to charreterize
Freire’s work and how It hss ovolved since the early
19605, Torres (993} nictes thal Freire Tirst started] his Jit-
eraoy campaign in Brazdl witl & reformist sather than rev-
olaticnasy spproach; then his pedagogical theory becams
wore frevolimionary after the military takeover axed Freire's
exile. Aronowitz (1993} nofes a more recent pendulir-
like “'shaft fram ravalulionary o demoeratic digeourse”
due o global chunges of the 1980s and 90s (p. 20).

# This echoes Dewey’s speculation that “T do nat sup-
pose that education alone can solve it [secie-coonomic
inequity]” (1991, p. 316,
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