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EDITOR’S INTRODUCTION

American institutions, industry, and science have evolved
from a panorama of changing life He who seeks finality, the
absolutist, sees our nation quite askew—to him chaos here
plays havoc with ideals, traditions, and standards of worthy
living. He who lets come what will and seeks only for success,
the instrumentalist, finds here an opportunity for exploitation,

“ narrow individualism, and fame. He who ventures forth upon
the course of life itself, the experimentalist,|discovers here a
sumptuous laboratory, ever challenging to his powers of clear
vision and interpretation.

To the experimentalist Dr Childs directs the first volume of
The Century Studies in Education. His pages bear the dis-
tinctive imprint of American life and thought He interprets
both this life and this thought. He develops basic conceptions
for the student and the educator who would equip themselves
with instruments for further discovery and for the progressive
reconstruction of American hfe.

' WiLtis L. UHL.
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PREFACE

Although Experimentalism is an indigenous American
philosophy, it was in China that my attention first was called
to 1it. During the World Wary a brilhant group of young
Chinese thinkers launched a movement which soon became
nation-wide in its influence This movement was called in
Chinese the “Hsin Srzu Ch'au” which hiterally translated
means the “New Thought Tide " Because many of its fea-
tures were similar to those of the earlier Furopean awakening,
it became popularly known in Enghsh as “The Chinese
Renaissance
* "While the sources of this intellectual and social movement
were various, 1t is undoubtedly true that ‘@Gme of 1ts most
able leaders had been influenced profoundly by the ideas of
John Dewev.yThese Chinese educators desired to reconstruct
the ancient culture of their people They found intellectual
tools almost 1deally suited to their purposes in Dewey's phi-
losophy Among these tools wer(?)h)xs behief that philosophy
should concern itself primanly with the present problems of
men, his view of the instrumental character of thought, his
demand that all traditions, beliefs, and institutions be tested*”
continuously by their capacity to meet contemporary human
needs, and his faith that the whole-hearted use of the experi-
mental attitude and method could achieve results in the
social field similar to those already secured in the field of
the natural sciences.

At about the time of the close of the World War, Profes-

X



x PREFACE

sor Dewey visited China. For two years through lectures,
writing, and teaching he gave, in person, a powerful reinforce-
ment to the work of the Chinese Renaissance leaders Living
as I was in Peking at that time, my first introduction to Ex-
perimentalism came as I watched 1t grapple with the complex
and difficult problems of present-day China.

Later while on furlough 1 studied at both Teachers Col-
lege and Union Theological Seminary. Under the stimulating
leadership of Professors George A. Coc and Harrison 5.
Elliott the implications of this phlosophy for rehgious life
and thought became more apparent During this same period,
1 studied 1n philosophy of education with Profescor Wilham
H. Kilpatrick From him I received suggestions for a new
approach to education and to philosophy which after years
of exploration seem constantly to grow in meaning and n
sigmificance.

In the preparation of the matenals for this book I have
also had the advantage of many valuable criticisms and sug-
gestions from Professor Robert B Raup. a colleague in the
department of philosophy of education at Teachers College.
I wish to acknowledge my deep obligation to all of the above-
named individuals. This hook owes its existence to their
sympathetic encouragement.

Special thanks are due to the various authors whose writ-
ings are quoted so freely in these pages The large number of
direct quotations is explained by the 1act that the nature of
the study made 1t desirable to give hoth the ideas of the Fx-
perimmentalists and those of their entics i their own words
wherever possible. T also wish to acknowledge my indebted-
ness to the following publishing houses and periodicals for
their generous permission to use selections from their publi-
cations : The University of Chicago Press, Clark University
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Press, Columbia University Press, Harcourt, Brace and
Company, Harvard University Press, D. C. Heath and Com-
pany, Henry Holt and Company, The Journal of Phiosophy,
Longmans, Green and Company, The Macmillan Company,
Minton, Balch and Company, The Nation, The New Repub-
e, W. W. Norton and Company, University of North
Carolina Press, Open Court Publishing Company, Progres-
sive Education Association, The Saturday Review of Litera-
ture, Charles Scribner’s Sons, Frederick A. Stokes Company,
and The Viking Press.
J.L.C.






FOREWORD

This book of penetrating inquiry and constructive criticism
comes opportunely. A shift of attitude in thought is now upon
'us. Wise advance depends on a deeper and closer scrutiny of
our presuppositions. In education such a scrutiny is much
overdue, the reaction appears already at hand.\In but recent
times the tide ran strong against the ultimate human element
and factor in life. Things were indeed in the saddle, not
merely in a rank industrial outlook but as well in science and
explanation. Conscious action was brought under suspicion
as merely subjective. The unavowed aim in education was in
effect to abolish thinking,jat least for the many; for if think-
ing were possible, the few could do it for the rest. Purposing
became peculiarly suspect, “conditioning” must supplant 1it.
A science born of physics and its conceptions claimed suf-
ficiency for all needs. “Facts,” 1f only objectively recorded
and treated, would give adequate guidance. Tests and meas-
ures would give such facts, statistics would treat them Phi-
losophy was at last outmoded. Education would thus advance
to effectual control.

But a reaction has set in Ebb follows flow.1 Science is
remaking itself, astonishingly s0."The matenal thing is no
longer the ulumate.t An all-inclusive prior determinism does
not hold. The old arrogance of physics is gone. Man is freed
to take again his rightful place. Psychology moves to give up
its atomistic trend”Education has learned that test and meas-

. . w
ure at most but furnish data which thought must interpret
xdil
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for use. Moreover,—as the leaders have always known, at
least for themselves—statistics offers no substitute for think-
ing. These husks have now been tried and found wanting.
On such fare life shrivels. More is needed Constructive
philosophy comes to its own. Education wakes.

And this is the timeliness of the book before us.”As educa-
tion feels new need to understand and build, the way forward
proves hard. To go down deep enough and find therein new
bearings on what and how and why is no casy task.|A guide
and interpreter helps. Here Dr. Childs serves. We have
among us in this country the most significant living philoso-
phy of education In Peirce, James, and Dewey, a true school
of indigenous thought 1s. to all appearances, in process of
becoming. Tt is this developing outlook and method which
Dr. Childs has chosen to discuss under the title of Experi-
mentalism. And the name is fitting  Life 1s i fact lived
experimentally Always we face uncertainty 1n a world ever
on the go. Our efforts to deal with such a world are but trials.
In this world, ends as well as means must be held subject to
review as events continually develop. If education is to go
forward, no road more promising lies open than this experi-
mental approach.

It 1s then this philosophy of experimentalism in relation to
education that is here examined and discussed The study 1s
both critical and constructive Critical, first of all, in that Dr.
Childs is no mere disciple. Accepting as he does the mam
position of experimentalism, he none the less thinks his own
thoughts fearlessly at whatever cost of difference. If, for
example, some msiders have said that experimentalism is
method only and has no metaphysic, then Dr. Childs is ready
to hold the opposite—and convincingly so. Critical also is
the study in opposition and attack. In active opposition, vari-
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ous positions are examined which this philosophy would
correct: a denial of freedom in man responsibly to affect
affairs, a denial of thinking in the rank and file of men, the
tendency toward an atomustic psychology, a too narrow
S->R bond theory, “conditioning” as the unit element in
learning In critical answer, an examination is also made of
certain attacks upon the experimentalist position: that in it
individual men are unduly loosed from social obligations, or
contrariwise that experimentalism binds us to the industrial
order as now it 1s, or that the position so commits itself to
mstrumentalism as to leave no essential place to life itself on
its qualitative or esthetic side All these points Dr. Childs
discusses with a penetration and a balance which are disarm-
ing by their fairness The position which experimentalism
holds~in these matters receives at his hands excellent defini-
tion

But everywhere are cnticism and discussion constructive
mn ntent, as befits regard for education and belief in its proc-
esses. At each point Dr. Childs 1s concerned to find depend-
able ways of thinking on which life and education may go
more frmtfully forward Many who in our shifting times
are groping for a surer outlook will find here help in their
quest Hard is that reader to please or mstruct who from
these honestly argued pages does not find himself ,upbult
m fruitful outlook. In the portrayal here given” life and
education—two interacting aspects of one dynamic process—{
find a surer road toward better things.

WiLriaM H. KiLPATRICK.
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EDUCATION AND THE
PHILOSOPHY OF EXPERIMENTALISM

CHAPTER 1

AN INDIGENOUS AMERICAN PHILOSOPHY

“Whoever is interested in the future should especially study Amer-
ica To my mund, the best work that has been done anywhere m philos-
ophy and psychology during the present century has been done in
America”

“Sophisticated America, wherever it has succeeded in shaking off
slavery to Furope (which 1s too common among the sophisticated),
has already developed a new outlook, matnly as a result of the work
of James and Dewey"”

BertrAND RUSSELL.
IT was probably inevitable that sooner or later the American
people should produce an indigenous philosophy. The story
of their national existence represents too profound a depar-
ture from the social experience of the Old World to be satis-
factorily formulated through the exclusive use of the tradi-
tional Furopean intellectual molds. It was also highly probable
that when such an indigenous philosophy did arise, it would
/ have something important to say about education. The experi-
ment in social and political democracy to which the United
States is commtted 1s closely linked with the faith of the
American people in education.rAs will be shown later, a
philosophy with its roots in the vital activities of the youthful
American life would come in time to develop its own dis-
tinctive traits. Among these it was almost sure to make central
3



4 EDUCATION AND EXPERIMENTALISM

an interest in democracy, in education, and in their mutual
inter-relations.

There is to-day rather general recognition, both here and
in foreign countries, that such an indigenous American phi-
losophy has emerged. While many have contributed to its de-
velopment, there would be common agreement that"the most
fundamental and orginal contributions have come from the
works of Charles Sanders Peirce, Wilham James, and John
Dewey.|Important differences, to be sure, are to be found in
the ideas of these three men. Such differences, however, are
not of primary concern to this study, which 1s interested in
the educational implications of their common philosophic
positions For our purposes we may consider all of these
men as members of the same school of thought In this we
seem to have the approval of Dewey, who stands to-day as
the most eminent leader in this new approach both to phi-
losophy and to education Buwlding on the important work of
Peirce and James in logic and psychology, Dewey has not
only made fundamental contributions in both of these fields,
but he has also used these fresh insights to elicit the deeper
meanings imbedded in the raw, but vital, social experiences
of the American people. Without Dewey, it is doubtful if the
ideas of Peirce and James would have developed into an indig-
enous American philosophic movement. On the other hand,
no one more than Dewey recognizes the important connections
. ‘between his thought and that of Peirce and James

This new movement in philosophy has encountered diffi-
culty in finding a suitable name. Dart of this difficulty may
be due to the character of the philosophy itself. As a philoso-
phy it is more of an attitude and a method—or a principle
of orientation to experience—than it is a final system of
philosophic doctrines. Moreover, its specific emphases have
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shifted from time to time, and unfortunately some of these
partial emphases have been permitted to give a name to the
whole movement.

~~ The movement first appeared as “Pragmatism,” and it is
still almost exclusively known to the general public under
that name.\There are, however, serious objections to the use
of this term. Most obvious is the popular belief that pragma-
tism sanctions anything immediately expedient in the sense
that it “gets by ” While this is absurd, there remains the
more fundamental difficulty that pragmatism is often con-
sidered to be merely a method for testing the meaning of our
ideas As thus deﬁned,\'ﬂ;e pragmatic method is only one ele-
ment in the total position of this philosophy.

An English thinker, F. C. S. Schiller of Oxford, much at-
tracted by some of the ideas of Willham James, has main-
tained consistently that this philosophy would be more fittingly
described as “Humanism ” It must be admitted that the broad
social sympathies of the leaders of this movement do give a
certain appropriateness to this name. On these shores, how-
ever, the term husnanism has latterly been commandeered to
give fighting leadership to such conflicting programs that it
would only compound confusion to ask it do duty in this, still
another, movement.

There was a period when attention was primarily given to
matters of logic and more specifically to the instrumental char-
acter of ideas, in which Dewey’s philosophy labored under the
somewhat unhappy title of “Instrumentalism.” Of late rela-
tively less emphasis has been given to this aspect of his thought.

Recently there has been some tendency among the leaders
of this movement to call it the philosophy of “Experimental-
ism.” It appears that the temper and character of its radically
experimental approach to both the world of nature and the



6 EDUCATION AND EXPERIMENTALISM

world of man is more adequately suggested in this latter
name than in any other yet proposed. It is partly because
of this that the term experimentalism is used throughout this
study.

Another reason for using experimentalism rather than
other names more widely current lies in the fact that our
interest in this book is primarily with the implications of
this philosophy for education. Certainly in the field of educa-
tion it 1s the experimental character and method of this
philosophy which is of largest sigmificance In fact, it is 1ts
radically experimental way of construing life and knowledge
which has led to 1ts searching challenge to traditional school
procedures. As naturally would be expected, it is also this
and closely related phases of its educational program which
are most under attack at the present time. Inasmuch as this
study is chiefly concerned with an evaluation of this philos-
ophy in the light of its educational proposals and conse-
quences, it has seemed advisable to use the name which most
sharply calls attention to the features here specifically under
review. In the opinion of the writer, experimentalism is the
term which best serves this purpose.

However, the question of the particular name to be used
is not of fundamental importance. The point to be remem-
bered is that in this study, when the term experimentalisin
is used, it refers to the general body of philosophic thought
associated with the names of Peirce, James, and Dewey.
More particularly, when the educational implications of ex-
perimentalism are under consideration, it is to be understood
that the reference is always to what has come to be called the
“Dewey school” in the educational field.

The general plan of the study is as follows: Chapter II, fol-
lowing this introductory chapter, considers factors in Amer-
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ican social life which seem to have favored the development
of this philosophic outlook. It is believed that this material
may serve a two-fold purpose. In addition to describing
certain influences in American life which have contributed
to the development of this point of view, the writer also
hopes that by thus showing connections between these ideas
and our social experience, he may cause the ideas themselves
to gain in concreteness and in significance.

The third chapter inquires mto what, if any, metaphysjcal
positions are affirmed or imphed in experimentalism."l)t is
a fundamental thesis of this book that experimentalism is
more than a mere contribution to methodology. In other
words, that it does include, in broad outlines at least, a
definite picture of the nature of the world in which man
lives. Its educational emphasis on “creative intelligence,”
“purposeful activity,” and “no fixed goals” can only be
understood 1 its deeper significance when this world view
1s taken into account.

A discussion of the experimentalist’s view of man and the
nature of experience is then undertaken in order to show
the bearing of these conceptions on certain of his most
basic educational views. In this, as in the preceding chapter,
the aim is to set forth in positive form the central educa-
tional principles found in the philosophy of experimentalism.

The remaining chapters—the major portion of the book—
are devoted to a critical evaluation of the philosophic and
correlative educational positions of the experimentalist in
the light of major criticisms which are now directed against
these positions by various leaders in the field of education.



CHAPTER 11

THE AMERICAN SCENE AND EXPERIMENTALISM

“America is not simply a young country with an old mentalty; it
is a country with two mentalities, one a survival of the belefs and
standards of the fathers, the other an expression of the instincts, prac-
tice, and discoveries of the younger generations”

SANTAYANA,

“There never was a philosopher who has merited the name for
the simple reason that he glorified the tendencies and characteristics
of his social environment, just as it 1s also true that there never has
been a philosopher who has not seized upon certain aspects of the life
of his time and idealized them.”

Dewey.

1. Experience and Plilosophy

THE experimentalist believes that ideas always arise in and
through experience. They are not spontaneously generated.
In his opinion, all ideas, beliefs, and ideals grow out of,
and relate to, concrete experiences. And experience as here
used means primanly an active process of interaction be-
tween the human organism and its natural and social environ-
ment.y Hence the entire ideational life of man is considered
by the experimentalist literally to derive its substance from
the “doings and undergoings” of what is called “primary ex-
perience.”

This not only holds true of our ideas, it appears to be
equally true of the very structure of mind itself. This rad-
ically objective view of mind is one of the distinguishing
features of the philosophy of experimentalism. Mind is not
believed to be a transcendental faculty; nor is it considered

to be an inherited, ready-made psychic structure which only
8
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requires formal exercise to discipline it for its varied intel-
lectual tasks. Rather, mind itself 1s something built in the
very process of experiencing.; Since experience is in and of
the world of men and things, our minds are also continuous
with these objective materials. Had our environments been
different, our experiences would have been different. Had
our experiences been different, our minds also would have
been different. In short, to Iive differently is to think dif-
ferently.

As our later discussions will show, in taking this view of
mind the experimentalist does not deny the uniqueness of
the individual.y Neither does he consider the individual to
be a passive agent whcynerely absorbs sensations and ideas
from his environment.” The individual is a product of his
own activity just as truly as he 1s a product of the social
mfluences which nurture his mind. The uniqueness of the
mmdividual and the creative activity of the individual are both
foundational principles 1n the philosophy of experimentalism.y
Nevertheless, the experimentalist believes it is wholly true
that'each individual derives his meanings—actually builds his
mind—out of his concrete dealings with the particular ma-
terials found in his natural and social environmentf/Group
attitudes, beliefs, customs, and institutions play a fundamental
role in this process of creating minds in individuals.

¥ “The stuff of belief and proposition is not originated by us.
It comes to us from others, by education, tradition, and the sug-
gestion of the environment Qur intetligence is bound up, so far
as 1ts materials are concerned, with the community life of which
we are a part We know what it communicates to us, and know
according to the habits it forms in us. Science is an affair of
ctvilization, not of individual intellect.” * *

* The numbers used following quotations refer to the numbered
references at the end of the chapter.
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v So also for philosophies. Critical analytical studies seem
to reveal that even the most imposing systems of philosophy
and of theology are not the sheer products of some dis-
embodied reason unconditioned by factors of time and placey
Non-empirical means of achieving understanding are no
more to be found in philosophy than in other realms of
human thought. The experimentalist has not found it dif-
ficult to show that the most pretentious philosophical systems
are significantly connected with the social mediums in which
they were produced.

For example, he suggests that the traditional dualism in
philosophy between thought and activity, between theory and
practice, 1s a dualism which has more than an incaidental con-
nection with the social dualism of a feudal society Such a
feudal society, with its cultured leisure class at the top and
its mass of slave workers at the bottom, could easily accept
the conclusion that intellectual activity and physical activity
have nothing in common. It is also intimated that historically
the problem of a mind-body dualism gained much of its
strength from this same social dualism of a feudal order.
The idle thinkers had the minds, the supposedly non-
thinking slave workers had the physical bodies. 1n the belief
in eternal patterns and divine essences the experimentahst
finds a survival of the earlier conception of a hierarchical
natural economy in which the various species were held to
be immutable. On closer inspection, the “absolute” of German
idealism seems to have something in common with the auto-
cratic form of government found in the former Prussian
system. And it is at least possible that the unquestioning
obedience which some variants of this same philosophy insist
should be granted by everybody to the immediately ap-
prehended moral law reflects something of a national habit
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of paying docile attention to the orders of Prussian police
officers.

It is easy, however, to draw a false conclusion from illustra-
tions such as these. To show that systems of philosophy are
the achievements of human minds whose habits of thought
and standards of value are conditioned by the “intellectual
climate” and the prevailing social organization of particular
times and places does not necessarily lessen their importance.
As a matter of fact, thus to place them in their social con-
text helps us to understand them better, and enables us to
evaluate them more intelligently. To perceive that these
philosophies have gathered their intellectual materials from
the ordinary world of human experience conceivably might
lead to an appreciative approach to much that has hitherto
been difficult, 1f not repellent 1n thcm.‘(Sigmﬁcant insights
may be contained in even the most “transcendental” philoso-
phies, just because these philosophies, like all others, are the
products of emotional and intellectual reactions to concrete
conditions of one sort or another AT o suppose that a philosophy
is insignificant because it has been distilled from experience
1s to reach a conclusion far removed from that of the ex-
perimentalist, who believes that respect for experience is the
beginning of wisdom.

v Following, then, the lead of the experimentalist, we may
well begin our study of his philosophy by surveying the
physical and the social environment in which it developed.s
An understanding of the surroundings out of which 1t came
and to which it 1s a response should throw some light on
the character of this philosophy. Both friends and critics
of experimentalism seem to agree that it has achieved a new
outlook of large significance. If this be true, it would seem
reasonable to assume that clues to some of the forces which
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shaped the minds of those who formulated this philosophy
would be discovered in an examination of the social history
of the American people. This assumes, of course, that the
philosophy is an indigenous product of American life. As
has already been indicated, this seems to be the fact. It may
be said to be American in a double sense. First, because the
men who have made the most original contributions to the
development of this point of view—DPeirce, James, and Dewey
—are all Americans. Secondly, because of the profound in-
fluence which it exerts in the contemporary life of the Amer-
ican people. Its wide acceptance in the United States as con-
trasted with its lesser influence in Europe suggests that those
who formulated this philosophy were possibly giving intel-
lectual expression to tendencies already implicit in American
social hife.

2. Experimentalism and European Thought

</ At this point we must be on our guard against exaggera-
tion. For while experimentalism may indeed mark a new
start 1n philosophy, 1t is of course not new in the sense that
it has no important connections with the wider movement of
human thoughti Undoubtedly many of the materials which
went mto the making of the mind of the experimentahist
were secured from other than American sources Probably
as time passes these connections with European philosophic
thought will be found to be relatively more significant than
they are now considered to be by many experimentalists.

From the outset Peirce and James were conscious of con-
tinuities between their thought and that of earlier European
philosophers. In an article on “The Development of American
Pragmatism,” Dewey says:
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“The term ‘pragmatic,” contrary to the opinion of those who
regard pragmatism as an exclusively American conception, was
suggested to him (Peirce) by the study of Kant. . . . The es-
say in which Peirce developed his theory bears the title: ‘How
to Make Our Ideas Clear.’! There is a remarkable similarity to
Kant’s doctrine in the efforts which he made to interpret the
umversality of concepts in the domain of experience in the same
way m which Kant established the law of practical reason in the
domain of the a priori 2

In order to call attention to connections between his own
thought and that of the English empiricists, William James
dedicated his book Pragmatism to John Stuart Mill:

“To the memory of John Stuart Mill, from whom I first
learned the pragmatic openness of mind and whom my fancy
hikes to picture as our leader were he alive today.” 3

In the celebrated lecture which formally introduced prag-
matism to the general public, delivered before the Philosoph-
ical Union of the University of California on August 26,
1898, James makes specific mention of the English antecedents
of this philosophy :

“T am happy to say that it is the Enghish-speaking philosophers
who first introduced the custom of interpreting the meamng of
conceptions by asking what difference they make for life. Mr.
Peirce has only expressed in the form of explicit maxim what
their sense for reality led them instinctively to do The great
English way of investigating a conception 1s to ask yourself
right off, ‘What is it known as? In what facts does it result?
What 1s its cash-value 1n terms of particular experience? and
what special difference would come to the world according as 1t
were true or false?”” ¢

From the standpoint of technical philosophy, at least one
other factor in European thought should be mentioned in
connection with the development of experimentalism. In
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this instance, however, the influence was negative in that
it led to a reaction which culminated in the development of
the logic of instrumentalism. The reference is to the influence
of neo-Kantian idealism. Dewey apparently began by being
a neo-Kantian, and according to his own statement his in-
strumentalism was developed as “a critique of knowledge and
of logic which has resulted from the theory proposed by neo-
Kantian idealism and expounded in the logical writings of
such philosophers as Lotze, Bosanquet, and F. I1. Bradley.” ®

J Two other general influences, both European mn origin,
contributed significantly to the development of the philosophy
of experimentalism. One of these was the rise and spread of
modern science with its experimental method 1 Peirce says
that the inspiration for his writings in logic came ’)rom his
having developed “the laboratory habit of mind ™ While it
is the contention of this book that experimentalism is more
than a method, nevertheless experimentalism 15 a philosophy
which has placed primary emphasis on its method.] As will
be brought out later, this method 1s essentially an extension
of the method of experimental inquiry into all realms of
human experience,

v Finally, the theory of evolution as formulated by Darwin
has made a profound contribution to the thought of the
experimentalist., The contribution here 1s fundamentally im-
portant It is perhaps not too much to say that“without the
Darwinian influence experimentalism as a philosophy could
not have been Its conceptions have operated in two funda-
mental ways to influence the mind of the experimentalist.
First, in demanding that we change from a static to a dynamic
conception of the universe: |

“That the publication of the ‘Origin of Species’ marked an
epoch in the development of the natural sciences 1s well known
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to the layman. That the combination of the very words origin
and species embodied an intellectual revolt and introduced a new
intellectual temper is easily overlooked by the expert. The con-
ceptions that had reigned 1n the philosophy of nature and knowl-
edge for two thousand years, the conceptions that had become
the familiar furniture of the mind, rested on the assumption of
the superiority of the fixed and final, they rested upon treating
change and origins as signs of defect and unreality. In laying
hands upon the sacred ark of absolute permanency, in treating
the forms that had been regarded as types of fixity and perfec-
tion as origmating and passing away, the ‘Origin of Species’ in-
troduced a mode of thinking that in the end was bound to trans-
form the logtc of knowledge, and hence the treatment of morals,
politics, and religion” 8
¥ In the second place, the theory of organic evolution made
possible a new conception of human behavior. It was found
that “wherever there is hife, there 1s behavior, activity ’; Im-
portant similarities were discovered to be present in the be-
havior of all hving orgamisms. It was seen that the life of
the organism depends upon 1ts ability to mamntamn a support-
ing equihbrium with the energies of the environment. As
changes 1 both the orgamism and the environment were al-
ways taking place, constantly new adjustments were required
to maintain the equihbrium These adjustments could be
achieved by changing either the organism or the environment.
« Typically an interaction between the two—which, on the
human level, 15 what 15 meant by primary experience—re-
sulted 1n both a modified organism and a modified environ-
ment.| Interaction was thus declared to be the basic category.
Those movements, efforts, which helped the organism achieve
its equilibrium tended to hecome fixed in its structure as
habits of response. Hence habits were regarded as functions
of this adjustive tendency. So also for the thought life of
man. Knowledge was *“‘not something separate and self-

sufficing,” but was “included in the process by which life
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is sustained and evolved.” Ideas were imaginative projections
of possible lines of action. They were boldly declared to be
instruments which aided the individual to guide his behavior
and to control his environment more effectively In short,
the experimentalists found indispensable materials in the
biological principles of Darwin for forging both a new psy-
chology and a new logic of experience.

3. Awmerican Conditioning Factors

As the brief and inadequate sketch just given of the Euro-
pean elements 1n the philosophy of experimentalism reveals,
the debt of the American experimentalists to foreign mflu-
ences is very great indeed. It may truthfully be said that
many of the most important materials of experimentahism
were appropriated from abroad How, then, did 1t come to
be that this philosophy based so largely on foreign contribu-
tions should have been formulated by a group of American
thinkers, and should have met with such wide acceptance
among the American people? Apparently novel social forces
were operating in the civilization of the New World, and
these forces must be at least partially responsible for this
result.

A number of superficial explanations of these social forces
have been given which are complimentary neither to the
culture of the American people, nor to the quality of thought
exhibited by the experimentalist philosophers. These so-called
explanations are based on such gross misunderstanding of
both American life and the theories of the experimentalists
that they merit little serious attention. The experimentalist’s
answer to the most persistent of these erroneous interpreta-
tions is given in the following quotation from Dewey:
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“These statements of Peirce are quite conclusive with respect
to two errors which are commonly committed in regard to the
ideas of the founder of pragmatism. It is often said of prag-
matism that it makes action the end of life. It is also said of
pragmatism that it subordinates thought and rational activity to
particular ends of interest and profit. It is true that the theory
according to Peirce’s conception implies essentially a certain rela-
tion to action, to human conduct But the réle of action is that of
an intermediary In order to be able to attribute a meaning to
concepts, one must be able to apply them to existence. Now it is
by means of action that this application 1s made possible. And
the modification of existence which results from this apphica-
tion constitutes the true meaning of concepts.

“Pragmatism is, therefore, far from being that glorification of
action for its own sake which 1s regarded as the peculiar char-
acteristic of American hife It 1s also to be noted that there is a
scale of possible applications of concepts to existence, and hence
a diversity of meanings. The greater the extension of the con-
cepts. the more they are freed from the restrictions which limit
them to particular cases, the more 1t is possible for us to at-
tribute the most general meaning to a term. Thus the theory of
Perrce 1s opposed to every restriction of the meaning of a con-
cept to the achievement of a particular end, and still more to a
personal amm. It 1s still more strongly opposed to the idea that
reason or thought should be reduced to being a servant of any
mterest which is pecumary or too narrow. This theory was
American in 1ts origin insofar as 1t insisted on the necessity of
human conduct and the fulfillment of some aim in order to clar-
ify thought But at the same time, it disapproves of those aspects
of American life which make action an end in itself, and which
conceive ends too narrowly and too practically.” 7

“William James said in a happy metaphor, that they (ideas)
must be ‘cashed in’, by producing specific consequences. This ex-
pression means that they must be able to become concrete facts.
But for those who are not familiar with American idioms,
James’ formula was taken to mean that the consequences them-
selves of our rational conceptions must be narrowly limited by
their pecuniary value Thus Mr. Bertrand Russell wrote just re-
cently that pragmatism is merely a manifestation of American
commercialism.” 8
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Whatever may be our final judgment as to the worth of
the philosophy of experimentalism, its position in the modern
world is such as to warrant that its critics take pains to try
to understand it before they dismiss it with assertions to the
effect that it is merely a rationalization of what is assumed
to be the American’s tendency to make activity a substitute
for thought, or that it is a mere glorification of s chase for
the almighty dollar. It may be doubted whether the American
people are more avaricious than other nationalities, and in
any case few more trenchant criticisms have been made of
the narrowly commercialist spirit than those which have come
from the pens of James and Dewcy.

It may be concluded, then, that neither interest in pecuniary
gain, nor absorption in the practical narrowly conceived, nor
the human tendency to seek intellectual support for views
emotionally comforting are the important American roots of
experimentahsm. To recognize this, however, does not point
to the conclusion that there are no characteristic phases of
our social experience which have been incorporated into
its formulations.

The four following aspects of American hie are suggested
as possible social factors which, in varying degree, may have
conditioned the thought of the experimentalists.

/ (1) The absence of a rigidly fixed system of ancient tradi-

J

tions, customs, and institutions such as tends to orient the
life of a people toward the past rather than toward the future.
Certainly since the founding of the Republic the “weight of
the centuries” has lain less heavily on the American than on
the European people,

(2) The primitive quality of life on the frontier where
modern trained men were obliged to live in an uncultivated
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environment.\The biological conception of human behavior
as a continuous process of “interactive adaptation” between
an organism and its environment was more clearly exhibited
in the struggle of the pioneer with primitive conditions on
the frontier than it was in the more prosaic life of the settled
regions of Europe Moreover, frontier life was also fluid in
character. The frontier was a rapidly changing world}Institu-
tions were made and remade within the life-span of indi-
viduals. As compared to older regions there was little that was
fixed 1n cither the natural or the social environment of the
pioneer.

(3) The reahty given to ideas of social democracy and
human progress in a new world where natural resources were
abundant and men were relatively scarce t American democ-
racy owes much to the existence of free land on the frontier.

(4) The more recent extensive industrial development of
the United States, and the unparalleled use made of the ma-
chine in serving human ends {Our technology of this later
period put scientific processes into the ordinary affairs of
everyday life. The logic of experimental science, and “the
metaphysics of the instrument,” came more naturally to a
people who had witnessed man and his tools subduing a con-
tinent.

Each of these four social influences will be briefly treated
in the following pages. The aim is not to prove that the
philosophy of expermmentalism is a mere rationalization of
tendencies in American Itfe. This is far from being the case.
On the other hand, it is hoped that even this brief review
of American social experience will suggest important reasons
why an experimental philosophy found more friendly soil in
the New World than it did in the Old.
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/ 4- The Absence of Fixed Traditions »

The people who discovered and settled America were Euro-
peans. They landed at Jamestown, at Plymouth, and on the
island of Manhattan carrying in their heads pictures of
European life and society. For many years colonial America
faced toward Europe. In other words, 1t faced toward the
past from which 1t had come. The commercial, financial, in-
tellectual, esthetic, and religious ties which bound the colonies
to the mother-country were as important as were the more
formal relations of government. Many of the leading figures
in the early colonies were mere sojourners who planned later
to return to live in the homeland. Those who came to stay
tried to build new Londons, new Yorks, and new Amster-
dams in the new territory. The institutions they established
and the culture which they enjoyed were dertved from
European sources. Speaking more precisely, the main source
of the colomal civilization was England. For although Scotch-
Irish, Dutch, Swedes, French, Germans, Irish, and Jews
were numbered among the colonsts, the dominant influ-
ence was undoubtedly English. In his description of pro-
vincial America Beard is most emphatic on this point:

“When the last word is said for all the diverse elements in
provincial life, certain indubitable facts obtrude themselves upon
the view like giant boulders on a plain. Beyond question, the
overwhelming majority of the white pcople 1n the colonies were
of English descent, the arrangement of classes was English;
the Jaw which held together the whole social order was English
in essence, modified, of course, but primarily Enghish, the dom-
mant religious institutions and modes of theology were English
adaptations of Christiamity; the types of formal education, the
amusements, furniture, fashions, art, and domestic codes were
all fundamentally Enghsh too The language of bench and bar,
pulpit and press, was English. . . . Whether for praise, blame,
or merriment, colonial America was basically English.” ®
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/ For the most part, colonial America was a reproduction,
with such modifications as the circumstances required, of the
civilization of the mother-country,¢ England.| Contrary to
views based on certain school-book fictions, the Englishmen
who came as colonists fortunately did not drop all of their
European habits of thought and of action into the sea during
the course of their stormy passage to America. Even the
social hierarchy of the stratified Enghsh society was repro-
duced to a certain extent in the colonial social order.

And yet there was a most important difference. The col-
onists were indeed Europeans, but they were uprooted, trans-
planted Europeans The economic, political, and religious in-
stitutions were English in pattern in the main, but they were
mstitutions torn out of their ancient setting, rebuilt in a new
environment, and continuously in process of adaptation to
meet altered conditions. Now these institutions were radically
changed 1n this process, changed somewhat in form and sub-
stance, but more in the way they came to be viewed by the
colomsts who had undergone this new experience Out from
under the shadow of the palaces, the castles, and the cathedrals
of Europe—symbols of an ancient social order with its values
enhanced and hallowed by history—the common man began
to lose his peasant mind. These social and political institu-
tions, removed from the soil in which they had grown, were
not so powerful after transplantation in communicating the
mystical impression that, in spite of social injustices which
they perpetuated, they were expressions of a divine order in-
herent 1n the very nature of things. To uprooted Europeans
m a new and rapidly changing environment these transplanted
institutions came to look like ordinary human arrangements
devised to meet certain social ends. Even that section of the
colonial population who served as indentured servants, and
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were for the time literally economic slaves, found in the
abundance of free land an ever-present invitation to break
out of their lowly status.

The process by which the American colonies achieved their
independent nationhood was the process of revolution. As
has been well said,‘ﬁm American Revolution was more than
a war with England. It was also a movement for profound
social reconstruction.\Under the progressive leadership of
Jefferson, Paine, Franklin, and many others, the colonists
enunciated and proceeded to act upon the principle of John
Locke to the effect that governments are to be tested by their
social consequences, and that when the majority living under
a given government judge that government to be radically
unworthy, they have the right to change it, by armed revolu-
tion if necessary. In other words, the idea of the “instru-
mental’”’ value of institutions was written into the very story
by which the United States became a nation.

The successful outcome of the Revolution marked the
permanent passing from the American scene of the monarch-
ical form of government with all of its royal trappings, and
it also marked the overthrow of the ideal of a special class
of leisured “gentlemen rulers.” Nor did the new mental out-
look find its exclusive expression in these political changes.
Shortly following the close of the Revolutionary War the
churches were disestablished by the governments of the
various States, and the false prestige which each had con-
ferred upon the other by virtue of this alliance was removed.
The new national government was completely secular in char-
acter. Finally a budding land-aristocracy was struck a mortal
blow by the abolition of the system of entail and primogen-
iture, and the removal of the restrictions relating to the oc-
cupation of the unsettled areas beyond the Alleghenies. In



AMERICAN SCENE AND EXPERIMENTALISM 23

these and various other ways did the newly founded nation
move to wipe out of its social inheritance many characteristic
traces of an outmoded feudal order. Such changes in the
social structure gave new impetus to the tendency of the
American people to find the justification for their activities
primarily in the intrinsic value and meaning of these activities
rather than in their agreement with an inherited fabric of
customs, habits, histories, and institutions. Thus did Amer-
ican lhife grow more experimental. The American Republic
was born in a revolution that broke the political control of
England over the colonies. The American mind was born in
a parallel revolution that partially broke the control of Old
World institutions and ideas over American thought. This
revolution and the new institutions which grew out of it
tended to place many of the directive forces of our national
life within its immediate ongoing social processes.
Fortunately for the young nation, the break with the
colonial-FEuropean culture was not as abrupt nor as complete
as this brief account would seem to indicate. Much that had
been developed in the years of the colonial period was of
inestimable value in this era of national development. Parts
of the earlier inheritance which were not so useful also con-
tinued to exist. In religion and morals the dogmatic control
of the Calvinist and the Puritan continued powerful. A re-
ligion centered in other-worldly ideas continued to flourish,
particularly on the frontier. What Santayana has called “the
genteel tradition” lingered on in the schools and colleges, and
in the art, literature, and academic philosophy of the Republic.
This tended to produce a dualism between the so-called
cultural influences and the basic economic and social tend-
encies in American life. But while all this was true, the vital
movement of life was such that its most fundamental con-
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trols were not located in this inherited tradition. As Mead
points out, a new pioneer force was at work:

“I have indicated what seems to me the important character-
istic of American life, the freedom, within certain rather nigid
but very wide boundaries, to work out immediate politics and
business with no reverential sense of a pre-existing social order
within which they must take their place and whose values they
must preserve.” 10

5. The Frontier and Continuous Reconstruction

The close of the Revolutionary War was closely followed
by a new interest in the West. The nation soon ceased to look
primarily to Europe and turned its face mnstcad toward its
own undeveloped territories. It found in the natural re-
sources of land, timber, and minerals in that vast area a chal-
lenge to its youthful strength and the opportunity for an
unparalleled expansion. No precedents existed for the tasks
the United States was now about to undertake The guiding
principles for this new adventure had to be created experi-
mentally in the actual struggle with novel and changing con-
ditions on the frontier.;He who would understand the spirit
of the philosophy of experimentalism would do well to study
the story of this great migration into the Mississipp:r valley
and out into the regions of the Far West.

As has already been indicated, experimentalism character-
izes experience as the active process of interaction between
man and his environment.iThe very continuance of life itself
demands that the individual succeed in adapting himself to
his environment and in deriving from it support for his own
vital functions. Now in the highly complex society of mod-
ern industrialism with its minute division of labor this con-
ception of experience frequently seems remote. Many men
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have little contact with nature in the raw to-day. They work
for employers in large factories. They are paid in money,
not in foodstuffs, clothing, etc. Money is not viewed as a
mere means of exchange, it comes to be regarded as wealth
itself.

Moreover, the individual laborer appears to be lost. His
initiative and inventive ingenuity are not much in evidence.
The person who tends a machine, repeating automatically one
operation day after day, may indeed have to adapt himself
to the machine, but his experience too frequently exhausts
itself in this mechanical habituation. This is particularly true
of the individual confronted with our urban and industrial
civilization. He may learn something of this civilization by
observing it and studying how 1ts various parts operate and
articulate one with another, but the average individual does
not see himself as one who actively participates in the con-
trol of its processes. In other words, modern life conceals
1ts basic processes in the complexity of its orgamzation, and
tends to make the individual a mere spectator whose ex-
perience is largely that of passive adaptation and whose
knowledge seems to be gained through observing and making
mental copies of what is already in his environment. His own
desires and purposes seem to be in the main irrelevant to this
gigantic structure Its very size and complexity give it a
certain finality, if not fatahty.

That grave social problems inhere in the present industrial
system, with 1ts tendency to destroy community life and to
rob the mdividual of significant creative participation in its
important procedures, is all too apparent.iHowever, this is
not the place for the discussion of such problems. Modern
industrialism has been referred to merely to sharpen the
contrast between it and the primitive life of the frontier. On
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the frontier the elemental aspects of experience stand re-
vealed. The biological description of organic behavior in
general is seen also to be true of human behavior. Human
experience in its primary forms is found to be exactly this
active process of interaction between an organism and its
environment of which the experimentalist speaks. At first,
the pioneer must largely adapt himself to what is given in
order to survive. But he does not stop with passive acceptance.
He studies his natural environment, not as an outside spec-
tator, but as one who is implicated in it, and in order to find
out what difficulties and resources it offers for the realiza-
tion of his purposes. His aim is to reconstruct that which
is brutely given in the raw environment in order to make it
more adequately serve his needs. He needs to know in order
to control.pHis ideas are not mere copies of what 1s given,
but are suggestions of how what is given may be changed to
serve his interests. He tests his ideas 1 activity : by the con-
ditions they produce ; by the consequences to which they lead.
Of necessity he modifies them in the light of those conse-
quences. In his important book The Frontier in American
History, Turner gives a vivid picture of this movement of
life on the frontier:

“The wilderness masters the colonist. It finds him a European
in dress, industries, tools, modes of travel, and thought. It takes
him from the railroad car and puts him in the birch canoe. It
strips off the garments of civilization and arrays him in the
hunting shirt and the moccasin. It puts him in the log cabin of
the Cherokee and Iroquots and runs an Indian pahsade around
him. Before long he has gone to planting Indian corn and plow-
ing with a sharp stick; he shouts the war cry and takes the scalp
in orthodox fashion. In short at the frontier the environment 1s
at first too strong for the man. He must accept the conditions
which it furnishes, or perish, and so he fits himself into the In-
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dian clearings and follows the Indian trails. Little by little he
transforms the wilderness, but the outcome is not the old Europe,
not simply the development of Germanic germs, any more than
the first phenomenon was a case of reversion to Germanic mark.
The fact is that here is a new product that is American,” 11

/ Life on the frontier Ishows existence to be a matter of
concrete particulars. If the pioneer were to survive, he had
to pay attention to such concrete matters as hunting, fishing,
providing shelter, securing protection, tilling the soil, caring
for the sick and countless similar specific affairs. His life
and that of the members of his family depended upon his
ability to manage these concerns. The practical bearing of
reality on his existence could not be forgotten. There was
“a certain compulsion in the run of events.” No doubt there
was much of superstition 1 his beliefs, but the immediately
felt precarious character of existence made it imperative that
he should seek his security primarily in practical activity
guided by intelligent understanding
It was a life that ¥alled for inventive capacity. There was
nothing final or finished about the world in which the pioneer
lived.1He was close to nature, and he found that nature as
met in her most primitive mode could not be trusted to take
care of him. The possibilities—the raw materials—for life
were there, but they had to be developed and utilized. He
had to bring order out of disorder. His life depended upon
his ability to learn the meanings of things. In other words,
/he had to find out what things were good for; and how he
should behave with reference to them. Will, purpose, activity
were constantly called for.\Their expression indubitably made
a difference in the way things happened. His environment
was quick to penalize his wrong inferences and his failures
to see the connections between events; it also rewarded
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those judgments and inferences which were in line with “the
grain of circumstance.”

The frontier environment taught man that there were some
things he could not do. Control he had; but it was within
limits. The frontier life was intolerant of ends that could
not be translated into effective means. It made repeated
demonstrations of how inevitably ends are modified by the
means available for their realization. It was, however, a life
that gave a career to ideas and ideals. The actual could be,
in fact had to be, reorgamzed to make it more nearly cor-
respond to the ideal. The reconstructive activity of the early
settlers daily contradicted the philosophical assumption that
“the actual is the rational.” That which was given had to be
changed into something better if man were to enjoy a humane
existence.

“Creative intelligence” was a fact on the frontier.iWilder-
nesses were cleared, swamps were drained, deserts were irr-
gated, canals were dug, railroads were built, mountains were
tunneled, mines were opened, water-power was harnessed,
industries were started, towns were founded, and communi-
ties were organized. Changes such as these were telescoped
almost within a single life-span. It is not to be wondered that
American experimentahsts believe that novelty and change
are naturalized in the world. Nor is it strange that Dewey
should define growth—education—as that process of “con-
tinuous reconstruction of experience which adds to the mean-
ing of experience and which increases ability to direct the
course of subsequent experience.”jHe had lived in a nation
where this continuous reconstruction of experience—indi-
vidual and institutional—had been proceeding with an un-
precedented momentum. To quote Turner again:
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“Behind institutions, behind constitutional forms and modifica-
tions, lie the vital forces that call these organs into life and shape
them to meet changing conditions. The peculiarity of American
institutions 1s, the fact that they have been compelled to adapt them-
selves to the changes of an expanding people——to the changes
involved 1n crossing a continent, in winning a wilderness, and in
developing at each area of this progress out of the primitive
economic and political conditions of the frontier into the com-
plexity of city hife. Said Calhoun in 1817, ‘We are great, and
rapidly—I was ahout to say fearfully—growing.’ So saying, he
touched the distinguishing feature of American life.”” 12

“Thus American development has exhibited not merely ad-
vance along a single line, but a return to primitive conditions
on a continually advancing frontier line, and a new development
for that area. American social development has been continually
beginning over again on the frontier. This perennial rebirth, this
fluidity of American life, this expansion westward with its new
opportunities, 1ts continuous touch with the simplicity of primi-
tive society, furmish the forces dominating American char-
acter ' 13

One need not subscribe to Turner’s extreme view that the
frontier movement is the determining force in all of Ameri-
can history to recognize its profound influence in shaping
our social experience. Implicit in the adventurous life of the
pioneers of the westward migration were elements of a new
philosophy of man and nature. The experimentalist, in de-
veloping “the idea of a universe which is not all closed and
settled, which is still in some respects indetermmate and in
the making, which is adventurous and which implicates all
who share in it, whether by acting or believing, in its own
perils,’ '* was giving philosophic formulation to traits ex-
hibited in pioneer experience | Furthermore, “the funda-
mental idea of an open universe in which uncertainty, choice,
hypotheses, novelties and possibilities are naturalized” ** may
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be said to be literally a description of what Americans found
existence to be in the century or more that they lived on the
growing edge of civilization on the frontier. Something of
that adventure has entered into the mind and soul of the
American people. The experimentalists have caught some-
thing of its spirit in their philosophy.

6. Freedom and Democracy

The most fundamental value in the experimentalist philos-
ophy is its method This method is the method of experience.
It is radically empirical) It boldly takes the things of ordinary
experience as evidential of the nature of reality. The doings
and undergoings of men, the things men suffer and enjoy—
everyday human experience—is said to be just as evidential
of thé nature of nature as is an electron or a star. Reahty
is not considered to be something back of, ulterior to, es-
sentially different in kind from, this world of man’'s experi-
ence; but is held to be precisely this world of common
experience in all of the myriad forms that experience takes.
What is true of reality is also true of values) Values are not
values because they are the ideal patterns and ends of some
transcendental order ;'the kingdom of values is within human
experience. |In thus giving ppimary emphasis to its method—
the method of experience~Yexperimentalism places the demo-
cratic principle at the heart of its philosophy.{It may be
objected that there is no inherent connection between em-
pirical method and democratic principles. It is interesting to
note in this connection that scientific method and democratic
institutions did actually develop at about the same time and
in the same places. Some see more than a mere comncidence
in this. But no matter how we may think about the relations
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of the two in general, there can be no question about the re-
lation of democratic principles and the experimental method
of experience in the thought of the experimentalist philos-
ophers. Some of the experimentalists have even declared
democracy and experimental method to be two names for one
process. In Experience and Nature, Dewey concludes the
opening chapter on philosophic method with the following
sentences :

“Hence it may be asserted that the final 1ssue of empirical
method is whether the guide and standard of behefs and conduct
lies within or without the sharcable situations of life. The ulti-
mate accusatton levelled agamst professedly non-empirical
philosophies 1s that 1n casting aspersion upon the events and
objects of experience, they deny the power of common Life to
develop its own regulative methods and to furnish from within
itself adequate goals, wdeals, and crueria* Thus in effect they
claim a private access to truth and deprive the things of common
experience of the enhightenment and guidance that philosophy
might otherwise derive from them. The transcendentalist has
conspired with his arch-enemy, the sensualist, to narrow the
acknowledged subject-matter of experience and to lessen 1ts po-
tencies for a wider and directed reflective choice. Respect for
experience is respect for its possibilities in thought and knowl-
edge as well as an enforced attention to 1ts joys and sorrows.
Intellectual piety toward experience is a precondition of the
direction of life and of tolerant and generous cooperation among
men. Respect for the things of experience alone brings with it
such a respect for others, the centres of experience, as is free
from patronage, domnation and the will to impose.” 18

Now this radical faith in the “power of common life to
develop its own regulative standards and to furnish from
within itself adequate goals, ideals, and criteria” could
hardly have been evolved in a feudal society. Its obvious con-
nection with a social environment in which some evidence
was to be found of man’s ability thus to manage his own

* Italics mine.
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affairs need not be emphasized. Apart from a social order
in which the common man had achieved, at least for a time,
some such significance, it is improbable that this ideal could
have been fashioned. In the vast areas of free land of the
young Republic was found the indispensable material foun-
dation on which such a society might be constructed. Out of
the social ideals and the reconstructed social and political
institutions of the Revolutionary period came the social forces
which made possible the development of such a democratic
society—something new under the sun. Whether it was but
a passing episode—the accidental result of fortuitous circum-
stances—the development of events will tell; but after all
discounts are made, the sober judgment of competent ob-
servers seem to be that, for a time at least, such a democratic
society did prevail. Charles Beard, who has done much to
deflate romantic traditions of American history and false
idealizations of American democracy, speaks in The Rise of
American Ciilization in these measured words:

“The economy of the new West, essentially agricultural, rested
mainly upon a system of freehold farms. . . . In this immense
domain sprang up a social order without marked class or caste,
a society of people substantially equal in worldly goods, deriving
their livellhood from one prime source—labor with their own
hands on the soil.

“For many decades, an overwhelming majority of the white
men in the West were land-owning farmers. The unit of their
society was the family on the isolated holding engaged in an
unremitting battle with nature for its living. No benevolent
government surrounded it with safeguards; no army of officials
inspected its processes of life and labor. In a thousand emer-
gencies it was thrown upon its own resources; it produced its
own foodstuffs, manufactured most of its own clothing, warded
off diseases with homemade remedies inherited from primitive
women, and often walked in the valley of the shadow of death
without priestly ministrations.
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“In the folkways and mores there was a rugged freedom—
the freedom of hardy men and women, taut of muscle and
bronzed by sun and rain and wind, working with their hands in
abundant materials, shaping oak from theirr own forests and
flax from their own fields to the plain use of a plain life, con-
tent with little and rejoicing in 1t.” 17

The experimentalist does not assert that social ideals and
ideas were the exclusive forces in bringing this democratic
society into being. They played a part, but an abundance of
free land, and a new industrial economy, were probably more
influential.y The fact that property qualifications for voting
were only removed in the older Atlantic coast States after
their labor supply was threatened by the westward movement
is symptomatic of the powerful contribution the free land
of the frontier made to the development of democratic in-
stitutions. Now that the free land of the frontier is gone, the
task of maintaining a democratic society grows more diffi-
cult. It is apparent that the social habits and philosophy of
the earlier individualism of the simpler agricultural civiliza-
tion are tragically inadequate to meet the challenge of the
corporate life of the present industrial society. What the
experimentalist hopes is that, once having had the experi-
ence of a society based on democratic principles, the intelli-
gence and good-will of men will be adequate to conserve its
essential goods in the midst of changing conditions. In any
event, the ideal of a people collectively directing their entire
experience through the use of experimental procedures is
enshrined in the philosophy of Experimentalism. The demo-
cratic principle runs through all of its formulations.

7. Industridlism and Human Control

With the development of industrial society we reach the
modern era in the social evolution of American life. The
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industrial revolution caused by the introduction of power
machinery began in England but rapidly spread throughout
the entire world. There is nothing peculiarly American about
it. However, synchronizing as it did with the great migration
to the virgin lands of the West, its effects were revolutionary
in the economic life of the United States. Schlesinger speaks
of these changes in New Viewpoints in American History as
follows:

“So rapid and comprehensive were the changes that occurred
in the two decades following Lincoln’s imauguration that no
less a term than ‘economic revolution’ is required to descnibe
them. Referring particularly to American industnial develop-
ment, the United States Industrial Commission declared in 1902
that the changes and the progiess since 1865 have heen greater
in many directions than during the whole history of the world
before In contrast to the industrial revolution 1n England, how-
ever, the economic revolution was not merely a revolution
manufacturing processes. In just as significant a sense 1t was an
agricultural revolution and also a revolution 1n transportation.” 18

“The unprecedented activity along all lines of economic en-
deavor mmposed fresh demands upon American inventive genius
to which 1t responded with countless new appliances and ma-
chines for farm and factory.” 1°

“The records of the Patent office throw some light on the
matter In the entire period before 1860, something less than 36,-
ooo patents had been granted; in the remaming years of the
century the number of patents issued reached the astonishing
total of almost 640,000.” 20

It is not relevant to our purpose in this discussion to at-
tempt an evaluation of this new industrial order. Machine
civilization and its correlated capitahstic culture are dominat-
ing forces in contemporary American life. It is inconceivable
that a philosophy could have developed during this period
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and not have been influenced one way or another by these
primary social facts. The philosophy of experimentalism does
not pretend not to have been so influenced. The fact that the
name insirumentalism has been used to describe this philos-
ophy is public recognition of this connection. More than any
other modern philosophy it has sought to understand this
technological civilization and to uncover its implications for
man and his understanding of his world.

¢ The experimentalist finds in the machine convincing evi-
dence of the creative character of human thought. The ma-
chine is a human vention. In order to mvent a machine
the inventor must pay attention to the characters of the ma-
terials with which he 1s dealing le pays attention to these
raw matertals | he studies their possibilities, and by so doing
he gets suggestions for such reorgamzation of these materi-
als as will eventuate 1n a new device—something previously
not in existence Here thought is not a mere reproduction
of what is antecedently given Nor 1s it to be tested by how
faithfully 1t yields a sort of photographic reproduction of
these antccedent elements Hence thinking may be said
to be a kind of mmventing. As such 1t 1s a reconstructive
process, and is to be tested by the character of the recon-
struction achieved. The reconstruction, if successful, brings
something new into the world and is genuinely creative.

The machine is an instrument for getting things done, As
Sidney Hook has pointed out in his discussion of The Meta-
physics of Pragmatism, the existence of the instrument—
the machine—is testimony to a lack found in nature The fact
of the machine also witnesses to the indeterminate character
of the world in which we live. Were our world complete and
finished, machines would not be invented, for there would be
nothing they could do. Thus experimentalism finds further
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evidence for its view of a contingent, unfinished world in
the fact that throughout history man has been concerned to
improve and multiply his tools.

While one may have many doubts about the narrow ends
to which our existing machine civilization 1s devoted, he can
have no doubt about the fact that the machine has immensely
expanded man’s power of control over natural energies. The
experimentalist believes that the new technology offers hope
of a society that will have a material foundation adequate
to provide a decent life for all. It deepens his confidence in
the outlook for social democracy.

“The recognition that natural energy can be systematically
applied through experimental observation, to the satisfaction and
multiphcation of concrete wants 1s doubtless the greatest single
discovery ever imported into the life of man—save perhaps the
discovery of language. Science, borrowing from industry, repaid
the debt with interest, and has made the control of natural forces
for the aims of life so inevitable that for the first time man 1s
relieved from overhanging fear, with its wolfhke scramble to
possess and accumulate, and is freed to consider the more gra-
cious question of securing to all an ample and liberal life.” 2!

” Machines are developed through experimental procedures.
They are constantly adapted, modified, improved as they are
used. It is the faith of the experimentalist that experimental
procedures similar to those which have so extended man’s
control over the natural environment could, if utilized in the
social and moral realm, produce a similar hberation and ex-
pansion.

In fact, the experimentalist believes that, without some
such development of the experimental method and disposition
in the social field, the outlook foy man’s ability to adjust to
the society of the machine is far from reassuring. The strange
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paradox is that while the machine gives added control and
security, it at the same time seems to increase uncertainty
and instability in human affairs.’ The world without the ma-
chine was a changing, dynamic world; with the machine the
rate of 1ts changes has been accelerated.| Our present in-
dustrial civilization is inherently a dynamic civilization.
Experimental procedures have produced this technological
civilization with both its promise of finer things and its
threat to human values already achieved. The experimentalist
believes we shall be able to control industrialism so as to
realize 1ts promise and to remove its threat only as we learn
to proceed 1n this same experimental manner in all realms of
our experience.

8. The Two Mentalities |

In conclusion it may be said that the experimentalist finds
two mentalities existing side by side in present-day America.
Not infrequently these two minds keep house together in the
hife of the same individual,

One 15 the mind which is reflected in our technological
civilization Within hmuts it is the scientific manner of mind.
For our technology does incorporate scientific principles and
procedures “Modern industry 1s so much applied science.”
The American who uses machinery to plow his fields, to
harvest his crops, and to manufacture his endless variety of
goods; who travels in the automobile, the railroad train, and
the airplane ; who telephones across the continent ; who builds
steel bridges and erects sky-scrapers; who utilizes electricity
to hight his home, to clean his rugs, to iron his clothes, to
toast his bread; who tunes in to enjoy his radio program—
this American has habits of thought and action which possess
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something of the quality of science. When one of his many
machines won't work, he knows there is some specific cause
for the difficulty, and he searches to find out what is wrong.
On the farm, in the shop, in his business, and in his labora-
tories he assumes that if he is to realize his ends he must ind
the appropriate means. For in these aspects of his experience
he has learned to think in terms of regular sequences. In
experimental procedures and techmques he has a method for
finding hidden continuities and causal relationships By means
of these, natural events are utilized and controlled for his
purposes.

This first type of mund also has respect for experience. It
1s a resourceful mind that trusts its own procedures It gives
due heed to what has been already tested in experience, but
it is not afraid of innovations. It finds its directions, 1ts ulti-
mate sanctions, within the situations with which it has to
deal. It is experimental. It 1s also a social mind. Tt has
learned how to cooperate with others in common researches
in commerce and labor, and to a lesser degree in projects of
government and other public aﬁ’airs.\The adventure in demo-
cratic institutions which American society represents, the
independence and neighborly fecling which the frontier ex-
periences encouraged, and the exploits of the modern in-
dustrial era have all contributed to the formulation of this
mentality.

The second mentality found in America has its character-
istic forms of cxpression It 1s exhibited m sky-scrapers that
omit the thirteenth floor; in the thousands who rush to a
grave at Malden to find in magic a cure for their diseases;
in the sects that oppose the distribution of birth-control
literature because they believe all use of contraceptives to be
contrary to Divine commands; in fundamentalists whose be-
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lief in an infallible book prompts them to pass laws prohibit-
ing the teaching of scientific theories about the origin of man;
in modernists who attempt to dispose of complex social
problems by telling us what an carlier religious leader would
do werc he now here; in all of those who cling to rigid moral
codes regardless of consequences; in the “Red” hysteria; in
censorship laws of all kinds; in the tenacious manner 1n which
humanist leaders cling to the behef in a golden age in the
past and would have us return to it in order to find there
the norms and values for present experience; in those who
would follow immediate impulse and passing desire rather
than be guided by consequences critically evaluated ; in short,
this mentality 1s found 1n all of those who for one reason or
another, 1n one realm or another, do not believe in the use of
the cxperimental method—'‘the method of observation, of
experiment, of framing and following working hypotheses.™

In the existence of these two mentalities the experimen-
tahist finds the heart of the modern problem. “The ulterior
1ssue 1s the possibility that actual experience in its concrete
content and movement may furnish those ideals, meanings
and values whose lack and uncertainty n experience as actu-
ally lived by most persons has supphed the motive force for
recourse to some reality bevond experience. a lack and un-
certamnty that account for the continued hold of traditional
philosophical and rehgious notions which are not consonant
with the main tenor of modern life.” **

The belief of the experimentalist that in the existence of
these two mentalities 15 found the deepest problem of our
day may partly account for his absorbing interest in educa-
tion. He believes that education properly conceived might do
much to unify an American mind which is now divided
against itself.
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CHAPTER III

HAS EXPERIMENTALISM A METAPHYSIC?

“”

‘Method’ 1s dogged by a pack of metaphysical consequences,
a ‘pure’ method which does not involve reference to a theory of
existence 1s as devoid of meaning as a proposition which does not imply
other propositions”
Hook

1. Experimentalism and Education

IT 15 reported that Professor Dewey accepted the headship
of the department of philosophy at the Unnversity of Chicago
on the condition that it should include the department of
education. A few years ago Professor Bode transferred
from the field of general philosophy to the department of
education at Ohio State University. These incidents illustrate
the close connection that has always prevailed between the
philosophy of experimentalism and education. This connec-
tion 1s all the more striking when one considers how remote
much of the subject-matter of present-day technical philoso-
phy is from the vital interests of educators. Nor 1s the close
relation between experimentalism and education simply due
to the fact that leading experimentalists, such as James and
Dewey, were men who also happened to have an interest in
the schools The situation indicates that the connection is
more fundamental. The underlying conceptions of experi-
ence and knowledge and the social implications of the phi-
losophy of experimentalism are such that they naturally lead
42



HAS EXPERIMENTALISM A METAPHYSIC? 43

to an interest in education. The experimentalist believes that
life should be a continuous process of growth through learn-
ing from experience. {He desires our schools to be so con-
ducted that habits and attitudes favorable to such a tendency
to learn constantly from experience would be developed
carly in the character of each child.

Nor is the traffic between experimentalism and education
a one-way traffic While philosophic interests have moved ex-
perimentalists to work in the schools, educators, faced with
the task of developing a public system of education suted
to the needs of a democratic society, have also found in-
portant resources in the philosophy of experimentallsm."far-
ticularly have teachers in daily face-to-face contact with
children gamed help from the new tools of understanding
which the experimentalists have contributed \The aum of this
and the following chapter will be to consider some of the
central mmplications of experimentalism for education. We
shall begin by considering certain of the more general posi-
tions of the philosophy, particularly those which have a bear-
mmg on 1its understanding of the nature of the world 1n which
we live.

2. Wider Imphications of Method

Were we to accept certain statements of the experimental-
1sts at full face value, we would be led to conclude that as a
philosophy it has no interest in a general world view and is
directed exclusively to the development of a philosophic
method. In Creative Intelligence, Dewey, writing on the theme
“The Need for A Recovery of Philosophy,” says,

“It is often said that pragmatism, unless it is content to be a
contribution to mere methodology, must develop a theory of Real-
ity. But the chief characteristic trait of the pragmatic notion of
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reality is precisely that no theory of Reality in general, uber-
haupt, is possible or needed It occupies the position of an eman-
cipated empiricism or a thoroughgoing naive realism. It finds
that ‘reality’ 1s a demotative term, a word used to designate 1n-
differently everything that happens.”?

In an article in the New Republic on “Fundamentals,”
which appeared at the time of the fundamentalist-modermst
controversy, the same writer declares that there is only one
fundamental, namely, method :

‘.. . there are a steadily increasing number of persons who
find security 1n methods of inquury, of observation, experiment, of
forming and following worhing hypotheses Such persons are not
unsettled by the upsetting of any special belief, because they
retain security of procedure. They can say, borrowing lan-
guage from another context, though this method slay my most
cherished belief, yet will I trust 1t The growth of this sense,
even if only half-consciously, 1s the cause of the increased 1n-
difference of large numbers of persons to organized rehigion. It
1s not that they are especially excited about this or that doctrine,
but that the guardianship of truth seems to them to have passed
over to the method of attaiming and testing behefs In this latter
fundamental they rest in intellectual and emotional peace.” ?

The import of \th}e two statements is much the same. The
first asserts that experimentalism believes that a theory of
Reality in general is not only not needed, but is, in fact, impos-
sible. The second states that particular beliefs about the na-
ture and meaning of the world in which we live are to be
held tentatively, as hypotheses. All such behefs are subject
to revision m the light of further knowledge. Our funda-
mental trust, therefore, should not be placed in these neces-
sarily partial beliefs, but rather in the methods of procedure
by which we arrive at all of our behefs. As thus understood,
philosophy is a spirit and method with which we approach
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the various subject-matters of experience. To be philosoph-
1cal 1s to approach experience in the manner of critical, ex-
perimental inquiry;Jto be unphilosophical is to be uncritical,
or non-cxperimental in thought and action.

However, as we examine these two propositions more
closely, certain questions arise What 1s imphied when it is
said that our world 1s such that “no theory of Reality in gen-
eral 1s possible or needed”? Apparently one implication is
that the future is not a mere word, but is something that
must always be taken into consideration; for as time passes
situations change—one thing grows into another thing. This
pomts to the conclusion that the ongoing nature of existence
1s such that 1t 1s impossible to deal with it wholesale or ex-
haustively. Hence thought and activity to be fruitful must
relate to concrete events or situations.

Regardless of whether we do or do not accept this con-
clusion, can 1t be said to be devoid of assumptions about the
nature of reality in general > It would seem to include several
such general assumptions. One of these is to the effect that
all things are 1n such a process of change that no final de-
scription of reality is possible But does not this negative con-
clusion also involve a positive assertion about the nature of
the world in general? Apparently it afirms that we hve in
a world which is characterized throughout by process and
change Our concern here is not with the truth or falsity of
this generalization about existence, but merely to point out
that, in any event, it 1s an inclusive generahization of the
largest sigmficance.

Again, does not the above view also assume that all one

need know about any given situation in order adequately to

orient himself to it can be known without first taking the
whole nature of all reality into account? To this extent, at
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least, it would seem that the pluralistic character of existence
is held to be true.

Moreover, if one proclaims that the experimental method
1s the all-inclusive method, does he not in so doing express
a beliei that the general nature of the world 1s such that this
one method is adequate to discover all important meanings
discoverable by any valid method? Is this not equivalent to
saying that experimental procedures are our ultimate resource
in each and every realm where we are concerned to gain
knowledge of and control of experience? Does not this posi-
tion also tend to imply that there is no trans-empirical Real-
ity? That supernaturahisms of all sorts are untenable? That
it is both useless and unnecessary to appeal for support to
something above and beyond experience? Is it not also 1m-
plied that no matter how emotionally invigorating immediate
mystical experience may be, it can contnibute nothing to be
taken reliably as knowledge about the nature of existence?

Apparently the method and test of experimentalism 1s not
as innocent of metaphysical consequences as some of 1ts
advocates have at times assumed The writer believes in
the fundamental value of this philosophy Because he be-
lieves it 1s important, he is unwilling to see 1t robbed of 1ts
larger significance by an obscurantism which says 1t 15 merely
a method that is equally hospitable to every conceivable sort
of world view We are committed to a good deal if we ac-
cept whole-heartedly the pragmatic test of sigmficance as
formulated by Peirce:

“Qur 1dea of anything is our 1dea of its sensible effects. . . .
Consider what effects that might conceivably have practical bear-
ings, we conceive the object of our conception to have. Then, vur
conception of these effects 1s the whole of our conception of the
object.” 3
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James stated the same principle as follows:

“What difference would it practically make to anyone if this
notion rather than that notion were true® If no practical differ-
ence whatever can be traced, then the alternatives mean prac-
tically the same thing, and all dispute 15 idle.” ¢

The view that in experimentalism we have a philosophy
which has kept entirely out of the field of metaphysics is
increasingly challenged. Professor Lewis 1n a recent article
on “Pragmatism and Current Thought” discusses this ques-
tion:

“Pragmatism 1s, as James indicated, not a doctrine but a
method viewed logically, it can be regarded as the consequence
of a single principle of procedure But this principle, though by
itvelf 1t <avs nothing material m the field of metaphysics or epis-
temology, and though it< apphcation 1« by no means confined to
philosophy, ha< nevertheless a wealth of philosophic conse-
quences It implics at least the outhne of a theory of knowledge,
and 1f 1t dictates no metaphy<ical theses, at least it rules out a
good deal which has been put forward under that caption, and
1t operates as a principle of orientation 1n the search for positive
conclusions.” ©

In even more emphatic language Sidney Hook opens his
book on The Metaphysics of Pragmatism with the {ollowing
statement :

“The title of this study has been selected with malice prepense.
It conjoins two terms whose connotations are generally regarded
as oppostte 1 order to make more emphatic the behef that
‘method’ 1s dogged by a pack of metaphysical consequences, that
a ‘pure’ method which dres not involve reference to a theory
of existence is as devoid of meaning as a proposition which does
not 1mply other propositions *Pragmatism’ has become a debased
word in the linguistic exchange of contemporary philosophy. Its
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one indisputable signification is that of a militant method of ap-
proaching and settling philosophic problems—some say by ignor-
ing them, others say by calling familiar assumptions into ques-
tion. But unless pragmatism is to expertence the same fate which
has befallen the positivism of Comte and the phenomenalism of
Mach—philosophies proudly and avowedly anti-metaphysical—
it must analyze the implications of what it means to have a
method and examine the generic traits of existence which make
that method a frurtful one in revealing them.” 8

Apparently Dewey is not opposed to the view expressed
in the above quotation, for he has written a foreword to the
book in which he gives approval to its central thesis. In cer-
tain of his writings Dewey seems to recognize frankly that
experimentalism is not only a philosophy of method, but is
also a philosophy with a world view} In his Experience and
Nature mention is made of a “naturalistic metaphysics ™ It
would appear that one of the important aims of the entire
book is to set forth the more general implications of experi-
mentalism in contrast with what is spoken of as the “classical
philosophical position.” In reply to an article by Lewis
Mumford which charges James with not having developed a
Weltanschauung, Dewey affirms “that James brought with
him not only a Weltanschauung, but a revolutionary one.” ?
It is obvious from this article that Dewey fully recognizes
that experimentalism does possess a novel world view. Since
both Peirce and James also seemed to believe this to be true,
it may be concluded that all three of the pioneer leaders of
experimentalism recognize it to be a philosophy not only with
a method but also with a world view.

Emphasis has been given here to the fact that a world
view is contained in the philosophy of experimentalism be-
cause of its important bearing on matters in the field of
education. To grasp the genuine significance of the philoso-
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phy of experimentalism for education, it is important to try
to apprehend how the experimentalist understands his world.
It should be candidly admitted that many of his educational
ideas are not equally hospitable to all current philosophical
and theological views. Much of the confusion now apparent
in the effort to work out the ideas of experimentalism in edu-
cation arises from the effort to combine these newer methods
in education with older outlooks which are the correlatives of
a world view which experimentalism has repudiated. We
shall now proceed to examine more in detail some of the
philosophical conceptions included in the view of the experi-
mentalist.

3. Findings of Nawe Experience

The world view of the experimentalist is revolutionary
partly because it is so naive.{Now a naive view is not neces-
sarily one easy to achieve. In philosophy the direct, naive
approach to the various subject-matters of expenence is
probably the most difficult of all to attain. No one can
wholly succeed in achieving it. Our world has been the
subject-matter for philosophizing for many centuries. In
Athens some of the greatest minds in the history of human
thought worked out their philosophies centuries before the
dawn of the Christian era. So important were their contribu-
tions that even to-day there are those who say that all of
the significant varieties of philosophic method and viewpoint
were achieved by these early Greek thinkers. Some of these
Greek points of view and habits of thought—developed
long before the modern scientific era—have so imbedded
themselves in the intellectual inheritance of the Western
world that the very structure of our minds has been molded
by them. Not only so, but much of Greek and medieval philos-

-t o®
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ophy was incorporated into the religious tradition of the
West and through the influence of the church was widely
disseminated among the rank and file of the people, whose
sense of values and conceptions of reality have been pro-
foundly imnfluenced thereby. As a consequence often the
so-called “common-sense” views of the man in the street do
not at all reveal the pure findings of naive experience. Very
frequently they are but the unconscious reflections of influ-
ences from the classical tradition in both philosophy and
theology. These traditions have so saturated our munds that
many views which otherwise might seem strange and far-
fetched now seem eminently reasonable and “natural.” For
example, the divisions between the natural and the super-
natural, the real and the ideal, reality and appearance, sub-
ject and object, mind and body, thought and activity, all
seem to many to be obviously “natural” dualisms. Our moral
bias also makes it “natural” to believe that in the last analysis
the good is the permanent and real, while the evil 1s transient
and illusory. Thus 1t comes also to be a matter of mere
“common sense” to perceive that confusion, ambiguity, un-
certainty, and indeterminateness have their exclusive locus in
man, and that nature is without any such irregularities, for
nature is an orderly, fixed, and rational system. In other
words it becomes “natural” for us to think that things actu-
ally are not what they are experienced to be. Experience is
good enough for managing everyday affairs, but if we desire
to get a description of things as they really are, we must
resort to something other than the common things of ordi-
nary experience.

At this point the experimentalist enters his objection. He
asserts unqualifiedly thajrexperience is all that we have or
can ever hope to have.*{: is “the ultimate universe of dis-



HAS EXPERIMENTALISM A METAPHYSIC? &1

course.” In more homely language, “it is anything that any-
body can talk about.” As such it has the first word and the
last word. Experience “sets our problems,” and it “tests our
solutions.” Hence if human experience cannot give us an
adequate account of realities, then man has no possibility of
gaining such an account.

Detailed consideration of the important educational impli-
cations of this radical use of the method of experience need
not detain us here Obwiously it involves a shift in the basis
of authority. On this basis institutions and customs, religious
creeds, moral codes, the specialized findings of the particular
sciences, and the pronouncements of both prophets and ex-
perts are all to be tested by the consequences to which
they lead 1n ordimnary life experience. They are to be judged
in terms of their “instrumental” value “The world which
is hived, suffered and enjoyed as well as logically thought
of, has the last word in all human inquiries and surmises.” ®
Since experience is an ongoing process, this view also means
that finality and absolute certainty are impossible. Absolute
dogmas must give place to hypotheses. These hypotheses
must be modified as experience alters. This puts the issue
squarely before education. Can education so equip men and
women that they can achieve a satisfying experience on this
experimental basis? Can the schools lead in achieving a new
and unifying view of nature and of man which is consonant
with science and our knowledge of social affairs?

4. The Precariousness of Existence

The naive, yet critical, use of experience in philosophy is
well illustrated by the unique approach the experimentalist
makes to the problem of learning to know the nature of the
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world in which we live. He begins by making a study of
the earliest human materials, the proverbs and sayings of
folklore. He considers it significant that the proverbs of
primitive peoples are filled with references to “luck” and the
factor of ‘“‘chance” in human experience. Clearly they found
existence to be precarious. Observation of present-day events
seems to confirm the view that we, too, live in a precarious
world. Things do not always turn out as planned, not even
when considerable care has gone into the planning. Results
achieved are not always commensurate with effort expended
“We always build better or worse than we can foretell.” The
longer the time-span between the initial and the final stage
in any project, the greater the possibility that unexpected
things will interyene From the consideration of simple facts
such as theseé¥the experimentalist formulates the hypothesis
that in all of our thinking about the nature of nature, due
regard must be given to the element of time, and the unantici-
pated changes which the passing of time brings.

The experimentalist also accepts at face value the impl-
cations of the theory of organic evolution. Thus man is be-
lieved to be included in, and to be continuous with, the
natural process. Now man has acquired the ability to think.
Nature in man is nature grown intelligent. The experimen-
talist ponders on the fact that man, one natural event in
interaction with other natural events, has found it useful to
learn how to think. Perhaps the occurrence of thinking in
the world may give us an important clue to the nature of
that world itself. For the experimentalist, human beings with
their habits of thinking are just as evidential of the nature of
nature as are “the happenings of suns, radioactivity, thunder-
storms or any other natural event.” ® Does examination of
an act of thought show that it possesses any structure of its
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own, or is thought a formless, shifting sort of thing that
has no specifiable traits? If it is of the latter sort, mani-
festly it can tell us nothing about our world.

A careful analysis of typical acts of thought is undertaken.
The analysis reveals that thinking does have its characteristic
features. One of these traits common to all thinking is that
it originates in the problematic, the indeterminate, the uncer-
tain, and the ambiguous. In fact, its very function may be
said to be the resolution of the problema\ti;,and the uncertain
into the clear and definite. From this the experimentalist
infers that we live in an incomplete and indeterminate world.
Thinking occurs This is evidence that “the world must actu-
ally be such as to generate ignorance and inquiry, doubt and
hvpothesis, trial and temporal conclusions.” 1°\A philosophy
that treats the subject-matter of experience seriously finds
important proof of the indeterminate character of nature in
the fact that thinking man developed in nature. To the objec-
tion that the uncertainty and ambiguity which call thinking into
existence are merely subjective and located exclusively in
the mind of the thinker, the obvious reply is that this is to
employ once more the old dualism which separates subject
and object and which cuts man off from nature, whereas
experience 1n 1ts primary integrity reveals no such division,
but rather discloses organism and environment in an integral
relationship,

Of course these are not the only considerations that lead
the experimentalist to the conclusion that we live in an un-
finished, changing world, in which novelty and variety are
naturalized—in a contingent world of plural possibilities. The
physical sciences, which for several centuries under the
Newtonian influence considered nature to be a vast machine
working in perfect order and harmony according to im-
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mutable laws, are now also contributing their evidence to the
effect that indeterminacy is a basic fact. Biology has ac-
customed us to the conception of a dynamic universe in which
the unprecedented, the novel, constantly appears. From a
variety of sources evidence pours in to support the experi-
mentalists in their contention that:

“The stablest thing we can speak of is not free from condi-
tions set to 1t by other things That even the solid earth moun-
taimns, the emblems of constancy, appear and disappear like the
clouds 1s an old theme of moralists and poets. The fixed and the
unchanged being of the Democritean atom is now reported by
inquirers to possess some of the traits of his non-being, and to
embody a temporary equilibrium in the economy of nature’s
compromises and adjustments. A thing may endure secula secu-
lorum and yet not be everlasting; 1t will crumble before the
gnawing tooth of time, as it exceeds a certain measure Every
existence is an event.” 11

James and Dewey unite in stressing the precarious, con-
tingent character of existence. This does not mean, of
course, that the world has no determinate characters, On
the contrary, it is the very mixture of the stable and the
unstable, the recurrent and the novel, which lends *“poign-
ancy to all existence.” Therefore in the metaphysics of
the experimentalist “incompleteness and precariousness 1s
a trait that must be given footing of the same rank as the
finished and the fixed.” *3iThe complaint of the experimental-
ist against the classical tradition in philosophy 1s that it has
been unwilling to grant such equal footing to the uncertain
and changing in its formulations. The permanent and the
unchanging have been said to be the real; the uncertain and
changing have been held to be mere appearance. He believes
that it has been this preference and insistent search for the
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“immutable” which has led philosophy into many of its ab-
stractions and confusions.

However that may be, it is apparent that he who is inter-
ested in the educational conceptions of an experimentalist
must realize how much his thought is conditioned by this
view of the adventurous character of all existence. It is the
initial premise that permeates all of his subsequent thought
about life and education.

“The conjunction of problematic and determinate characters
in nature renders every existence, as well as every idea and
human act, an experiment in fact, even though not in design.
To be mtelligently experimental is but to be conscious of this
itersection of natural conditions so as to profit by it instead of
being at 1ts mercy.” 33

IExistence in its ultimate character is thus seen to be
changing, uncertain Hence life itself is inherently experi-
mental A fundamental aim of education is to enable men
and women to make that experiment—which is life—more
intelligent,

5. Man and Nature

The time was, and not long since, when the physical sci-
entists were picturing the world as a vast, uniform, closed
and determined system, the mechanism of which operated
according to universal and necessary laws, constituting a me-
chanical order from which all chance and uncertainty were
forever barred. Even while the physicists spoke consistently
of this one view, the experimentalist appealed from their con-
clusions to the neglected facts of organic life, and in particu-
lar to the facts revealed in man’s ordinary experience of his
world as “lived, suffered, and enjoyed.” The protest was not
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in vain. Later researches have given astonishing proof that
the earlier scientific view was partial and framed in terms
of falsifying abstractions. It had been a conception fruitful
in carrying forward certain types of research, but as White-
head has pointed out, such a view of nature also hinders re-
search, particularly in those fields most closely associated with
human affairs.

To-day the declaration of William James to the effect that
we live in a “universe with the hd off” has attained dis-
tinguished scientific support. Physicists unite with the ex-
perimentalist philosophers in affirming that every existence
is an event. Nature is no longer thought of as merely “a
homogeneous mass differentiated by differences of homo-
geneous motion in a homogeneous space.” The present
tendency in science is “to substitute qualitative events, marked
by certain similar properties and by recurrences, for the older
notion of fixed substances.” As a result the findings of naive
experience and scientific research are once more in general
agreement. The experimental outlook is accepted.

Now events are particular affairs. As has been well said,
a thing is the thing it is and not some other thing. If an event
is to be noted as an existence, it must have its own distinc-
tive qualities—its inherent “irreducible isness.”” These quali-
tative differences in events as actually experienced prompt
the experimentalist to assert that no matter how many con-
nections an individual event may have with other events, it
is grossly misconceived when it is thought to be merely a
relational element in some absolute whole which devours all
particular qualities. Empirically, the universe is a qualitative
affair. Sound and color, sweet and sour, hot and cold, hard
and soft, smooth and rough, wet and dry, light and heavy,
and all similar qualities have full objective standing in
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nature’s economy. Such qualities are not mere subjective
phantoms exclusively located in the human mind. They are
actual characters of the existential world.

Moreover, the experimentalist does not stop at this point.
Experience 1s characterized by immediate enjoyment and suf-
fering. Now what is denoted by the fact that primary ex-
perience reveals that man literally suffers and enjoys in an
endless variety of ways the world in which he lives? Sup-
porting the standpoint of naive realism, the experimentalist
believes it indicates that “things are poignant, tragic, beau-
tiful, humorous, settled, disturbed, comfortable, annoying,
barren, harsh, consoling, splendid, fearful; are such imme-
diately and in their own right and behalf.” ** Nor is this
all. Since experience is in and of the world of things and
events, the experimentalist believes that the “things char-
acteristic of practical life, such things as lack and need, con-
flict and clash, desire and effort, loss and satisfaction,” may
be “frankly referred to reality.” ** In other words, meanings
possess objective character. Hence reality may also be said to
possess “practical character.” And finally, “if experienced
things are valid evidence, then nature in having qualities
within itself has what in the literal sense must be called ends,
terminals, arrests, enclosures.” 1®

What is meant when the experimentalist states that nature
literally may be said to have ends? Does this imply that he
sees all of nature as a rational moral order striving to achieve
moral and esthetic values? In certain of his writings James
seems to say that a belief in a striving moral purpose imma-
nent in the universe might be a tenable one. Whether he
accepted it for himself is not so clear. In any case it was a
finite purpose, trans-human, perhaps, but far from all-
powerful. Man, by taking active part in the process, might
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help the moral forces of existence achieve a final triumph.
However it may have been with James, apparently Dewey
does not subscribe to such an optimistic belief in the value-
conserving tendency of the universal cosmic scheme. On the
whole his position on this point may be said to he shared by
most of the experimentalists to-day.

Ends are naturalized in nature. But ends are endings. They
are the termini of events. As such they are just the sort of
endings they may happen to be, for nature is a scene of all
sorts of beginnings and endings. Reality is precisely this suc-
cession of events. Each event has its own quality. It is what
it is,

“To insist that nature is an affair of beginnings is to assert
that there is no one single and all-at-once beginning of everything.
It 1s but another way of saying nature 1s an affair of affairs,
wherem each one, no matter how linked up 1t may be with others,
has 1ts own quahty. It does not imply that every beginning
marks an advance or tmprovement, as we sadly know accidents,
diseases, wars, lies and errors, begin Clearly the fact and 1dea
of beginning 1s neutral, not eulogistic, temporal, not absolute.
And since wherever one thing begins something else ends, what
is true of beginnings is true of endings. Popular fiction and drama
show the bias of human nature in favor of happy endings, but by
being fictton and drama they show with even greater assurance
that unhappy endings are natural events.” 7 .

Nature is “a scene of incessant beginnings and endings.”
Natural processes start and stop. One event merges into an-
other. Nature has its continuities; but there are also pulses
in the movement of events, and natural happenings are quali-
tatively of all sorts. Man’s life is implicated in these manifold
happenings. Some are favorable to his interests; others are
not. Some support and carry forward his activities; others
are hostile and harmful in their effect. The actual world was
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not built for man, but as Santayana has aptly said, “It is the
place in which he happened to grow.” Since man’s life is a
development—an event—in that natural world, his organic
structures are, for the most part, congruent with 1t. On the
other hand, man, least of all the animals, can rely blindly on
his native equipment. As an infant he is greatly inferior to
the young of the lower animals At first he is utterly depend-
cnt on the care of others His own native stock of responses
15 too indefinite and undeveloped to take care of him. In
order to continue to live, he has to learn. He has to learn to
distinguish between those processes whose outcomes meet his
needs and through intelligent control can be made more
surely available, and those events which end in frustration
and loss

In other words, he lives in a world in which discrimina-
tive choice 1s inherently demanded. His very life depends
upon his ability to secure at lcast a degree of control. Fortu-
nately he hives in a world 1in which intelligent foresight and
purposeful activity do make a difference. Natural processes
are sufficiently indeterminate and flexible so that by learn-
g to anticipate consequences and by paying attention to
natural resources, man can devise means which enable him
to make more sccure and stable those events whose end-
mgs are counted as good and to avoid or eliminate many
of those other events whose final outcomes are regarded
. as bad. The experimentalist believes that in this intelli-
gent reorganization and reconstruction of affairs man is
literally a creative agent remaking his world. In this sense
the experimentalist is an idealist. He believes that what now
cxists, the real, can be so changed as to make it include more
of the idgal™The “ideal” is that which better serves the life
of man.gThis profound faith in the ultimate significance of
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intelligent human participation in the movement of events
is fundamental in the philosophy of experimentalism, as the
following statement so forcibly shows:

“Intelligence is, indeed, as you say, discrimination, distinction.
But why? Because we have to act 1n order to keep secure amid
the moving flux of circumstances, some slight but precious good
that Nature has bestowed, and because, 1n order to act success-
fully, we must act after conscious selection—after discrimina-
tion of means and ends. Of course, all goods arnive . . . as
natural results, but so do all bads, and all grades of good and
bad. To label the results that occur culminations, achievements,
and then argue to a quasi-moral constitution of Nature because
she effects such results, 1s to employ a logic which applies to the
life-cycle of the germ that, in achieving itself, kills man with
malaria, as well as to the process of human life that in reach-
ing its fullness cuts short the germ-fulfilment. It 1s putting the
cart before the horse to say that because nature is so constituted
as to produce results of all types of value, therefore Nature is
actuated by regard for differences of value. Nature, t1ll it pro-
duces a being who strives and who thinks 1n order that he may
strive more effectively, does not know whether it cares more for
justice or for cruelty, more for the ravenous wolf-like com-
petition of the struggle for existence, or for the improvements
incidentally introduced through that struggle. Literally 1t has
no mund of its own. Nor would the mere introduction of a con-
sciousness that pictured indifferently the scene out of which
consciousness developed add one 1ota of reason for attributing
eulogistically to Nature regard for value. But when the sentient
organism, having experienced natural values, good and bad,
begins to select, to prefer, and to make battle for 1ts preference,
and in order that it may make the most gallant fight possible
picks out and gathers together in perception and thought what
is favorable to its aims and what hostile, then and there Na-
ture has at last achieved significant regard for good. And this is
the same thing as the birth of intelligence. For the holding of an
end in view and the selecting and organizing out of the natural
flux, on the basis of this end, conditions that are means, is in-
telligence. . .

“It is indeed true that problems are solved only where they
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arise—namely, in action, in the adjustments of behavior. But,
for good or for evil, they can be solved there only with method;
and ultimately method 1s intelligence, and intelligence is
method.” &

To summarize: Man lives in a world where all sorts of
things are happening ; some of these happenings are friendly,
others are hostile to his interests. No vague trust in the good-
ness of the world in general can substitute for specific, intel-
ligent effort. In man mind has appeared in nature, but that
does not justify the conclusion that all nature is therefore
mind, or the product of nund. Man does hive 1n a world, how-
ever, in which things are not all fixed, but in a world in
which he can do something to make the goods of experience
more secure and the evils less menacing. He wins his free-
dom by developing the ability to anticipate consequences and
to devise means which give him effective control over
particular outcomes. Participate he must in the movement of
natural and social affairs. A basic aim of education is to help
him to develop the attitudes and habits, and to gamn the
mastery of the techmiques which will serve to make that
participation progressively more intelligent. The task of edu-
cation within the school and in society at large is viewed from
the perspective of a world order in which the mixture of the
stable and the precarious makes ‘“‘creative intelligence” in
man the supreme essential.

6. Education and Social Change

Certain questions may be raised about these primary con-
ceptions in the philosophy of experimentalism because they
are based so largely on biological foundations and also be-
cause they make such generous use of materials derived from
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primitive experience. It is often affirmed that the value of
anything is to be measured by what it has become, by its
possibilities, and that it is not to be discounted because its
genesis is found in simple beginnings. Above all, it is said,
educators should be chiefly interested in eventual outcomes
and future possibilities rather than in taking their standards
from primitive origins. Early man, living without tools,
largely as an animal among other animals, may have found
his life to be an unstable and precarious affair of continuous
adjustment to shifting and threatening conditions, but with
the advance of the arts, and the expansion of scientific
knowledge and means of control, has not this uncertain and
hazardous factor been largely eliminated from existence?
People to-day living ordered, sheltered lives in our modern
communities do not find life to be “uncannily unstable.” If
anything, it is too fixed and monotonous. The restless search
for artificial thrills and excitement during leisure hours is
merely a symptom of the dull and uneventful character of
modern life. In order to find adventure, people deliberately
undertake perilous flights across oceans, seek constantly to
establish new records for speed, go on difficult explorations
to the polar regions, or organize parties to climb the few
dangerous mountain peaks which have not as yet been con-
quered by man.

With some of these contentions the experimentalist is in
agreement. He heartily endorses the view that wonderful
and beautiful things do come from very humble beginnings.
He also believes that the whole is more than a mere aggre-
gation of its parts. It is an integrated functioning unity which
until it actually came to be, could scarcely if at all have been
predicted from the simpler elements which conditioned its
development. “Organization is so characteristic of the nature
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of some events in their sequential linkages that no theory
about it can be as speculative or absurd as those which ignore
or deny its genuine existence.” '* He also protests against
so-called explanations that end by explaining out of exist-
ence the indubitable thing that originally initiated the inquiry.
Nevertheless the experimentalist believes the genetic ap-
proach rightly employed can throw much light on difficult
problems. The very simphicity of the more primutive forms
may reveal vital processes which are present and equally im-
portant, although hidden, in more complex organizations and
behaviors. Also in following continuous processes through
various stages of complexity, a better sense of the direction
of the process may be gained. Often by this method a per-
spective 1s gamed which gives insight that could not other-
wise be had.

But to return to the original question, the experimentalist is
not so sure that the development of science has actually re-
duced the uncertain, hazardous factors in human existence.
There is much that can be pointed to which indicates that it
has had such an effect. It has given man a better under-
standing of his world and in so doing has removed much
of fear from his life. Science through its practical applica-
tions has also so greatly extended control over nature that,
at least for large sections of the population, life is not the
precarious struggle for a bare subsistence it once wasq This
greater security in economic matters is merely one illustra-
tion of how science by giving more control to man has added
to his practical security.

But this is not the whole story. Science can give this
control because it has brought something genuinely new into
human experience. Undoubtedly this new factor has a two-
fold influence. By one and the same process it extends both
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security and insecurity in human affairs. Lippmann describes
. v
this new factor as follows :

“Men have not merely invented the modern machines. There
have been machines invented since the earliest days, incalculably
important, like the wheel, like sailing ships, like the windmill and
the watermill,{But in modern times men have invented a mcthod
of inventing, they have discovered a method of discovery,) Me-
chanical progress has ceased to be casual and accidental and has
become systematic and cumulative.” 20

Probably no one living in our present technological civili-
zation would deny that the invention of a method of invent-
ing has operated to accelerate the rate of change in our ma-
terial culture. Most competent students of social history
would agree with the following statement from Beard:

“Though machine civilization has here been treated as if 1t
were an order, 1t 1n fact differs from all others 1n that 1t is highly
dynamic, containing within itself the seeds of constant recon-
struction. Everywhere agricultural civilizations of the pre-
machine age have changed only slowly with the fluctuations of
markets, the fortunes of government, and the wvicissitudes of
knowledge, keeping their basic institutions intact from century
to century. Pre-machine urban civilizations have likewise re-
tained their essential characteristics through long lapses of time.
But machine civilization based on technology, science, invention,
and expanding markets must of mnecessity change—and
rapidly.” 2t

It is not always so clearly perceived, however, that tech-
nological changes occasioned by new inventions often call
for the most radical readjustments in the whole cultural life
of man. Ogburn has made an important contribution in his
discovery of the intimate connection between the technologi-
cal and the social aspects of our culture:
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“But a good many of the ways of using the material objects of
culture involve rather larger usages and adjustments, such as
customs, beliefs, philosophies, laws, government. . . . These
ways of adjustment may be called for purposes of this particular
analysis, the adaptive culture The adaptive culture 1s therefore
that portion of the non-material culture which is adjusted or
adapted to the material conditions. . . . When the material con-
ditions change, changes are occasioned in the adaptive culture,
But these changes in the adaptive culture do not synchronize
exactly with the changes in the material culture. There is a lag
which may last for varying lengths of time, sometimes indeed, for
many years " 22

Hence the following logic of events leads the experimental-
ist to conclude that present society is the most dynamic and
uncertain of all human history Modern man has invented
a method of making inventions. This means an ever-
expanding number of inventions, These inventions con-
stantly alter our matenal culture. Qur organized social hie
is contimuous with this material culture and in consequence
should change with it if social health is to be maintained. The
fact 1s, however,”that changes in the material culture are
proceeding at a more rapid rate than constructive adjust-
ments are being made in other parts of our culture.)As a
result cultural lag and social maladjustments occur. These
social maladjustments are impressive testimony to the
changing, uncertain, precarious character of modern civili-
zation. The experimentalist believes that this highly dynamic
character of civilization 1s apt to continue indefinitely. One
of the leading experimentalists in the field of education
writes of the significance of this for education:

“Education therefore must consciously face its highly un-
known future. Our situation, while shifting, is, however, flexible
and within limits amenable to our control. The factors which must
mainly guide us are suggested by such terms as change, increas-
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ingly rapid change, unknown future, thought, control within
limits, experimental method, testing thought by results, methods
approved by test. As we recall the uneven cultural advance, our
emphasis must be upon social-moral outlook and effective grasp
n order to bring and keep these abreast of the rapidly moving
‘material’ aspects of our civilization.” 28

Much the same position is taken by Lippmann in his dis-
cussion of present moral difficulties He believes sociéty to-
day to be so unstable and changing that man can rely no
longer on authoritative moral codes and fixed principles.
Written with no thought of the experimentalists’ educa-
tional program in mind, 1t is interesting to see how closely his
analysis agrees with theirs:

“An authoritative code of morals has force and effect when
1t expresses the settled customs of a stable society the pharisee
can impose upon the minority only such conventions as the ma-
jority find appropriate and necessary But when customs are un-
settled, as they are 1n the modern world, by continual change mn
the circumstances of life, the pharisce is helpless THe cannot
command with authority because his commands no longer imply
the usages of the commumty : they express the prejudices of the
moralist rather than the practices of men.” 2¢

In conclusion it may be said that, in the opinion of the
experimentalist, study of contemporary society reinforces
his belief 1n the precarious character of all existencej Man’s
raw experience of nature reveals existence to be inherently
an affair of change and uncertainty. A critical analysis of
modern civilization shows yat rapid change is one of its
most outstanding features™ To live successfully in such a
changing world requires the continuous exercise of intelligent
choice. Hence thinking is not a luxury but a necessity for all
who are other than institutional charges in the modern
world| From his conviction that change and uncertainty are
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ultimate traits of existence arises the belief of the experi-
mentalist that “thinking is the method of an educative ex-
perience.” 28 “All which the school can or need do for pupils,
so far as their minds are concerned . . . is to develop their
ahility to think.” *¢

As the experimentalist understands his world, there is no
substitute for the exercise of “creative intelligence” on the
part of man His intense interest in schools in which children
are encouraged to engage i purposeful activities through
which they learn at first hand from their own experiences
is inherently connected with his conviction that we live in a
changing natural and social world. In such a changing,
precarious existence, intelhgent, creative reconstruction of
experience is required of all if we are to maintain and extend
human values.
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CHAPTER 1V

EXPERIMENTALISM AND THE NATURE OF MAN

“If we are willing to conceive education as the process of forming
fundamental dispositions, intellectual and emotional, toward nature
and fellow men, philosophy may even be defined as the general theory
of education.”

Dewey.

1. The Biological Approach

It has been said that the most penetrating question one can
ask of any philosopher is, “What does he see when he sees
a man?" It becomes a doubly important question to ask when
one is interested in discovering the educational implications
of a particular philosophy. Many of the most important dis-
agreements in educational theory and practice are rooted in
underlying different ways of thinking about the individual.
The fact that often these more basic conceptions of the na-
ture of the individual are not explicitly formulated does not
make their influence in education any the less powerful.
Since the experimentalist has something very defimite in
mind when he thinks of an individual, it will probably help us
better to understand his educational aims if we are able to
see what he sees “when he sees a man.” At the outset, how-
ever, it is important to notice that his perspectives are plural,
for he finds it important to see the individual from several
points ot view. The same individual is under observation
throughout, but he is studied from different angles of ap-
proach and with different purposes in mind. The failure of

60
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some to apprehend that the perspectives of the experimental-
ist are various causes them to condemn experimentalism as
a philosophy, because, in their opinion, it tends to see man
as a mere animal. Now the experimentalist does see man
as a biological organism, but he also sees man as a human
being capable of all that which makes a refined, humane
expertence possible. Nor does he believe these two views are
antithetical.

» It is true, however, that the experimentalist does consider
it useful to view man through the eyes of the biologistV He
never ceases to marvel that so many people readily accept
the theory of organic evolution and then immediately pro-
ceed to ignore many of its most important implications for
human behavior.

From the standpoint of the biologist, the experimentalist
sees man as an organism in continuous interaction with its
environment. At times he almost seems to see man as that
environment individualized into an unique, concrete char-
acter. In any case, man and nature are seen as continuous.
For purposes of discourse it is convenicent to distinguish be-
tween the organism and the environment. But such dis-
criminations are logical in character, and the underlying,
primary fact is the unity of orgamism and environment. Jen-
nings’s recent suggestion that heredity and environment “are
not mutually exclusive categories” ! is in line with the experi-
mentalist’s way of thinking.

Man is seen as a living organism, and the most character-
istic thing about life is behavior, activity. The analysis of any
organic activity shows that it is as much a function of the
environment as it is a function of the organism. Breathing,
for example, is an affair of the air as well as of the lungs;
eating involves both the food that is eaten and the organs
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that digest the food. Acquired responses, habits, may also
be said to belong to the environment just as truly as they
do to the organism. Swimming implies the water in which
we swim just as surely as it does the movements of legs and
arms by which we swim. So also for our basic aversions and
likings, our fundamental dispositions. We do not fear fear;
we fear feariul things. We are not loyal to loyalty; we are
loyal to objective causes, to institutions, to people. “In truth,
attitudes, dispositions and their kin, while capable of being
distinguished and made concrete intellectual objects, are
never separate existences. They are always of, from, toward,
situations and things.” 2

The experimentalist believes that the adequate recogni-
tion of this primary continuity of orgamism and environment
would be sufficient in itself to challenge many of our current
educational procedures. How much of our school procedure
assumes that the individual child 1s an isolated umt so com-
pletely self-enclosed that he can be treated entirely apart
from the environment which actually penetrates his every
act and thought! Thus to understand behavior is actually to
misunderstand it.

“We cannot change habit directly: that notion is magic. But
we can change it indirectly by modifying conditions, by an intel-
higrent selecting and weighting of the objects which engage at-
tention and which influence the fulfilment of desires.” 3

For the experimentalist, the very beginning of intelligent
understanding of the individual and his behavior is to grasp
“that living as an empirical affair is not something which
goes on below the skin-surface of an organism: it is always
an inclusive aflair involving connection, interaction of what
is within the organic body and what hes outside in space
and time.” * Such interaction is the primary fact in all expe-
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rience. Nor is the activity of the organism any mere random
affair. While the very life of the organism itself is derived
from natural energies, not all of these energies are friendly
to the growth of the organism. “Growth and decay, health
and disease, are alike continuous with the activities of the
natural surroundings.”

Hence the organism continues its life by maintaining a life-
sustaining equilibrium with these surrounding forces This
optimum state of equilibrium Raup has termed ‘“compla-
cency.” ® The effort to maintain the state of “complacency”
is considered to be foundational in all behavior. Now as
changes are constantly taking place in both the orgamsm
and the environment, the maintenance of this equhibrium
is a precarious affair. The organism must constantly act so
as to bring about adjustments which are favorable to 1ts
own interests. These adjustments necessary to mantain the
equibbrium may be effected by changes made either
the organism or in the environment or in both. The higher
the organism, the more it seeks to control and reconstruct
the environment, so as to make it better serve the organism’s
own needs. Biologically a need is seen in that redistribution
of energies which upsets the equilibrium of the organism-
environment relationship and results in a vital tension When
such a disturbance occurs, the organism acts to reduce the
strain. If its efforts succeed, the need is met and the equilib-
rium is reéstablished, possibly at a different level. Such a
restored equilibrium produces a state of well-being, of satis-
faction. Sooner or later responses which are successful in
reducing recurring difficulties tend to get built into the struc-
ture of the organism as habits. Those means, processes,
materials which satisfy the needs of the organism are
counted as goods.
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A typical unit of experience would include the various
phases of an activity, which starts with the need occasioned
by a disturbance in the equilibrium relationship, which con-
tinues through the various efforts made by the organism in
overcoming the disturbance, and which ends with the resto-
ration of the state of complacency. Such an experience is a
developing affair. The control of the organism is generally
indirect. The activities of the organism have to modify the
direction of independent changes taking place in the environ-
ment. To secure such redirection takes time. Hence the ref-
erence of activities of the organism is always toward future
outcomes It acts to modify things in the given present so as
to bring about an eventual situation which will yield satis-
faction. Thus, life may be said ever to “live forward.” Ac-
tivity projects itself into the future. In fact, experience may
be described as
already heen said, it is inherently experimental in character,
because ‘“‘all invasion of the future is a risk, an adventure.”
Experience is primarily an active affair. It is “a process of

1

‘a future implicated in a present.” As has

undergoing a process of standing something; of suffering
and passion, of affection, in the literal sense of these words.
The organism has to endure, to undergo, the consequences of
1its own actions.” ¢ By its very structure experience is ad-
justive in character, even if not always intelligently purpose-
ful.

The educational implications of this way of conceiving ex-
perience will be dealt with later. We pause here simply to
indicate that it has an important bearing on psychology. One
of the conflicts in psychology to-day is about method and
what should be taken as the elemental unit for psychology.
Some consider states of consciousness and sense data to be
the ultimate units; others suggest that organic drives or in-
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stincts are the fundamental elements ; still others seem to be-
lieve in the omnipotence of the environment and the all-
dominating influence of the external stimulus in controlling
behavior. The suggestion of the experimentalist is that the
more fruitful approach is to take a complete unit of expe-
rience as the foundational element. Behavior is seen as a func-
tion of the organism and environment in a total condition of
need. Once the two are torn apart and either the organism
or the environment is treated as the determining factor in
behavior, a misleading abstraction has taken place which in-
evitably leads to confusion.

But while the experimentalist sees man as an organism in-
teracting with an environment, he also sees that man's activ-
ity has its uniquely important characteristics. For the most
part sub-human animals do not use tools, although certain
experiments with apes indicate that at least a rudimentary
use of tools may be achieved. Apparently man alone has
acquired the use of that tool of tools, language, which makes
communication and the sharing of experience possible. It
thus becomes possible for man to preserve his past ex-
periences. “He lives not in a world of merely physical things
but in a world of signs and symbols.” Through these various
means man’s interaction with his environment comes to pos-
sess distinctive intellectual quality. When is behavior in-
tellectual ? The simple answer of the experimentalist is, when
“it knows what it is about”—when it knows what can be
expected of things and what can be done with them. As we
have already seen, the organism acts in the present to start
influences moving which will bring about an eventual state of
affairs more in harmony with its vital interests. When such
activity is not a mere blind trial-and-error process; when it
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is more than mere mechanical reaction to immediate stimulus;
in short, when present behavior is guided by anticipation of
consequences, it is intelligent behavior. When that which is
given is used as a basis for making inferences about that
which is yet to happen, thinking is in process. When an
organism can respond to meanings—can see the connection
between “the thing sigmifying and the thing signified”—
when it grasps the connections between its own acts and
the consequences which flow from those acts, it behaves in-
telhigently. It is important to note the use of the adverb in-
telligently. Intelligence is not a substantive thing back of the
activity of an organism which makes that activity intellectual ;
intelligence is behavior that is guided by anticipated con-
sequences. In other words, we behave mtelligently when we
participate in the movement of events in such a way as to
shape the direction of present happenings so that they ter-
minate in outcomes favorable to growth and expansion.
Every tool which man has invented in order better to achieve
his ends is an evidence of behavior marked by this quality of
mind,

Now this type of behavior which is intelligence did emerge
in the natural development of events. Man, thinking man, is
wholly naturalized within nature. Mind is not some im-
material entity outside of the course of natural existence and
antithetical to it. Man is not part body and part mind, as a
centaur 1s half man and half horse. Repeatedly the experi-
mentalist opposes this dualism of mind and body, of subject
and object. The following quotation from Dewey 1s typical
of the general position of the experimentalist on this point:

“The realization that the observation necessary to knowledge
enters into the natural object known cancels this separation of



76 EDUCATION AND EXPERIMENTALISM

knowing and doing. It makes possible and it demands a theory in
which knowing and doing are intimately connected with each
other., Hence, as we have said, it domesticates the exercise of
intelligence within nature. This is part and parcel of nature’s
own continuing interactions. Interactions go on anyway and
produce changes. Apart from intelligence, those changes are not
directed. They are effects but not consequences, for consequences
imply means deliberately employed. When an interaction inter-
venes which directs the course of change, the scene of natural
interaction has a new quality and dimension. This added type of
interaction s intelligence. The intelligent activity of man 1s
not something brought to bear upon nature from without; 1t is
nature realizing its own potentialities in behalf of a fuller and
richer issue of events. Intelligence within nature means libera-
tion and expansion, as reason outside of nature means fixation
and restriction.” 7

On the one hand the experimentalist maintains, as the
above quotation indicates, that inteligence is wholly natural-
ized in nature. It does not represent a supernatural intrusion
into the natural scene. He believes that the dualism of mind
and body has been the source of that pernicious abstract in-
tellectualism which has so dominated educational thought and
practice. He protests against the unhappy separation of
thought and activity. This separation tends to make think-
ing unreal and irresponsible, and it also tends to make action
a blind and routine following of fixed patterns

On the other hand, the experimentalist is equally insistent
that intelligent behavior is a fact. The intelligent behavior of
man is something qualitatively different from the external
pushing and pulling of inanimate objects on one another.
Nor is it to be equated with the behavior of an animal which
has not the capacity for achieving ideas. Finally, much as he
believes that knowing and thinking are intimately associated
with language, the experimentalist does not believe that in-
telligent behavior is mere word-reaction:
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“Take speech as behavioristically as you will, including the
elimination of all private mental states, and it remains true that
it is markedly distinguished from the signaling acts of animals.
Meanmng 1s not indeed a psychic existence; it is primarily a
property of behavior, and secondarily a property of objects. But
the behavior of which 1t is a quality 1s a distinctive behavior,
cooperative, in that response to another’s act involves contempo-
raneous response to a thing as eatering into the other’s behavior,
and this upon both sides.” 8

Intelligent behavior turns reaction into response. Intel-
hgent activity 1s purposeful; that is, 1t is guided by meanings.
The experimentalist pomts out that the condition which
evokes reflective behavior is a situatton which is so con-
fused that it is madequate to produce a response. The busi-
ness of reflection is to remake the situation so that ambiguity
is resolved into meaning. Thinking is the active seeking of
an adequate stimulus, the remaking of the problematic situa-
tion nto a situation with meanings so clanfied that behavior
can go forward. The experimentalist even suggests that
means and consequences may be better terms to apply to such
reflective behavior than are stimulus and response as now
{requently interpreted in present-day psychology. Nor is he
content with a psychology that elimmates conscious activity.
We act consciously whenever activity requires the immediate
integration of conflicting meanings in order to proceed. In
the opmion of the experimentalist, denial of the unique qual-
ity of such conscious behavior is a disregarding of empirical
fact.

2. Some Educational Implications

Although the preceding discussion of the biological ap-
proach to human behavior is much abbreviated, 1t is hoped
that it will aid in an understanding of what the experimen-
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talist from one point of view conceives experience to be. An
understanding of what the experience process denotes for
the experimentalist is indispensable for an appreciation of
both his philosophical point of view and his basic approach
to the problems of education. Certain important conclusions
are derived from this conception of behavior.

In the first place, experience is considered to be an active
process of doing and undergoing and not primarily a cog-
nitive affair. The knowledge experience is only one form of
experience. The position of knowledge is secondary and
derived in origin, no matter how important it may be in its
actual contribution to life. Primary experience is not an
affair of knowing; it is esthetic in quality, a matter of “being

i)

and having,” of “doing and undergoing,” of “suffering and
enjoying.” The function of knowledge is instrumental {(We
seek to know in order to regulate the happenings of primary
experience ; in order to multiply and render more secure the
experienced goods, and in order to eliminate and avoid those
happenings that bring suffering.

As such, knowledge is not an affair of a spectator trying
to copy reality as it antecedently exists. So also do ‘“the
senses lose their place as gateways of knowing to take their
rightful place as stimuli to action. . . . Sensations are not
parts of any knowledge, good or bad, superior or inferior, im-
perfect or complete. They are rather provocations, incite-
ments, challenges to an act of inquiry which is to terminate
in knowledge.” ® “The true ‘stuff’ of experience is recognized
to be adaptive courses of action, habits, active functions,
connections of doing and undergoing; sensori-motor coor-
dinations.” ° In short, knowing is linked with activity. It is
controlled participation in the movement of events so as to
learn of their conditions and consequences. Knowledge is not
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that which produces a change ; it is a change. When things are '
known, they are different things. They become objects. Now
an object is an event with its possible consequences in experi-
ence telescoped into it. These anticipated consequences become
a part of the stimulus; response that 1s directed by anticipated
consequences is behavior controlled by meanings. The more
adequate the stock of meanings, the more reliable is the
behavior.

Thinking is inquiring. Logic is a study of the conditions
which lead to success and failure in conducting inquiry All
thinking originates in some specific affair. It is a piecemeal,
not a wholesale, activity. It starts in a situation of am-
biguity; its business is to get rid of that ambiguity. Prob-
lematic situations which occasion thinking are of all sorts.
A situation has been defined by one experimentalist as “any-
thing that needs attention.” Concrete particulars are the ends;
1deas, conceptions, gencral principles are means which help
us to explore these perplexing particulars of experience. As
such they are hypotheses, tools of analysis and discovery.
Their function 1s also instrumental. Ideas, conceptions, are
possible modes of response to situations of difficulty. They
are tested by the consequences to which they lead. The true
1s the verified. Not truth but truths is the concern of the
experimentalist. Truths are the opinions, the beliefs, the
hypotheses which have been verified in experience. Since
experience is ongomg in nature and conditions do change,
absolute finality is not to be had. Present working, not past:
prestige, is the criterion by which principles are evaluated.

A knowledge experience is a longitudinal affair. As has
already been said, 1t is something that requires time. One
situation matures into another situation. Thinking is a series
of controlled operations which seeks to discover the hidden
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continuities and to control the movement in such a develop-
ing situation. The experimentalist finds it useful to think of
science as a perfected art of guiding “processes of change.”

As thus understood, thinking 1s not something which goes
on exclusively in the head of the thinker. It begins in an
existential situation of difficulty. “Desire, purpose, planning,
choice, have no meaning save in conditions where something
is at stake, and where action in one direction rather than an-
other may eventuate in bringing into existence a new situation
which fulfills a need.” ** Observation and the gathering of
data are required if one is to deal constructively with such
problematic situations. Proposed solutions can in the last
analysis only be tested by objective reference to the particular
situation of difficulty. Thinking literally is experimenting
It is an active operation in which we “both discover and test”
in the same process. In short, thinking 1s “learning through
experience.”

Obviously the foregoing conceptions of experience, knowl-
edge, thinking, and learning have fundamental significance
"for education. The imphications of these conceptions 1s such
that the experimentalist inevitably tends to think of hfe as
education, and of education as life. As he views it, the
experience process and the educative process are essentially
one. He measures society and its various institutions i terms
of their total effect in experience, which 1s their educative
effect. The society which so orders its affairs that 1t produces
an undesirable type of person is a defective society no mat-
ter how efficient 1t may be in getting certain things done. So
also the worth of the school is measured in terms of the qual-
1ty of its interaction with the wider social hife of which 1t is
a part. For the experimentalist the only justification for the
existence of a school is that it can through intentional effort
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produce an environment in which the experiences of youth
will be more truly educative than they otherwise would be.
Since experience and education are inherently linked, any
school which is not a place where children have vared and
vital experiences calculated to give them an understanding
of themsclves and of their natural and social environment is
not adequatcly organized to accomplish educational ends.
Thus two basic conceptions in the philosophy of experi-
mentalism point alike to the same general conclusion for edu-
cation. As we have already seen, the experimentalist sees
man living in a world that is a nuxture of the regular and
the changing, of the fixed and the uncertain, of the stable and
the precarious. In short, man lives 1n a world in which the
character of existence is such that intelligent, purposeful
activity is demanded 1f he is to achieve a satisfying ex-
perience In the second place, the experimentalist also belhieves
that the nature of experience is such that the necessary con-
dition for learning to behave intelhgently is the freedom to
engage in purposeful activity.\By purposeful activity is not
meant mere random activity in response to fleeting impulse.
Purposeful activity is controlled, experimental activity. But
the primary controls inhere in the subject-matter of the situa-
tion of concern rather than in externally imposed influences.
Purposeful activity 1s activity freely imtiated by the agent
m response to a situation whose difficulties have a challeng-
mg grip in his present experience. He frames his ends in the
light of the resources and difficulties found in the actual
problematical situation, Normally the motivation and the in-
terest are intrinsic in the process itself, because the person
dealing with the situation is awake to its bearing on his ex-
perience. In purposeful activity the learning is more sure
because the whole individual is attending to what is develop-
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ing. He is alert to see connections between transitive events,
and between his acts and the consequences that flow from
those acts.

In attempting to introduce the principle of purposeful
activity into the school, the experimentalist is not concerned
merely to add one more technique by which children can be
induced to learn desired subject-matter. Purposeful activity
as the foundation for school procedures 1s the natural out-
growth of his whole philosophical position. It is the educa-
tional correlative of his understanding of the world in which
we live, and of the nature of the process by which experience
grows intelligent. As such it is the fundamental principle in
his entire program for education.

3. Nature and Nurture

Not only does the experimentalist see man as a biological
organism interacting with a physical environment, but he also
sees him as a human being living 1n an organized society. In
the philosophy of experimentalism the social is just as final
as the physical. One may be taken to be as truly indicative
of the nature of nature as the other. Indeed, if any choice
were to be made between the two, the preference would be
given to the social rather than to the physical.

“While the theory that life, feeling and thought are never
independent of physical events may be deemed materialism, 1t
may also be considered just the opposite. For it 1s reasonable to
believe that the most adequate definition of the basic traits of
natural existence can be had only when its properties are most
fully displayed—a condition which is met in the degree of the
scope and intimacy of interactions realized.” 12

As we have already noted, the experimentalist makes large
use of the findings of the biologist in his interpretation of
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life and experience. From the study of the biological organ-
ism and its_relation to the environment he has learned much
that throws light on the nature of the individual and the
primary character of human behavior. He does not believe,
however, that any exclusively physiological study is at all
adequate for an understanding of human experience. In a
discussion of new methods used in the Russian schools
Dewcy says, “‘this social behaviorism seems to me much more
promising mtellectually than any exclusively physiological be-
haviorism can ever prove to be.” 1* For the individual living
in modern society the most significant part of his environ-
ment is the social aspect. It is 1n the facts of human associa-
tion, language communication, customs, tools, and institu-
tions that we find the influences that nurture minds and
that make a humane experience possible. The experimental-
1st believes that to overlook the part played by communica-
tion n developing mind and moral sensitivity in the individ-
ual 1s to fail to see the natural bridge that joins the world of
mind, of meanings, with the rest of existence. In the simple
fact that people talk to one another the experimentalist finds
the clue to that which makes the life of the mind possible.

“Of all affairs, communication is the most wonderful, . . .
When communication occurs, all natural events are subject to
reconsideration and revision, they are re-adapted to meet the
requirements of conversation, whether it be public discourse or
that preliminary discourse termed thinking. Events turn into
objects, things with a meaning "’ 4 Commumication “is a fact of
such distinction that its occurrence changed dumb creatures—
as we so sigmficantly call them—into thinking and knowing
anmmals and created the realm of meamings ... Language
makes the difference between brute and man.” *® Too often “‘the
office of signs in creating reflection, foresight and recollection is
passed by.” 16

“Mother and nurse, father and older children, determine what
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experiences the child shall have; they constantly instruct him as
to the meaning of what he does and undergoes. The conceptions
that are socially current and important become the child’s princi-
ples of interpretation and estimation long before he attains to
personal and deliberate control of conduct. Things come to him
clothed 1n language, not in physical nakedness, and tlus garb
of communication makes him a sharer in the beliefs of those
about him. These beliefs coming to him as so many facts form
his mind, they furnish the centres about which his own personal
expeditions and perceptions are ordered.” 17
“An individual usually acquires the morality as he inherits
! the speech of his social group.” ¢ “So with conscience. When
a child acts, those about him re-act They shower encouragement
upon him, visit him with approval, or they bestow frowns and re-
buke. What others do to us when we act 1s as natural a conse-
quence of our action as what the fire does to us when we plunge
our hands 1n it The social environment may be as artificial as you
please. But its action in response to ours 1s natural, not artificial,
In language and imagination we rehearse the responses of others
just as we dramatically enact other consequences. We forcknow
how others will act, and the foreknowledge 1s the beginning
of judgment passed on action. We know wnth them, there 1s
conscience.” 19

The whole discussion may be epitomized by saying that
‘the experimentalist sees man becoming a human being
through his interaction with a social environment. The in-
dividual is inherently social in nature. Through his member-
ship in a human society he learns that which makes a humane
existence possible.\“Prior human efforts have made over
natural conditions.” The dependent child forms his habits
of thought and action in response to “weighted stimuli.” As
a result he is “able to traverse in a short lifetime what the
race has needed slow, tortured ages to attain.” His plastic
organic tendencies with their marvelous capacity to modify
themselves through experience give the raw materials for
mind. But these native tendencies of the individual are not
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mind and would not become mind in any very significant
sense were they not directed and organized by participation in
the activities of others who have minds. By responding to
the “weighted stimuli” of his group the child weaves his re-
sponses into the pattern of the group activities. His habits,
his manners and morals, his ways of feeling, believing, and
thinking are fashioned by this sharing in the experience of
the group Through shared experience he becomes a per-
son. Important implications for education are contained in
this view of the social nature of the self.

Through the process of experiencing, the child literally
becomes a self. Individuality is not an onginal datum, 1t is
an achievement. Education 1s the directing of the responses
that children make. In reality all such direction is a re-
direction Such redirection 1s accomplished through the con-
trol of the medium 1in which, and to which, the child responds.
By controlling this environment we can within limits modify
the acting, feeling, and thinking of the child. Moreover, his
responses are never single The whole individual is imphcated
in behavior. Emotional and mtellectual attitudes are revealed
in, and develop simultaneously with, the overt responses of
the child. His present behavior 1s as much a function of his
previous history as it is of the immediate situation. It can
only be understood and fairly appraised in the light of that
history. Any educator worthy of the name must be sensitive
to the various responses the child is now making and should
also see his present behavior as an expression of a longi-
tudinal self with many previous specific experiences incor-
porated into that self and coloring what it now does and
feels.

For the experimentalist education is the process of shar-
ing experience. Through such shared experience selves come
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to be. The primary concern, however, is with the manner in
which this sharing of experience is carried out]{Important
as the experimentalist believes the task of transmutting the
social capital to be, he does not consider that the chief aim of
the school is to fill the young with the things adults already
know. An individual with a certain kind of mind may be
secured that way. But it is apt to be a passive mind and is
not the type of mind the experimentalist wants to build He
desires an inquiring mind, one that has “learned to learn,”
one that not only knows how to do many things but has also
learned the reason for doing those things and 1s equipped to
alter the way of doing them should situations change) He
wants the type of mund that can continue its own education
on through hfe—the experimental mind that is equipped to
live in a changing, uncertain world. He sees that with the
advance of civilization, the growth of things already known,
and the development of many intrenched behefs, there is
danger that schools may become so absorbed in transmitting
this body of knowledge and belief they will fail to develop
individuals who can think. Mnd in the individual and an
sndividuol mind denote two different reahities to him. The
first points to a person who has been trained to purpose, feel,
and react in accordance with the pattern of his group. The
group has formed its mind in him, but 1t has not developed
individuality in the process. On the other hand, indurdual
mind denotes an individual socially conditioned, nourished
on the group tradition to be sure, but also so educated that
he has become a conscious center of experience, and in the
light of consequences as experienced can critically evaluate
existing institutions and initiate reconstructive processes in
the very social medium that has conditioned his own growth.

Growth is seen as an individual-social process by the ex-



EXPERIMENTALISM AND NATURE OF MAN 8y

perimentalist. It is a process that is accomplished through
a continuous “reconstruction of experience” 'that begets new
meanings and yields further power of control over sub-
sequent experience. Such reconstruction will include recon-
struction of social processes and institutions because the life
of the individual incorporates these social influences and is
conditioned by them. Growth through reconstruction of ex-
perience by the gaining of knowledge is a creative process.
It can only be carried on by a mind that has lcarned to think
and to inquire into all of the varied aspects of its experience.

4. Pupils as Ends

Looking at man through the eyes of the biologist, the
experimentalist sees an orgamism characterized by prefer-
ential activity maintaining its hfe and providing for its
growth through purposeful interaction with its environment.
Looking at man through the eyes of the social psychologist,
the experimentalist sees the biological organism developing
mind and becoming a human individual through responses
guided by the “weighted stimuli” of an environment which
has become social and incorporates developed meanings in its
language, customs, institutions, beliefs, and social habits.
If we think the experimentalist is mndifferent to the worth ot
this social milieu, we have not properly understood him. He
views it literally as the means by which ammals of a cer-
tain complex structure grow into human beings.

“Loyalty to whatever in the established environment makes a
life of excellence possible is the beginning of all progress. The
best we can accomplish for posterity 1s to transmut unimpaired
and with some increment of meaning the environment that makes
it possible to maintain the habits of decent and refined life.” 20
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As this quotation from Dewey indicates, the experi-
mentalist holds 1n high regard the social factors which make
a human life possible. He recognizes that one of the basic
functions of education is the continuance of the social -
heritance.|But 1t is also clear that it is not in the respon-
sibility for passing on the social inheritance that he finds his
foundational principle for education We have already seen
how his philosophy reverses the traditional arrangement by
making particulars the ends, and universals the means This
same principle holds for the relation of the individual to
society. The individual, the particular, is the end; socety,
the universal, is the means. The supreme aim of education
is the enrichment of the life of the individual, and the social
inheritance is only a means to that end.\To be sure, his con-
ception of the correlative nature of ends and means is such
that he would consider it a mere travesty to stress the value
of the indrvidual, and at the same time be careless about the
social means through which these individuals are developed.
There is no antagomstic dualism in his thought between
the individual and the social Individuals are individuals by
virtue of the fact that they are born into a social environ-
ment and achieve individuality through its nurturing
influence.

On the other hand, he is too much of a radical empiricist
not to recognize that society in general is an ntellectual ab-
straction. Actually each person lives in many overlapping
societies. These societies are of all sorts. Often most serious
conflicts can and do develop between existing institutions and
traditions and the ongoing life of a people. In all such cases
of conflict, the very purpose of intelligent action is to see
how the influences which hinder and frustrate the growth
of individuals can be removed. Hence his basic educational
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aim is to develop individuals who through critical experi-
mental procedures come to possess the resources needed to
carry on this responsible work of social reconstruction. While
Bertrand Russell is at some points far removed from the
position of the experimentalist, he well states their view on
this matter when he says:

“No man is fit to educate unless he feels each pupil an end 1n
himself, with his own rights and his own personality, not merely
a ptece 1n a Jig-saw puzzle, or a soldier in a regiment or a citizen
in a State Reverence for human personality 15 the beginning of
wisdom, in every social question, but above all in education” 21

It is from this ethical perspective that we reach our final
answer to the question, “What does the experimentalist see
when he sees a man?”’ He sees man as an object of considera-
tion, the individual as the final value. He has extended this
ethical principle by asserting that children are persons to be
treated as ends just as truly as are adults. Child hife is not
viewed primarily as a time for preparation; it has its own
inherent value, and the aim of education should be to recog-
nize and utilize the intrinsic worth of the activities and in-
terests of children. Maximum meaningful hiving in the pres-
ent is the best preparation for the future.

It 1s because of his interest in individyals as ends that he
has so consistently opposed the effort to make education and
life serve fixed, external ends. He has boldly asserted that
growth is its own end, and that there 1s nothing to which
education should be subordinated save to more education—
which is growth In order to grow, individuals must be given
freedom to share in determiming the ends for which they are
to spend their energies. These ends or purposes must be
rooted in present experiences if they are to be charged with
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meaning. The aim of education is to assist the individual to
be more intelligent about the bearings of his own activities.
It is the faith of the experimentalist that in proportion as
individuals and groups become intelligent about their own
purposes and have insight into the social means required to
realize them, so also will social welfare be better conserved.
In other words, the social process provides its own regulative
principles within itself and does not have to be controlled
by external standards or outside authorities.

The principle of the moral autonomy of each individual
throws further Iight on the insistence of the experimentalist
that education should be continuous with life He is con-
cerned that the school may be in vital interaction with prob-
lems and conflicts of present society, because it is only
through such first-hand contact that social intelligence can
be developed] If the individual is to have effective control
over his own experience, he must understand the soctety in
which he lives and moves and has his heing No amount of
absorption in the records of the past or creative activity in
the fine arts in and of themselves alone will equip a person
to share in the direction of our contemporary urban and in-
dustrial civilization. If the individual 1s not to be helpless
in this corporate age, he must have had experiences with 1t
that have given him insight into underlying causes. He must
be learning how to codperate with others in maintaining a
social environment in which individual choices and acts count
for something.

5. Experimentalism and Dewmocracy

Finally, to say that the experimentalist believes in treating
each individual as an end is merely another way of saying
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that he believes in the democratic idealy Bode, for example,
declares:

“A system is not democratic simply because it is made available
to everybody or because it 1s administered without distinction
of persons. . . To be truly democratic, education must treat
the individual himself as the end and set itself the task of pre-
paring him for that intellectual and emotional sharing in the life
and affairs of men which embodies the spirit of the Golden
Rule,” 22

Apparently without exception the experimentalists have
this faith in the democratic ideal. Kilpatrick defines it as
“that respect for men which we call democracy. . . . Each
individual shall count as a person and be so treated.” ** In
concluding this chapter, therefore, we may well exame into
what, if any, connections are to be found between the ex-
pertmental method and the democratic ideal. Were both of
these factors present in modern society, and were they there-
fore simply appropnated by the experimentalists, or is there
some deeper connection between the experimental principle
and the democratic principle? With no thought of the philos-
ophy of experimentalism mn mind, Beard discusses the same
question in The Rise of American Civilization.

“It is one of the sigmficant phases of history that the develop-
ment of political democracy during three revolutionary centuries
was accompanted by the rise and growth of science and inven-
tion. Students have been baffled mn their efforts to estabhish
causal relations, to explain why the wotld had to wait thousands
of years for the steam engine and the formula of atomic weights,
why Rousseau was working on his Social Contract at the very
time that Watt was bringing the steam engine to an operating
basis.

“Yet the fact remains that political democracy and natural
science rose and flourished together. Whether in their inception
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there were deep connections, researches have not yet disclosed
but beyond question their influence upon each other has been
reciprocal Democracy arrested the attention of idle curiosity and
demanded that the man of microscope and test tube come into
the street to invent, reheve, and serve. Science, on the other hand,
helped to determine the course of democratic development. It
was itself democratic n that it spurned nothing low or common-
place 1n its researches—the mold on decayed vegetables, the com-
position of the dirt in the field, the nature of curds 1n sour mlk.
Nothing was sacred to its relentless inquiry. Before it there was
nerther prerogative nor privilege.

“More than that, science pointed the way to progressive de-
mocracy 1n 1its warfare against starvation, poverty, disease, and
ignorance, indicating how classes and nations long engaged 1n
strife among themselves might unite to wring from nature the
secret of security and the good life It was science, not paper
declarations relating to the 1dea of progress, that at last made
patent the practical methods by which democracy could raise the
standard of living for the great masses of people IFally sci-
ence gave to man revolutionary concepts of the world and of his
place 1n the great scheme of nature, feeding the streams of thought
which wore down ancient institutions of church and state.” 24

When we come more specifically to examine the philosophy
of experimentalism and the democratic ideal, the following
possible connections are worthy of consideration :

(1) Experimentalism is a philosophy of experience. It
frankly views the world from the standpoint of its bearing
on man’s welfare. While it does not construe the world so as
to make it appear that it was all planned for man’s benefit,
it does place its emphasis on examining the world as our
world. Things are said to be what they are expernenced to
be. Common experience is not discounted in the name of
some superior reality It is valued for what it is.

(2) Experimentalism sees man as a creative agent. It be-
lieves that through intelligent participation in the movement
of events man changes the nature of outcomes. Within
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limits he can remake his world. Experimentalism, by thus
giving human thought and action a genuine career, dignifies
and renders more significant man’s position in the world.
" (3) Moreover, experimentalism is a philosophy which chal-
lenges external authorities and fixed ends of all sorts. Ideals
are based on consequences as actually experienced. The realm
of values is said to be within, not outside, human experience.
(4) Finally and most important of all, it believes that in
the experimental method experience has a means for develop-
ing 1ts own regulative standards from within 1ts own process.
The emphasis of experimentalism on this fundamental
method 1s essentially an emphasis on the democratic proc-
ess. Life is deemed adequate to find its own solutions
through cooperative research and activity. So also 1s life its
own sanction.
v Hence the ultimate educational aim of experimentalism is
to develop individuals who can intelligently manage their
own affairs, ;at times “‘alone,” more usually in shared or
jomt enterprise. It believes this ideal will be achieved as chil-
dren are given opportunity to practise 1t under intelligent gud-
ance in the schools. As the experimentalist concetves 1t, educa-
tion 1s the social process by which human beings are created
In the last two chapters we have stated in some detail
philosophical positions underlying what 1s called the progres-
stve movement in education. This has been done for two
reasons, in the first place, in order to show that the progres-
sive movement in education is inherently hinked with a philos-
ophy of life. To be an intelligent friend or critic of the
cducational ideas of this movement, it is fundamentally
important {o see that these 1deas are an outgrowth of a phi-
losophy about the nature of our world and about the nature
of man. To consider the educational movement apart from
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this larger view is to tear things apart which should be kept
together.

Second, in the chapters that follow, certain current criti-

cisms both of these philosophical 1deas and of their correla-
tive educational program are to be reviewed. To provide a
background for the intelligent discussion of these criticisms

it

seemed necessary to give first a somewhat systematic out-

line of these major positions of experimentalism.

—

s
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CHAPTER V

EXPERIENCE, HYPOTHESES, AND EDUCATION

“We cannot sacrifice experience to the requirements of any system”
BErGSsON

“A third significant change that would 1ssue from carrying over ex-
perimental method from physics to man concerns the import of
standards, principles, rules With the transfer, these, and all tenets and
creeds about good and goods, would be recognized to be hypotheses.”

DEweEy.

1. Life Its Own Sanction

ExXPERIMENTALISM is a radically empirical philosophy. It
maintains that the ultimate source, authority, and criterion
for all belief and conduct are to be found in ordinary human
experience. Experience stands on its own bottom Life is its
own sanction. Whatever of guidance and inspiration man re-
quires to meet the exigencies of his life is to be sought from
the resources within experience and not from some supra-
empirical source. The very corner-stone of experimentalism
1s the faith that experience 1s able to develop from within
its own processes all necessary regulative standards and
ideals YThis interpretation of experience has significant im-
plications for both philosophy and education. Some of the
more mmportant of these will be considered in this chapter.
It may be stated at the outset that the radical emphasis given
to experience in the philosophy of the experimentalist is not
without its far-reaching consequences. It is an emphasis
96
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which carries a fundamental challenge to many traditional
notions.

2. Experience and Knowledge

On the constructive side, the experimentahst believes that
his interpretation of experience saves us from the paralyz-
ing effect of wholesale skepticism. For the experimentalist,
as Dewey frankly states, ‘“a problem of knowledge in general
1s, to speak brutally, nonsense.” * And yet much of modern
philosophy has been centered on the discussion of precisely
this problem Nothing in the field of technical philosophy
grieves the experimentalist more than the time and ingenuity
which have been spent on the discussion of the general ques-
tion of the possibility of knowledge. For him the irony of
the situation is found in the fact that this problem of knowl-
edge has come to the front exactly during the period which
has witnessed the largest development of the use of the
scientific method In other words, at the same time that man
has heen making such an astounding display of his ability to
gain knowledge and control, many technical philosophers
have been skeptical about the possibility of man’s achieving
any worth-while knowledge at all.

In dealing with this subject the experimentalist once again
attains a fresh approach to a vexing problem in philosophy
by assuming the naive standpoint. In connection with the
problems of knowledge and the nature of truth, the naive
view is particularly difficult to achieve because of an in-
herited notion deeply imbedded in men’s minds to the effect
that existence is divided into two rcalms: one that of true
being ; the other that of imperfect being. According to this
traditional view, in ordinary experience we deal only with
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the objects found in the realm of inferior being, and as a
result all such intercourse is with a world of mecre appear-
ances and shadows. Consequently, unless man can discover
some means of getting beyond this inferior realm of ordinary
experience into the realm of pure thought and ultimate real-
ity, he has no means of gaining a knowledge of things as
they actually are. This view that knowledge of reality would
involve a grasp of the ultimate structures of the universe
in their true being, and as such is finally impossible to
attain, is often reinforced by the psychological theory of
sensationism. According to this theory, knowing is the proc-
ess of recerving impressions and sensations from things
located 1n the “external” environment, and consequently one
can never be sure that the mental pictures his mind con-
structs out of these sensations and images are true copies of
the original “external” objects

As has been indicated earlier, the experimentalist believes
that 1f we accept the dualisms found in the premises of the
above positions, we do have an insoluble problem of knowl-
edge on our hands. His view of the nature of experience and
the function of knowledge in experience starts, therefore,
with the basic principle of the continuity between man and
nature. Man is in the world, not outside of it. Experience
is an active participation in the actual affairs of the real
world. A fresh attack is made on the problem of knowledge
by indicating that if we are to be in a position to discuss in-
telligently the question of whether it is possible to know, we
must first have some understanding of what 1t means to
know What, then, does it mean to know? This is a problem
set by experience; and the experimentalist believes that it is
also to experience that we must look for the answer, What
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does naive life have to tell us about the process of thinking
and the nature of knowledge?

“If we were to ask the thinking of naive life to present, with
a minimum of theoretical elaboration, its conception of its own
practice, we should get an answer running not unhke this:
Thinking 1s a kind of activity which we perform at specific need,
just as at other need we engage m other sorts of activity: as
converse with a friend; draw a plan for a house, take a walk;
eat a dinner, purchase a suit of clothes, etc, etc. In general, 1ts
material 1s anything in the wide umverse which seems to be
relevant to this need—anything which may serve as a resource
in defiming the difhculty or 1n suggesting modes of dealing ef-
fectively with 1t The measure of 1ts success, the standard of 1its
vahidity, is precisely the degree in which the thinking actually
disposes of the difficulty and allows us to proceed with more
direct modes of experiencing, that are forthwith possessed of
more assured and deepened value.” ®

In other words, the desire to gain knowledge “comes after
something and out of something, and for the sake of some-
thing. . . . The antecedents of thought are our universe of
hife and love; of appreciation and struggle.” * We think be-
cause we find it necessary to think Problems do emerge in
the course of our “doing and undergoing.” Thinking 1s in-
strumental to the resolution of such specific problematic
situations. Its typical function is thereby defined Knowing,
then, is not to be thought of as the mere beholding of a spec-
tator. It 1s an active process. Knowledge 1s a necessity for an
individual living within the world and participating in its
activities. We need to know 1 order to deal effectively with
the difficulties of one sort or another that arise in our ex-
perience. To know anything we have to do something. We do
not learn to know about an object by merely looking at it.\
Knowledge relates primarily to its conditions and conse-
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quences. We learn to know these as we search into the wider
connections of the occurrence which initiated the inquiry.

“If the living, experiencing being is an intimate participant in
the activities of the world to which 1t belongs, then knowledge
is a mode of participation, valuable in the degree 1n which 1t is
effective. It cannot be the idle view of an unconcerned spec-
tator.” *

Once knowledge is thus defined, there can be no whole-
sale problem about 1t. The indubitable fact 1s that man does
have knowledge. Difficulties have been met. Means have been
found of overcoming these difficulties and amhiguities. Since
means of inquiry have been improved through the develop-
ment of experimental procedures, man’s ability to gain
knowledge has been vastly extended. His control over the
events in which he participates 1s increased because he has
learned to know the consequences of many of these happen-
ings and also the conditions on which they depend. As a
result his activity 1s informed and guided by meanings. These
meanings are relevant to the characters of the actual world.
He believes they constitute “objective” knowledge because
they give him objects that reliably tell him what to expect
and what to do. They work when put to the test of actual
experience. In Experience and Nature this objective char-
acter of man’s knowledge of the world is discussed by
Dewey :

“The new ntroductory chapter accordingly takes up the ques-
tion of method, especially with respect to the relation that exists
between experience and nature It pomnts to faith in experience
when intelligently used as a means of disclosing the realities of
nature. It finds that nature and experience are not enemies or
alien. Experience 1s not a veil that shuts man off from nature, it
1s a means of penetrating continually further into the heart of
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nature. There is in the character of human experience no index-
hand pointing to agnostic conclusions, but rather a growing
progressive self-disclosure of nature itself The failures of
philosophy have come from lack of confidence in the directive
powers that inhere in experience, 1f men have but the wit and
courage to follow them.” 8

But the objection may be raised that this answer of the
experimentalist does not meet the heart of the difficulty.
It 1s not dented that man can get a certain practical knowl-
edge for purposes of control. But such knowledge 1s re-
lated to particular affairs However far the particular
sciences may develop their researches, they can never give
us knowledge of reality as a whole Such findings are par-
ticular, and what man needs for the guidance of his life
1s an interpretation of the meanmg and significance of ex-
istence as a whole The experimentalist makes two answers
to this criticism. Empirically he finds that existence 1s just
this succession of specific events To be sure, these concrete
events have sufficient continuity and interrelatedness to enable
us to go from one thing to another, and there is enough
stability to make prediction, generalization, and human con-
trol possible within hmits Why, then, he asks, should we
assume that reality is something other than this stream of
events? These particulars are the reals of existence. The
realm of ends is precisely this realm of particulars. More-
over, has not man steadily made progress in gaining more
adequate understanding as he has substituted piecemeal activ-
ity for efforts to get knowledge wholesale ?

Finally, if there were any higher synthesis of these par-
ticulars, how should we discover 1t ? There is only one way in
which man can get more inclusive meanings, and that is by
following out the leads that his particular experiences give
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him. “If there be a synthesis in ultimate Being of the real-
ities which can be cognitively substantiated and of meanings
which should command our highest admiration and appryval,
then concrete phenomena . . . ought to be capable of being
exhibited as definite manifestations of the eternal union of
the real-ideal.” ® Actually, however, many experimentalists
tend to be suspictous of generahzations that grow too inclu-
sive. They believe that such generalizations constantly run
the danger of glossing over the intractable events which do
not happen to fit well with the particular umty which the in-
dividual desires to substantiate. Thus the desire for certainty
and the stable may prompt one to neglect the uncertain and
changing factors in experience; the approval of the beautiful
and the good may lead to a dcmial of the full reality of the
ugly and the evil; the demand for umity and simphcity may
override the variety and plurality of things as they are actu-
ally experienced. In particular, there is danger that imagina-
tive reconstructions will come to compensate for the more
difficult and prosaic task of making the certaintics and expe-
rienced goods of actual existence prevail more widely

“Attainment of the relatively secure and settled takes place,
however, only with respect to specified problematic situations,
quest for certainty that 1s umiversal, applying to everything, 1s
a compensatory perversion One question is disposed of another
offers itself and thought is kept alive.” ?

The experimentalist avoids wholesale skepticism because
he does not demand that he have wholesale knowledge. His
skepticism is specific. It relates to the validity of particular
beliefs and theories. As such it stimulates further efforts
to find out rather than resulting in a general doubt about the
value of trying to know anything. Such specific doubts as he
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has encourage further inquiry and more patient and thorough
experimentation. The experimentalist points to the fruits
which have progressively come from the use of the experi-
mental method in the field of the physical sciences. While
scientific theories are constantly revised, a growing body
of concrete knowledge is achieved. He asks that this method
be extended to the moral and social realm. It is his faith that
it will be equally productive in this area. Experimentally con-
trolled experience is an adequate means for guiding and
regulating human affairs provided men develop the attitudes
and the dispositions which the critical, constructive use of
this method demands. Once the burden of mistaken tradi-
tional views of the nature of experience and of knowledge
is removed, he has confidence in the ability of men through
cooperative endeavor to gain the knowledge needed to guide
human affairs It is from this background that he views the
opportumty of the schools

3. “Intellectualism” and the Schools

The expermmentalist also finds that a revised conception
of experience keeps him from the errors of abstract intel-
lectualism The cognitive experience is not the only form of
expertence As a matter of fact, as already indicated, cogni-
tive experience is a secondary and derived experience, no
matter how important its function may be in the ordering
of man’s affairs In its primary form experience is a matter
of “being and having,” an affair of “feeling and doing.” In
this mode experience may be said to be more esthetic than in-
tellectual in character It is literally a “doing and under-
going,” a “suffering and enjoying.” Man has developed
mind, but he had an affectional and volitional nature before
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he came to possess mind. He is still far from being a mere
passionless reason. Desire, preference, active seeking and
avoiding are basic qualities in all experience. Thinking grows
out of this primary experience instinct with its propulsive af-
fectivities. It gets its relevance and significance in relation to
these primary “beings and havings” of macroscopic ex-
perience.

Holding this view of that form of cxperience called think-
ing, the experimentalist is not seriously disturbed that clinical
psychology shows thought to be often largely a rationalization
of desire. Originally 1t was the radical error of abstract intel-
lectualism to suppose that thought and desire were antithetical
It is probably inevitable that the fresh discovery that thought
and desire are intimately connected should lead many to react
to the other extreme, causing them to assume that thought 1s
the mere servant of already existing desires. The business of
thought 1s not to oppose our desires, but to reconstruct and
reorganize them. What is wanted is that desire, preference,
bias may become more intelligent. As related to desire,
thinking has this instrumental function to perform It may
be said to be the process by which competing desires find
some more inclusive, unified manner of expression.

The same logic holds in the field of moral experience.
Moral values do not exist in some realm outside the lhife of
impulse and emotion. Such values are also immanent 1n the
doings and the undergoings of primary experience. Moral
judgments are directed to such reorganization of this pri-
mary experience as eliminates conflicts, and by thus liber-
ating impulse adds to the values of life In short, feel-
ing and thought are inherently connected in every realm of
experience.
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“The separation of warm emotion and cool intelligence is the
great moral tragedy This division is perpetuated by those who
deprecate science and foresight m behalf of affection as it is by
those who 1n the name of an 1dol labeled reason would quench
passton The intellect is always inspired by some impulse.” 8

The experimentalist believes that much of philosophy is
weakened by an arbitrary intellectualism. Intellectualism is
defined as the false assumption that all experience 1s a mode
of knowing.

“The assumption of ‘intellectualism’ goes contrary to the facts
of what 1s primarily experienced. For things are objects to be
treated, used, acted upon and with, enjoyed and endured, even
more than things to be known. They are things had before they
are things cogmzed "' ®

That this vice of intellectualism has not been confined to
philosophy is evidenced by the curriculum of the conventional
school. This curriculum 1s the typical counterpart in educa-
tion of the philosophical doctrine that all significant experi-
ence 15 a form of knowmg Too often the bodies of children
have heen ignored, and 1t has been assumed that minds could
know apart from all physical activity. Not only so, but this
dualism of mind and body with 1ts correlative hifurcation
of experience into purely intellectual activities, on the one
hand, and merely physical activities, on the other, 1s by no
means absent from many of our more progressive schools
with their enriched offerings Although expressional activ-
ities have heen given a much larger place m these schools,
too often the intellectual possibilities of these activities are
not apprehended. We still have a long way to go before the
deeper implications of the experimentalist’s revised notion
of experience gets fully incorporated into our educational
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thought and activity. The failure to realize that objects are
“things had before they are things cognized” has been, and
continues to be, the source of untold evil practice in school
procedures.

4. Knowledge and Verification

The insistence that all experience is not a mode of know-
ing makes clearer certain false assumptions inherent in the
various forms of infuitionism, while at the same time 1t opens
the way for the experimentalist to give due recognition to
the fact of immediate experience. The protest of the in-
tuitionists against the intellectualistic tendency to absorb
all experience to the type of the analytical, cogmtive form is
well grounded. “A large part of our life 1s carried on 1n the
realm of meanings to which truth and falsity as such are
irrelevant. . . . The realm of meanings is wider than that
of true-and-false meamings; it is more urgent and more
fertile.” 1°

“It is well to emphasize this non-thought basis of thinking
itself, for upon this plane of experiencing lies most of the con-
tent of our hiving. Here are included our loves and hates, our
eating atid our sleeping, our friendships and our animostties,
our 1llness and our health, here too are the fine arts, here the
dumb gladness that welcomes the dawn, the quiet contemplation
of the sun’s traihng glory at eventide, and the silent watching of
the passing might. This 1s the primal and ever the larger aspect
of human life. It 1s the good-in-itself, from which reflection
anses and for the sake of which reflection exists as an instru-
ment.” 11

As the above quotations indicate, experimentalists give
generous recognition to the primacy of the life of immediate
experience. They believe that the findings of the poet, the
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moral leader, and the artist are just as relevant to our sense
of the realities of existence as are the findings of the scien-
tist 1n his laboratory. But the experimentalist does not stop
with these. He asserts that fancies, dreams, illusions, lies, and
errors are also inherent parts of reality as ummediately expe-
rienced. Each of these things is just the real sort of thing it
15. Macroscopic experience includes all possible varieties of
“being and having,” of “feehing and doing.” There is the fact
of direct awareness—of sheer immediacy. Life is replete with
such uniquely final experiences. The instrumental theory
of the experimentalist is not to be understood as implying
that all of experience is instrumental. On the contrary, by
emphasizing that the instrumental knowledge experience is
only one form of experience, it makes possible the recogni-
tion that other forms of experience are immediate and final.

Experimentalism is not concerned to deny either the exist-
ence or the significance of such immediate, qualitative ex-
periences. Its concern is with the tendency to assume that
such immediate experiences are noetic experiences. To be
sure, Willlam James recognized that such experiences might
be said to possess a certain knowledge value. He took pains,
however, to discriminate two forms of knowledge: one the
knowledge of immediate acquaintance; the other the knowl-
edge of and about things. More recently, however, in order
to avoid confusion, experimentalists are inclined to reserve
the term knowledge for our understanding of the conditions
and consequences of events. Immediate acquaintance is said
to be esthetic, not cognitive, in character. Knowledge is that
which has a significant opposite—ignorance or more posi-
tively, error. Truth and falsity are terms that apply exclu-
sively to our ideas about things. Experience as such cannot
be said to be either true or false. It is whatever it happens to
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be. It is our judgments about that experience. our active
interpretations of 1t that are erther true or false. Knowing -
volves the process of judging, of making inferences, of an-
ticipating the consequences to which our thoughts would lead
if carried out. Any complete act of thought involves overt
operations, and, as already indicated, to find out anything we
have to do something Knowledge is never gained by an um-
mediate consciousness of things, no matter how vivid that
consciousness may be. To assume that such immediate aware-
ness gives knowledge that requires no further testing is the
root error of all forms of intuitionism. As Lewis declares
in a recent book on Mind and the World-Order.

“It is the first thesis of this chapter that there is no knowledge
merely by acquaintance, that knowledge always transcends the
immediately given The merely contemplated or enjoyed may
possess esthetic significance, but 1f 1t 1s to have cognitive mean-
ing this immediacy must become the subject of an interpretation
which transcends i1t, we must take toward the given some at-
titude which serves practical actton and relates 1t to what 1s
not given.” 2

This holds just as truly for our moral ideas as it does for
our ideas about the connection of things in the physical
world. Several considerations lead the experimentalist to the
conclusion that moral mtutions are no more to be accepted
as final than any other form of immediate awareness As has
already been explained, the experimentalist finds an essen-
tial unmity in experience. There is no specific moral realm
except in so far as we, for purposes of convenience or
emphasis, choose to classify certain types of behavior as pre-
eminently “moral.”” The desirability of thus classifying some
acts as moral and others as non-moral or amoral is chal-
lenged by the experimentalist. He believes that whenever a
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significant choice has to be made between a better and a
worse in experience, we face a genuine moral situation. It
follows then that, potentially at least, moral conduct is co-
extensive with all of conduct. If this be true, morals do not
constitute a realm apart from ordinary experience. The ques-
tions of what diet to give a baby, of how one is to invest his
money, may on occasion be moral questions as full-fledged
as are questions of truth-telling and sex behavior. The moral
factor in any choice-situation is proportional to the signif-
icance of the various sets of value consequences which fol-
low from the alternative courses of action. To discriminate
and anticipate such consequences is an intellectual act of the
highest quality Decisions that are thus related to all aspects
of our complex social experience cannot be safely taken
merely on the basis of what “feels right” in the situation as
immediately experienced

This is particularly seen to be true when one recalls how
these inner feelings of what is night and wrong are socially
conditioned during infancy. As has been frequently pointed
out, the “inner voice” speaks a different language with dif-
ferent people in different ages and in different places. Each
individual conscience tends to reflect the “goods” and the
“bads” of the particular social approvals and disapprovals
that have trained its development. To {ollow obediently its
promptings without careful examination of the consequences
which result from the behavior it inspires is to be guilty of
a “blindfolded morality,” blindfolded because it is a moral-
ity that cannot progressively reconstruct itself by gaining the
instruction that observation of consequences alone can give.
Hence the voice of conscience in moral matters is no more
infallible than is the voice of intuition in scientific matters.
Just as the experimentalist believes that there is no special
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agent or knower in general, so also does he believe there is no
special moral faculty that can be trusted to give intelligent
moral guidance.

“If it 1s recognized that knowing is carried on through the
medium of natural factors, the assumption of special agencies
for moral knowing becomes outlawed and incredible.” 13

This is all so obvious that one would hesitate to dwell
upon 1t were it not for the fact that even to-day so many are
unready to accept the full imphcations of the foregoing
without discount. This confusion is particularly mamfest in
current educational programs in the moral field Even pro-
fessed empirical thinkers hesitate to accept whole-heartedly
the experimental rather than the a prior: basis for morals In
his recent book Our Changing Cunlization, Randall seems to
illustrate this tendency of present-day hberal thinkers who
strive to be empirical and experimental while at the same
time they continue to search for some non-experimental sanc-
tion for the moral life of man. As there 1s danger that a
short quotation considered apart from its wider context may
not do justice to the writer a rather long selection is here-
with given:

“This is the critical, experimental spint that science itsclf em-
ploys. It accepts the best hypothesis to test, not the easiest. It
employs the most rigorous standards of verification, not the lax-
est. It seeks out that principle which will orgamize the richest
body of facts, not the most meager and stmple And 1n 1ts formu-
lations it constantly embodies new truth

“Yet even a rightly understood experimental attitude 1s not
enough on which to build our supreme loyalties All human liv-
ing rests ultimately on some faith,—the faith that certain things
are of transcendent importance. Such final values cannot be
touched by scientific verification They are exempt from experi-
ment. The scientist himself has such a faith,—the faith in sci-



EXPERIENCE AND HYPOTHESES 1341

ence. His ultimate conviction the laboratory can neither prove
nor disprove, for 1t is the faith 1n laboratory proof itself. Such
supreme allegiances can find no other verification than that men
do and will live by them.

“It 15 these final goods that are enshrined in a great moral tradi-
tion. They are handed on from generation to generation, for they
do not grow spontaneously 1n every childish heart. It has taken
centuries for civilization to attain their ethical wisdom. Those
who can contribute to it are rare, far rarer than scientists or
artists, so rare that men have looked on them as divine and on
their messages as revelation. When such prophets arise, they do
not beseech men to listen, offering signs and tests that they bring
truth They speak with authority, and some few follow in their
tram Slowly their insight wins 1ts way among their people,
knowing no other test than that men cannot deny.

“Our own moral heritage has been rich in such ethical
genmuses  The Hebrew prophets thundered, ‘Thou shalt not
violate thy brother’s soul, and something in their fierce zeal
won the entire Mediterranean world The man of Nazareth
added, ‘Thou shalt love thy neighbor as thyself, and even
Christians have never been able entirely to forget. The revolu-
tiomists of the 18th century set forth, ‘All men are created equal,’
and for all our despair and bravado, for all our little theories
and our hitter experience, we know that somehow 1t 1s true
These convictions are not the fruits of experiment, they are its
prenuses. They are touchstones by which we ultimately judge.” 14

Before proceeding to the discussion of the more central
issue of the nature of general principles raised by this quota-
tion, some attention should be given the brief that it makes
for the a prionr. For example it is asserted that “final values
can not be touched by scientific verification. They are exempt
from experiment. The scientist himself has such a faith,—
the faith in science.” The experimentalist does not so under-
stand the case for science. He believes that in so far as
science has a certain authority in modern life, it is because
it has earned that authority. Men have made a wide variety
of experiments in their efforts to get knowledge and truth.
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These various adventures have been subjected to many cen-
turies of testing in human experience. For a long time popu-
lar opinion was not in favor of the experimental method of
science. The methods of revelation, of intuition, of ration-
alistic dialectic were once all held in greater esteem. Why has
the prestige of experimental procedures grown greater while
the prestige of many other methods has declined? Precisely
because of the fruits which have come from the intelhigent
use of the experimental method. It has won 1ts way because
it has demonstrated 1ts power to make good 1n an expanding
number of life’s activities.

Nor does the experimentalist believe that the scientist’s
faith in laboratory method should be exempt from continuous
scrutiny. For example, statistical procedures have shown a
great variety of usefulness. Their important position 1 phys-
ical and social investigations has been earned by the results
they have achieved. On the other hand, 1t by no means fol-
lows that on purely a prior: grounds we should accept statis-
tical devices as adequate to deal with all types of problems.
Some of the bad effects in education which have followed
from this blind faith in the exclusive value of analytical and
quantitative procedures have led many who are friendly
to the “scientific movement in education” to challenge certain

/ tendencies now present in that movement. When the scientist
in education announces his faith “that everything that exists,
exists in some amount and therefore can be measured,” ex-
perimentalist philosophers are at least inclined to reserve
judgment and to evaluate critically this zeal for measure-
ment by the actual consequences 1t produces, In short, dog-
matism is not altogether foreign to science. In actual prac-
tice both the claims and the techniques of individual scientists
do need constant critical attention.
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It is also stated in the above quotation that prophets do
not offer “signs and tests that they bring truth.” It may
be the privilege of the prophet to proclaim his vision without
regard for the consequences which his policies, if acted upon,
would produce. But surely those who elect to follow a
prophet will inescapably suffer or enjoy those consequences.
They will, therefore, do well to evaluate the probabilities in
the situation before committing themselves to a line of action
with regard to it, no matter how strongly that line of action
may be recommended by some eminent prophet. False
prophets as well as true prophets speak with assurance. Those
whose names have endured in the memory of the race have
been on the whole those whose teachings have led to conse-
quences which have verified their insights.

But to come to the main 1ssue. What about general prin-
ciples? What is their nature and function? Are ethical prin-
ciples “the fruits of experiment,” or are they “its premises”?
Are they the “touchstones by which we ultimately judge,”
or do they also grow, and change, and get reconstructed in
the process of being used? * Consider, for example, the con-
viction of the Hebrew prophets quoted by Randall, “Thou
shalt not violate thy brother’s soul ” The critical study of the
ethical experiences of the Hebrew people seems to indicate
that this principle was not immaculately conceived in the
mind of some individual prophet. There was a long cultural
experience back of it. Moreover, the national and racial re-
strictions which the earlier ethical insight of the Hebrew
prophets placed upon that principle now have been largely

* In fairness to Randall’s position it should be said that at other
places he seems to be in accord with the view here taken of the
nature and function of principles. It 1s the apparent desire to intro-

duce a transcendental factor in a philosophy otherwise empirical and
experimental which 1s under examination.
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removed. Ethical theory has grown until the soul of the
alien is considered to have rights just as inviolate as the soul
of one’s fellow-national. A new content has also been put
into the meaning of the term “violate thy brother’s soul”
It would have scarcely occurred to one of the earlier prophets
to question his solemn right and duty to persuade all others
to believe as he believed. His missionary zeal would not have
been tempered as 1s that of many a present-day missionary
with the conviction that there are things to be learned from
the “heathen” as well as some things to be shared with them
It would have been difficult for an Old Testament prophet to
believe that to impose his faith on another might be to “vio-
late his soul.”

But let us consider the question more broadly. The ex-
perimentalist believes that all our decisions should relate
to determinate situations. He recognizes that there is much
of continuity between these situations. A thing learned n
one situation can be abstracted and used in another. Were
this not so, we could not get far in the development of in-
tellectual or ethical procedures. We can profit both by our
own experiences and by those of others Man has achieved a
fund of knowledge and general principles that greatly aid
him in controlling the course of subsequent experience. All
of this is fully recognized by the experimentalist. It is of the
essence of his educational ideas. But he also insists on the
ongoing character of experience. Conditions do change. One
situation 1s not just a repetition of an earlier one We do not
measure concrete situations by these abstracted general prin-
ciples. On the contrary, we use these principles as tools to
help us explore the difficulties and the possibilities of the
particular situations which now confront us. If tradition,
habit, rules were sufficient, we would not have a “situation”
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on our hands. A “situation” is something that needs atten-
tion. It needs attention because old ways of responding to
it are in conflict. Values are at stake. Our problem is how to
act in the light of conflicting goods. Such conflicts do occur.
This fact of conflict between rival goods seems often to be
ignored by ethical theorists who demand a complete hierarchy
of values arranged in a final system. Every ethical decision
is a concrete decision. We do not have to solve problems in
general, we have to find a way of dealing with individualized
situations which now are ambiguous i meaming. Our ethical
task is to create a way of dealing with such novel situations
that will most adequately care for all of the interests in con-
flict§The past operates through old habits and principles that
should help us discover just what this situation is with which
we now have to do. Ideas, hypotheses, are evolved out of the
interaction of the old with the new They are not tested by
their agreement with the habits and standards of the past.
Nor are they tested by what we “feel” we “know” on a
priori grounds to be true. When the contents of the a priori
are turned inside out, they are apt to be found to be the
things that habit, traimming, and repeated response have made
familiar. Now the old and farmliar has its rightful prestige,
but 1t lands us in endless difficulty 1{ we use it to coerce and
constrain our ongoing experience

In sum, for the experimentalist all ideas are hypotheses.
They are possible ways of responding to the problematic as
such. The test of hypotheses 1s their adequacy to resolve
the confusion and amguty of the situation now in conflict.
In other words, the ultimate test of all ideas, principles, and
ethical intuitions is in their ability to make good.\They are
judged by the concrete, public consequences to which they
lead. This brings us to the central problem of this chapter;

€
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how adequate are hypotheses and an attitude of tentativeness
to meet the complete demands of individual and collective
experience ?

5. The Case for Hypotheses

Many of the same considerations which lead the experi-
mentalist to reject immediate acquaintance as a sufficient
~ground for reliable knowledge, also lead him to oppose all
absolutes, final ends, and fixed principles. He believes the
ongoing nature of experience is such that it precludes such
finahty as these presuppose.|AAs we have already noted, the
experimentalist sees nature as a moving complex scene of in-
dividualized, qualitative events. Each event is linked up with
other events in a variety of ways, but it has its own distinc-
tive pattern: Continuity and discreteness are both characters
of existence.\Existence is not all of one piece—it 15 an affair
of affairs. Our experience is in, and of, this world of qualta-
tive particulars. Hence our problems relate to specific, con-
crete life-situations.

Morecover, for any thing to exist at all, it must be in
process, in change. Man is changing, and the situations with
which he has to deal are also changing. The rate of change
is by no means even.\Some events are fleeting and evanes-
cent ; others are relatively permanent and stable. Our world
is not a world of sheer chaos, it is characterized by structure
as well as process. In fact, some sort of structure is essen-
tial to process. But these are relative terms, and what from
one perspective may be taken as stable structure, may, from
another point of view, be just as truly seen as process.

“Thus if an engineer were studying Niagara as a water-power,
he would count the banks and bed as structure and conditions.
But if he were asking whether the falls will not in time cease,
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banks and bed become movements and he studies them accord-
ingly as results of other things as conditions. In like manner
1f we are studying curiosity we take eye and ear and fingers as
structure and conditions of expression, but at another time we
may ask how eye or ear or fingers were developed during the
long ages and these then become movements and processes
and are studied accordingly.” 18

In the field of the physical sciences the immutable has
been banished. The whole physical world is seen to be in
process. Conceptions of fixed entities and unchanging sub-
stances have been replaced by notions of events and proc-
esses. The physical sciences have accepted these new con-
ceptions. They do their work with these new tools, and in
Iight of this more adequate understanding. To recognize that
all existences are events and that process and change are
universal traits has not thrown the physical sciences into
chaos. The new msights, instead of making the work of
further investigation and generalization seem futile, as some
seem to fear must follow if the universality of change be
admitted, have had exactly the opposite effect. These more
adequate tools of understanding have opened all sorts of new
possibilities for study and investigation in the natural
sciences.

As we have already seen, the experimentalist believes that
the same principle of change and process also characterizes
our social lifeNIf anything the factor of chgnge is, for our
purposes, more significant in the social field. Institutions, cus-
toms, and moral conventions are structural parts of our
social order. But these structures must change as conditions
change if social disorders are not to occur.'In the dynamic
civilization created by our scientific technology, the need for
a much greater degree of flexibility in these social structures
than has prevailed hitherto is imperative if we are not to
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suffer disastrous consequences.| Intelligent direction must
be given to this continuous process of social reconstruction.
As a preliminary to this undertaking, the experimentalist
urges that we abandon all ideas of fixity in the social and
moral field just as they have been abandoned in the physical
field. Instead of seeing social institutions such as the family,
the existing economic order, and our present religious soct-
eties as final forms, he asks us to view them as experiments
in caring for certain phases of our social experience. As this
social experience changes, these social forms should also be
changed whenever they cramp human development.

, The same dynamic logic also applies to our moral idcals.
These ideals have also grown out of experience, and are
to be tested by their contributions to a changing experience
Instead of regarding them as final, absolute rules, we are to
understand them as working hvpotheses. Now hypotheses are
tested and reconstructed in their working. Things that have
worked well over long periods may not continue to work so
well once relevant conditions have changed. We forget, or
disregard, this fact of change at our peril. If we recognize
the changing, ongoing character of experience, we must also
be willing to substitute flexible working hypotheses for fixed
moral dogmas.

Sometimes the experimentalist is charged with overempha-
sizing this factor of change. It 1s asserted that this insistence
on change represents an expression of preference on his part.
It is even said that his philosophy seems to be charactenized
by a complex against permanence and stability. It is not im-
probable that the amazing degree to which he finds the
element of contingency and change neglected in many cur-
rent philosophic and educational theories does tend to prompt
him to dwell more on these factors in his writing and speak-
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ing than he otherwise would. But the emphasis is given to
these traits of existence because he believes they need to be
stressed. It is not that instability is preferred to permanence,
nor uncertainty to certainty; these are stubborn factors he
finds in experience. They are so important that he believes
that any moral theory which omits them is radically deficient
and will guide us badly. The way to manage hife in an un-
certain, changing world is not to seek by some hocus-pocus
of dalectic to banish these traits from experience. It is bet-
ter to recognize them fully for whatever they are found to be,
and to shape our thinking and acting accordingly. It 1s not
an arbitrary choice that has put uncertainty and contingency
mto his philosophy. It is the precarious character of the world
as “lived, suffered and enjoyed” that is responsible. Finding
these factors in his world, the experimentalist believes that an
empirical philosophy must take account of them. For the ex-
perimentalist, one obvious corollary is that trust should be
placed in experimental procedures rather than in following
fixed rules and absolute principles.

6. How Adequate Are Hypotheses?

But is the experimentalist completely consistent at this
pomt? How far does he go in his tentativeness? We have
already seen enough of his philosophy to find that it seems
to possess many positive convictions. Apparently for the ex-
perimentahist the open mind does not denote the empty mind.
What, then, 1s the relation of convictions to hypotheses?
For example, the experimentalist believes profoundly m the
ability of experience to develop its own regulative standards.
Is that an hypothesis or an absolute conviction? He seems
also to believe in the principle of democracy, or respect for



120 EDUCATION AND EXPERIMENTALISM

personality, of treating individuals as ends. How tentative
is his belief in this democratic principle? These are important
questions, and we have a right to expect an unequivocal an-
swer from the experimentalist.

Apparently if we go back far enough, we do encounter at
least one “absolute” in the philosophy of experimentalism.
That “absolute” is the conviction that it is imperative that
man should face his world with courage and hope and seek to
find solutions to his specific problems as they confront him
in experience.] Even Dewey, who more than other experi-
mentalists has opposed fixed beliefs, absolute ends, unchang-
ing hierarchies of values, seems to recognize that there is
something final about the attitude and disposition with which
man should approach experience. He condemns as mere com-
pensations and perversions all flights from the responsible
task of seeking to understand and to control the events,
natural and social, in which our lives are implicated. In the
closing chapter of The Quest for Certainty he says that we
can dispense with all fixed beliefs about values, “save the
one value of the worth of discovering the possibilities of the
actual and striving to realize them.” *®

To the experimentahist this does not appear to be the
arbitrary selection of some preferred value, but rather a
recognition of the inherent nature of life itself. He affirms
that all normal human life does seek to participate intelli-
gently in the movement of events. Life is caught up in these
constant changes which surround it; its only hope of partici-
pating in them so as to secure a differential gain is by the
exercise of intelligent foresight and control. Physical ill
health and the enervating influence of beliefs about the
futility of all existence and man’s share in it may produce
pathological individuals who do not exhibit this active in-
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terest in the movement of events, but generally speaking
it is the normal reaction to life. The life process itself makes
this basic affirmation. Organically man is so constructed that
he inevitably engages in activity. In any case, as far as the
philosophy of experimentalism_is concerned, it is difficult
“to make sense out of its teachings without recognizing t
fundamental character of its faith in intelligent effort) This
“sense of the possibilities of existence” and the “devotion
to the cause of these possibilities” may even be said to be
the rehigious attitude of experimentalism.

Faith 1n the value of the experimental method would seem
to be on a somewhat different level. As we have already
pomnted out, experimental procedures have won their way
because of repeated demonstrations of their ability to make
good Moreover, experimental method is not a finality. It is
rather an art in conducting investigations. Its techniques
vary greatly with different subject-matters. Its procedures
are constantly being modified and improved in the hght of
growing experience. In a genuine sense the method of ob-
servation, of experiment, of forming hypotheses, of sub-
mutting results to public inspection, of revising theories in the
light of consequences and criticism, of being willing to act
on the basis of working hypotheses may be said to be
mherent in the activity of “creative intellhgence.” For the ex-
permmentalist this method seems to be the only adequate one
to follow. None of the alternatives 1s a serious rival. Never-
theless, he recognizes that his proposal that experimental
method be employed in the social and moral field as it has
been in the field of the natural sciences is in the nature of an
experiment, as the following quotation indicates:

“It is, once more, a hypothesis rather than a settled fact that
extension and transfer of experimental method is generally pos-
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sible But like other hypotheses it 1s to be tried in action, and
the future history of mankind is at stake in the trial.” 17

It would seem that the devotion of the experimentalist to
the democratic principle is on the same general level as is
his faith 1n experimental method. Democracy is not a cult;
it is a principle It contributes a sense of direction, it affords
an indispensable orientation to the social situation, but it is
not a fixed goal. It is accepted as an hypothesis. As is the
case with all hypotheses, 1ts significance is discovered and
tested as it 1s employed. It takes on new meanings as con-
ditions change. New ends develop as experience moves for-
ward. The individualistic democracy of the pioneer on the
frontier is ill adapted to cope effectively with the large-
scale problems of a corporate age. As a result, the simple
demand that each adult be given a vote changes to a demand
for a socialized control of our economic processes. Without
a greater degree of economic and industral democracy, politi-
cal democracy is seen to be insecure and woefully inadequate
Without social planning and effective communication of
specialized expert knowledge, it is also seen that although a
certain legal power be in the hands of the people, there is no
guarantee that that power will be so used as to be socially
advantageous. In short, a varicty of complex social problems
such as we now face cannot be solved by any automatic
application of what we now know the democratic principle
to imply. Specific solutions will have to be experimentally
discovered for each of these difficulties. The principle of
democracy 1s an important tool of discovery, but a tool 1s
something to be used, and improved as it is used.

But after all pf these qualifications are admitted, the fact
remains that™the devotion of the experimentalist to the
democratic idea is a faith. It is an hypothesis, but one in which
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the attitudes and activities of men help create the facts by
~which its adequacy is to be tested.\By acting on this hy-
pothesis we may create the facts which make it true. If we
do not have faith to inspire effort in the general direction
of democracy, we may make false that which otherwise might
have been made true.

Once again,“éwever, it is not a blind faithd Other ex-
periments in the management of government, of industry,
and of our general social life have been tried and are still
being tried The democratic hypothesis has achieved a suf-
fictent venfication to justify abundantly the confidence the
experimentalist has that it points in the direction of social
advance But it is also obvious that its adequate verification
will be a matter of centuries and not decades. What, then,
becomes of the character of an hypothesis on which men
base their activities, but which will never be verified in any
decisive manner in the lifetime of the present generation?

Here wskd some divergence in the attitudes of experi-
mentalists¥All adnut that experimentalism gives ample place
for far-reaching directive hypotheses. Its emphasis on the
uniqueness of the concrete situation does not mmply that
genceral princples do not have their important guiding func-
tion. Some of the experimentalists would agree with Dewey
that faith in cxperimental method and the democratic prin-
ciple of respect for personality are “working hypotheses.”
Others would say that they have such a fundamental place
in the thought and conduct of the experimentalist that they
are of the nature of “practical absolutes” By practical ab-
solute i1s meant a belief so verified in experience that its
hypothetical character is no longer of sufficient significance
to require practical attention. Which of these two positions
is most consistent with the theory and the practice of the
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experimentalist will be for the reader to decide. The important
thing for us to remember is that all experimentalists agree
that:

“When we take the instance of scientific experience in its
own field, we find that experience when 1t 1s experimental does
not sigmfy the absence of large and far-reaching 1deas and pur-
poses. It is dependent upon them at every point. But it generates
them within its own procedures and tests them by its own opera-
tions.” 18

“There is no limit set to the scope and depth of hypotheses
There are those of short and technical range and there are those
as wide as experience.” 1?

The bearing of this on education is of crucial significance.
The failure to give adequate recognition to the importance
of these basic personal attitudes and the necessity for ““far-
reaching social ideas and purposes” is a weakness in much
that is called “progressive” education to-day. Possibly the
experimentalist in his constant emphasis on tentativeness
and in his sweeping opposition to all finality shares some
responsibility for this situation.

7. Does Growth Define Itself?

Philosophic principles may be tested in the laboratory of
education. As has been stated, the difference they make for
education is an excellent measure of their true significance.
From the standpoint of their bearing on education, let us
examine some of the conceptions of experimentalism which
have been outlined in the previous sections of this chapter.
What is signified for education if existence is viewed as a
dynamic affair of qualitatively unique events? What are the
implications for education in the conclusion of the experi-
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mentalist that changing, specific situations are the measure
of the adequacy of our concepts and general principles rather
than the reverse? If all of our generalizations from previous
experience are of the nature of hypotheses what does this
denote for educational theory and practice? In sum, what
does it mean to educate on the basis of the belief of the
experimentalist that the ongoing character of experience is
such that all finality of belief is excluded?

The experimentalists have given their own answers to
these questions. It would probably be widely admitted that
these answers of the experimentahsts taken collectively form
the most important contribution to educational philosophy and
method of our generation Here we are concerned to consider
only one central theme n the educational principles of the
experimentalists. It may be summarized somewhat as follows:

We live in a dynamic, changing world Contingency and
uncertainty are ultimate traits of all existence both natural
and social. As conditions change, problems change. We cannot
with certainty predict what the future will be. Since we face
an unknown future, any conception of education that con-
cerves it to be primanly a process by which we hand on al-
ready known solutions to existing problems 1s seriously de-
ficient No greater disservice can be done the young than
to fix in them mechamcal habits of response and rigid mental
and moral outlooks which cannot be changed when occasion
requires. From the standpoint of the experimentalist thus to
fix habits of conduct and behef so that they cannot be in-
telligently reviewed and altered in hight of changing situa-
tions is to ‘“indoctrinate” rather than to “educate "} It is
indeed true that adult experience must be shared, but if it
is so shared that the child does not intelligently understand
and participate in the process as an autonomous individual,



126 EDUCATION AND EXPERIMENTALISM

he is not being educated as a human being; he is being
trained as an animal.

In contrast to the conception of education as the trans-
mission of fixed economic, political, moral, and religious
beliefs, and in opposition to the view of education as the
building of habits which so establish certain modes of be-
havior that these behavior patterns come to possess the m-
dividual and dominate all later experience, the experimentalist
sets his ideal of education as “the continuous reconstruction
of experience.” (This reconstruction of experience is to be so
managed during childhood that the individual child wall find
his experience ever expanding in meanings which he appre-
hends. It is also to be so managed that the child constantly
grows in ability to control the course of his experience
because his responses are made with intelligent understanding
of what he is about The aim is not primarily to tell him
what to do or what to think, but so to equp him that he can
creatively manage his own doing and thinking )It 15 believed
that if this is achieved, the individual will be in the way
of dealing successfully with changing conditions, because
all along his actual experience has given him confidence n
his own ability to find solutions to his problems as they
occur. From the beginning he has had experience in setting
up plans in the face of concrete difficulties, and 1 creatively
devising means in the light of actual possibilities to carry out
those plans.

For a world of process and change, the experimentalist
would have education also conceived as a dynamic process.
Education becomes the process of active experiencing. It is
the process by which the individual continually revises his
experience through the knowledge he gains out of his own
“doings and undergoings” and the intelligent connections he
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makes between his acts and the consequences that flow from
these acts. Education is thus defined as growth.\It is not
something that is subordinate to fixed external ends; it is
its own end.

“Since in reality there is nothing to which growth is relative
save more growth, there is nothing to which education is sub-
ordinate save more education

“Since growth is the characteristic of life, education is all
one with growing, 1t has no end beyond 1tself. The criterion of
the value of school education 1s the extent in which it creates a
desire for continued growth and supplies means for making the
desire effective 1 fact ” 20

The positive contributions of such a theory of education
are at once apparent. They become all the more significant
when onc recalls the abstract subject-matter and formal
method which for so long dominated the schools. A few of the
contributions of this view may be briefly summarized:

(1) In the first place, the conception of “education as
1its own end” has contributed a powerful weapon to the educa-
tor who finds 1t necessary to oppose agencies of one sort
and another which, because of mnstitutional nterest or preju-
dice, want child life manipulated for external ends. The
principle of the experimentalist that “education i1s its own
end” has made 1t much more difficult to view children as
so much raw material to be molded to serve the purposes
of industry, the state, the church, or any other institution.
On the positive side, it has asserted that children are per-
sons, and are to be given the respect in both school and home
which is accorded to persons.

(2) The emphasis on the growth of the individual child
also has tended to promote respect for the individuality of
each child. |The significance of individual differences for
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education is given philosophic reinforcement by this concep-
tion. A uniform, rigid curriculum cannot be easily reconciled
with a conception that makes the growth of each individual
child with his unique limitations, interests, and capacities
the ultimate aim of all education.

(3) Freedom, Initiative, and activity for children in the
school-rooms are all promoted by this conception of growth
as continuous learning from the active process of experienc-
ing \The view of education as the process by which the
benevolent teacher pours into reluctant munds all sorts of
cut-and-dried subject-matter 1s compelled to give way to
a program of purposeful activitics by, of, and for children
Education comes to be thought of less as something that the
teacher 1s to do, and much more 1n terms of what children are
to do. There is still large scope for teacher activity and
guidance, but under this 1deal 1t 1s directed to the enrichment
of the activities of children rather than scrving as a substitute
for such activities The infallibility and arbitrary authority of
the teacher disappear. “The ‘teacher’ also becomes a learner
and the ‘learner’ also becomes a teacher ”

(4) Mechanical drill and compulsory “learning” of studies
with little or no present meaning for the child are replaced
by the intelligent, whole-hearted participation of children 1n
activities that have a vital grip in present interests and pur-
poses. Education as preparation for a remote future is sup-
planted by an education which emphasizes rich and vital living
now.'As a rule, important habits and skills are acquired as
needed 1n meeting the varied situations of a growing lhfe.

(5) Education is seen to be continuous with life Histori-
cally it Degan long before schools were organized; it still
begins for each child before he epters school. It does not
end when school-days are over. It"1s an unending process of
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experience and growth The aim of specially organized schools
15 to facilitate this process for a period of highly influential
years in the development of each persony To achieve this
aim the activity of the school must be in vital contact with
the wider activities of the community of which it is a part.

LEven this brief review of some of the reforms in educa-
tion which the experimentalists’ conception of “education as 1ts
own end” has helped to accomplish shows that these reforms
are of fundamental significance A conception which has been
thus frustful in the educational world should not be lightly
cnticized In the opmion of the writer, however, it needs
criticism This princple as formulated, and certainly as fre-
quently mterpreted, seems to be a somewhat ambiguous doc-
trine While it has served powerfully in the attack on wrong
methods and emphases 1in education, 1t has also revealed limi-
tations when 1t 1s used to serve as an organizing principle
for the new education. It 1s possible that the ambigwty of
this principle is responsible in part for certain undesirable
tendencies m “progressive” schools to-day.
./ Is growth something that defines itself ? Is it the inevitable
by-product of free activity on the part of children? Ap-
parently the expermmentalist does not so believe, because he
aggressively attacks the notion of education as a process of
“natural” unfolding from within.\lle believes the original
impulses are too vague and chaotic to provide for their own
effectrve development:The experimentalist even asserts that
“all that is human has to be learned.” [He believes in child
activity, but in activity under guidance, and activity that
progressively develops in a controlled environment.

Now if education mvolves adult guidance, then that guid-
ance must be of a concrete sort. No one more than the ex-
perimentalist has stressed the fact that all behaviors, all
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choices are specific in character. We do not behave in general,
we do not face problems in general. Conduct is always an
affair of particulars. If this be true, we cannot give guidance
in general. Concrete choices are inevitably present in the
process of guiding children. Make as much place as possible
for pupil initiative and purposeful activity ; also give genuine
conscientious adherence to the principle that education is a
sharing of experience ; emphasize as we will the fact that the
teacher learns from her pupils just as truly as they learn from
her, and that the teacher must be willing to criticize and to
modify old views in the light of the responses of children
to them ; even place education on a basis of mutuality between
children and adults, and yet to do all of this does not relieve
the adult teacher from a certain responsibility for final out-
comes. Judgments must be made. Decisions, evaluations are
constantly called for. The fact that these are made “on the
spot” does not make them any the less real choices This
sort of behavior is preferred to that, this type of conduct
is approved, that sort is disapproved. The teacher has work-
ing standards by which these judgments are made These
standards change and grow, but they operate all the time.
The fact of choice is inherent in all education. To paraphrase
the statement of an experimentalist framed in another con-
nection: it is not choice that invalidates the process; it is
concealed and disguised choice—choice that 1s unavowed and
cannot be critically evaluated either by the one who makes 1t
or by others because it is not admitted that the choice is
there.

~ Now if choice is inherent in all guidance, then the ex-
perimentalist as educator has his ends. Not absolute, fixed
ends, to be sure, but aims which direct the process. Educa-
tion, growth, is its own end ; but to produce a person who has
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the habits, dispositions, and insights which are essential if
he is effectively to continue his own education through the
continuous reconstruction of his experience is a fine and
difficult art. The child cannot try out for himself every con-
ceivable sort of experiment in living.\The old dilemma of
life that “you cannot eat your cake and have it too” still
operates. To develop the type of emotional and intellectual
dispositions which the experimentalist desires is surely not
a hit-or-muss affair*The educator must have a definite sense
of the direction 1n which he wants things to move.’He con-
trols and judges the educative process by constant reference
to the direction in which he thinks growth hies. If this is not
done consciously, critically, then it will be done unconsciously
and bhindly.

For example, a course of action that is rendering it in-
creasingly difficult for a child to get along with other chil-
dren will not meet with the approval of an experimentalist
He has as the ideal for each child the achievement of a
due regard for other children, and the attamnment of the
ability to work in sympathy and understanding with them.
No more will the experimentalist approve of a developing
situation 1n which children are tending to become increasingly
slovenly in their intellectual habits; a situation in which they
permut opinton and prejudice to substitute for genuine knowl-
edge of the facts; mm which wishful thinking displaces careful
observation and concrcte attention to conditions and con-
sequences of activity.

“  Finally, the experimentalist realizes that for an individual
to be an effective member of present-day society it is im-
portant that he have a genuine understanding of that society.
He must know more than mere surface conditions. He needs
an appreciation of the strong and weak points of the society

L
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in which he lives. He also needs insight into present tendencies
in that society, and knowledge of the underlying causes for
those tendencies Opposition to a hierarchy of values to be
imposed on all is important, but it should not lead to a denial
that there is a “hierarchy of problems.” In every age “there
are some issues which underlie and condition others.”

What the future will hold no one can surely foretell, but
we know enough about the probable effects of present tend-
encies to predict what some of the cruaal problems that lic
ahead are likely to be. Our education 1s less than adequate
if it does not develop mndividuals equipped with sufficient
insight into present social tendencies to enable them to frame
far-reaching purposes with regard to those tendencies No
mumbling that “education is its own end” or that we must
follow the mmtiative of children can excuse us, 1f, through
the indulgence of superficial interests of children, we fail
to lead them to a reahstic understanding of themselves and
the nature of the worldan which they live. As indicated
earlier in this chapter,‘ﬁflen the experimentalist believes that
there is something final about the attitude with which we
should seek to discover and develop the finest possibilities
of existence.

Growth is the end. We do not want to fix our creeds or
our various social “isms” in the thoughts and habits of the
child. Our immediate and ultimate aim s to produce the
individual who can manage his own experience, make his own
judgments, develop his own beliefs and ideals. fl“o do this he
must have freedom in school to mitiate and to participate
in worth-while activities of sensed present meaning We are
concerned, however, that he do this intelligently and co-
operatively. If our analysis is correct, the experimentalist
also has such ends in mind when he thinks of the task of
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education, and he believes that these aims are best achieved
under wise adult guidance. Frequently, however, he has not
made explicit that which is implicit in his own educational
program.

I am not sure that any experimentalist in education would
disagree with anything that has been said above. Unfortu-
nately the thought of the experimentalist has been frequently
so occupied with the weaknesses and injustices of a formal
dogmatic educational program that he has not always made
clear and explicit just what his own positive conceptions are.
On the whole the principle that “education is its own end”
scems to be more effective as an instrument to undermine
unsound educational procedures than to serve as a positive
ideal to point to the better way.

As was indicated earlier, a thoroughgoing experimentahist
may also cherish far-reaching purposes and ideals. Working
hypotheses are not antithetical to energizing convictions. A
society which is to manage all of its affairs, personal and
social on the basis of intelligent understanding and not on
the basis of blind adherence to custom, moral codes, or obedi-
ence to imposed commands, must be a society composed of
pcople who can creatively find their controlling ideas and
wleals 1n the ongoing process of experience itself Such a
democratic society is utterly dependent on constructive educa-
tional efforts in and out of school if 1t 1s to succeed m its
experiment More than transcendental philosophies, therefore,
experimentalism should be concerned that the schools do not
trifle with their responsibilities.
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CHAPTER VI

EDUCATION AND FREEDOM

“The pursuance of future ends and the choice of means for their
attamment are thus the mark and criterion of the presence of mental-
sty m1 2 phenomenon”

WILLIAM JAMES.

“Freedom or idividuality, in short, is not an original possession
or gift It 1s something to be achieved, to be wrought out. Suggestions
as to things which may advantageously be taken, as to skill, as to
methods of operation, are indispensable conditions of its achievement.
These by the nature of the case must come from a sympathetic and
discrimnating knowledge of what has been done in the past and
how it has been done.”

Jorn Dewey.

1. The Nature of Individuality

For the experimentalist education is something other than
the process by which an individual gains certamn items of
useful mmformation. Nor does he interpret education primarily
as the procedure by which important skills such as the ability
to read and to write are acquired. Fundamentally all educa-
tion is considered to bean the nature of a moral undertaking.
In its broad sense,‘é: experimentalist conceives, education
to be that total process by which we become individuals In-
dividuality is not something given at birth; it is an achieve-
ment. Intentional, organized education is the conscious €ffort
to guide the process by which individuality is developed.{
Whether we realize it or not, all education, particularly in
childhood, is in the nature of character education. While at
135
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no stage in life do we have to accept the self as final, fixed
beyond all possibility of further change, nevertheless there
is much truth in the following statement from Lippmann:

“Much is learned after puberty, but in childhood education 1s
more than mere learning There education 15 the growth of the
disposition, the fixing of the prejudices to which all later expe-
rience 1s cumulative In childhood men acquire the forms of thar
seeing, the prototypes of their feeling, the style of thetr char-
acter.” !

To say that individuality is an achievement is not to deny
that there is a certain uniqueness about the orgamc equip-
ment of each person. Nothing here stated 1s to be understood
as challenging the significance of native individual differ-
ences. The existence of varying individual capacities and 1n-
terests has too long been ignored in our educational pro-
cedures The experimentalist recognizes the basic importance
of individual differences, both native and acquired | Flis re-
spect for their significance has led him to oppose all educa-
tional procedures which treat children en masse, and which by
the imposition of a standardized subject-matter and a uniform
schedule of activities tend to produce a regimentation which
thwarts the development of true individuality. Neither is the
demand of the experimentalist for adequate provision for in-
dividual differences satisfied by the attempt now often made to
provide for these differences by so-called “ability groupings.”
Individuality is an affair of individuals, not of “superior” and
“inferior” classes. The experimentalist’s concern for individu-
ality is so thoroughgoing that he desires an educational ar-
rangement which gives individual consideration to each child
with his concrete limitations and possibilities In his opinion, no
other educational plan is consistent with the democratic ideal,
for this ideal “denotes faith in individuality, in uniquely dis-
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tinctive qualities in each normal human being ; faith in corre-
sponding unique modes of activity that create new ends, with
willing acceptance of the modifications of the established
order entailed by the release of individualized capacities.” 2

But such organic uniqueness as is given at birth by no
means predetermines the sort of a mature individual the
child is to become. Innumerable different adult selves are all
genune possibilities in the normal native equipment of any
child Which of these potential selves is actually to be realized
depends upon the specific educative experiences to which the
organic capacities are subjected. For example, there is noth-
ing m the organic structures that determines what language
a chuld 1s to speak. As far as the original structures are con-
cerned, any language could become the “native tongue’ of
any normal child irrespective of the race and nationality of
his parents. So also could any variety of manners and morals
become for him the “natural” way of behaving and of looking
at things As the previous discussion concerning the social
nature of the self indicated, the language, manners, and
morals of a person are fashioned by his interaction with a
particular cultural environment, and not primarily by the
structures of his original endowment.

“Social institutions, the trend of occupations, the pattern of
social arrangements, are the finally controlling influences in
shaping minds " 3

The question may be asked, how about intelligence? Is
not the intelligence of each individual fixed in the capacities
given at birth? Has not the testing movement made abun-
dantly clear that intelligence is largely, if not entirely, a
constant factor determined exclusively by inherited capaci-
ties? More detailed consideration of the bearing of the find-
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ings of the intelligence tests upon the educational program
of the experimentalist will be reserved for a later discussion
For present purposes it is sufficient to point out that to which
all would probably agree regardless of how much they may
differ in their interpretation of the findings of the tests Sup-
pose an American child with an I Q). of 175 were to be placed
in the exclusive care of a primitive tribe, under whose care
he continued to live until adulthood. Undoubtedly at adult-
hood his “effective intelhgence” would be far inferior to
that of another child with an 1.Q. of only 100 who had had
the opportunity to develop in the midst of an advanced
society. By effectiwwe intelligence is meant insight into the
behavior of persons and things, and actual ahility to guide
present activities in the light of foreseen consequences. In-
telligent behavior is behavior guided by meanings. Now mean-
ings are primarily group possessions. The individual acquires
most of his meanings through communication with the mem-
bers of his cultural group, and through participation in their
established activities. If such activities are rich in the number
and variety of meanings they incorporate, the individual with
an average capacity to learn will 1n time probably achieve
a valuable equipment of meanings by sharing in the activities
of his group. On the other hand, 1f the activities of one’s
group afford meager “weighted stimuli,” the individual nur-
tured on these meager stimuli will achieve a meager mind no
matter how excellent his native endowments may be. In sum,
even effective individual intelligence is achieved through the
getting and giving of experience which 1s education, and it
is not something given at birth.

The above analysis, however, is over-simplified. To be an
individual in any significant sense means to possess the capac-
ity for intelligent self-determination. Society in a general
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way recognizes this to be true, for it does not hold children,
idiots, and the insane legally responsible for their actions.
This is equivalent to recognizing that without the capacity
for intelligent self-direction the essential condition for in-
dividual responsibility is not present. A clan system of society
gives similar recognition to this principle, because in such
a soctety, the family, and not the individual, is the legally
responsible unit. There is a certain justice in thus holding the
family as a whole responsible, inasmuch as the actual unit
of directive control is not the individual, but the family.
Plato aptly defined a slave as one who 1s compelled to
take his purposes from others. In short, while individuality
includes more than capacity for self-direction, one who is
without that capacity does not qualify as an individual in
any complete sense. It is certan that the experimentalist is
not willing to adopt any lesser standard. The degree of
capacity for effective self-direction might be said to be his
basic criterion for measuring the quality of individuality
a person has achieved.

Now it is entirely possible for a person with more than
average native capacity to grow up in a society in a most
advanced state of culture and yet not realize a high degree
of individuality in the sense herein described. In the first
place, there is the fact of early emotional conditioning. Leav-
ing aside certain extreme theortes of the psychoanalytical
school of psychology, there is sufficient clinical evidence to
warrant the conclusion that childhood conditioning does often
result in emotional fixations which are so enduring as practi-
cally to confiscate the individuality of the person who is
controlled by them. Again, there are those who believe that
present-day complex society with its immense weight of ac-
cumulated knowledge, with its relatively standardized ways of
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thinking and living, and with its powerful and subtle ways
of controlling private opinion through advertising and propa-
ganda, gives the average person little latitude to achieve any
conduct which can be truly said to be his own. More specifi-
cally, some believe that present tendencies in our machine
civilization make for a regimentation of life that carries a
most ominous threat to the individual. In our interdependent
complex modern world 1t becomes extremely difficult for an
individual to achieve significant control over his own ex-
perience. Some are even doubtful whether any kind of educa-
tion can equip an individual for creative self-expression under
modern conditions.\ At times probably the most hopeful
share something of the mood of Randolph Bourne when
he wrote:

“The most important fact we can realize about society is that
to every one of us that comes into the world it 1s something given,
irreducible We are as little responstble for 1t as we are for our
own birth. . . . We all enter as individuals into an orgamzed
herd-whole 1n which we are as significant as a drop of water
in the ocean, and against which we can about as much prevail
Whether we shall act in the interests of ourselves or of society
13, therefore, an entirely academic question For entering as
we do a society which 1s all prepared for us, so toughly grounded
and immalleable that even if we came equipped with weapons
to assail 1t and make good some individual preference, we could
not in our puny strength achieve anything against it. But we
come entirely helpless.” 4

Of course Bourne’s picture of the relation of the individual
to modern society is partial and one-sided. It is wholly due
to the fact that we are born into an organized society with
its functioning institutions and its funded learnings that we
do not live as primitive men fighting with other animals for
a sheer existence. Bourne’s view needs to be balanced by
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what others consider to be an extreme statement of the op-
posite side of the picture:

“When the patterns that form individuality of thought and
desire are in line with actuating social forces, that individuahty
will be released for creative effort. Originality and uniqueness
are not opposed to social nurture; they are saved by it from
eccentricity and escape. The positive and constructive energy of
individuals, as mamfested in the remaking and redirection of
social forces and conditions, 1s itself a social necessity.” &

It is possible, however, to conceive of education so ab-
sorbed 1n the task of transmutting already acquired knowl-
edge, so centered in developing habits and attitudes of loyal
obedience to our existing standards and institutions; and so
devoted to implanting established moral and religious beliefs
in the minds of children, that it would fail utterly to produce
the capacity for individual mnitiative and independent thinking.
As a matter of fact, 1t 1s because so much of education has
been precisely this process of tramning and mdoctrination that
the experimentalist has thought 1t necessary to fashion a
radically different theory of the basic function of education.
The following statement from T. V. Smuth’s recent book
The Philosoplic Way of Life frankly states what many
expermientalists believe has been the chief interest of tradi-
tional education.

“Historically education has not been concerned primarily with
thinking It has been an instrument to prevent thinking. Think-
ing breaks new ground The breaking of new ground endangers
old structures Institutions that get firmly established, classes
that get strategically placed, unite mn agreeing to minmimize
change and in monopolizing the fruits of what goes on irrevo-
cably. Education easily becomes under such circumstances an in-
doctrination of each generation to respect the order which they
find pre-existent. To induct one into the culture created for him,
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to generate in him respect for it and for its agents, to reconcile
him to his lot in life, and to foreswear him to loyalty for the
rights of others, as pre-established as his own lot—this 1s the
story of traditional education.” ¢

Opposed to this theory of education as mere transmission
and habituation, the experimentalist advances his theory of
education for the development of individuality. His concern
is to see intentional education so managed that it increases
rather than decreases individual freedom. Notwithstanding
his full realization of the forces that are hostile to the de-
velopment of individuality in present society, he believes that
a reconstructed educational program is a hopeful means to
the above end. No other principle 1n his philosophy of educa-
tion has been as subject to persistent attack as has been his
radical emphasis on freedom as both process and end 1n
education. It is also fair to say that probably at no other
point has he been more seriously misunderstood by both the
critics and the friends of his educational ideas. That dis-
cussion should have centered around this phase of his program
is as it should be, for it is primary in his whole educational
outlook It is not so fortunate, however, that much of the
discussion should have been highly controversial in character,
and often apparently based on a will to misunderstand what
the experimentalist really is concerned about under the name
of freedom. The subject is difficult enough at best without
having it complicated by imputation to the experimentalist
of extreme libertarian views which no responsible person
would think of advocating.

Perhaps the experimentalist is not entirely without fault
in this matter. He is quite right in showing that much of
traditional education has been largely occupted with efforts
to fix certain beliefs and habits in the life of the child. The
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schools of Communistic Russia and of Fascist Italy{ and the
sectarian schools in our own country are only samples of
many contemporary efforts thus to utilize organized educa-
tion for ulterior purposes. Again, the experimentalist has
rendered an important service in reinterpreting the ideal of
respect for personality so as to broaden it to include respect
for the present capacities, interests, and experiences of the
child An education interested in freedom must use these
actual interests of the child as the starting point. Further-
more, his insistence that the best preparation for the future
is the most meaningful experiencing in the present is also a
contribution of the first rank to educational thought.

On the other hand, the experimentalist has found 1t difficult
to believe that some of those who differ in judgment about the
educational methods to be used in the development of indi-
viduality and effective freedom are, nevertheless, as much
concerned as he is that these values be attained as the final
outcomes of the educative process Possibly he has been too
prone to assume that those who oppose certain methods of
educating for freedom must be mnspired by a desire to manipu-
late the lives of children for selfish private purposes of their
own That frequently such motives operate cannot be doubted,
but this is not always the casc To-day many parents and
teachers who genumnely desire only the richest development
for their cluldren are seriously troubled by what they under-
stand the proposals of the experimentalist to 1mply for edu-
cational practice. Some of them have experimented faithfully
with what they have assumed were the recommended pro-
cedures of the experimentalist, and they are doubtful about
the outcomes Recently eminent experimentalists have shown
concern about present tendencies in schools supposedly
organized on their principles. Probably no one was more
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astonished than the progressive school teacher to read the
following criticism in a recent article of Dewey’s:

‘In some progressive schools the fear of adult imposition has
become a veritable phobia. ... Schools farthest to the left
(and there are many parents who share the fallacy) carry the
thing they call freedom nearly to the point of anarchy ”?

Apparently there is considerable confusion as to just what
the principle of freedom really denotes for educational pro-
cedure. As a preliminary to the further discussion of the
educational implications of the experimentalist’s conception
of freedom, an attempt will be made to summarize what
he considers to be the nature and function of freedom in
human experience. To gain an adequate approach to this
question, 1t 1s necessary to deal with certain general ques-
tions in the field of psychology and philosophy. Since free-
dom and individuality seem to be inherently connected,
possibly a better understanding of what the experimentalist
considers a person to be, as well as an understanding of the
process by which he believes a person becomes a free indi-
vidual, will throw light on present educational difficulties.

2. An Old Controversy

From the beginning of philosophic thought {reedom has
been a central problem in philosophy. For a long time all
discussion of the problem seemed to end in an impasse One
was apparently forced to make a choice between two equally
undesirable possibilities. On the one hand were to be found
the advocates of freedom who identified 1t with freedom of
the will. 1t was held that if choice is real, and not a mere
fiction, then of necessity it must be equally possible for a
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person faced with any choice-situation freely to select any
one of a number of lines of action. It was argued that previ-
ous training and experience do not determine our specific
choices Choice is an act of a “will” essentially undetermined
by habits and preferences which have developed out of earher
experiences. A {ree act represents a motive-less choice.
Motive-less choice is choice not dictated by inherited impulse
or acquired habit It was maintained that the existence of
such motive-less choice is essential if individual responsibility
is not to disappear If 1t is just to hold a person responsible
for his acts, then 1t must always be genuinely open for him to
choose to act in any one of a variety of ways. If there be not
such open possibilities, if one’s acts are determined by his
character, and if his character is the product of the twin
forces heredity and environment, 1t would follow that free-
dom of choice is an illusion. Without free choice no rational
basis 1s left for personal responsibility.

On the other side were found the determinists who were
ever ready to point to fatal weaknesses in the argument of
the “free-will” adherents. What 1s rational, or just, they
asked, about holding a particular individual responsible for
his acts if these acts are not the expression of his own con-
crete character? 1f choices do not proceed from the indi-
vidual’s habits, desires, and purposes, but are rather to be
attributed to a mysterious power called “will” which lies
back of his behavior and which arbitrarily determines how
he shall choose to act in utter independence of the actual
character and desires of the person, why, then, should we
hold this particular person responsible? If choice does not
have some more responsible connection with “the actual
make-up of disposition and character” than this theory allows,
it is indeed true that all ground is cut out from under per-
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sonal responsibility. Furthermore, this theory of an arbi-
trary “free-will” flies in the face of all experience. If we
know anything, we know that habits and attitudes are formed
out of experience, and that they do determine later conduct.
If this were not so, both home and school training would be
futile. The underlying premise of all educational effort is
that character can be formed, and that such acquired prefer-
ences, tastes, and underlymg dispositions do actually control
the concrete choices each individual makes

However, the “free-will” advocates were not without a
disconcerting rejoinder They asked the determimsts to tell
in what respects a man differed irom a stone or a tree if all
of his actions were fixed by his nature, original and acquired ?
They asserted that we know man’s behavior is different from
that of such impersonal objects precisely because 1t 1s marked
by freedom and responsibility. Hence, they said, the position
of the determinist, however superficially plausible, is actually
untenable. It was maintained that this view also contradicts
the findings of everyday experience. The fact that in dealing
with others we treat them as free mdividuals, that we praise
and blame, reward and punish them for their conduct shows
that common sense rejects the assumptions of the determinists.

As a matter of fact, each side was better able to pick flaws
in the position of the other than it was able to develop an
adequate philosophy of freedom. Most people soon wearied
of the whole argument and were inchned to dismiss it as a
metaphysical subtlety. This is always a convenient way to
dispose of a problem that obstinately resists efforts to resolve
it. Common sense recognized that character formation was
a fact. Education was held to be both necessary and desirable.
It was also held to be obvious that all normal people are free,
at least sufficiently free to be responsible for their acts. To
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be sure, it was not exactly clear how these two attitudes were
to be theoretically reconciled. They were justified, however,
by the practical requirements of the situation. Now such an
unresolved dualism in thought is likely to have some un-
desirable practical effects. Apparently this dualism in our
thinking about freedom and determinism has not been with-
out such evil consequences. It has been accompanied, for
example, by an unintelligent use of praise and blame that
often has produced most unhappy results. It has tended to
justify an irresponsible treatment of criminals and delinquents
which has long been an open scandal. Most serious of all have
been 1ts effects in education. Our practice in home and school
has too frequently alternated between arbitrary disciplinary
procedures, on the one hand, and sentimental indulgence, on
the other. And this because we have not better understood
the nature of freedom, and the significance of choice, and
the defensible function of praise and blame and of a sense
of responsibility in human conduct.

3. A New Approach to an Old Problem

There are those who count the contribution of the philoso-
phy of experimentalism to our thinking about freedom to
be one of 1ts most signtficant achievements Experimentalism
has not been content to accept the alternatives of “free-will”
and “determinism’ as exhaustive of the possibilities in the
situation. On the one hand, it rejects completely the hypothesis
of motive-less choice. It considers the traditional doctrine of .
“free-will” to be both intellectually untenable and practically
undesirable. At the same time, experimentalism 1s a philoso-
phy that provides a central place for individual freedom and
responsibility. It believes that any philosophy which does
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not recognize the role of preference and choice in human
conduct leaves something out of its formulation which is
empirically well grounded. It attributes much of the dif-
ficulty in traditional thought about human freedom to an
unexamined assumption in the premises of both the deter-
minists and the “free-will” advocates to the effect that the
moral self is essentially an inborn, ready-made psychical entity
separate in existence from the natural order.

“The significance of the traditional discussion of free-will s
that 1t reflects precisely a separation of moral activity from
nature and the public life of men” ¢

Accepting the better established view that man and nature
are continuous, the experimentalist is able to make a new
approach to the problem of freedom. He begins with the
elemental consideration that all existences are discovered to
be in process of change and interaction with other existences.
With this as the starting point, he frames the hypothests
that the real issue in freedom is the question of the quality
of the individual’s interactions with other people and things
which constitute what we call experience. Can the individual
be said to participate in this interactive process? 1f so, to
what end? What is the nature and quality of his participa-
tions? Is he merely pushed and hauled about by the activity
of other things, or does he from within the process help to
determine its character? What kind of participation on his
part would be required if we were to acknowledge 1t as
carrying the marks of genuine freedom? In short, what sort
of behavior is the behavior of a free individual ? The experi-
mentalist believes that to substitute questions such as these
about the quality of behavior for the time-honored puzzles
about freedom opens the way for a more meaningful inquiry
into the whole subject of freedom.



EDUCATION AND FREEDOM 149

Attention is called to the fact that even on the inanimate
level the inherent constitution of a thing has something to
do with the character of its reactions to other things. In ac-
cordance with their make-up, all inanimate things manifest
selectivity or bias in their reactions. Even atoms and mole-
cules are found to exhibit a certain bias in their behavior.
They respond positively to some things, negatively to others,
and they are apparently indifferent in the presence of still
other things Without straining language too much, such
uniqueness of behavior may be said to indicate that inani-
mate things possess a certain rudimentary individuality.
Furthermore, this ndividuality counts in the interaction of
one thing with another Tt helps to determine outcomes. It
1s a causal factor in the process. The fact that an event is
conditioned m no way prevents it from being the condition of
other events. That which has been “caused” can and does, in
turn, become the “‘cause” of other things.

It 1s also important to remember that all individuality in-
volves some sort of limitation. If a thing is to exist at all,
it must be something i particular, and not everything in
general. Without limitations of some determinate sort, there
could be no selective reaction. Thus 1n a true sense hmitation
may be said to be the inevitable precondition of individuality
because selective reactions are of the essence of individuality.
This 1s as true of persons as it is true of things. To be a per-
son means to be biased It is a superficial understanding of
the nature of a person, and of the nature of freedom, that
leads one to assume that to be a free person means to be
equally open to all sorts of possibilities. Were all things thus
equally desirable and possible, a person would have no im-
portant preferences. Without the expression of preference,
freedom would be a meaningless term. Under the name of
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freedom people generally have not been concerned to get
rid of preferences; what they have been concerned to
acquire is the necessary ability to give actual realization to
their preferences and the capacity to improve their prefer-
ences by learning from their experiences. Even passive
philosophies which have recommended the elimination of
desire have done so largely because of a pessimustic belief
that man has little possibility of making his desires prevail
in the face of hostile conditions. Moreover, if one sincerely
believed that elimination of all desire were the road to free-
dom, he should also urge the extinction of the entire human
race. As long as we remain as individuals, we shall give
expression to preference To be an individual means to have
preferences. Hence the aim of education interested in freedom
should not be to attempt to eliminate bias, but rather should
be to make bias grow “less arbitrary and more significant.”
What 1s denoted when it is said that the expression of
preference of an individual is intelligent rather than unintelli-
gent? We do not say that the reactions of inanimate things are
intelligent, even though these reactions are characterized by
a certamn selectivity. One reason among others for this is
that while inanimate things display bias in their reactions,
they do not manifest any particular bias in favor of continu-
ing their own existence in characteristic form. The principle
of equilibration operates on the inanimate level, but the mani-
mate object is apparently unconcerned if in the process of
interaction with other things occasioned by a movement to
restore a disturbed equilibrium, it is itself changed into
some other thing. Here we find an important difference be-
tween living and non-living forms. Every animate thing
strives so to control its interactions with its environment that
it will insure its own continued existence. It struggles to
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maintain itself. It tries to make its preferences prevail. Even
the simplest organism’s responses are marked both by
selectivity and discrimination—that is, they are in behalf of
certamn outcomes, and they are opposed to certain others.
As we pass from the inanimate to the animate level, simple
bias changes into active interest. The organism is implicated
in the changes going on in its environment. As we have
already seen, its very life is at stake in the process of main-
taming a supporting equilibrium with the environmental
energies. Now intelligence is a function of the striving of the
organism to achicve a life-sustaining and life-expanding re-
lation to its surrounding medium Without the presence of
interests. intelligence probably could not be, and it would have
no significance even if it could exist.

The “higher” the organism, the more efficient it is in con-
triving interactive adjustments friendly to its own interests.
The animal with locomotor organs and distance receptors
is especially well equipped to control the course of its experi-
ences Its distance receptors enable it to respond to things
distant in space, and this becomes equivalent to responding
to events future in time. The activity of such an organism
becomes serial in nature. It is possessed of cumulative charac-
ter. Earlier activities are preparatory to later consummations.
Such an animal is not merely pushed about by what lies
behind, it is also motivated in its feelings and responses by
that outcome events are moving toward It is implicated
in what is going on, and, for better or worse, what it does
now will have a contributing share in determining the final
outcome. Such participation in the movement of affairs
comes to be conditioned by both ‘“hindsights” and “fore-
sights.”” Obviously, as the time-span of a unit of activity is
extended, the possibility of more active manipulation of
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affairs on behalf of felt interests is also increased. Thus the
active preferences of such an organism gain wider scope in
shaping the course of events. With increased possibility of
control, desires and preferences can also be enlarged. The
rudiments of purposeful activity are present in all such be-
havior The ability thus to form purposes is dependent upon
the capacity to give such a temporal spread to one’s activities.
Man 1s the time-binder. He responds to the immediate situa-
tion 1n the light of what has occurred and what is about to
occur. An important meaning of freedom is found in this
capacity to purpose intelligently.

As we come to the higher amimals, learning also plays its
significant part. An ammal which can learn modifies its
preferences in the light of experienced consequences For ex-
ample, a fish feeds on minnows It has an onigimal impulse to
attack and devour minnows when hungry. But 1t also prefers
not to get hurt by bruising its head aganst hard and unyield-
ing objects An experiment is reported which shows that a
pike kept 1n a tank divided into two parts by a glass partition
learned in time actually to turn away from minnows that
were thrown into the protected part of the tank mstead of
dashing toward them as it at first did Out of the experience
of repeated bumpings against the glass partition a new
preference was born. This capacity of an orgamism to modify
its behavior so as to meet the demands of changing situations
is one measure of its capacity for practical freedom. Without
such ability to alter its behavior in the hght of experienced
consequences, its possibility of achieving freedom is practi-
cally nil. Presumably a moth has a preference not to get
burned to death. But it also has a mechanism of balance so
fixed in its inherited structure that apparently it is impelled
to continue to fly toward a bright flame cven though this
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may lead to its own destruction. The response fixed by the
inherited behavior pattern is so inflexible that it cannot yield
even to the desire to avoid getting burned to death. Where
abihty to modify behavior is thus circumscribed by the
inflexibility of original structure, the capacity for actual free-
dom is likewise reduced.

In this respect the human organism has an advantage over
other amimals because 1t inherits few, if any, inflexible,
specific behavior patterns. To be sure, it has organic needs
and impulses, but as ongmally given most of these are so
mdeternunate that they can find satisfaction in a wide variety
of concrete types of behavior. The very dependence of the
human nfant, as has been so often pointed out, is an element
of strength, because 1t becomes necessary for the infant to
learn most of 1ts responses On the whole, learned responses
are more flexible than are those specific responses given n
original structures. They can be more readily adapted to
changing situations The prolonged period of dependent
mmfancy also provides for longer association with adult
members of the group, and this, in turn, enlarges the op-
portumity for learning from these adults through sharing in
their activiies With language the possibility of communica-
tion is so enlarged that literally a new dimension is added to
experience Through language the ability to recall that which
has been experienced, and to make fine discriminations among
objects in the environment 1s also greatly strengthened. Thus
the behavior of the human organism comes increasingly to be
controlled by meanings acquired in experience.

“With the animals, an experience perishes as it happens, and
each new doing or suffering stands alone. But man hves 1n a
world where each occurrence is charged with echoes and remi-
niscences of what has gone before, where each event is a re-
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minder of other things. Hence he lives not, like the beasts of
the field, in a world of merely physical things but in a world of
signs and symbols.” ®

Language also contributes the possibility of abstract rea-
soning Without the irrevocable comnutments involved in
overt action, a preliminary testing in thought can be given to
proposed lines of action With the capacity for abstraction,
generalization, and inference which language makes possible,
the range of such “internal experimentation” can be n-
definitely extended. Ultimately the hypothesis must be tested
by overt operations, but many inadequate suggestions can be
eliminated 1n advance of such decisive overt action We can
within limits foretell what outcomes will follow from various
lines of procedure without the cost of actually trying them
out. When such reliably anticipated consequences become
directive stimuli in present behavior, the organism 1s still
further emancipated from sheer trial-and-error response to
that which 1s immediately given. Mind 1s now present 1n the
interacttons of the organism with 1ts environment.

“As hfe 1s a character of events in a peculiar condition of
organization, and ‘fecling’ is a qualty of hfe-forms marked by
complexly mohile and discriminating responses, so ‘mind’ 15 an
added property assumed by a feeling creature, when it reaches
that organized interaction with other living creatures which 14
language, communication. Then the qualities of feeling becomes
significant of objective differences, in external tlungs and of
eptsodes past and to come. This state of things in which quah-
tatively different feelings are not just had but are significant of
objective differences, is mind. Feelings are no longer just felt.
They have and they make sense, record and prophesy That 15
to say, differences in qualities (feelings) of acts when employed
as indications of acts performed and to be performed and as
signs of their consequences, mean something.” 10
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With capacity for learning, and the ability to preserve
one's learnings, the manifestation of preferences becomes “a
function of the entire life history.” As these meanings and
preferences accumulate, not infrequently they come into con-
flict with one another in the face of novel situations. The
very excess of preferences growing out of experiences which
lie behind prevents us from responding immediately to the
present situation. Action is held up because meanings are
in conflict Such a situation is literally a choice-situation.
We have to choose, not because we are uninfluenced by
previous experience, but precisely because we are so in-
fluenced by the various experiences we have already under-
gone, that whatever lies behind is unable automatically to
determine in what direction activity should go That which is
contributed by previous experience is inadequate to gude
our operations Choosing 1s finding, discovering, and, at
its highest, creating a new preference out of the competing
preferences called out by the interaction of old habits and
ideas with the new situation In terms of the S—R termi-
nology, it may be spoken of as the remaking of the stimulus.
An 1nadequate stimulus has to be remade into an adequate
stimulus. In terms of the conception which views behavior
as a function of an organism-environmental unity, such a
choice may be considered as an attempt to reconstruct a total
experienced situation so as to unify 1ts now disintegrated
factors An ideal choice 15 one that adequately cares for all the
values now m conflict. It is that reconstruction of experience
which contributes most to the growth of the individual con-
cerned. As a choice always goes beyond old experience, it is
in the nature of an adventure into the unknown future, and
consequently involves a certain amount of risk. The risk



PN

156 EDUCATION AND EXPERIMENTALISM

cannot be eliminated. It can be mitigated, however, if we
have acquired the disposition to learn from our experiences
of failure as well as from our experiences of success. Even
mistaken choices are not an entire loss if learnings have
accrued from them.

One of the chief educational aims of the experimentalst is
so to control the educative process that this tendency to learn
from experience is progressively developed Ifreedom 1
achieved through continuous learning from experience. As
the above analysis indicates, it 1s an affair of constant growth
in understanding and in effective means of control We are
free to the degree that we have the capacaty to learn, and
have acquired the disposition of “learning to lecarn” Un-
doubtedly a disciplinary procedure 1s a preliminary to the
development of this disposition.\_Such a disposition 1s not
something that emerges spontanéously from random hit-or-
miss activity, no matter how whole-heartedly that activity
may be entered into by the young. On the other hand, the
discipline that is required to achieve this sort of growth in
understanding is not something that can be imposed on the
individual from without Control of external conditions may
facilitate or hinder its development, but the broad habit of
“learning to learn” can be acquired only by the active par-
ticipation of the individual in his own education. The problem
of discipline becomes something radically other than that of
merely keeping order in a school-room, or of demanding
that certain facts be learned, and that a number of specific
skills be acquired. It becomes the problem of how to develop
respect for consequences; of how to increase ability to
observe and to discriminate more adequately, to plan more
wisely, to purpose more broadly, to be more resourceful in
devising means for achieving one’s ends; of how to develop
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a critical, and yet confident, attitude with respect to one’s
own efforts.}If one be concerned, as the experimentalist is,
with the democratic ideal, the problem of discipline also
involves the problem of how to help each child learn to
cooperate with others, and to evaluate the consequences of
his acts and of those of his group in terms of their bearing
on the welfare of others as well as his own welfare.

v This brings us to the question of responsibility\ Re-
sponsibility is no more originally given than is individuahty.
1t is something to be developed. He is responsible who can
be made to become responsible. The ground of responsibility
in conduct is “not in antecedent conditions but in liability
for future consequences” That which is done is done. The
educator is concerned with that which has been done only in
so far as it gives guidance to that which must still be done
if an individual is to develop an adequate sense of responsi-
bility for his conduct Praise and blame, rewards and punish-
ments can be justified only to the extent that they help
and do not hinder the attainment of this end. In any given
situation due regard must be given to the specific results
which the exercise of these forms of control 1s actually
tending to produce. Is it building or destroying the con-
fidence of the individual child in his own possibilities and
capacities? Does it tend to make him more careful in his
observation, planning, and evaluating in connection with
the situations with which he has to do, or does it stimulate
him to pay attention to ways of “getting by” through clever-
ness 1n appearing to comply with the demands of adults?
Above all, does the use of such means of control tend to
weaken or to strengthen the habit of assuming responsibility
for acts and for active interest in learning from what is
done ? Capacity for intelligent self-direction, which is capacity
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for individuality and freedom, is dependent upon acquiring
the disposition of continuing to learn from experience.

Some objection may be raised to this whole interpretation
of how freedom is to be achieved on the ground that it too
greatly stresses intellectual factors, while little attention is
given to emotional factors. But is this criticism well taken
when one recalls the nature of intelligence as interpreted by
the experimentalist? As has been indicated, traditional intel-
lectualism with its split between thought and emotion, or
between reason and desire, is far removed from the concep-
tion of intelligence held by the experimentalist. I1is thinking
about intelligence and freedom starts with the primary fact
of a sentient organism possessed of vital urges and active
preferences in interaction with a natural and social environ-
ment. The function of thinking for such a creature is not to
ignore or suppress its feeling reactions, rather 1s 1t to help
that organism find the maximum satisfaction for 1ts wants
and desires. Now as ethical writers have pointed out, the
terms good and bad cannot be applied to desires taken singly
or in isolation. Such single desires are whatever they happen
to be. In a human being, however, whose expression of desire
becomes a function of its entire history, desires cannot be
taken singly, for in life they appear together. Not infrequently
they are experienced in actual conflict. The satisfaction of
certain desires is incompatible with the satisfaction of certain
others. The aim of intelligent inquiry is to help one find in the
light of all his desires or preferences that which he really
wants, including always the question of the type of person he
desires to become and the kind of society he wants to hive
in. If one is to do this effectively, it 1s important that he
should have knowledge of the consequences of the activities
into which his desires would lead him, and, as we are now
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beginning to realize more fully, it is also important that he
should have all the knowledge he can gam of the history of
his present desires. The more one can come to know why he
feels as he does, the greater the probability that he will be
able to modify reactions and preferences which hinder the
fullest development of his own possibilities. That every
normal individual does desire the most complete develop-
ment of which he 1s capable is a working assumption of the
expermmentalist That very early experiences have much to
do 1 shaping the general style of the life of the individual
cannot be doubted The more educators can know of how
these basic organic attitudes are acquired, the more intelhigent
will therr undertakings become. Without such knowledge
education remains something less than an intelligent art in
certain of 1ts most fundamental aspects.

4. The Place of Adult Guidance

From all of the foregoing, what are we to conclude about
the place the experimentalist gives to adult guidance in the
education of children? It is somewhat difficult to answer
this question precisely. Part of the difficulty is inherent in
the very nature of the philosophy of experimentalism. It
deterrmines what should be done in terms of the needs and
possibilities 1n the actual situation. The umiqueness of each
situation 1s as pertinent in relation to this question of adult
gurdance as it 1s 1n relation to other affairs. There is no rea-
son to suppose that wholesale solutions will work better in
this connection than elsewhere. On the other hand, it cannot
be doubted that experimentalism does have general guiding
principles with respect to the function of adults in educational
procedures relating to children
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Its understandingf the psychology of the self leads ex-
perimentalism toT/g:it any theory of education founded on
the principle that education is a process of natural unfold-
ing of inborn capacities.{The self develops out of its experi-
tences. It 1s literally the result of the interaction of the biologi-
cal organism with its natural and social environment. The
traditions incorporated in that social environment inevitably
influence the development of the child. It is a form of
deception to ignore this fact of the pervasive operative
presence of the social environment in the feeling, thinking,
and acting of the child. Either the influences of this environ-
ment will enter accidentally and furtively into his experiences,
or they will enter under conditions provided by intelligent
arrangement. In any case, for better or for worse, these
soctal influences are bound to penetrate all processes of self-
development

The experimentalist believes in the possibilities and im-
portance of creative activity on the part of children But
he also realizes that the minds of children cannot create
something out of nothing. Children work with, and upon, the
materials they have experienced. Any conception of freedom
or of creative activity which considers the only appropriate
activity of adults in relation to children to be merely that of
removing external restraints is altogether too limited and neg-
ative to meet the positive demands of the experimentalist’s
conception of how individuals come to be. Instead of a laissez-
fawre policy, s program presupposes careful, intelligent adult
planning in order that the child may have opportunity to
experience in the most efficient manner the best the race has
discovered.

On the other hand, it is equally apparent that he is hostile
to attempts of adults to fix beliefs and habits in the child
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in such a manner that they shall not be subject to later re-
construction by the individual in case the development of
experience is such they should thus be modified.\Any re-
ligious, economic, social, or polhtical doctrine which is so
insinuated into the experience of a child that he is unable
to think critically about 1t in so far forth robs him of his
freedom. To illustrate: The experimentalist believes that a
person who has been tramned in a variety of patriotism
through certain types of flag-drill, etc, so that he has not
learned to think critically about his nation’s policies, but has
been conditioned to follow his country’'s flag wherever it
goes and no matter what the nature of 1ts mission, is in this
realm of his experience 1n much the same position as the moth
that has only one response to a bright flame. His freedom to
act as an intelligent citizen has been confiscated by those who
have thus conditioned him to follow unthinkingly the men
who, for the time bemg, control his nation’s policies So also
in religion If a child has been trained to do immediately with-
out reflection that which is the will of God, he is apt to take
slavishly many of his purposes from other men, because
always some one, somewhere, must do the thinking necessary
to discover what 1s the will of God in each particular conflict-
situation. Beliefs and habits can enslave as well as free
activity. The experimentalist believes that any response which
1s so fixed that 1t cannot be modified 1n the light of con-
sequences is a dangerous response to acquire.\ Such fixed
ideas, particularly when charged with emotion, are apt to
become enslaving prejudices. He believes it an immoral pro-
cedure for adults thus to seek to determine the future thought
and conduct of the child. As far as possible, he wants his
own most fundamental values, such as faith 1n the experi-
mental method and regard for the principle of social de-
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mocracy, so to be accepted that the way is kept open for their
further critical examnation by each individual. Even the
process of criticism is not exempt from further criticism.

But the position of the experimentalist with regard to
adult guidance isynot adequately or fundamentally defined
by stating that, on the one hand, he opposes efforts to in-
doctrinate the child; and that, on the other, he helieves the
conception of education as a process of natural unfolding
to be based on a false psychology | As we have seen, the
growing ability to form intelligent purposes, the developing
resourcefulness required to carry out those purposes, and the
expanding capacity to judge critically the results achieved
by such purposeful activities are all fundamentals in the
process by which individuahty and freedom are attained.
His concern is that education be so managed that this entire
process can go on in connection with the work of the school.
He finds this process to be essentially the experience process,
which, 1n the last analysis, 1s the only educative process.
1f the schools were to rcorganize their work around the
conception that education is learning from experience, the
experimentalist believes that the following considerations
would receive greater attention:

(1) Expenience is an affair of the concrete doings and
undergoings of actual individuals. Development is not filling
in some standardized ideal pattern; it is an affair of the
specific limitations and possibilities of the actual self of
each child. Hence the starting point for educational activities
is the concrete capacities and interests of individual children.
If the activity has no meaning connection with the present
experience of the child, 1t is doubtful if he will learn much of
value from it if he undertakes it because of cajolery or
coercion. As Dewey emphasized in his clarifying discussion
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of interest and effort, “the genuine principle of interest is
the principle of the recognized identity of the fact to be
learned or the action proposed with the growing self ; that
it lies in the direction of the agent’s own growth, and is,
therefore, imperiously demanded, if the agent is to be him-
self.” At this pomnt the philosophy of experimentalism and
the findings of educational psychology seem to be in full
accord, as the following quotation from Thorndike and
Gates mndicates :

“To secure learning we must have activity, and to secure
activity some want must be alive The most effective learning
occurs when learmng 1s the means of satisiying some want. A
ptimary consideration, then, in all learning and teaching is the pro-
vision of a motive, of an energizing want, desire, or interest
which will provide vigorous and whole-hearted activity 7 11

(2) Normally the “encrgizing interest” should be inherent
m the situation with which the clild 1s dealing On the whole
the learnmgs are better if the child participates in the activity
because of an intrinsic interest in what he is doing rather
than bhecause he destres to win the approval or avoid the re-
proof of some adult Undoubtedly the attitude of older per-
sons toward his activity 1s always more or less of a factor 1n
what the child does, but more effective educative experiences
are achieved when the child 1s primanly interested in what is
happening m the actual situation with which he is dealing
Better emotional and intellectual adjustments are secured
when the child 1s absorbed 1n the affair at hand than when his
attention is divided between the activity and concern for the

"response of adults whom he 1s trymng to please or deceive. To
say that the child should learn from first-hand experience
with a wide variety of situations does not imply that he
should be given a razor to play with in order that he may
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learn that sharp things cut.i\Neither does it indicate that he
should be given a bottle of acid to drink in order that he
may expertence the effect of poison on the human system.
However, to recogmze that many such learnings must be
mediated through the experience of others does not destroy
the importance of the prinaple that the child learns best
when he 1s participating as a purposeful agent mn a situation
of concern to himself and one in which outcomes, to some
extent at least, depend upon what he does.

(3) More effective learming takes place when a child is
permmtted to participate in complete umts of experience.
The intellectual aspect of an experience 1s better grasped
when one has shared in the antecedent experience of the
situation which set the problem; when he has participated 1n
developing a plan for dealing with 1t and of finding means
for carrying out that plan, and when he has had opportunity
to observe for himself the success or failure of his planned
operations 1n resolving the situation of difficulty. Without
such complete units of work, learning from experience be-
comes a mutilated affair Much of the so-called learning of
the schools fails to provide the latitude for this complete
process of experience which permits the agent to understand
why the acts are undertaken, and to make the back-and-
forth reference between that which is done and that which
happens in consequence of the doing. Until provision 1s made
for such complete experiences within the schools, much of
the learning which enters most potently into the character
and conduct of the child will take place outside of school
procedures.

(4) If a serious attempt is to be made to meet the above
conditions, the experimentalist believes the activities of the
schools must be more intimately connected with the activities
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of the wider community life.‘/As children grow older, artificial
school projects are too superficial to call out whole-hearted
responses.\This is as it should be, for maturing individuals
cannot be expected to derive nourishment for significant de-
velopment apart from contacts with actual life-situations.
Dare the schools be adventurous enough to permit children
to have meaningful intercourse with the wider community
activities ? Short of this, some believe they cannot meet the
fundamental conditions for educational growth.

In this connection there is danger that we may take the
present school system as something inherent in the very nature
of things. The vast numbers enrolled as pupils and teachers,
and the size of budgets and property interests involved, have
conferred upon our schools the prestige that comes from
large-scale business enterprises. It is a doubtful asset. We
need to remind ourselves that present educational institutions
are comparatively a recent development. For the greater part
of the history of the race the getting of an education has
come mainly through the participation of children in the
activities of their social group. It is still an unproved experi-
ment whether by abstracting education as we do to-day from
the larger social activities, and by making it something that
i1s pursued on its own account in an institution exclusively
set apart for that purpose, we shall better provide for the
all-round development of children It may be a more economi-
cal way to make our youth literate, but education in its most
crucial sense 1s something more than an ability to read and
write. To be sure, there are impressive reasons which have
inspired this movement to provide intentional educational
agencies. The experiment has its record of positive achieve-
ments. On the other hand, it also becomes increasingly
evident that if the experiment is to reach a tolerable success
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the way must be discovered to make that which goes on under
the direction of the school more continuous with that which
goes on outstde of the school.

Once again let 1t be said this does not mean that
children are to be plunged recklessly into all of the un-
desirable, dishonest, and painful aspects of present-day adult
society The schools probably do have to decide what phases
of our social and political hife are too “unsafe” to permit
children to have contact with them.\On the other hand, a
good case could be made for those who would urge that
children should be allowed to look 1nto any situation in which
they have a serious purpose to find out how and why things
go on as they do go on at the present time. Certainly with
older age levels all barriers to honest inquiry should be re-
moved. Education which is the continuous reconstruction
of experience cannot go on with vitahty in the framework
of a social prder that is insulated from reconstructive ex-
periments.‘éreedom is achieved within the world of actual
events TIt cannot be won apart from these wider social
movements which condition our whole experience

(5) Given the above conditions, the experimentalist be-
lieves necessary skills and knowledges normally can be ac-
quired 1n connection with purposeful activities. Much of
the time and energy now devoted to forced drill in the so-
called “tool-subjects” could be eliminated if the children
were engaged 1n important activities that made the mastery
of these tools a vital concern. Here, again, the educational
psychologist adds his supporting word:

“Ten minutes of practice with full zeal, when the worker is
keen to do his best and when he is thrilled at every advance in
his accomplishment may be worth an hour of work done merely
to avoid disfavor or reproach, or idly to pass away the time,” 12
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(6) In actual experience learnings are never single. For
that matter, no more are learnings single even when we
try to assign them out one by one with a specific period in
the time-table to be devoted to each learning The implica-
tions of this fact of the plurality of learnings for character
development are profoundly significant. An educative pro-
cedure that is concerned about freedom is of necessity also
concerned about education for the nurture of character.
As we have seen, freedom is a function of the intellectual
and emotional dispositions which an individual builds through
his active experiencing. In the opimon of the experimentalist,
education for character development will never be effective
until our schools recognize that purposes, attitudes, ideals,
and habits of all sorts are bemng bwlt all the time in the
give-and-take of ordinary experience. They are functions of
the situations with which we interact. The assigned lesson,
or the primary activity, is by no means the only thing that
is bemng learned What Kilpatrick has well called the “con-
comtant learnings” are often more mmportant than those
which have the position of direct concern. Here, also, educa-
tional psychology and the principle of experimentalism sup-
port the same conclusion:

“In sum, even in relatively simple tasks of learning, the whole
person 1s engaged One reacts as a whole to the learning situa-
tion All sutts of motor acts, muscular and nternal adjustments,
emotional attachments, facts, learning techniques, interests, re-
solves, purposes, aims, rdeals, may be acquired in this one act
and setting To say that a person is merely learming to write 1s
to nmusinterpret almost entirely the process of education and
learning To say that one's entire person or life is being changed
in some degree during this experience 1s more nearly correct.” 13

(7) In a changing world the only person who can become
free and who can maintain his freedom is the one who has
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“learned to learn.” A democratic society can hope to succeed
only if it is composed of individuals who have developed the
responsibility for intelligent self-direction in cooperation
with others.\From these two basic considerations the experi-
mentalist draws the conclusion that the most fundamental ob-
jective of education is to arrange its procedures so that all of
them contribute to the realization of these purposes. He
believes that it is a sound psychological principle which
states that we learn that which we practice. He urges, there-
fore, that schools be placed on the experience basts in order
that children may practise learning from experience, and
in so doing acquire those habits and attitudes, together with
the mastery of those techniques, which lead to increasing ability
to control their own experience—which is frecdom.

Would an educational program based on principles such
as these give an important place to adult cooperation and
guidance? To review these principles is to find the answer
to that question. One could, if 1t were necessary, list many
quotations from the writings of experimentalists to show
how explicitly they have emphasized the importance of such
adult guidance The very nature of the program itself, how-
ever, gives a more convincing answer. One who does not see
the necessity for intelligent adult leadership if the educational
program of experimentalism is to be effective has not under-
stood what the experimentalist really means by education
for individuality and freedom
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CHAPTER VII

EXPERIMENTALISM AND THE RANK AND FILE

“The real law in the modern state 1s the multitude of little decisions
made daily by millions of men.”
LirPMANN

“The importance of the plain man’s judgment 15, 1n short, the
foundation upon which the expert if he 1s to be successful must build ”
Lask1

“To draw inferences has been said to be the great business of life.
It is the only occupation in which the mind never ceascs to be engaged.”
J S. MiLL,

1. Experience in Philosophy

IN the field of general philosophy, one of the important
features of experimentalism has been its insistence that ex-
perience is both subject-matter and method for all valid
philosophizing In supporting this view of experience, ex-
perimentalism has found 1t necessary to be active along two
fronts. On the one hand, it has continuously criticized such
philosophical formulations as have sought to find in the
non-empirical the ultimate sanction and meaning of human
affairs. So often have the actual empirical roots of all such
“transcendental” systems been exposed that non-empirical
method has come to have little standing in general philoso-
phy to-day On the other hand, experimentalism equally has
been concerned to show that ordinary experience, equipped
as it now is with experimental procedures, is adequate to
170
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develop its own regulative standards. According to the ex-
perimentalist, efforts to transcend experience are not only
futile, but also unnecessary—futile, because we can only talk
and think about events that have entered into our experience
in one way or another; unnecessary, because experience can
stand on its own feet, and is competent to direct its own
activities.

2. Can People Think?

In a genuine sense the counterpart of this conflict in gen-
eral philosophy is to be found in the field of education to-day.
In education the search for some effective means of social
control other than that found in the capacity of ordinary ex-
perience to guide intelligently 1ts own ongoing affairs has by no
means been abandoned. Accordingly the effort of the ex-
perimentalists to develop an educational program based on the
central premuse that intelhgent experimental control of ex-
pertence is the fundamental essential has been subject to much
attack.

.~ One group of critics concedes that such an educational pro-
gram 1s appropriate for the superior few)but asserts 1t 1s ab-
surd to suppose that the rank and file can share creatively 1n
determining the standards by which they shall run their lives.
These critics point to the army tests which are reported to
have demonstrated that the “average mentality” of our popu-
fation is slightly over thirteen years. How can a nation of
“thirteen-year-olds,” they ask, be expected to manage their
own affairs?}To permut such immature nunds to question
existing social and moral arrangements is both foolish and
dangerous, because they simply do not have the capacity
to deal with questions of such far-reaching importance. Con-
sequently it is urged that educationists interested in social
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stability should endeavor so to train these “average” minds
that they will acquire the permanent habit of accepting the
established standards of society, and of obeying without
criticism the suggestions of expert leaders. If democracy is to
be made safe for the world, habits of obedient followership
must become fixed in the behavior of the rank and file.|More-
over, the knowledge we now have of the process of “con-
ditioning” provides us with a reliable method by which such
fixed habits of response can be developed. Among others,
Finney in his book A Sociological Philosophy of Education
has given emphatic expression to this point of view:

“To the educational problem of providing a {following for in-
telligent leaders, the present chapter will accordingly direct the
reader’s thought.

“For the solution of this problem the usual formula 1s Teach
the people to think. Every citizen, 1t 1s urged, ought to be en-
couraged to the utmost to think for himself ”?

“But this solution will hardly bear inspectton In the first
place, the barber’s IQ 15 only .78, according to army tests 1(}'s
below .99+ are not likely to secrete cogitations of any great social
fruitfulness. Quute the opposite, indeed. How strange 1t 1s that
such contradictory i1deas should run current at the same time.
The mental-measurements movement has given prevalence to a
discouragingly low estimate of the average citizen’s intelligence,
while the Dewey school has exalted the independent thinking
of this average citizen as the means of saving democracy.” 2

“The safety of democracy is not to be sought, therefore, in
the intellectual independence of the duller masses but in their
intellectual dependence. Not in what they think, but 1n what they
think they think. . . .

“The truth seems to be that a mere echo 1s the best that can
ever be expected from the duller half of the population, and the
vital question is who secures them as a sounding board " 3

“To load the dice of popular beliefs with the enlightened be-
liefs of enlightened leaders is the only preventive. How shall we
go about 1t?

“The psychological secret to the solution of this problem
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would seem to be found in the fact that rote behavior in one
person, and reasoned behavior in another, may be so similar as
to be indistinguishable by the observer. One person’s reflexes
may be conditioned to a rule, proverb, or slogan the reasons for
which he fully understands; the other’s reactions may be con-
ditioned by the same stimulus without his understanding 1t at all.
But both behave alike.” %

3. Democracy and the “Conditioned Reflex”

An even more drastic criticism of the educational program
of the experimentalist comes from a school of psychology
which believes that thinking has little to do with the be-
havior of either the “superior” or the “inferior” intellects.
According to this school, habit, and not reflection, plays the
significant role in shaping conduct. All activities are viewed
as reactions bound to stimuli through both inherited and
acquired specific neural connections.| The reflex is said to be
the proto-type of all behavior. The knee-jerk may be taken as
an example of a reflex To understand the central principle of
human behavior it is only necessary to cross the legs, and
sharply tap the patellar tendon just below the knee of the
suspended leg. Invariably the leg flies up in a quick, involun-
tary reaction. As often as the stimulus is applied, the same
response occurs. As this simple reflex demonstrates, there is a
one-to-one correspondence between the stimulus and the re-
sponse. It follows as a consequence that 1f we can control the
stimulus, we can also control the response, because the stimulus
is the efficient cause of the response. To be sure, the inherited
stack of reflexes is inadequate to provide for all behavior, but
these original reflexes can be elaborated and diversified
through a process of “conditioning.”}*“Conditioning” is ac-
complished by repeatedly associating some new stimulus with
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the origmal biological stimulus. In time this artifi¥ial stimulus
becomes adequate to produce the desired response without the
aid of the ongmal biological stimulus. Such a response which
through repeated trials has become firmly attached to a new
stimulus is called a “conditioned reflex ” The only important
difference between a “conditioned reflex” and an inborn re-
'flex 15 a difference m origin. The most complex adult behavior
1s 1n reality only the sum of these specific inherited and ac-
quired reﬂexesiAggregations of such simple mechanisms of re-
sponse are adequate to explain all varieties of human behavior,
and it is both unnecessary and misleading to introduce such
explanatory terms as foresight, purpose, thinking, and con-
scious actiwity The task of education 1s precisely this task of
“conditioning "\Let the specialists in the various fields deter-
mine what habits of response are most appropnate, and
through the process of “‘conditioning” we have reason to antic-
ipate that individuals can be so modified that they may be
fashioned to respond in both emotional and overt behavior as
desired. A more fundamental challenge to the educational pro-
gram of the experimentalist could scarcely be conceived, and
its utter simplicity makes its appeal the more subtle.
However, not all of the members of this school of psychol-
ogy are willing to take such an extreme position. Some believe
that at times reflection 1s a factor in the control of behavior
Most of human behavior, to be sure, 1s mere mechamnical re-
sponse, but occasionally, with the more intelligent, thinking
may enter as a factor in conduct. However, since the allity
of even the best minds to control behavior through reflection
1s relatively very shght, the formation of fixed hahts still re-
mains the dominating aim of education. Of course it is recog-
nized that situations do vary. But, for the most part, 1t is
believed that the varnations are mainly in the details, and that
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the essentil elements are so alike that fixed responses can
successfully be associated with these unchanging dominant
elements. This being so, it 1s unnecessary to rely upon in-
dividual deliberation to anything like the degree that the ex-
perimentalist suggests. Moreover, the tendency of the experi-
mentalist’s educational program to emphasize the importance
of learning to control behavior through intelligent under-
standing and critical examination 1s, these critics say, based
on a false interpretation. Even the genius makes few original
responses, and certainly the rank and file have httle capacity
for such original creative adjustments.

The bearing of this psychological point of view on char-
acter education is particularly important. In his book The
Nature of Conduct, Symonds develops some of these implica-
tions for character formation. While he does not deny the
value of reflection in conduct, he believes 1t is easy to exag-
gerate 1ts significance. As the following quotation indicates,
he questions the important place the experimentalist gives to
deliberation in conduct :

“The author would not deny the assertion of the previous
writers that deliberation is necessary for the highest control of
conduct and hence for the highest form of character. To follow
the course described by Kilpatrick—(1) to know the elements
involved in a situation, (2) to evaluate and weigh these ele-
ments correctly in deliheration, considering the expected out-
comes of proposed conduct, and (3) to act on the basis of the
thought-out solution—would indeed result 1n a character of
high type Carried to an extreme such a character would mean
the cessation of activity because of the difficulty and time neces-
sary to carry out the deliberations But the question 1s naturally
raised whether the description of character given by Kilpatrick
accords with the facts of conduct. Do persons, even of the high-
est type of character, follow through the steps proposed by Kil-
patrick? This is a matter of research and not of defnition.
Whether character implies conduct which follows deliberation
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is not known. However, one may venture to express an opinion,
using facts of mental life as they are today known. Ideo-motor
conduct 1s a possibility. But evidence points to the fact that tak-
ing people as they are found, their 1deas control only a very small
fraction of their conduct. Even the most intelligent people guide
their conduct by 1deas only in new and unfamihar situations
which comprise only a small percentage of a day’s activities The
average man probably responds a hundred times to <ights, sounds,
and touches to every one time that he responds to an 1dea during
the course of the day’s experiences Again, many of the ideas to
which even the most intelhgent man responds are habitual
thoughts—the new responses to 1deas are rare indeed among all
responses to ideas. For the average man perhaps 1t 15 safe to say
that for every hundred responses to an idea, one 1s a new re-
sponse to an 1dea In the chapter on reasoming 1t 1s pointed out
that only rarely do we reason out from knowledge of anatomy
and physiology a course of action to follow regarding our health
and safety. Such deductions come only at intervals from the
greatest minds 1n the medical profession and they are passed
on and used, but not reinvented, as devices by the people Only
an Edison could mvent the incandescent hght, any child can
turn on the switch which sends the current through the lamp.
The human race has been centuries evolving a set of mores
which permit human beings to live together with a sort of
security and freedom, and it 1s only too easy to criticize these
mores, even though they are the inductions of the best minds of
all the ages. It 1s difficult to believe that we shall be successful
in teaching children today to deliberate on their conduct success-
fully. The writer’s opinion is that the character described by Kil-
patrick 1s possible, but extremely improbable The best that can
be done 1s to teach pupils the habit of responding to their own
1deas (probably a habit that can be generalized) and then to
put them 1n the possession of the best solutions to all the prob-
lems of conduct that are available. To attempt more than this
would probably be unavailing.” 3

4. A Critical Challenge to Experimentalism

It is apparent that the sociological and psychological posi-
tions of the above two groups of educators are in serious con-
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flict with those of the experimentalists. The difference in point
of view relates to both the type of character which education
can and should seek to produce, and also to the educative
process by which this character is to be produced. The educa-
tional 1deals of the experimentalist are indeed visionary if the
basic contentions of these critics are well grounded. Now as
much as the experimentalist believes in 1deals, he believes
only in those 1deals that point to unrealized possibilities of the
actual His whole philosophy is a protest against the tradi-
ional dualism between the ideal and the real—between theory
ind practice lle has no patience with ideals which are praised
n the abstract, and i1gnored in the concrete.\For the experi-
mentalist, ideals are either working hypotheses, or they are
mere wishful thinking, and of the latter, he believes the world
already has had too much. Hence 1f his educational ideals can-
not gurde actual practice {ruitfully, the logic of his philosophy
would demand that they be reconstructed until they can be
translated mto a practical program.

The balance of this chapter will be devoted to a considera-
tion of the educational aims of the experimentalist in the light
of these criticisms. For convenience the 1ssues between the ex-
perimentalist and his critics are grouped under three main
classifications: metaphysical and social, psychological, and
ethical.

(1) Metaphysical and Social- How significant are the fac-
tors of change and novelty in the natural and social environ.
ment with which the average person has to do? Do we live in
the kind of world in which the individual can successfully
manage his affairs largely on the basis of fixed habit and
fixed belief ? What 1s meant by creative activity? Is it to be
achieved only rarely by the superior few, or 1s it a featurs
of the everyday activity of ordinary people?
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(2) Psychological- What light do the findings of experi-
mental psychology throw on these differences between the
experimentahst and his critics ? Is most behavior of the auto-
matic reflex type? As narrowly construed, how adequately
does the S-R bond formula account for all aspects of be-
havior? How about the specifiaity of conduct? Is behavior a
mere aggregation of specific positive and negative tendencies,
or is there evidence that integration of character is a fact, and
that the orgamzed behavior of a normal individual 1s more
than a mere mathematical sum of 1its parts? Is learning a
process of “mere conditioning”’? I{ so, what 1s meant by
“mere conditioning” ? What part does the individual, himself,
play in the learning process? If he actively participates 1n the
process, what is the nature of his activity and how significant
is 1t? Is 1t a psychology or a philosophy which demands that
we so largely elininate conceptions of “purposeful activity”
and ‘“conscious behavior” from our explanations of human
experience ? What, 1f any, role does psychology give to think-
ing 1 the control of conduct?

(3) Ethical: From an ethical point of view, what kind of
person are we concerned to develop? Is the experimentalist
correct in his contention that to be an individual 1n any com-
plete sense includes capacity for self-direction? What are
the interrelations between social efficiency and individual de-
velopment? Which 1s means, and which is end? What about
the expert ? What is his function 1n a democratic society ? Has
civilization become so complex, and is knowledge now so
highly specialized, that it is no longer possible for an individual
to guide his life on the basis of his own critical evaluation of
consequences? Just what have the tests discovered about the
nature of intelligence, and about the intellectual possibilities
of the rank and file? What are the implications of the find-
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ings of these tests for educational procedures in a democracy?

Before beginning the discussion of these various points, it
may be well for the writer to indicate his own bias in these
matters. His sympathies are frankly with the experimentalists.
He believes that we start with a more fruitful premise in
education when we assume that very ordmnary folks can, and
do, control their conduct through an imtelligent understand-
ing of what they are about, than when we start with the con-
trary premise that for the most part rote behavior 1s all that can
be expected from the rank and file. Manifestly the concrete
emphasis and detailed program in educational work will vary
profoundly according to which of these two views 1s made
the working hypothesis.

In this connection 1t is important to remember that in deal-
ing with the plastic material of childhood the very educa-
tional procedures adopted are frequently potent factors in
determining what the ultimate outcomes shall be. Educators
proceeding on one of the above assumptions might in time
accumulate a very different set of findings about the intel-
lectual possibilities of the average person than would be
achieved by educators working on the opposing assumption.
The findings would be different because the human products
of the two systems would be different In other words, our
faith, or lack of faith, in the possibilities of the rank and file,
once expressed in concrete educational activities for children,
may help to create the very facts which, m turn, come to be
accepted as ultimately decisive in deternuning what our sub-
sequent cducational procedures should be.

/ To assume that the average person can become intelligent
in the control of his conduct does not mean that the significance
of individual differences is ignored. While appropriate educa-
tional procedures can do much to develop possibilities which
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might otherwise go unrealized, they cannot develop possibil-
ities which are not latently present. {That the organic equip-
ment of each individual sets certain broad limits to his pos-
sibilities of development cannot be doubted. In education we
ignore such limitations at our peril. An intelligent under-
standing of the human material with which we have to do
must be the basis for any educational undertaking that 1s
to rely on other than chance factors for its success Such 1n-
telligent understanding will not be gained by those who sub-
stitute optimistic views about the unlimited possibilities of each
individual for a painstaking consideration of such knowledge
about human nature as careful scientific study is slowly ac-
cumulating. On the other hand, mere enthusiasm for the “ob-
jective” study of human behavior does not lead automatically
to an intelhgent understanding of human possibilities This
is particularly apt to be true 1f devotion to “objective” tech-
niques causes us to rest content with a psychology that shights
essential factors in human conduct because they do not seem
to harmonize easily with certain ‘“ultimate scientific cate-
gories” carried over from the physical sciences. In view of the
fact that some of these ‘‘categories,” such as “mechanism,”
“cause and effect,” and “immutable law,” are now receiving
fundamental reinterpretation in the physical sciences them-
selves, we should be wary of basing dogmatic conclusions on
them in the field of psychology.

5. How Fundamental Is the Factor of Change?

In an earlier chapter, the experimentalist’s conception of
the dynamic nature of the world was reviewed.* It may be
briefly summarized by saying that every existence is seen as

* Chapter III, sections I1I-VI.
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an event. Hence the world of existences is characterized
throughout by process and change. One situation develops
into another. Each has its own unique character. In such a
world of transitive events uncertainty, novelty, and plural
possibilities are naturalized. Lxistence is mherently unstable
and precarious. That which is true of the primary order of
nature 1s no less true of the social order. It is particularly true
of the soaal order based on our modern scientific technology.
Change, probably increasingly rapid change, is one of the
pervastve traits of a civilization that has perfected a process of
making discoverics and mventions. This does not imply that
all things change equally rapidly, nor that all changes are of
equal significance for the educator. It does imply, however,
that 1n such a changing world each individual and each group
of individuals will be constantly faced with new and novel
situations It 1s a basic conviction of the experimentalist that
the indrvidual tramned to rote behavior 1s ill equipped to make
the adjustments inherently demanded in a rapidly changing
society Efforts to “preadjust” children to a dynamic world
are of doubtful value.

So much for the general point of view. Is this conception of
the nature of the world we live in, and of the demand 1t makes
for flexible, intelligent hehavior, as opposed to fixed habitual
response, horne out by the findings of everyday experience?
As indicated by one of these critics, “this is a matter of
research and not of defimition” As an empirical philosophy,
experimentalism cannot consistently object to the most severe
testing of its theonies by the further examination of experi-
ence. In this connection, what are the facts of experience,
and how are they to be interpreted?

With regard to the larger questions of general public policy,
apparently the experimentalists and their critics are in essen-
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tial agreemeﬁt. Both seem to admit that such problems as those
of war and peace, national and international economic ar-
rangements, immigration policics, control of natural re-
sources, public health, etc., all call for continuous rcadjust-
ments based on an intelligent apprehension of the changing
factors involved. In this wider area there 1s no dispute about
the ongoing nature of experience, nor of the need for fresh
creative solutions. Such differcnce 1n point of view as exists
arises rather because of varying conceptions of the process by
which such continuous readjustments are to be achicved, and
because of a conflict in views about the relation wlhich the
expert should sustain to the rank and file in a democracy. This
problem of the expert’s function will be considered later. The
important point to be noted 1n this connection 1s that both the
experimentalists and their critics beheve that continuous re-
construction of general public policies 1s required to mect
changing conditions.

This would seem to be an important concession on the part
of the critics of experimentalism. If in the ficld of general
public policy creative adjustments are continuously called for,
why may we not reasonably anticipate that in smaller group
and private affairs a similar type of creative activity will be
demanded ? Once again, however, 1t is a question of fact and
not of defimition. In this connection the observation of Walter
Lippmann, who 1s considered by many to be one of the most
penetrating minds dealing with social and political problems,
is worthy of consideration:

“The essential pomt 1s that as the machine technology makes
social relations complex, 1t dissolves the habits of obedience and
dependence, 1t disintegrates the centralization of power and of
leadership; 1t diffuses the experience of responsible decision
throughout the population, compelling each man to acquire the
habit of making judgments instead of looking for orders, of
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adjusting his will to the wills of others instead of trusting to
custom and organic loyalties. The real law under which mod-
ern society is administered is nerther the accumulated precedents
of tradition nor a set of commands oniginating on high which
are imposed like orders 1n an army upon the rank and file below.
The real law in the modern state 15 the multitude of hittle de-
cisions made daily by mullions of men. . . .

“The crucial difference between modern politics and that to
which mankind has been accustomed 1s that the power to act
and to compel obedience 15 almost never sufficiently centralized
nowadays to be exercised by one will The power is distributed
and qualified so that power is exerted not by command but by
interaction.” ¢

In his further discussion of the moral situation, Lippmann
attributes much of existing moral confusion to the attempt to
rchabilitate an authoritarian system of morality. In a society
which 1s changing as rapidly as ours, he believes it is folly
to rely on unchanging ethical rules and moral conventions.
To rely on fixed codes is held to be folly because so to do is
to attempt the impossible In a progressive dynamic society
authority and prestige are soon stripped from unchanging
social arrangements because they so obviously fail to meet
the requirements of new sitnations. Consequently the mal-
adjustments which arise from the effort to obey set stand-
ards at once bring these socral patterns to comnscious atten-
tion and criticism. This greatly decreases their effectiveness
as authoritarian moral controls, because external authorita-
rian controls by their very nature work smoothly only when
they are accepted without question as something inherent n
the structure of society. Once social maladjustment causes
them to be subjected to scrutiny and criticism, they must
henceforth meet the searching demands of reason. This means
that such standards are appraised in terms of their present
social utility and not primarily in terms of their ancient origin.
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What weight shall we accord to this social and political
analysis of present-day society ? If Lippmann’s interpretation
is correct, the educational program advocated by the critics of
experimentalism would scem to be poorly designed to meet
the demands of such a society. Rote behavior for the rank
and file seems grossly out of place in a society that compels
“each man to acquire the habit of making judgments instead
of looking for orders,” and éne which is governed funda-
mentally by “the multitude of Iittle decisions made daily by
mullions of men” From an entirely independent approach,
Lippmann reaches a conclusion practically identical with the
position of the experimentalist l{e also sees human life as con-
tinuous interaction with people and things. The nature of this
interaction is such that novel individual adjustments are con-
stantly required. Choice, mference, judgment, and decision
are necessitated by the new situations which develop 1n the
shifting movement of events If this be true, thinking for the
rank and file would seem to be a necessity, not a luxury, 1f they
are to meet the demands of our present social situation.

According to the experimentalist, the real 1ssue 1s not
whether the circumstances of life are such as to make think-
ing necessary, but rather, what 1s to be the quality of the
thinking done. The experimentalist believes that the implica-
tions of experience are much more truly revealed in the fol-
lowing statement of the logic of John Stuart Mill than they
are in the psychology which holds most behavior to be simple
mechanical response to fixed external stimul:

“To draw inferences has been said to be the great business of
life. Every one has daily, hourly, and momentary need of as-
certaining facts which he has not directly observed, not from
any general purpose of adding to his stock of knowledge, but
because the facts themselves are of importance to his interests
or to his occupations. The business of the magistrate, of the mili-
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tary commander, of the navigator, of the physician, of the agri-
culturist, is merely to judge of evidence, and to act accordingly.
. . . As they do this well or ill, so they discharge well or 1ll the
duties of their several callings. It 1s the only occupation in
which the mind never ceases to be engaged.”?

As this quotation from Mill illustrates, the logic of the
experimentalist and the psychology of certain extreme be-
haviorists are at opposite poles. While this latter group of
psychologists seems to construe human experience so as to
nunimize, if not to ehiminate altogether, the function of think-
ing, the experimentalist sees thinking as something which in
one form or another, well or poorly done, is native 1n all hu-
man conduct. Far from concerving the business of living to be
a mere mechanical routine, he considers it essentially to be a
creative art—creative, because the ongoing nature of experi-
ence 15 such that novel adjustments ever challenge the in-
dividual. And such novel adjustments are considered to be
creative for the individual concerned even though they con-
tribute nothing original to society’s stock of knowledge.

“When I think of this fresh reaction of little children to the
world, I am led to ask why 1t so soon gets dimmed, why it gets
so soon covered up and a kind of mental rubber stamp or
phonograph record takes its place. It may be thought absurd to
demand oniginality of everyone But I think this idea of absurd-
1ty 1s due to having a wrong measure by which to judge ong-
mality. It 1s not to be measured by its outer product, it 1s rather
an individual way of approaching a world that is common to us
all. An individual 15 not original merely when he gives to the
world some discovery that has never been made before. Every
time he really makes a discovery, cven if thousands of persons
have made similar ones before, he is oniginal. The value of a
discovery in the mental life of an individual is the contribution
it makes to a creatively active mund; it does not depend upon no
one’s ever having thought of the same idea before, If it is sincere
and straightforward, if 1t 1s new and fresh to me or to you, it
1s original in quality, even if others have already made the same
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discovery. The point is that it be first-hand, not taken second-
hand from another.” 8

In his home and family life, in his occupation, in the man-
agement of his business affairs, in matters of health, and in
all of the endless variety of his daily social relationships, each
individual is certain to be called upon to face conflicts, to weigh
values, to integrate meanings, and to make decisions. Even
such a simple activity as crossing the street cannot be safely
reduced to a fixed routine. Possibly certain specific items in
such an experience can be fixed in habit, but the experience as
a whole changes so much from one time to another that abilty
to size up the entire situation intelligently, and thus to act 1n
accordance with meanings perceived and understood, cannot
be replaced by a series of uniform responses to fixed rules and
signals. For all who are not mnstitutional cases, the nccessity
for observation, drawing inferences, and making judgments
seems to be immanent in the very nature of experience itelf.

If the necessity for making inferences and choices 1s rooted
in experience, the necessity for thinking 1s likewise rooted in
the process by which hife moves along. If this be the char-
acter of the experience process, how does 1t happen that cer-
tain psychologists in their analysis of human conduct have
tended to make little place for such factors in their explana-
tions of behavior? The hypothesis might be advanced that
these psychological explanations have becn based less on an
actual comprehensive study of ordinary expertence itself and
are more 1 the nature of deductions from certain over-
simplificd premises. We shall now consider certain of these
more purely psychological questions. Fortunately the psy-
chologists themselves have already begun a reexamination of
some of these basic propositions. This reexamination seems to
indicate that certain revisions of earlier positions are called
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for. In any case, in this field, as in all others, macroscopic
experience and not the refined products of abstracted ana-
lytical processes must be granted the first and the last word.

0. The “S-R Bond” Psychology

From the standpoint of the underlying psychology involved,
it is apparent that the present emphasis in education on habit
formation as contrasted with intelligent purposeful control of
experience 1s rooted in the conception that the educative proc-
ess is essentially the process of conditioning responses. As
evidence of this we nced only to examune the writings already
quoted. In the excerpt given earhier in this chapter, Finney
explicitly states that in the process of conditioning reflexes we
have “‘the psychological secret” of how “rote behavior in one
person, and reasoned behavior in another, may be so similar
as to be indistinguishable by the observer.” Symonds 1 the
opening chapter of his book, although recognizing that “pur-
pose” and “‘consclousness’ are realities in behavior, tells why
they should be avoided as categories of explanation by mod-
ern psychology, and also pomts to the superior value of the
“concept of conditioned response.”

“Modern psychology is particularly concerned with avoiding
the termimology of purpose and consciousness, not because pur-
pose and consciousness are unrealities, but because they imply a
point of view which does not yield to the scientific approach or
1s fruitless for control. There 15 no need to deny purpose. It
exists and 1s a powerful force But the psychology which ad-
mits purpose as an explanation is a beaten science. It admuts
failure It proposes to adopt an unanalyzable concept because
it 1s too lazy to adopt the slow and painstaking experimenta-
tion necessary to make the amalysis. When psychology falls
back on purpose as an explanation of behavior, it stops advance.
It says that we have reached the ultimate. Modern psychology
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holds a different hypothesis Purpose must fall into line with
other behavior phenomena At present the most hopeful clues are
that purpose involves the phenomena of delayed reaction, and that
purpose 1s a conditioned reaction, the stimuli including the great
organic processes such as hunger, sex, and other organic, muscu-
lar and glandular processes. This 1s now httle more than a
hypothesis, but 1t has the advantage of stimulating experiment
and thought, whereas the concept of purpose deadens scientific
activity Purpose as a psychological concept 1s also useless as a
control of conduct. Since purpose resides within the man, we are
not told how to form or stimulate 1t But a concept of conditioned
response, to use one hypothesis of modern psychology, leads
immediately to a method of control, Such a concept provides edu-
catton with a technique.” ®

It is not surprising that the doctrine of the “conditioned
response’’ should have come to enjoy enormous prestige in
the field of education. The educator is interested m producing
changes in people, and 1n controlling the direction which those
changes are to take If this can be done effectively through his
own activity and immediate control of the situation, mani-
festly the educator has a more simple and direct route to his
goal than though he be obliged to rely on the voluntary co-
operation and intelligent understanding of those to be edu-
cated. This tendency to slight understanding participation
in the process is apt to become particularly pronounced when
adults are dealing with children. One scheme after another
has been devised whereby the adult educator can directly con-
trol processes so as to produce desired outcomes in the be-
havior and character of the child. Probably the most effective
of all of these techniques is that provided in the process of
controlling the stimult which surround the child so that he will
be conditioned to behave as designed. To be sure, if this proc-
ess be broadly enough conceived, all education must rely on it
in one form or another. As a matter of fact there 1s no other
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way in which human behavior can be modified. For many,
however, the special appeal of the “conditioned reflex” pro-
cedure is found in the belief that it provides a technique by
which the desired habits can be built into the character of the
child largely through the educator’s initiative and exclusive
control of the process.

In the second place, the doctrine of the “conditioned re-
flex” 15 supported by impressive experimental data. The Rus-
sian group under Pavlov have shown how through the ma-
nipulation of the environment the response of animals can
be conditioned to an apparently endless variety of stimuli. The
technique works both ways By using the same simple proce-
dures habits of response can be either built into, or eliminated
from, an ammal’s behavior. The very simplicity of these
experiments, in which the varables are kept under such ef-
fective control, has served to deepen the impression that in
this process of conditioning the ultimate factors in all learn-
ing are revealed. Furthermore, it is a techmque that works
with chiidren as well as with animals. What is even more
significant, 1t also applies to the hitherto baffling field of emo-
tional behavior. For example, ] B. Watson, using in principle
the same techniques, has shown how the response of fear may
be attached to the most harmless objects if these objects are
shown to a child while a loud, rasping noise is sounded. The
native reaction to a loud noiwse 1s the fear response of avoid-
ance. If a rabbit be presented to a child at the same time the
loud noise 15 sounded, and this be repeated a number of times,
the child will eventually react with fear at the sight of the
rabbit alone. Thus, through conditioning, the fear response
originally associated with the loud noise has now become at-
tached to the rabbit stimulus. Watson apparently sees no limit
to the apphcation of this simple process of forming emo-
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tional responses. Many have seen in such techniques powerful
resources for the educator faced with the task of shaping the
development of both emotional attitudes and motor skills in
children. Some enthusiasts have even declared that, if society
will only tell them the kind of adults it desires to have pro-
duced, and 1f it will also give them sufficient freedom to con-
trol the environment of children, psychologists now possess,
in the technique of conditioning, the power to turn out prod-
ucts according to pattern As we have seen, Finney goes
to the extreme of asserting that through this process of con-
ditioning responses a person may be so well trained to rote be-
havior that he will act 1n exactly the same manner, judged by
all outward results, as does the individual who has an intel-
fligent grasp of what he 1s about In other words, the educator
through conditioning habits makes intelligence unnecessary
for the rank and file. fThis prospect should be sufficiently al-
luring to satisfy even the most ambitious educator.

Moreover, these experimental findings have been power-
fully reimnforced by a widely accepted neurological theory to
the effect that all learning is the process of formmg and
strengthening specific $-R bonds. The 5 in the formula stands
for the stimulus, or the situation; the R for the particular re-
sponse evoked by the situation, and the “bond” for the con-
nection between the $ and the R. This bond or connection is
supposed to become stronger and more certain through exer-
cise or practice in making a given response On the physiolog-
ical side, a response was once thought to become more firmly
attached to a given stimulus through a modification in the syn-
apse, the place where the axone of one neurone discharges its
nerve impulse into the dendrite of another. Physiologically
learming has been considered to be the process by which these
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specific modifications in the synapses are accomplished, as the
following quotation indicates:

“All learning consists in the modification of synaptic connec-
tions by the passage of nerve impulses across them. The exact
nature of the nerve impulse, now supposed to he an electro-
chemical process, 1s not known, nor 1s the character of the
changes 1 the synapses brought about by the passage of im-
pulses. A fundamental assumption of phystology, however, is
that the transmission of nerve impulses does change the con-
dition of the synapse in a way that makes subsequent passage
more easy, certain and prompt. This change brought about by
exercise 15 sometimes spoken of as lowering the resistance, caus-
mg greater openness or permeability of the synapse or in other
ways, all of which imply the same general hypothesis.” 1°

It is not to be inferred from the above discussion that the
S-R bond theory of learning is necessarily identical with that
of the “conditioned reflex ” Much depends on how the theory
is interpreted. Undoubtedly the conception of education as
the process by which reflexes are conditioned has resulted n
a crudely mechanical and atomistic view of the learning process
which 1s foreign to the thought of many who, nevertheless,
find 1t helpful to think of all education as conditioning, and
,who have found in the §-R bond formula a useful tool with
Whl(.h to work. As far as that is concerned, ¥ertain experi-
mentalists have also accepted the stimulus-response descrip-
tion of human behavior and learning, and have found it pos-
sible to itegrate that approach to education with their central
cmphasis on the importance of building habits and attitudes
of ertical, intelligent understanding.

On the other hand, it is also true that many experimental-
ists have all along had difficulty in giving whole-hearted sup-
port to the S-R bond psychology as frequently interpreted.
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For them it has seemed only natural that the mechanical, atom-
istic tendencies 1n the §-R bond theory as narrowly construed
should ultimately blossom nto the more precise concept of the
“conditioned reflex.” Moreover, major educational doctrines
often associated with the S-R bond psychology have also
seemed to many to encourage mechanical and atomistic ideas
of the nature of the educative process. Among these the fol-
lowing may be mentioned as typical: All learning 1s habit
formation Learning is the process of forming and strengthen-
ing bonds between definite stimuli and responses. Learning 1s
always specific, and such transfer as occurs is to be explamed
by the presence of 1dentical elements in the several sttuations.
All learning 1s analytical in character Trial-and-error learn-
ing is typical of all learning The individual may be essentially
explained as an aggregation of specific neural connections
native and acquired. In sum, educational conceptions associ-
ated with “connectionism” have given intellectual support to
an educational practice which has tended to make much of
drill and the development of motor skills, but which has not
been so well calculated to arousc interest in the creative pos-
sibilities of the individual, nor to focus attention upon the
importance of the development of procedures which would
call out those creative capacities.

Some, at least, believe that 1f it had not been for the pre-
liminary influence of the narrow interpretation of the S-K
bond theory 1n disposing many educators to think of educa-
tion so largely in the above terms, the extremes of the “con-
ditioned reflex” theory of education might not have made
such rapid headway In any event, criticisms now made of both
the conditioned reflex principle and the atomistic interpreta-
tion of the S-KR bond theory of the learning process are suf-
ficiently fundamental in nature to warrant that they be given
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the most serious consideration. In the next section some of the
criticisms which have been directed against these doctrines
will be briefly summarized. The aim is not to try to prove that
these doctrines fail to give important psychological insight
into learning procedures, but rather to show that when these
conceptions are modified or reinterpreted as now seems neces-
sary n the hight of further studies, they cannot be employed
to compel acceptance, on so-called scientific grounds, of the
view that mere “conditioning of habits” should replace the
“development of intelligent understanding” as the basic ob-
jective in education.

7. Psychology Criticizes Itself

(1) One of the conceptions which has given the S-R bond
formula such impressive standing has been the view that in
learning processes localized modification in synaptic struc-
ture takes place It would now appear that this hypothesis was
the product more of inventive speculation than of experimen-
tal observation. After years of panstaking and highly skilful
experimental research on the neural mechanisms involved in
learming, 1in which the influence of cerebral lesions on the
learning process of ammals was carefully observed, Lashley
comes to the conclusion that the results of his experiments
“are ncompatible with theories of learning by changes in
synaptic structure.” ** This outcome 1s the more impressive
as he states that he began the study with a definite bias in
favor of the theory of modification of synaptic structures. His
conclusions are so pertinent to our discussion that they are
quoted somewhat at length:

“I began the study of cerebral function with a definite bias
toward such an interpretation of the learning problem. The orig-
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inal program of research looked toward the tracing of
conditioned-reflex arcs through the cortex, as the spmal paths
of simple reflexes seemed to have been traced thiough the cord.
The experimental findings have never fitted mto such a scheme
Rather, they have emphasized the umtary character of every
habit, the impossibility of stating any learning as a concatena-
tion of reflexes, and the participation of large masses of nerv-
ous tissue 1n the functions rather than the development of re-
stricted conduction-paths

“ILikewise, attempts to analyze the maze and problem-box
habits 1n terms of adequate stimulus and conditioned-reflex re-
sponse have indicated that the problem 1s far from solved by the
stmple mechanical theories of learning Random activity, as-
sociation, and retention constitute only a small part of the total-
ity of processes underlying the formation of such habits, and
even with the rat in the maze there is more than a httle indica-
tion that direct adaptive reactions and some process of generahza-
tion are of fundamental importance for the learning process FEvi-
dence 1n support of this statement will be presented later, For
the present I wish merely to emphasize that the interpretation
of learning 1n animals as a simple conditionung 1s by no means
established.” 12

While there may well be dissent from Lashley’s assertion
in the passage that follows to the effect that rejection of doc-
trines of formal discipline have been based on speculative
reasoning more than upon convincing experimental evidence,
nevertheless, what he has to say on the problem of transfer
1s of the utmost significance. His experimental studies seem
to challenge the hypothesis of identical elements, which hy-
pothesis has been one of the fundamental supports of the view
that habit formation is the basic objective in education.

“The doctrine of isolated reflex conduction has been widely
influential 1n shaping current psychological theories Its assump-
tions that reactions are determined by local conditions 1n limited
groups of neurons, that learming consists of the modification of
resistance in isolated synapses, that retention is the persistence
of such modified conditions, all make for a conception of be-
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havior as rigidly departmentalized Efficiency in any activity
must depend upon the specific efficiency of the systems involved;
and, since the condition of one synapse cannot influence that of
others, there must be as many diverse capacities as there are
independent reflex systems.

“The effects of such a theory can be traced in many present-
day beliefs 1f learning is restricted to particular synapses, there
can be no influence of training upon other activities than those
actually practiced, any improvement in unpracticed functions
must Dbe the result of nervous connections which they have 1n
common with the practiced activities. The rejection of doc-
trines of formal discipline seems to have been based far more
upon such reasoning than upon any convincing experimental
evidence.

“The doctrine of identical elements has been applied also to
the problem of insight. When similarities between the two situa-
tions are recognized, 1t is because both call out a basic set of
reactions involving identical reflex paths Thus the application
of past habits to new situations is limited to those in which an
identity of elements can exist, all other behavior must be ex-
plamned by the selection of random activities

“There ts no evidence to support this belief in identity of
nervous elements. On the contrary, it 1s very doubtful if the
same neurons or Synapses are imnvolved even in two similar re-
actions to the same stimulus Our data seem to prove that the
structural clements are relatively umimportant for integration
and that the common elements must be some sort of dynamtc
patterns, determined by the relations or ratios among the parts
of the system and not by the specific neuron activated If this be
true, we cannot, on the basis of our present knowledge of the
nervous system, set any limits to the kinds or amount of trans-
fer possible or to the sort of relations which may be directly
recognized "’ 18

The writer does not pretend to be competent to judge of
the adequacy of Lashley’s data nor of the reliability of the
inferences he draws from these data. Until they are chal-
lenged, however, by equally thorough experimental work, it
would seem reasonable to accept his conclusions in preference
to theories which apparently rest so largely on a foundation
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of speculation. Nor is it to be understood that Lashley’s chal-
lenge of the synaptic theory is a drive back to mentalism. That
there is a physiological correlative of some sort to a change
produced by a learning is not in question The question is
rather of the nature of that change and how definitely local-
ized it is. Woodworth, who reviews with interest the finding
of Lashley, suggests another hypothesis to replace the one
which seems no longer adequate to explain the facts as now
known.

“Let no one tell you that we know nothing about the cere-
brum, for to assumilate what is known would take years of
study, and let no one tell you that the cerebrum sunply acts as
a whole, for that 1s etther a figure of speech or a gesture of
despair Different areas of the cortex do have different connec-
tions, and different functions, though 1t does not follow, by any
means, that every type of behavior or mental activity has its own
circumscribed cortical area, nor that every different perform-
ance has 1ts own little spot n the cortex that ‘presides’ over
it The best conception 1s that the brain acts m patterns, and
that each pattern may bring into activity several or many groups
of neurons mn different parts of the cortex. Corresponding to the
many varieties of the individual’s knowing and doing, there must
be many brain patterns, all different, though not neatly localized
in separate bits of the cortex.” 14

(2) In The Nature of Intelligence, Thurstone objects to the
S-R doctrine because it tends to focus attention on the en-
vironment rather than on the individual. He criticizes the
stimulus-response conception because in thus tending to locate
the source of activity in the environment, it 1s prone to ignore
the individual with his wants, purposes, and aspirations By
conceiving the individual as merely the agent who reacts to
these environmental stimuli the way is easily opened to over-
simplified mechamcal explanations of human behavior be-
cause the very point of view adopted makes it almost inevitable
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that the individual and his mental experience should be
ignored.

“One of the basic differences between the old and the new
psychology 1s 1n the treatment of the stimulus or environment.
Whriters of the academic schools of psychology treat the stimulus
as the datum for psychological inquury. They put their subject into
the laboratory, and confront him with stimuli of various kinds,
colors, noises, pawns, words, and with the stimuli as the starting-
point they note what happens. The behavior of the person is in-
terpreted largely as a mathematical function of the stimulus or
environment The person’s own inclinations are of course recog-
nmized as constituting a factor in the situation, but only as a mod:-
fymg factor. The stimulus 1s treated as the datum or starting-point,
while the resulting behavior or conduct 1s treated as the end-
point for the psychological mquiry The medical writers on
psychology <tate or imply a very different interpretation of the
stimulus Here, the starting-point of conduct 1s the individual
person himself He wants certain things, he has cravings, de-
sires, wishes, aspirations, ambitions, impuises. He expresses these
mpulses in terms of the environment. The stimulus 1s treated
by the new psychology as only a means to an end, a means
uttlized by the person in getting the satisfactions he intrinsically
wants This 1s a very basic contrast In the older schools of
psychology we have the characteristic sequence- the stimulus
—the person—the behavior The behavior is thought of mainly
as replies to the stimull. In the newer schools of psychology we
have a different characteristic sequence . the person—the stimulus
—the behavior. The stimulus 1s treated merely as environmental
facts that we use to expiess our purposes.” 13

Supporters of the S-R bond psychology would reply to
Thurstone by saying that it 1s unnecessary to suppose the
stimulus to be something exclusively confined to the ex-
ternal environment. As far as the S-R bond theory is con-
cerned, there is no reason why the stimulus may not frequently
be some organic change within the individual. But does this
reply fully meet the objection? Granting that in strict logic
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the stimulus may be located in either the organism or the
environment, is not the tendency of the conception weighted
in favor of making the stimulus an affair of the environment
and the response an affair of the individual ? If this be not the
case, what becomes of the assertion that the S-R bond con-
ception gives the educator a tool superior to that afforded
by the notion of behavior as due to some purpose resident
within the individual ? For, 1f the stimulus may be defined as
some purpose or need of the individual, then it would seem
that the “stimulus concept” and the “purpose concept” are
subject to the same Limitations Moreover, the typical exper:-
ments, particularly those of the “conditioned reflex’ varety,
do most obviously assume the stimulus to be an external en-
vironmental factor that can be freely manipulated by the per-
son controlling the experiment. The superior possibility of
control resides precisely in the assumption that 1f we properly
arrange the external situation, we can condition the responsc
that we desire.

The experimentalist believes that we always get into trouble
when we assume that the exclusive source of activity resides
either in the environment or in the organism He believes
that all activity is a function of both factors, and that behavior
always arises from a disturbance in the relationship of the
organism and the environmental influences. However, if he
were obliged to choose between one or the other of these two
factors as a seat of behavior, he would probably agree with
Thurstone that the organism is the more fruitful starting
place. The theory which has sought to explain and to control
behavior by working exclusively with external stimuli has not
proved to be as fruitful as some of its advocates have sup-
posed. This is particularly true when one passes beyond the
range of the mechanical skills to the deeper and more perma-
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nent interests and activities of the individual. As Bode de-
clares:

“The conception of the living organism as spontaneously ac-
tive is basic for an adequate understanding of behavior, from
the standpomnt both of psychology and of education.” 18

(3) While apparently Woodworth does not agree with
Thurstone 1n all details, he is in hearty accord with his view
that the S-R formula is apt seriously to mislead us. He also
objects to the view that 1t is the S that causes the R It 1s the
orgamism that is stimulated, and it is also the organism, not
the stimulus, that produces the response. Here, again, we meet
with the insistence that the integrated individual with his
needs, purposes, and enduring interests be restored to the pre-
eminent place in our thinking about behavior. In order to
provide for this, Woodworth proposes that the S-R formula
be changed to S-0O-R, the O 1n the revised formula standing
for the organism In criticizing the S-R formula he says:

“Sometimes this formula 1s interpreted to mean that i1f you
know the stimulus, you can predict what the response will be,
or that if you wish to secure a given response, all you have to do
1s to apply the proper stimulus

“But a Iittle reflection shows that the formula, so interpreted,
is incomplete, for the stimulus really acts upon the orgamsm,
and the organism makes the response. . . .

“In order to predict the response, we must know not only the
stimulus, but also the orgamism stimulated

“These three things you must know about the individual stimu-
lated, in order to predict his response, his equipment or reper-
tory of possible responses, his present organic state, and the
activity in which he 1s engaged. The stimulus, then, 1s not the
cause of the response—not the full and sufficient cause.” 17

Not infrequently has it been assumed that the stimulus is
to the response on the organic level as the cause is to the ef-
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fect on the inanimate level. The failure to recognize the
qualitative difference between these two levels of reaction
has led to unduly mechanical notions of the character of or-
ganic behavior. Even in the most simple reflex the one-to-one
correspondence between the § and the R does not always
hold. To quote Woodworth again:

“But the orgamism, O, has to be considered even here Though
the reflex 1s a fairly dependable response to the stimulus, 1t fails
in certain conditions of the orgamism If O 15 1n a condition of
terror, with pupils widely dilated, bright light entering the eye
fails to give the pupillary reflex If O 1s anxious about his knee
jerk, the blow on the tendon fails to ehicit the reflex. But if O
clenches his fist a second before the patellar tendon 1s struck, the
reflex will be unusually strong If O 1s carrymg a hot dish which
he dares not drop, the heat on his hand does not arouse the
usual flexion reflex. So we see that, even 1n the case of reflexes,
we cannot predict the response from knowing simply the stimn-
ulus, but must also know the condition of the organism 18

Once the whole organism is reinstated m the behavior unit,
the hypothesis immediately arises that possibly the organism
has a more active role to play in the learming process than
some of the ‘“‘conditioned reflex” experiments would seem
to indicate Both in Pavlov's experiments with dogs, and m
Watson’s emotional conditioning of children, the agent seemed
to be largely passive, and his responses were apparently con-
trolled by the stimuli that were placed around him. Closer
examination reveals, however, that even in these controlled
laboratory situations where every precaution was taken to
eliminate distracting influences, the agent was not wholly pas-
sive. Discussing Pavlov’s most famous experiment, Wood-
worth declares:

“The contiguity of the bell and the food, in the conditioned re-
flex experiment, does not attach the flow of saliva to the bell
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unless the dog is hungry so that the food stimulus actually
arouses saliva. The stimuli must not simply be presented to-
gether, but they must be responded to together. Connections
are established by the activity of the responding individual, and
not by the contiguity of the stimuli.” 19

Moreover, in the laboratory the conditions were so con-
trolled that the food always was associated with the ringing
of the hell In other words, the environment was so manipu-
lated that one of these factors became invariably the sign of
the other. Suppose the animal were not 1n the laboratory with
the mmistering experimenter on hand to present the food each
tume the bell was rung. Would the saliva response have been
attached to the bell stimulus? That it would not 1s abundantly
proved by the fact that the precise method used to uncondi-
tion such an acquired response is to fail to produce the food
after the bell has been rung Apparently even in these simple
operations the organism 1s observing and checking up on what
happens If the check-up does not reveal a connection either
artificially provided, or inherent in the order of the different
events as 1n actual hfe-experience, the conditioning does not
take place. The bearing of this 1s supremely important, not
only for our interpretation of “‘conditioned reflex” experi-
ments, but also for our general understanding of what goes
on 1 trial-and-error learning. According to Woodworth the
organism does something more than make mere random move-
ments in these trial-and-error situations.

“The characteristics of trial and error behavior are that it is
ammed at some goal, that 1t 1s relatively blind and unobservant,
and that 1t 1s varied. The variation of activity resuits from check-
up by the environment. !f the first response to the situation
reached the goal, there would be no other response on that trial
at least. But when the first response results in a check, some
other response takes its place The strange fact is that out of
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this medley of actions, in the course of repeated trials, the un-
successful responses gradually disappear, while the successful
remain and are organized into a defimite action pattern, such as
is seen specially well in maze running. Evidently the check-up by
the environment does more than arouse the varied activity, 1t 1s
responsible also, 1n some obscure way, for the selection of some
responses as against others. But whether trial and error behavior
15 really as blind as it seems, we saw reason to doubt. Almost
certainly there is a small amount of observation present, a notic-
ing of places to go to and of places to avoid, 1f nothing more
The delayed reaction experiment shows that defimite adjustment
to locations certainly takes place in animal learning ™ 20

The significance of admitting that even in tmal-and-error
learning observation is something of a factor cannot he over-
emphasized. Just where observation leaves off and inference-
making begins 1s a hard line to draw Some would say that all
observation has something of the quality of prediction n it,
that even 1n the most simple perception the organism responds
to relationships, and 1n so doing adjusts its activily in ac-
cordance with these relationships, whether the consequences
of so doing are consciously anticipated or not Thus, to-day,
certain psychologists instead of following the extreme be-
haviorists in their assumption that thinking plays a small part
in the behavior of most human beings, are inchined to move
in the opposite direction and affirm that experiments 1n animal
learning show that even some of the lower animmals exhibit
a considerable amount of intelligence in their adjustments to
simple but novel situations The irregularities in the learn-
ing curve in the most blind trial-and-error learning situa-
tions are also taken to indicate that observation and “insight”
have played a part even in these comparativly mechan-
ical adjustments. After reviewing a number of such points
that seem to have been overlooked in the earher interpretations
of learning by trial and error or by “conditioning,” Wood-
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worth is then moved to ask what is meant when it is said that
all learning 1s simply “conditioning” :

“In endeavoring to formulate a theory of the underlying proc-
esses of learning, we of course try to get along with as few and
simple processes as possible. We base our theory on simple
types of learning, and then see whether these simple processes
account also for the more complex types. Accordingly we started
from the conditioned reflex and have been trying to account for
the lugher types of learning as based upon the same process
that appears m the conditioned reflex Suppose our attempt has
been successful—or measurably successful—does that prove that
all learning 15 only a lot of conditioned reflexes ? That word ‘only’
covers a multitude of real differences which are blithely wished
away when we say that one thing 1s only something else What do
these people mean who, having made the acquaintance of the con-
ditioned reflex, proclaim that all learnmng is only conditioning?
Do they mean to deny the superior efficacy of observant learning,
or of active recitation, or of careful attention to what one wishes to
learn ® This 1s what they sometimes seem to be wishing to say They
imply that all learning would be just as successful 1f the learner
wete as passive as the dog in the conditioned reflex experiment,
without any trral and error, any observation, ot active participa-
tion of any sort

“But the fact 1s that the simple underlying processes which
we have been speaking of in our theory of learning are simply
the raw material for the efficient learner.” 21

Good logic seems to support Woodworth in his protest
aganst the tendency of some psychologists to explain things
by explaining them away Lewts 1s a recent book Mind and
the World Order makes a similar protest against this tend-
ency 1n psychology from the standpoint of a logician:

“If, for example, the extreme behaviorists in psychology deny
the existence of consciousness on the ground that analysis of
the ‘mental’ must always be eventually in terms of bodily be-
havior, then 1t is the business of philosophy to correct their
error, because 1t consists simply 1n a fallacy of logical analysis.
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The analysis of any immediately presented X must always inter-
pret this X in terms of its constant relations to other things—to
¥ and Z. Such end-terms of analysis—the ¥ and Z—will not 1n
general be temporal or spatial constituents of X, but may be any-
thing which bears a constant correlation with 1t It 1s as if one
should deny the existence of colors because, for purposes of exact
nvestigation, the colors must be defined as frequencies of vibra-
tory motion In general terms if such analysis concludes by stat-
ing ‘X 1s a certain kind of Y-Z complex, hence X does not exist
as a distinct reality,’ the error hes 1n the overlooking a general
characteristic of logical analysis—that 1t does not discover the
‘substance’ or cosmic constituents of the phenomenon whose na-
ture is analyzed but only the constant context of experience in
which 1t will be found.” 22

Apparently because he is unwilling to accept such analytical
reductions as adequate explanations of all behavior, Wood-
worth would appear to be in disagreement with the assertion
that a “psychology which admits purpose as an explanation 1s
a beaten science.” In Woodworth's opinion any effort to ac-
count for behavior as a mere concatenation of <o many secpa-
rate, unitary reactions to discrete stimuli fails to give the
essential pattern of the daily activities of Iife Unless we see be-
havior m terms of the larger patterns for which the concept
of organized purposeful activitv provides an mtelligent ex-
planation, he believes we are without any adequate means of
interpreting what actually goes on in everyday experience.

“The daily activities of life are better represented by the dog
coming at the sound of the whistle than by the simple reaction
or the reflex Behavior usually comes 1n lengths, not in separate
reactions. You put on your coat and hat, you go out to the gar-
age, you start the car, you back out, you take on your pas-
sengers, you drive them to the station Thus one mght list the
acts performed in a certain quarter of an hour Each of these
acts includes a series of smaller acts leading up to some end
result When you start upon each series you are starting towards
the end-result of that series. You are set for that end-result. You
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have embarked upon a certain total activity, which immediately
becomes your ‘activity in progress’ and motivates all the detailed
movements or preparatory reactions composing the total activity.
What you are doing in toto determines what you do piecemeal.” 23

Woodworth does not assert that the dog coming at the
sound of the whistle necessarily anticipates the end result of
his activity. It 1s possible that such complex animal behavior
can be adequately described in terms of an organic set occa-
sioned by a delayed reaction. In the case of human behavior,
however, Woodworth 1s unambiguous n his declaration that
this is not the case lHere he believes that we do need the con-
cept of conscrous behavior to do justice to the facts in the case,
not because conscrousness 1s a noun standing for some discrete
mental entity, but because acting consciously 15 qualitatively a
different sort of behavior from acting mechamcally or uncon-
sciously To quote further:

“Whether the dog coming at the sound of the whistle antici-
pates the end 1esult of s activity, 1t would be difficult or 1m-
possible to prove What we do know is that the whistle started
something gomg m the dog that did not run down till the end
result was reached So we say that the whistle set him, or ad-
justed him, for this total activity with its end result But when
the individual 15 not only <et for a certain activity, but also fore-
sees the outcome of the activity, then the activity 1s purposive A
purpose 1s a set for a certain activity with foresight of the re-
sult of that activity

“A reflex 1s not purposive, however useful 1t may be The
stimulus simply arouses the response, with no preliminary set
or motivation At least this 1s true of the simpler, prompter re-
flexes, such as the eyehd or the flexion reflex.” 24

Woodworth describes four special characteristics of human
behavior marked by conscious purpose which distinguish it
from routine response. Of these four—precision of adjust-
ment, intensity of adjustment, breadth of adjustment, and
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novelty of adjustment—it is the last which has most bearing
on our present discussion. By novelty of adjustment he means
that a new action pattern is made as the activity proceeds.

“Purposive behavior is new behavior, rather than habitual
behavior. It 1s behavior in the making, rather than behavior al-
ready organized.” 25

That Woodworth believes such situations calling for novel
adjustments are not infrequently experienced but, on the
contrary, are the normal accompaniments of ordinary experi-
ence, is indicated by the following statement :

“A total situation, in strictness, should never be recognized,
for even 1f all externals are now the same as on some former
occaston, you yourself have changed. You may be sitting 1n the
same room, with the same furniture, same lLighting, same tem-
perature, same clothes on, and may even be re-reading the same
book But 1n the back of your head you are keeping in touch with
your hfe in general, so that, though everything around is famil-
1ar, the total situation 1s new and {felt to be new. That 1s the
normal state of affairs.” 26

For Woodworth the concept of purpose is fundamentally
important for a psychology of human behavior In his opin-
ion 1t “‘need not be thought of as something lying outside of
the general scheme of stimulus and response.” ** It 1s probably
unnecessary to add that he does not believe that a mind-body
dualism is required to account for conscious, purposeful
activity.

“Consctous purpose is an adjustment still in the making or
just being tuned up, and specially an adjustment that is broad
and still precise Purpose is not something foreign to an activ-
ity and directing it from outside, or from above Purpose is the
activity itself imitiated, but not completed. It is an activity in
progress.” 28
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On the other hand, the reality of human purpose seems so
well established and important to Woodworth as a psychol-
ogist that he 1s willing to “object to any one who would
frighten us away from the facts of human purpose, for fear
they would disturb some neat philosophical system.” 2?

8. Suggestions from the Experimentalists

In addition to the above criticisms from the field of general
psychology, the experimentalists themselves have also raised
objections to certain current interpretations of the .S-R bond
psychology and the “conditioned reflex” theory of education.
Beginming with a prophetic article published in 1896 in the
Psychological Review on “The Reflex Arc Concept in Psy-
chology,” Dewey has consistently pointed to inherent difficul-
ties in the S-R formula. Although frankly recognizing that
the stunulus-response conception marks an important ad-
vance over the psychology of sensationism, he nevertheless
seems to consider that the S-R conception as currently ex-
plained does not adequately provide for certain important
aspects of human behavior.

In the first place, he considers the view that the stimulus
mnitiates the activity to be seriously misleading Here he would
seem to have anticipated Thurstone’s position that the S-R
formula tends to promote the idea that the orgamsm is in-
herently passive, and 1s only aroused to activity by the opera-
tion of external factors. Since the organism both by nature
and the conditions of existence is ceaselessly active, he be-
lieves that the notion of “stunulus fo activity” should be
replaced by the better notion of “stimulus in activity.” When
thus conceived stimuli are not thought of as the sufficient
cause of the activity, but rather as factors which serve to
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guide an ongoing activity as it progressively reconstructs
itself in the light of developments. Stimuli are cues to re-
sponse, rather than the primary sources of the response.

Secondly, behavior cannot be adequately understood 1f
viewed as a mere succession of unitary responses to discrete
stimuli. Normally in organic behavior the primary fact is an
organized activity moving to realize a goal, or an end, even
though the organism may not always be conscious of the end.
Both stimuli and responses are conditioned by this more 1n-
clusive spread of activity Such an organized activity is
marked by continuities ; earlier stages are preparatory to later
ones. It has a temporal spread It also i1s characterized by
direction ; activity is 1n favor of certain outcomes and 1s op-
posed to others. In such behavior the stimuli are as much
determined by the more inclusive project under way as the
responses are shaped by the guidance dernved from stimulr.
If we drop out of our calculations this primary fact of or-
ganized activity concerned to achieve certain ends, we are
left without the essential clue to what is going on 1n normal
behavior. In The Psychologies of 1930 Dewey has deemed
1t important to reemphasize this serial character of behavior.
He says:

“From the standpotnt of behavior itself, the traits in question
take us beyond the isolated act of the subject into a content that
has a temporal spread. The acts in question came out of some-
thing and move 1nto something else Their whole scientific point
is lost unless they are placed as one phase in this contextual be-
havior

“It 1s hardly possible, I think, to exaggerate the significance
of this fact for the concept of behavior Behavior 1s serial, not
mere successton It can be resolved-—it must be—into discrete
acts, but no act can be understood apart from the series to
which 1t belongs. While the word ‘behavior’ implies com-
portment, as well as de-portment, the word ‘conduct’ brings out
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the aspect of seriality better than does ‘behavior,’ for it clearly
mnvolves the facts both of direction (or a vector property) and of
conveying or conducing. It includes the fact of passing through
and passmg along

“l do not mean to suggest that behaviorists of the type that
treats behavior as a succession rather than as serial exclude the
influence of temporal factors. The contrary 1s the case But I
am concerned to pont out the difference made 1n the concept of
behavior according as one merely appeals to the effects of prior
acts 1n order to account for some trait of a present act, or as one
realizes that behazvor itself is serial in nature The first position
1s consistent with regarding behavior as consisting of acts which
merely succeed one another so that each can be understood n
terms of what 15 actually found 1in any one act taken by itself,
provided one includes the effects of prior acts as part of the
conditions mvolved m 1t The second position, while, of course,
it recognizes this factor, goes further In introducing into be-
havior the concept of series, the 1dea of ordmnal position con-
nected with a principle which binds the successive acts together
18 emphasized.” 3¢

It 15 true that in cases of extreme exhaustion, or of nervous
disorganmization, behavior does tend to become a mere suc-
cession of responses to the multitude of stimuli pouring in on
the individual. The jerky, destructive character of behavior
resulting from such disorganized responses to the wide vari-
ety of stimuli bombarding the orgamsm 1s far removed from
the unified, adaptive activity of the normal type. Just so far
also is the conception of behavior as a mere succession of re-
sponses to bare physical stimull removed from an adequate
interpretation of what normal adaptive behavior really is like.
To quote from Dewey’s earlier article:

“The discussion up to this point may be summarized by saying
that the reflex arc i1dea, as commonly employed, 1s defective in
that it assumes sensory stimulus and motor responses as distinct
psychical existences while in reality they are always inside a co-
ordination and have their significance purely from a part played
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in maintaining or reconstituting the codrdination; and (sec-
ondly) in assurmng that the quale of experience which precedes
the ‘motor’ phase and that which succeeds it are two different
states, instead of the last being always the first reconstituted, the
motor phase coming in only for the sake of such mediation. The
result 1s that the reflex arc idea leaves us with a disjointed psy-
chology, whether viewed from the standpoint of development in
the individual or 1n the race, or from that of the analysis of the ma-
ture consciousness As to the former, 1n 1ts failure to see that the
arc of which it talks 1s virtually a circuit, a contmual recon-
stitution, 1t breaks continuity and leaves us nothing but a series
of jerks, the origin of each jerk to be sought outside the process
of expertence itself, in either an external pressure of ‘environ-
ment’ or else in an unaccountable spontaneous variation from
within the ‘soul’ or the ‘organism’ .

“In any case what precedes the ‘stimulus’ is a whole act, a
sensori-motor coordination. What is more to the point, the ‘stimu-
lus’ emerges out of this coordination, 1t is born from 1t as its
matrx, it represents as 1t were an escape from 1t.” 32

Dewey suggests that the deeper source of the difficulty
may be an unexamined assumption to the effect that stimulus
and response represent literal distinctions to be found in the
existence of the facts themselves He denies that they are
distinctions of this existential sort. Stimulus and response are
better thought of as “teleological distinctions, that 1s, distinc-
tons of function, or part played, with reference to reaching
or maintaining an end.” 32

Moreover, seeing, hearing, tasting are acts of the organ-
ism just as truly as are motor responses. The naive assump-
tion that certain things are stimuli in and of themselves will
not bear critical examination. Nothing stimulates an organism
except as it has relation to the total conditions or set of the
organism We avoid the confusion of this naive dualism of
an environment that supplies the stimuli ready-made, and of
an organism whose responses are controlled by these stimuli,
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if we recall that a complete analysis of any activity reveals
that the activity always implicates both the organism and the
environment, If it be objected that in case of extreme shock
such as that occasioned by a sudden explosion we have an
illustration of a stimulus that is in no way related to the
antecedent activity of the organism, the reply 1s not difficult
to make. In such an event, according to Dewey, you have
neither stimulus nor response, but merely a bare physical
process -

“In the physical process, as physical, there is nothing which
can be set off as stimulus, nothing which reacts, nothing which is
response There 1s just a change 1n the system of tensions.” 33

The importance of recognizing this fact of organization in
all organic behavior which is characterized by adaptive re-
sponses becomes more apparent when we come to interpret
reflective behavior on the human level. If organic activity is
thus typically semal in nature and is literally an ordered
process moving toward a conclusion, and, moreover, a process
which internally reconstructs itself as hindrances and re-
sources are experienced, we are enabled, on the one hand,
to see more clearly why atomistic, mechanical explanations
of behavior involve an over-simphfication of the facts ; while,
on the other, we are given a positive clue to an interpretation
of reflective behavior which makes a real place for thinking
in conduct without having to resort to the traditional mind-
body dualism. Intelligent behavior is not discontinuous with
the adaptive behavior of the biological organism. It is pre-
cisely tlns adaptive behavior become aware of what it 1s
about. By thus becoming conscious of its own processes it is
able to take more things into account, to display greater
flexibility in its activity, to define more adequately the ends
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for which it is striving, and to utilize and create better means
for the realization of those ends.

The inadequacy of the S-R bond conception when too
narrowly interpreted becomes more pronounced when we
seek to do justice to all of the facts of reflective behavior.
Reflection starts with a difficulty—with a block in activity.
It arises from a situation that 1s experienced as a problem. In
other words, it is not the presence of an adequate stimulus,
but the absence of a stimulus adequate to produce an overt
response that initiates reflection Reflection from this point of
view may be viewed as the conscious search for means by
which the problematic situation may be so apprehended that
it does yield a stimulus adequate to release an overt response
Some have sought to remedy this deficiency in the S-R
formula by extending the meaning of the term stunulus so
as to make 1t include the problem itself as stimulus. There
is possibly no objection to this procedure 1f we constantly re-
nmember that a problem as stimulus is qualitatively a very
different sort of thing from the stimulus which sets off the
simple reflex. For example, the one-to-one correspondence
between the stimulus and the response breaks down entirely
when we stretch the notion of stimulus to include a problem-
atic situation to which the individual must discover or create
a solution which constitutes the response finally made So also
when one says that it was the situation in Russia under the
Czar which was the stimulus which produced the response of
the Communist Revolution, one wonders what that sort of
gross stimulus has in common with the simple tap on the
patellar tendon that results in the knee-jerk

Dewey has also suggested that the facts are such that we
would do well to recognize the existence of three different
levels on which objects interact with one another: the inani-
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mate level, where the terms cause and effect may be em-
ployed appropriately to describe the nature of the interac-
tion ; the organic level, where the terms stimulus and response
might better be used; and the level of mind, where the terms
means and consequences seem more adequate to denote the
realities involved.

So also have the cxperimentalists been unwilling to ac-
cept the notion of the concept, or the general idea, which has
been often associated with the S§-R psychology. Bode and
Dewey have pointed out that the concept, or the universal,
is not some existential element present in discrete form in a
variety of situations, which we uncover by the process of
stripping off the variables until we finally reach the element
itself As Dewey has said, the common element is not in a
series of situations or materials, as a piece of salt may be
said to be 1n a picce of meat. You could look at red, green,
and blue forever and you would never discover color. Why
do we connect red and blue instead of red and odor ? Because
red and blue may be put 1n a series, and we find 1t possible to
make a common response to them for certain purposes. The
universal is not simply abstracted from the particulars; 1t is
rather a correlative of the particulars. It 1s a means we have
discovered or invented of dealing with the particulars that
proves to be fruitful for our purposes of understanding and
control. As such, concepts or generalizations are tools with
which the individual works to manage the problematic situa-
tions with which he has to do.

The difference here is more than formal. It vitally concerns
the question of how we shall think of education, If a variety
of situations actually contained some common element as
their essence, and if through analysis children could be
trained so they would always see that common element, we



214 EDUCATION AND EXPERIMENTALISM

might find more cogency in the suggestion that they be con-
ditioned to make the right response to that element whenever
it appears as a stimulus in any concrete life-situation. Con-
versely, if the concept or principle is a meaning we have built
up out of previous experience for the purpose of dealing
with certain situations more effectively (because by virtue
of its use we can anticipate better what is to be expected from
the situations), the whole idea of attaching fixed responses
to such universal elements breaks down. Moreover, there is a
vast difference between using a principle as a tool, and guid-
ing behavior on the basis of meanings perceived and under-
stood, where both principles and meanings are continually
reconstructed in the light of further experience; and in ac-
cepting general principles as absolute rules which are to con-
trol our responses in new and novel situations. The distinction
is equivalent to the difference between being alive and growing
more intelligent by the process of learning from our experi-
ences, and that of behaving as an automaton which interacts
with things on the inanimate level of mechanical push and pull.

9. Indispensability of Intelligent Understanding

What, then, are we to conclude from this review of some
of the criticisms that have been made of the narrow construc-
tion of the S-R bond psychology and the “conditioned re-
sponse” theory? It would be most unfortunate if a study of
these criticisms were to lead any one to conclude that these
conceptions and related experimental studies—particularly
the latter—have not made fundamental contributions to our
understanding of human behavior and the nature of the learn-
ing process. That some of the most important discoveries
in the field of educational psychology have been achieved by
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the leaders of these movements is so well known as to need
no emphasis here. It is also important that investigators should
continue to exploit to the limit the hypotheses which these
schools of psychology have developed. The more information
we can have about these basic processes, the greater will be
our possibility for understanding and control.

The point at issue is not the importance of the data achieved
by these researches, but is rather what interpretation is to be
put upon these findings. That these data are not self-
explanatory is evidenced by the various interpretations which
are given to them by eminent psychologists. It is possible that
a varniety of explanations may all be equally true from the
strictly descriptive point of view. So much depends in such
cases on the purposes we have in mind when we are attempt-
ing to make our description. Harm is done, however, when a
description or analysis made from one point of view is as-
sumed to be the only possible construction which can be put
upon the findings, and hasty educational programs are set up
on the basis of these partial interpretations.

Psychologists themselves have often found it necessary
to protest agamnst such philosophies of behavior, which fre-
quently are uncritically assumed to be the one inevitable con-
clusion to be drawn from the findings of their psychological
research. As has been shown, many psychologists to-day
from various points of approach are moved to protest against
what they consider to be just such over-simplified atomistic and
mechanical interpretations of human behavior and learning.
In the previous section of this chapter the nature of these
protests was discussed in some detail, and no attempt will be
made to summarize them here. Qur present concern is with
the original question that prompted this inquiry. Has modern
psychology rendered untenable the primary emphasis the
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experimentalist gives in his educational program to purpose-
ful, intelligent participation of the individual in his own edu-
cative experience? The fair conclusion from our survey
would seem to be that psychology has not discovered any
new processes which enable training in rote behavior and
routine habit to substitute successfully for intelhgent under-
standing of what one 1s about. On the contrary, many psy-
chologists are joiming in an insistent demand that the
individual, with his interests, purposes, and orgamzed prefer-
ences, be restored to the central place in the educative process
from which the conception of education conceived primarily
as a “mere conditioning of habits” has threatened to remove
him\Instead of asking the experimentalist to revise his philos-
ophy of education because 1t makes so much of purposeful
activity and intelligent understanding on the part of each
individual, it would probably be more in harmony with the
general tendency of thought in the field of psychology to say
that any psychological theories which do not recognize the
fundamental importance of these factors are themselves in
need of drastic reconstruction.

I10. Some Ethical Factors

No account of the experimentalist’s opposition to the pro-
posal to make habit formation rather than the development
of intelligent understanding the central aim in education
would be complete which did not deal with the ethical aspect
of the problem involved. As was pointed out carlicr in this
chapter, the experimentalist helieves that the changing nature
of our world is such that any attempt to proceed on the basis
of rote behavior is bound to end in disaster. His notion of
experience as a process of continuous interaction between a
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changing individual and a world of moving events forever
bars him from placing his trust in an education designed
to achieve “preadjustments” of an automatic sort. Flexibility
and the creative ability to construct new ways of behaving
to meet novel situations are so imperatively demanded by the
dynamic character of existence that the experimentalist con-
siders any educational program which seeks to implant fixed
habrts and ideas into the life of the child to be radically
defictent Particularly does this seem to him to be true of our
modern industrial society, in which wide distribution of
authority and intelligent understanding is necessary if such
an mterdependent society is to move forward with reasonable
stability.

However his opposition to this emphasis on rote behavior
1s not to be explained wholly by the above considerations. It
also has its ethical foundation. For the experimentahst, the
most fundamental cthical value may be said to be the capacity
and freedom to grow. Growth 1s defined as that continuous
reconstruction of experience which adds new meanings to
life and yields further power to control subsequent exper:-
ence \This process of growth is an unending process. It is
believed to be the inclusive end of life, and as such 1t is the
only end of education. Its essential condition is that the in-
dividual attamn the power of self-direction. The moral auton-
omy of each individual becomes then a basic value Such
moral autonomy implies freedom from the imposed control
of others, and equally freedom from habits that inhibit the
capacity to change and grow. The individual who 1s controlled
by fixed 1deas and habits 1s no more free to grow than is the
individual whose behavior 1s dictated by others.| However
well intentioned the proposal to control the future of the in-
dividual by “conditioning” his responses may be, such an
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educational program appears to the experimentalist to con-
fiscate the individuality of those who are thus “conditioned”
in so far as it succeeds in realizing its purpose. Conditioning
is here used in the narrower sense to denote a process of
building habits and attitudes that are so fixed they cannot
easily be reconstructed when changed conditions may call for
their reconstruction. It also implies that primary emphasis
is given to an external molding of the responses believed to
be the appropriate ones, rather than to aiding the individual
achieve an intelligent understanding of the situations with
which he is dealing. While the experimentalist believes that
in the long run more “social efficiency” of a genuine sort will
be achieved on his basis than on the basis of “conditioning,”
he is not willing to say that “effictency values” are the most
important ones to be weighed 1n this connection The capacity
of the individual to manage his own expcrience seems to
him to be such a fundamental value that he 1s willing to
conserve this good even at the cost of reduced “social ef-
ficiency” of a certain type if this be necessary. For the
experimentalist, the significance and goodness of life funda-
mentally depend upon the individual’s having such intelligent
control over his own experience.

But the objection will be raised, how about the intelli-
gence of the rank and file? Have we any reason to suppose
i the hight of the findings of the intelligence tests that the
average person has the capacity required to control creatively
his own experience?|{If the individual does not possess this
native capacity, can any educational procedures be expected
to give it to him? If we put aside inherited, sentimental no-
tions about the “equality of all men,” are we not compelled
to admit that the results of the testing movement plainly point
to the conclusion that the average individual has no such
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native capacity as is presupposed in the program of ex-
perimentalism ?

The experimentalists themselves were early in the field
with answers to some of these questions. Under critical
examination some of the naive assumptions imbedded in the
early tales spread abroad as to what the tests had proved the
intelligence of the average person to be began to appear
somewhat ridiculous. On formal logical grounds, some of the
conclusions were shown to be poorly supported by the data
assembled. Certain more responsible leaders of the testing
movement all along have been more cautious in the con-
clusions they drew from the findings of the tests. Through
further experimental studies additional facts have been
brought to bear on the question which seem to indicate that
there is little solid foundation for the earlier pessimistic
generalizations. An admirable summary of certain of these
points has been given in a recent article by Goodwin Watses.
Since the 1tems covered in this summary have important bear-
ing on the basic question of whether the findings of the test-
ing program are such that we can no longer look to the rank
and file for intelligent control of their own experiences, it
is quoted somewhat at length:

“How seriously should intelligence test scores be taken in guid-
ing the life of a child? Does the I Q give a fair and full index of
the worth of an individual to society ? Most of the harm that has
arisen 1n connection with the use of intelligence tests seems to
have grown out of misunderstandings of the answer to these
questions. Even scientifically trained psychologists have not
always been careful to emphasize the distinction between a re-
lationship which holds with great masses of data, and that which
exists in a particular case.

“Only in extreme cases can individual predictions of a far-
reaching nature safely be made .

“‘When the intelligence test score of an ordinary person is
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known, that does not tell very much about him. Even in school
work, where intelligence would seem to be more useful than any-
where else, the relationship 1s far from close. Spelling ability 1s
very shightly related to intelligence Ilandwriting shows almost
no relationshipy Exceptions are numerous even in the more ‘in-
tellectual’ subjects If pupils are giouped by intelligence test
scores 1nto three sections, one bright, one average, and one dull,
and 1f all three sections are given the same reading test, some of
the dull section will prove better readers than some of the bright
section If the test be given 1n arithmetic, mn language or science
or history, the same result will be found .

“Once outside the classroom, the signifigance of an intelligence
test score becomes much more doubtful | Tests 1n other fields have
shown that an individual varies in his abilities. Some things he
does well Others he does poorly. The truth of the matter 1s that
individual intelligence test scores do not predict any other known
ability of the individual with an accuracy that 1s 50 percent better
than chance.\Though we know in general that n the following
abilities 1,000 children of high intelligence would excel on the
average 1,000 children of low intelligence, we might about as
well base our guess as to a particular child’s achievement 1n them
on a lottery number, or the length of his hig toe, as on his 1 Q)
Personal happiness, popularity with classinates, speed and ac-
curacy of simple learning tasks, mechanical ability, ability to
discriminate between good and bad music, ability to sing or
play a musical instrument, ability to recognize artistic ment,
ability to draw or paint, handwriting speed or quality ., coopera-
tiveness, helpfulness, physique, health, athletic ability, per-
ststence, self-control, breadth and variety of play mterests, cheer-
fulness, dependabulity , speed of decisions, self-confidence, ability
to keep out of insane asylum during later years, and ability to
keep out of prison during later years.

“This list 1s not exhaustive The point, however, may be clear
Whatever may be true about people in large numbers, individual
I Q’s cannot be taken too seriously.” 34

The experimentalist does not contend that there are no im-
portant individual differences. Long before the testing move-
ment began, the experimentalist was urging that education be
so conducted as to recognize and respect the individuality of
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each child. Nor does he proceed on the assumption that there
are no ‘organic factors which either favor or hmit the pos-
sibility of individual success. He does affirm, however, and
both ordinary experience and the more careful interpreta-
tion of the findings of the intelligence tests seem to support
him, that the vast majority of children do have the native
capacity to achieve a umque degree of excellence of one sort
or another Particularly 1s this true 1f that capacity be en-
couraged by sympathetic and intellgent educational pro-
cedures that deal with the child as one able to grasp and
respond to meanings, rather than as one who 1s to be con-
ditioned so as to behave as an automaton.

Neither does the experimentalist understand that his edu-
cational program would render the work of the expert any
less socially significant. On the contrary, he sees no possibil-
ity of carrying on the undertakings of our interdependent
world society without the services of specialists i almost
every varlety of human activity. e does not see, however,
that the expert will be hampered 1f he 1s expected to appeal
to the intelligent judgment of the population In a democratic
society the true expert will have thus chance only where the
rank and file can discriminate on the essential points between
the charlatan and the genuine leader. The “conditioning pro-
gram” would seem to work as much to the disadvantage of
the honest specialist as it would to the disadvantage ot the
rank and file. If people were to decide, on the basis of fixed
responses to stimul, the “expert” who would control on that
basis would be the one who had the greatest ingenuity in
manipulating these stimuli through advertising and propa-
ganda. The true research worker will not be limited in carry-
ing forward his projects because the rank and file have
developed the capacity to judge of consequences and to dis-
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criminate between the genuine and the spurious. It is to that
end that the educational program of the experimentalist is
directed. Less than that fails to satisfy him because it seems
to do violence to his ultimate philosophy of the nature of the
world in which we live and the fundamental values in which
the goodness of life consists.
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CHAPTER VIII

EXPERIMENTALISM AND THE INDIVIDUAL

“The preferences of sentient creatures are what create the im-
portance of topics. They are the absolute and ultimate lawgiver
here And I for my part cannot but consider the talk of the contem-
porary sociological school about averages and general laws and pre-
determined tendencies, with its obligatory undervaluing of individual
differences, as the most pernicious and immoral of fatalisms”

WILLIAM JAMES.

“A Theory of Experience s a Theory of Art.”
EpMAN.

1. Conflicting Criticisms of Experimentalism

FroMm the pomnt of view of education, probably no more cru-
cial questions can be asked of any philosophy than what im-
portance 1t attaches to the individual, and what conception 1t
has of the relation of the individual to the social process In
this concluding chapter, therefore, experimentalism will be
examined from the standpont of its adequacy in providing
for these aspects of the life of the individual.

Recently various groups have declared the philgso of
experimentalism to be defective because they bclievE its net
effect is to minimize the significance of the individual.{This
criticism, originally advanced by writers in the field of gen-
eral philosophy, 1s now also shared by certain leaders 1n the
field of education. For many who are sympathetic with the
educational aims of experimentalism, the temptation 1s strong
to dismuss this criticism by merely asserting that it is based on

a4
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such gross misunderstanding as not to merit serious consid-
eration. The fundamental importance of the 1ssue raised,
however, and the eminence of some who now voice the crit-
icism would seem to make 1t unwise to attempt thus sum-
marily to dispose of 1t

Before proceeding to a detailed consideration of the
grounds on which this criticism 1s based, it may be well to
mention that the philosophy of experimentalism has also been
considered by other critics to be open to precisely the opposite
objection All along there have been those who have opposed
experimentalism, not because it tends to submefge the indi-
vidual, but because, as they have thought."1t tends to exalt’
the individual unduly and erther to give hum an undue priority
over nstitutions or to make excessive demands upon him.\We
may, then, well begin our discussion of this larger question
by first reviewing some of the considerations which seem to
support the view that the philosophy of experimentalism does
make the individual a central concern.

2 A Plilosophy of Concrete Particulars

In the first place, this would seem to be the general in-
fluence of the logic of experimentahism. Its logic boldly re-
verses the traditional arrangement. For the experimentalist,
the realm of ends is the realm of particulars, or of individuals
On the other hand, generals, or universals, hitherto in-
trenched in the realm of ends are declared to belong actually
to the realm of means According to this logic, no mdividual
event can be disposed of adequately by saving that it 1s a
mere specimen of a general class Each happening is believed
to possess a certain unique character of its own and is to be
dealt with in terms of its own inherent traits. Moreover, gen-
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eral conceptions and principles are not considered to be
ultimate characters; they are viewed as human inventions
which were developed because experience proved them to
be useful implements in instituting and interpreting experi-
mental inquiries. They have, therefore, the instrumental of-
fice of helping us to deal more effectively with the particulars
of existence Their intellectual value, as contrasted with their
esthetic value, is to be measured in terms of their fruitfulness
in thus aiding us to discover and test the meanings of the
concrete situations with which we have to do Tlus emphasis
on the uniqueness and ultimate importance of the individual
event and the instrumental character of general conceptions
was early stressed by Wilham James in The Principles of
Psychology:

“From every point of view, the overwhelming and portentous
character ascribed to umiversal conceptions 1s surprising Why,
from Plato and Aristotle downwards, philosophers should have
vied with each other in scorn of the knowledge of the particular,
and in adoration of that of the general, 1s hard to understand,
seeing that the more adorable knowledge ought to be that of the
more adorable things, and that the things of worth are all con-
cretes and singulars The only value of umversal characters is
that they help us, by reasoning, to know new truths about in-
dividual things. . . . In sum, therefore, the traditional universal-
worship can only be called a it of perverse sentimentalism, a
philosophic ‘idol of the cave.”?

The general tendency of a logic which thus gives the pri-
mary position to the concrete event or particular, and which
insists that each event be studied in terms of its own in-
dividual traits, would seem to be favorable to a recognition
on the human level of the significance of each individual
person.

Actually we do seem to find some such connection between
the general logic of experimentalism and its ethical point of
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view.“Both friends and foes have frequently criticized experi-

mentalism because it refuses to formulate an inclusive scheme
of values U/x;doubtedly one of the chief reasons for its op-
position to all attempts to set up some such final hierarchy
of values is rooted in its respect for the individual and the
uniqueness of his experiences and perspectives.| This pro-
found respect for human individuality prompts experimental-
1sm to resist the idea that there is some universal pattern of
goodness which can be discovered and made into a final
authoritative standard. Life 1s a dynamic affair. Individuals
change, and the conditions 1n which their lives are set also
change. Hence goods are many and various. How much any
particular good 1s to be valued 1s conditioned by the circum-
stances It 1s relative to the actual needs and the possibilities
of thosc concerned If a general principle be demanded, the
/expenmentahst says that is good which promotes the happi-
ness and growth of individuals and does not interfere with
the happiness and growth of other individuals.\ But here,
again, the prinaple does not fix the end Such a principle 1s
a “‘tool of insight.” It points to the fundamental importance of
the continuous task of finding out in each situation that
which 1s good and that which is bad. It has value only to the
degree that 1t makes us more sensitive to the actual factors
that limit and thwart growth as well as to those which lead
to expansion and more effective control. If such a general
principle directs attention away from the concretes of act-
ual experience, it does more harm than good, as Dewey in-
dicates 1n the following statement:

“If we still wish to make our peace with the past, and to sum
up the plural and changing goods of life 1n a single word, doubt-
less the term happiness is the one most apt But we should ex-
change free morails for sterile metaphysics, 1f we imagine that
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‘happiness’ is any less unique than the individuals who experience
it; any less complex than the constitution of their capacities, or
any less variable than the objects upon which their capacities are
directed ” 2

The plural nature of the good and the necessity of viewing
it as a variable which 1s a function of the changing experience
of particular mdividuals living 1n particular situations 1s the
theme of an essay, On Some of Life’s Ideals, by William
James. In this essay James proclaims the opposition of the
experimmentalist to all attempts to standardize that which
makes life good:

“Whenever a process of life communicates an eagerness to
him who hives it, there the life becomes genuinely significant
Sometimes the eagerness is more knit up with the motor activities,
sometunes with the perceptions, sometimes with the imagtnation,
sometimes with reflective thought But, wherever 1t 1s found, there
is the zest, the tingle, the excitement of reality, and there 75 ‘‘mpor-
tance’ 1n the only real and positive sense in which impor-
tance ever anywhere can be 7 3

“The first thing to learn in intercourse with others 1s non-
interference with their own peculiar ways of being happy, pro-
vided those ways do not assume to interfere by violence with ours.
No one has insight into all the 1deals. No one should presume to
judge them off-hand The pretension to dogmatize about them in
each other 15 the root of most human njustices and cruelties, and
the trait in human character most likely to make the angels
weep 4

When we consider the broader social outlook of the philos-
ophy of experimentalism, we find that this tendency to em-
phasize the significance of each individual becomes even more
pronounced The experimentalist belicves the distinguishing
characteristic of a democratic society is that it 15 precisely the
kind of society that does cherish individual variations, de-
sires, and aspirations, instead of seeking to crush them out
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in the interest of some static social arrangement. Conse-
quently a democratic society must ever be a changing soci-
ety. Its ttditions and institutions are to be subjected to con-
tinuous reconstruction in order that they may better serve
the needs and promote the growth of those individuals whose
lives are conditioned by them. The concern of such a demo-
cratic society is not to absorb the individual mnto its already
developed social tradition. While such a society seeks to af-
ford fair opportunity for all to nourish their lives on 1ts
tradition, it 1s equally concerned to provide for 1ts own con-
tinued growth through the perpetual reconstruction of the
social fabric Concrete individuals with their unfulfilled de-
sires and purposes afford the focal points around which
such social reconstruction can take place The meaning of
both individual and collective experience is enriched as this
individual-social process proceeds One of the reasons why
expermmentahism 1s an appropriate name for this philosophy is
because as a philosophy 1t desires to promote a society which
will be intelligently experimental in carrying forward this
reconstructive movement.

“A society based on custom will utilize individual variations
only up to a ltmit of conformity with usage, uniformity is the
chief 1deal within each class. A progressive society counts in-
dividual variations as precious since 1t finds in them the means
of 1ts own growth. Hence a democratic society must, in con-
sistency with its 1deal, allow for intellectual freedom and the play
of diverse gifts, and interests in 1ts educational measures.”

3. Respect for the Actual Self

This brings us to the educational implications of the above
considerations. The experimentalist has repeatedly tried to
make the educational implications of his social philosophy
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explicit. A society that is concerned to continue its own
growth will find in its children the indispensable resource for
achieving this aim. Each new generation of children presents
a new opportunity for the infusion of the fresh, impulsive
Iife of primitive nature into our already developed social
processes New vitality and new perspectives for judging our
civilization can be gained from this provided we are willing
to grant adequate scope to the native tendencies of children,
and provided we are also constantly alert to reevaluate our
established ways of dommg and thinking in terms of their
spontaneous responses to them. In the opinion of Dewey it is
this possibility which defines the deeper significance of
education:

“With the dawn of the 1dea of progressive betterment and an
interest in new uses of impulses, there has grown up some con-
sciousness of the extent to which a future new society of changed
purposes and desires may be created by a dehiberate humane treat-
ment of the impulses of youth. This is the meaning of education,
for a truly humane education consists in an intelligent direction of
native activities in the hight of the possibilities and necessities of
the social situation But for the most part, adults have given
tramning rather than education . We have already noted how
original plasticity 1s warped and docility 1s taken mean advantage
of It has been used to signify not capacity to learn hiberally and
generously, but willingness to learn the customs of adult as-
sociates, ability to learn just those special things which those hav-
ing power and authority wish to teach. Original modifiability has
not been given a fair chance to act as a trustee for a better human
life.” 8

Many would say that one of the most important contribu-
tions of experimentalism to educational thought and practice
arises from 1ts conviction that our understanding of the
meaning of respect for individuality should be extended so
as to make 1t include respect for the child as well as for the
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adult. Children are not to be viewed as mere immature
adults. Their childhood activities are not to be conceived as
a mere preparation for real life later on. On the contrary,
adequate respect for individualty discovers intrinsic value in
the present interests and experiences of children. Moreover,
the best preparation for adulthood is declared to be the most
zestful experiencing during childhood.

In spite of much criticism and the serious possibility that
his views might be so construed as to cause them to appear
to give sanction to extreme laissez-faire and anarchistic tend-
encies in school procedures, the experimentalist has never
been willing to sacrifice his view that education should be
understood as the process by which the actual self of each
child is realized. So also has he consistently opposed the view
that education is the process by which the immature self of
the child 1s supposed to grow into an ideal maturity by the
passive absorption of a fixed social tradmon.\ Growth is
achieved through the interaction of the native impulses and
tendencies of the child with the customs and traditions of the
group Where society as well as the child are flexible, both
should gain new meanings out of the interaction. Customs
and mstitutions are to be continuously evaluated in terms
of therr educational effect. We become more conscious of our
established ways of doing and thinking as we examine their
impact on the hives of cluldren.

The emphasis of the experimentalist on the active nature of
the child, and his demand that actual hiving experiences re-
place standardized subject-matter assignments as the basic
umits m school programs, are merely concrete mamfestations in
education of his general attitude of respect for the individual-
ity of each child. Because the traditional curriculum with its
correlative teaching and learning method has seemed to him
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to ignore too much the concrete interests and purposes of
children, he has not hesitated to demand fundamental re-
construction. Instead of viewing the educative process as
the process by which adults merely transmit that which
they have already learned to empty, passive minds of chil-
dren, the experimentalist challenges us to view education as
the process of active experiencing on the part of the child.
As thus interpreted, school education 1s not only concerned to
conserve whatever of individuahty the child has already de-
veloped, but 1t 15 also so to be managed that 1ts fundamen-
tal procedures will contribute to the further growth of this
individuality. Meaningful, purposeful activities have been
considered to be an indispensable condition 1f this process 1s
to be carried on withimn the schools.

It is this same concern for the concrete indrviduality of
each child which explains why the experimentalist in educa-
tion has never seen the promuse in the testing and measure-
ment program that some of his colleagues have scen In his
opinion, much of the significance of the testing program 1s de-
pendent upon an acceptance of the traditional subject-matter
curriculum and lesson assignment procedure%As the following
quotation suggests, this whole scheme becomes much less 1m-
portant once one accepts an educational outlook that deals
with children as individuals and not as mere members of
classes:

“For example it is natural and proper that the theory of the
practices found m traditional schools should set great store by
tests and measurements. Thus theory reflects modes of school ad-
ministration in which marks, grading, classes, and promotions
are important Measurements of 1 ()’s and achievements are ways
of making these operations more efficient. It would not be hard
to show that need for classification underlies the mmportance of
testing for I Q’s. The aim 1s to establish a norm. The norm, onut-
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ting statistical refinements, is essentially an average found by
taking a sufficiently large number of persons. When this average
is found, any given child can be rated. He comes up to it, falls be-
low it, or excels it, by an assignable quantity. Thus the applica-
tion of the results make possible a more precise classification
than did older methods which were by comparison hit and miss
But what has all this to do with schools where individuality 1s a
primary object of consideration, and wheren the so-called ‘class’
becomes a grouping made for social purposes and wherein diver-
sity of ability and expertence rather than uniformity 1s priced?””

In sum, it would scem that a very strong case can be
made for those who assert that experimentahism holds respect
for individuality as one of 1ts most basic values. As we have
seen, this seems to be the import of its general philosophical
theories, and these same theories when actually tested in the
crucial field of education are found to further practical re-
spect for the individual cluld. Actually its interpretation of
what respect for personality means is so far-reaching 1n its
significance that many hesitate to carry out its wider imphca-
tions. Why, then, do some accuse the experimentalist of hav-
ing developed a philosophy which 1n its net effect does less
than justice to the individual? To gain an adequate back-
ground for the further discussion of this question, 1t is neces-
sary to turn to the statements of those who thus criticize
experimentalism.

4 Indvnduality in an Industrial Society

v One of the most vigorous exponents of this view of ex-
perimentalism is Lewis Mumford In his opinion the effects
of cxpenmentalxs;ﬁ are so blighting to human personality
that 1t would be more appropriate to call experimentalism
the “Philosophy of Adjustment,” or the “New Mechamsm.”
He finds that the central aim of this philosophy is “to carry
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further the processes of life and thought that have given us
the Industrial Revolution, and all its issues and by-products
in politics, social custom, literature and the arts.” ® Again,
for this philosophy “the machine and the world conceived as
a machine are ‘real’; the human personality and the products
of personality are, for the mechanist, dead, unreal, empty, 1m-
potent—as 1n fact they are, so long as he holds to his philos-
ophy!” *|In particular is he critical of the conception of the
nature of the individual, and the role of the individual in mod-
ern society, which Dr Dewey has outlined in a recent series
of articles on “Individualism, Old and New.” To quote Mum-
ford further:

“To say this, however, is not to acknowledge the primacy of
the ‘external environment’ or to preach the gospel of adjustment,
that 1s both bad metaphysics and bad politics So when Mr John
Dewey says, as he did in a recent article in The New Republic,
that the salvation of the modern individual hies 1n making his own
chaotic personality conform to the corporate pattern that has been
automatically created by modern technology and finance, one
wonders 1f he can possibly be conscious of the defeatism mnvolved
in such a position ? Has he so much respect for the by-products of
life 1n the external world, and so little respect for hife itself, at
the center 7 For all his protestations to the contrary, 1t would seem
that Mr. Dewey in his heart of hearts accepls no values except
those provided by the immediate situation, although intellectually
he 1s aware of the nature of the social process, and knows that,
as a creature with a social heritage, man belongs to a world that
mncludes a past and a future as well as a present and can, by his
own selective efforts, create new passages and ends not derived
from his immediate situation Indeed, the creative act would be
mmpossible 1f man hved only in one dimension of time and had
no other resources than those of his local society.

“The mechanmst’s unbounded faith in the forces and institu-
tions outside of him turns out in practice to he a counsel of
despair: he has no better advice to offer those who wish more
rational ends and more satisfactory modes of life than to get
aboard the industrial bandwagon and permit ‘the unavowed forces
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that now work upon us unconsciously but unremittingly to have
a chance to build minds after their own pattern’ That the minds
themselves should achieve a new pattern, and work upon the
‘unavowed forces’ does not occur to the New Mechanist; or
rather, Mr. Dewey faces this point, and says, with a certain
show of contemptuous irritation that it cannot be done.” 1°

Commenting on this same series of articles, Miss Naum-
burg, from the viewpoint of education, declares that:

“For Dr Dewey, individualism can never be that condition of
matured and separate growth still discoverable in the old culture
of Europe, nor can 1t apparently be expressed for him in the ger-
nunating strength of those who spend their hives 1n such seclusion
as brings forth art and science for the benefit of society as well as
of themselves For to him the imdividualism of the past 1s 1n-
evitably tied to the laisses-faire economics of Big Business, and
this he disnusses briefly as unproductive to the group of our future
social order The new individualism as he foresces 1t 1s some-
thing quite different ‘Assured and integrated individuality,” he
says, ‘15 the product of social relationships and publicly acknowl-
edged functions’

“Here Dr Dewey is being the American of Americans. Is this
the best that the future holds for a more complete and ntegrated
individualism? A dull and gloomy picture, this technological
utopia, to those of us who still hope for a richer and socially

balanced 1ndividualism—the flowering of a more equitable
soclety.” 11

Inasmuch as these criticisms are typical of others which
declare that experimentalism 1s hostile to the highest inter-
ests of the individual, it may be well to give a brief summary
of the argument in the articles to which these writers take
such vigorous exception. Since these articles also reveal the
experimentahst at work on a current social problem, we may
gain further understanding of his philosophic method from
this concrete illustration of its use.

As has already been stated, the articles deal with a specific
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problem, namely, that of the bearing of current social tend-
encies on individualism. Accepting the experimentahst’s view
that ideas and ideals guide us fruitfully only when they are
pertinent to the actual movement of events, Dewey asks what,
if any, new developments indicate that the subject of “in-
drviduahsm” requires fresh consideration to-day. He begins,
therefore, with an analysis of present social tendencies. As a
matter of fact, the primary aim of the entire series of articles
is analytical rather than prescriptive. He finds that our ma-
chine technology with its mass production and distribution
has given us a new “collective scheme of interdependence
which has found its way into every cranny ofghfe, personal,
intellectual, emotional, aflecting leisure as well as work,
morals as well as economics.” In short, we live in a corporate
age.

Now in this new society, corporate in character, and
marked by intricate interdependence, Dewey believes that
the philosophy of individualism developed m our earlier
frontier and agrarian period 1s not congruent with present
social realities He secs on every hand evidence of maladjust-
ment due to the fact that in industry, law, and pohtics we
are trying to maintain conceptions of the mndividual and
doctrines of individual rights which were appropriate to an
earlier experience, but which do not fit an mdustnal, urban
civihization. More specifically he declares that the present
situation is chaotic, because our financial and husiness activ-
ities, although literally public in scope and function, are not
planned and conducted primarily with these public interests
in view, but rather with private profit and individual advan-
tage as the controlling purposes. As a result society 1s divided
against itself. Its activities are public and social n character;
its animating motives are private and competitive. This lack
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of unity in our social structure is reflected in countless ways
in inner conflicts in the personal lives of individuals. In view
of the social nature of the self, it is inevitable that traces of
such a conflict mn the social order should be found 1n the per-
sonal experience of many individuals Thus both owners and
workers suffer from this fundamental dualism in our economic-
soctal scheme. Nor do the members of the intellectual classes
escape 1ts disastrous influence. A society thus divided against
itself is too irrational and blindly organized to make a
generous use of mtelhgent guidance and socal planning In-
tellectual groups will be largely impotent so long as the
present state of affarrs continues Dewey asserts that it 1s
tume mtellectuals stopped compromising with this chaotic
social situation and began to direct their attention to what 1s
fundamentally nceded 1f vitality and mtegnity are to be re-
stored to our social experience Private roads of escape seem
to lim unworthy. He demands that we face the larger im-
pheations of our actual social situation. He also sketches in
broad outlines some of the steps that must be taken 1f a uni-
fied outlook and integrated experience are to be recovered.
In the opmion of Dewey, it is uscless to expect that we
shall ever return to the sumple societal orgamization of the
agrarian period. For better or for worse we must continue
to live 1n the corporate society of the machine economy Nor
does he find tlus prospect wholly uninviting On the contrary,
he belicves that our modern technology has at last made it
possible for man to create a society in which an entire popula-
tion would be sufficiently emancipated from the grinding
struggle for the bare physical necessities to permut all to share
in the realization of the finer possibilities of existence. But
this is possible only on the condition that we are willing to
give up traditional notions of individualism and erroneous
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ideas of personal liberty and property rights which now
tragically prevent the management of our new corporate
processes for public rather than for private ends. Inherited
ideals of mdividual competition, of private profit, and of the
right of each man to do as he pleases with his own, need re-
construction if they are to fit the facts of our interdependent,
corporate age Thus new behavior patterns consonant with
the facts of this new socal interdependence must be woven
mto the economic, legal, and political nstitutions of our
country Such patterns must also be permutted to penctrate
into the mental and moral dispositions of mdividuals A
new social philosophy 1s demanded

The stubborn realities of the present social situation cry
aloud for such changes. For example, we now find ourselves
in panic, depression, and want Why? Because our crops have
failled? Because our factories cannot manufacture enough
goods to meet our needs? No! It 1s because we can manufac-
ture more than we can sell, and we can grow more than we
can consume IJow can we escape from tlis irrationality ”
Through further socialization The whole tundency of our
modern economy points to the need {or mtelligent, sociahized
control of our basic processes of production and distribu-
tion. Without such socialization of these processes, integra-
tion of our collective and individual experience 15 mmpossible
Further socialization 1s now retarded because of traditional
notions of the nature of the individual and of the form of
his sacred libertics Dewey demands that these outmoded
1deas and practices be modified so as to allow us to claim the
new possibilitics He sees a fundamental contradiction m a
sociahized economy that 1s so largely irresponsibly controlled
for private ends.

Moreover, individuality 1s not a static term When condi-
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tions change, individuals conditioned by those social changes
must also change. We need to-day a new individual, an n-
dividual not fashioned after the pattern of the individualism
of the agrarian, pioneer life, but an individual integral with
the deeper social tendencies of our present industrial corpor-
ate civilization. Without some such reconstruction of the in-
dividual and of our conceptions of his rights and responsibil-
1ties, we shall not find unity, because “‘assured and integrated
individuality is the product of definite relationships and pub-
hicly acknowledged functions.” Normally individuals find
their own highest development only when they are “sustain-
ing and sustained members of a social whole.”

Critics have seized upon sentences similar to those quoted
above to prove that Dewey desires that the existing machine
civilization, with 1ts ugliness, injustice, and brutality, be
granted complete freedom to mold the individual according to
its present character Nothing is really farther from his
thought. 1lis whole discussion pomnts toward a progressive
socialization of these basic activities 1n order that the very
evils now complamned of may be elimmated. Undoubtedly
Dewey does believe that as long as we hold to a philosophy
of mndividualism which opposes “socialization” and “individ-
uality,” we are seriously limited in dealing constructively
with these problems. He frankly champions a greater degree
of socialization. But socialization in itself 1s not the end As
he views the present economic and technological situation, an
mcreased socialization 1s essential if conditions are to be
made favorable for the release of a finer individuahity. It is
scarcely necessary to add that the concern 1s for that control
of conditions which opens the possibility for a richer cultural
experience for an entire population and which does not 1den-
tify culture with the art activities of a leisure class. Because
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he believes there is this possibility of a finer individuality for
our entire people if we will only master the conditions, he is
opposed to those who would flee to Europe to live in an alien
culture, and he is also opposed to those who would have us
return to the past to enjoy vicariously the ornaments of a
culture of an earlier day. The real task is to create an in-
digenous culture out of the materials of the present situa-
tion. Nor does this mean a passive acceptance of things as
they are. It does involve giving heed to the existing realities,
but not in order to conform weakly to them. It is only as we
understand these conditioning social factors and see their
limitations and possibilities that we are equipped to trans-
form them into something better. In the light of the follow-
ing statement, also taken from the same series of articles,
one wonders how any sincere mind could have supposed that
Dewey was asking us to accept passively the existing indus-
trial order:

“The solution of the crisis in culture is identical with the re-
covery of composed, effective and creative individuahity. The
harmony of individual mind with the realittes of a civilization
made outwardly corporate by an industry based on technology
does not signify that individual minds will be passively molded
by outward social conditions When the patterns that form individ-
uality of thought and desire are in line with actuating social
forces, that individuality will be released for creative effort.
Originality and uniqueness are not opposed to social nurture ; they
are saved by it from eccentricity and escape The positive and
constructive energy of individuals, as manifested in the remak-
ing and redirection of social forces and conditions, is itself a social
necessity. A new culture expressing the posstbilities immanent in
a machine and material civilization will release whatever is dis-
tinctive and potentially creative in individuals, and individuals
thus freed will be the constant makers of a continuously new
society.” 12
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What, then, becomes of the “pragmatic acquiescence”
which gives so much concern to Mumford and his literary
comrades? What is implied by the term pragmatic acquies-
cence? If the epithet is used to signify that the experimental-
ists accept responstbility for the material phase of existence
and what results from this phase, the charge is true. So also
is it true to say that they accept an industrial economy made
possible by power machinery. The experimentalists do not
consider any view of cultural development adequate which
refuses to take into account these economic factors. Par-
ticularly does this seem to them to be the case when we think
of a society orgamized around conceptions of social democ-
racy Industry is mside the life of a people and not outside
of 1t. Leaders of a feudal society might be content wnth a
cultural 1deal limited to a letsure class and could, therefore,
from a narrow cultural point of view ignore the economic
foundation of that society. A democratic society by its very
nature is forced to accept a more inclusive social 1deal, and
in so doing foregoes the right to ignore the economic deter-
mumants in the collective experience of its people. If accepting
responsibility for the entire social problem, including its eco-
nomic phases, means “acquiescence,” the experimentalist then
may be truly said to be guilty of “acquiescence.” If, on the
other hand, it is implied that in accepting our technological
culture he tamely accommodates himself to the existing pat-
terns of our machine civilization, nothing could be further
from the truth. It 1s because Dewey does not accept the exist-
ing acqusitive and competitive industrialism that he asks us
to redefinc our conception of the individual and the means
by which in our day the individual 1s to find his highest self-
realization. In other words, the experimentalist asks that



242 EDUCATION AND EXPERIMENTALISM

traditional notions of individualism pass in order that social
integrity may be secured. Once such social integration is re-
covered in our highly interdependent society, the way is at
least open for the development of a social medium in which
integrated individuals may also be nurtured.

5. Social Change and Individuality

In divergent conceptions of the nature of the individual
are to be found the deeper sources of this conflict between
the experimentalists and those who believe that the philos-
ophy of experimentalism is subversive of individuality. As
has been repeatedly emphasized in this book, the experimen-
talist does not believe that indrviduality 1s something essen-
tially given at birth. The individual self is literally built out
of the interactions of the human orgamism with its natural-
social environment. The self is not some psychic core to which
experiences are merely added; it is itself a unique pattern of
behavior and mind woven out of the raw matenal of its own
transactions with its social environment. Such being the
process by which individuahty comes to be, it follows that
each individual is continuous with these wider social in-
fluences which have nurtured his mental and moral disposi-
tion It also follows that if we live 1n the lifc of our own day,
rather than in the literary records and cultural ornaments
of some earlier day, then as social movements change, in-
dividuality also will change That is to say, individuality is
not “something static, having a uniform content.” “The
mental and moral structure of individuals, the pattern of their
desires and purposes, change with every great change in social
constitution.” ** fMoreover, when because of fixation of
ideas and emotional outlooks, such inflexibility results that the
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individual cannot relate his life to the trend of events, serious
maladjustment 1s an mevitable consequence.

In order to avord further misunderstanding, let it bgrsaid
that by adjustment a two-way process in mdicated. Zdjust-
ment does not mean that the individual is merely fashioned
by so-called “external” socal influences\ On the contrary,
hemmg continuous with these social influences, and being in
his own person an active center of preferences and a ynique
manner of mteracting with these wider mfluences,” the in-
dividual also participates i the shaping of these patterns,
both social and personal l/\daptahon 15 thus a continuous
process of reciprocal modihcation. A changed social environ-
ment and a changed mdividual are the normal outcomes of
this mteractive process which constitutes experience For the
experimentalist, then, individuality 1s not some soul structure
which 1s simply played upon by “external” environmental
forces Rather ndividuality 1s a unique integration of these
larger commumty nfluences, and 15 a particular mode of
mteracting with them To the degree that the mdrvidual be-
comes consclous of the forces that have entered into his own
mental and emotional make-up, and perceives their deeper
tendency and meamng, so also does the possibility of intelh-
gent control over these forces develop Freedom—effective ex-
pression of mdividuality—1s in direct proportion to the de-
gree of telligent understanding and control which thus
has been developed.

Undoubtedly many who have long since rejected meta-
physical notions of a soul-substance nevertheless are still con-
trolled by an 1dea of the mdividual as something given fully
formed, who merely takes on new experiences out of his in-
teraction with an external environment. As a result, the
human and the natural, the individual and the socal, con-
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tinue to be thought of as opposed factors. Until such dualis-
tic notions have been eliminated, the experimentalist is bound
to be misunderstood when he talks about individuality.

6. The Dynamic View

So also will his position be misunderstood by those who
think in static rather than in dynamic terms. Here, again,
we find that many who have accepted the principle of evolu-
tion, and who have adopted notions of process and change,
fail to follow out the full imphcations of these conceptions
for our thought of the relation of the individual to the social
process Every demand for fixed ideals, final descriptions of
the goals toward which we are moving, shows that the writer
1s still controlled by static rather than dynamic notions The
following @Embx Hazlitt of this same series of arti-
cles by Dewey on individualism reflects precisely this failure
to perceive the larger 1mp11cat10~ns of this dynamc view

“I have said that I do not know what the ‘new m%ualism'
means. Mr Dewey does not seem to know either™ [ am not
anxious,” he writes, ‘to depict the form which this emergent in-
cividualism will assume. Indeed, 1 do not see how 1t can be
described until more progress has been made m 1t production’
Yet it seems to me that only by formulating a clear idea of what
we destre can we fix a goal for our efforts, otherwise we must
simply drift with events. What would Mr. Dewey think of an
architect who told him that he could not say what his building
was going to look hike until the workmen had made more prog-
ress on 1ts construction® In the present situation, thinks Mr
Dewey, ‘fixed and comprehiensive goals are but irrelevant dreams’
and all inclusive 1deals are impotent 1n the face of actual situa-
tions, for ‘doing always means the domng of something 1n particu-
Iar’.\ Mr. Dewey, T suspect, 15 guilty of a deep-scated confusion,
that between proximate and distant aims ‘Ideals,” he writes, ‘ex-
press possibilities, but they are genune ideals only in so far as
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they are possibilities of what 1s now moving’. If Mr Dewey is
talking of immediate aims this remark has practical shrewdness,
1f he is talking of ultimate 1deals, 1t 1s an abject surrender to what-
ever forces happen to be dominant at the moment The sort of im-
agimation that brings success, remarked the late Charles Horton
Cooley, ‘1s one that sees a distant summit, a general route to 1t, and
just where to put your fect for the next ten steps ’ﬁls constant
msistence upon the importance of knowing where tgput your feet
for the next ten steps, Mr Dewey 1s fully justified™But his cardinal
failure lies n his persistent refusal to tell us where the distant
summit 15, nr what it would look like ¥For unless we know where
we want to go, or whether it 15 worth while going there, what 1s
the point 1n moving at all #’ 14

“Is a philosophy which fails to give final goals and fixed
idcals hostile to the development of mdividuality ? JIf this be
so, then expermmentalism may be said to be opposed to the
development of mdividuality As we have seen, as a philos-
ophy 1t steadfastly refuses to give any such all-inclusive
system of values. It believes that experience 15 such a living,
changing process, capable of taking on so many and varied
forms, that it cannot be fastened to any fixed scaffolding of
ideals, no matter how attractive these rdeals may now appear.
Does this refusal to give a completed system thwart the pos-
sibifitics of mdividual development? As we have already
argued 1n this chapter, it would seem that by this removing of
all fixed conclusions the way is rather left open for indef-
imte mdividual variation and growth. Of course, if experi-
mentalism be interpreted to mean that no long-rangc hypoth-
eses can be evolved, then 1t would indeed be a philosophy
at the mercy of the forces donunant in the immediate situa-
tion. As such it would be unfavorable to the growth of finer
individuahity. But it would seem that an *“‘experience philos-
ophy” 1s under the inescapable obligation of accepting into
its scheme of things anything that experience shows to be
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possible and desirable. Now experience does reveal connec-
tions and tendencies. Consequently by its own inherent nature
1t makes posstble the formulation of forward-reaching direc-
tive principles. Devotion to the “possibilities of what 1s now
moving” puts no embargo on hindsights and foresights. On
the contrary, it demands that “the present” be viewed in the
light of 1ts past, and 1 terms of its probable future direction.
For example, Dewey asks in this series of articles why the
collective abiity made possible by this new technology does
not operate to elevate correspondingly the life of individuals
He also gives his own answer. It would seem that his answer
provides one of those forward-reaching hypotheses that will
be adequate to guide inquiry and effort for a considerable
period of time He says:

“Our materialism, our devotion to money making and to hav-
ing a good time, are not things by themselves They are the prod-
uct of the fact that we live 1n 2 money culture, of the fact that
our techmque and technology are controlled by mterest in private
profit. There hes the serious and fundamental defect of our civili-
zation, the source of the secondary and induced evils to which so
much attention 15 given Critics are dealing with symptoms and ef-
fects.” 16

To be sure the belief that “interest in profit” is our root
difficulty 1s also an hypothesis. Its accuracy in ponting the
way is also to be tested by the results to which 1t leads
Doubtless 1t will take on new meaning as experience proceeds,
but no one can fairly complain that it does not point far
enough ahead to give a generous perspective on the present
situation For example, can the imagination grasp the pro-
found changes which would be involved if society and the
schools were to expermment with the activities which this
hypothesis would require if it were to be adequately tested?
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Surely there is nothing in this directive principle discovered
by an analysis of the deeper meaning of present social
tendencies which invites us to surrender passively to the
forces dominant for the moment in our present social
economy.

7. The Instrumental and the Consummatory

Taking a somewhat different approach, another group of
critics declares that experimentalism is unfavorable to the all-
round development of individuality because of its distorted
and partial view of experience. By virtue of its constant
emphasis on control and the mmportance of experimental -
qury, it is said that experimentalism in effect ignores the
esthetic and the appreciative phases of experience Nature 1s
viewed too exclusively as the mere source of supply for raw
materials to be exploited, and as the seat of processes that
need to be controlled The natural scene 1s too little seen by
the experimentahist as an object of beauty and wonder hold-
ing endless possiilities for human refreshment and dehight.
By constantly secking to analyze, to dismember, to formulate,
and to control, man tends to lose that innocency of eve and
simpliaity of response which are essential if he is to grasp
the significance of things in their wholeness. Thus the an-
alytical and critical procedures, important as they are 1n their
prgper place, give such thin transcripts of the depth of reahty
as actually experienced that life 1s bound to be impoverished
if such approaches to the world of persons and things are
made the exclusive mnterests of man Ms one critic has stated,
“the pursuit of truth cannot be made a substitute for living.” .

W Moreover, the mood of the experimentalist 15 said to be
too serious and somber. He tends to reduce the infinite range
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of significant interests in life to only one—that of “problem
solving.”)The much praised logic of experimentalism seems
to construe experience to be simply a continuous passage from
one problematic situation to another. Existence is described
as a precarious affair. Man, living amid uncertain develop-
ments, must be ever wary and alert to guard himself against
unfriendly forces which would willingly accomplish his de-
struction. Even adjustments once satisfactorily achieved can-
not be relied upon. Nature is such a shifting, changing scene,
and existence is so poignantly unstable, that past solutions
cannot be trusted to meet the novel exigencies of the mor-
row. Because he thus stresses the uncertain and contingent
character of all existence, the experimentalist 1s said to make
too much of preparatory and too little of consummatory expe-
rience. Thus also criticism comes to be substituted for appre-
ciation, and anticipation for actual realization here and
now.

The philosophy of experimentalism is also said to give an
undue prominence to the biological factors in human experi-
ence. Thinking 1s construed to be the mere instrument of the
physiological organism as 1t strives to maintain its vital
equilibrium. Now experience in its deeper phases 1s some-
thing other than a process by which adjustments are made.
Nor is it adequate to say that success and failure are the
ultimate categories in human life. Indeed, much of the most
meaningful experience for the cultivated individual pro-
ceeds in realms to which success and failure as such are ut-
terly irrelevant. For example, what have success and failure
to do with the experience of human friendship and com-
munication? What have biological adjustments and organic
satisfactions to do with those upper reaches of experience on
the imaginative level such as are found in pure science,
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mathematics, art, poetry, and music ? Experience is more than
activity. It is not exhausted in the motor and manipulative
responses of man. Experience is vision and feeling just as
truly as it is “doing and making.” The concept of “activity
leading to further activity” 1s quite inadequate to express
that which makes life significantly good. Such a conception
of the good life could only have gained serious attention in
a raw social environment dominated by the busy activities of
a people so absorbed 1n using the machine to exploit nature
and make profits for themselves that they have not had the
time to reflect deeply about the meaning of experience.
Probably no philosopher has voiced these criticisms of ex-
perimentalism with more eloquence than has Santayana:

“What industry or life are good for it would be unsympathetic
to inquire. the stream 1s mighty, and we must swim with the
stream. Concern far survival, however, which seems to be the
pragmatic principle in morals, does not afford a remedy for moral
anarchy. To take firm hold on lfe, according to Nietzsche we
should be imperious, poetical, atheistic, but according to William
James we should be democratic, concrete, and credulous. It 1s
hard to say whether pragmatism 1s come to emancipate the in-
dividual spirit and make 1t lord over things, or on the contrary
to declare the spirit a mere instrument for the survival of the
flesh. In Italy, the mind seems to be raised deliriously into an
absolute creator, evohing at will at each moment, a new past, a
new future, a new earth, and a new God In America, however,
the mind is recommended rather as an unpatented device for oil-
ing the engine of the body and making 1t do double work.” 2¢

“Finding their intelligence enslaved, our contemporaries sup-
pose that intelligence 1s essentially servile; instead of freeing it,
they try to elude 1t Not free enough themselves morally, but
bound to the world partly by piety and partly by industrialism,
they cannot think of rising to a detached contemplation of earthly
things, and of hfe itself and evolution; they revert rather to
sensibility, and seek some by-path of instinct or dramatic sym-
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pathy in which to wander. Having no stomach for the ultimate,
they burrow downwards towards the primitive But the longing
to be primitive 1s a disease of culture; it 1s archaism 1n morals.
To be so preoccupied with vitality 1s a symptom of anaemia.” ¥7

Such criticisms as these have long been made in the field of
general philosophy. Of late they have been voiced by eminent
leaders in the field of education. Our primary concern here
1s with the educational bearing of this conflict in philosophy.
Once again general conceptions in philosophy may well be
tested by their actual fruits in the realm of education.

Judging by the consequences already produced in the
schools which have utilized the theories of experimentalism,
what shall we conclude about the general tendency of this
philosophy 1n the areas of experience above described ? When
compared with the traditional schools, do the experumnental
schools disclose a richer and more comprehensive program
of activities and interests, or do they offer to children a more
restricted range of experience? With regard to the explora-
tion, enjoyment, and study of natural surroundings, which
type of school has done the most to provide for such first-
hand acquaintance with nature as this requires? Again, has
1t been the traditional or the experimental schools which
have most clearly seen the educational significance of play, of
games, of dancing, of music, and of art? When measured by
the actual provision made for spontaneous group life, free-
dom of communication, and joint participation in friendly,
purposeful activities, which type of school makes the more
creditable showing? Does the actual practice of the ex-
perimental schools indicate that appreciative consummatory
experiences have been sacrificed to instrumental and prepara-
tory activities? Or, does the record show that the experimen-
tal schools have consistently championed the inherent, final
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worth of child experience as opposed to those who have
looked upon childhood as a mere preparation for adulthood?
To ask any or all of these questions is to answer them. The
whole tendency of the experimental schools has been to
stand for the broader interpretation of experience and the
richer conception of what may be significantly included within
the life of the school. The actual record of the educational
reforms made possible by the experimental schools is entirely
convincing on this pomnt.

Of course it would be unfair to claim that the philosophy
of experimentalism has been the only factor at work which
has made for these educational changes. There 1s no one-to-
one correspondence between progressive thought in educa-
tion and belief in the principles of experimentalism On the
other hand, it is conservative to say that the ideas and prac-
tices of educators mnspired by the philosophy of experimental-
1sm have been one of the most powerful influences making
for these very improvements.

When we pause to think about 1it, is this not exactly the
sort of result in education which one would have anticipated
the philosophy of experimentalism might produce? Experi-
mentalism is preéminently a philosophy of experience. As
such, if 1t is to be consistent with its own central principle,
it is impelled to expand its educational program so as to make
it as broad and as deep as human experience 1n its mamfold
forms shows itself to be. To be sure, each individual experi-
mentalist will have his particular interests and emphasis, but
the philosophy as a whole can never be true to its own expe-
riential character if 1t is to be identified with some one phase
of experience at the expense of others equally validated in the
history of the race. It may happen that James and Dewey as
individuals emphasize certain particular interests, but that
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is no reason why educators who accept their broad philosophic
formulations should confine themselves to the particular ac-
tivities of these two leaders. The inherent logic of a philos-
ophy of experience forbids that its range of interest be thus
circumscribed. As long as experimentalism continues to be a
living movement in, and of, experience, it can never limit its
subject-matter to anything less than the full scope of experi-
ence itself. It is interesting in this connection to observe that
as an actual movement at work in the schools, experimental-
ism has exhibited precisely this catholicity of outlook. Its
total effects as shown in the schools do not support the con-
clusion that its tendency is to exalt certain aspects of expe-
rience at the expense of others.

When we come to examine more closely the charge that
experimentalism interprets experience so as to emphasize the
preparatory and the instrumental, and to minimize the final
and the consummatory, we find that this criticism apparently
rests upon a logical misunderstanding. Two things are con-
fused which experimentalists have taken great pains to dis-
tinguish. It would seem that the critics who make this charge
assume that the cognitive phase of experience is all there is
to experience. Now, as was indicated earlier, this is exactly
contrary to what the experimentalist believes, Primary expe-
rience is not a form of knowing at all. It is an affair of “do-
ing and undergoing,” of “suffering and enjoying,” of “being
and having.” Each such primary experience is whatever it is
qualitatively experienced to be It 1s because experience in
its most primary modes is qualitative through and through—
marked by genuine imtiations and finalities—that we find it
both possible and necessary to distinguish between those
experiences which are judged good and those which are
judged not good. This leads to reflection, which is a second-
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ary and derived form of experience. There is a difference be-
tween having things and knowing about them However im-
portant the activity of thinking may be, its broad function is
nevertheless nstrumental in character. Its aim is to help us
know more about these primary experiences of “doing and
undergoing” 1 order that those occurrences which are valued
may be rendered more stable and significant and those which
are not desired may be more surely eliminated or avoided
Thus to regard thinking as instrumental in function is not to
say that intellectual activity itself is devoid of 1ts own in-
trinsic value and esthetic quality. Manifestly the reverse is
the fact.

However, if the purpose of thinking is to help us to know
more surely about the happenings of priumary experience,
it must be something more than a mere rapturous beholding
of the movement of events. To find out anything, we have to
do sometlung It is also necessary to observe what con-
sequences follow from our doing. As the connections between
developing events and between acts and consequences flow-
ing from those acts are understood, meanings are achieved.
The more and better organized our meanings, the more in-
telligent our behavior becomes. In other words experimental,
knowledge-getting experiences are instrumental. To be in-
strumental they must be instrumental to something. That
something is primary experience characterized throughout by
quahitative differences of every variety of suffering and en-
joyment. Now it by no means follows that, because the ex-
perimentalist says that cognitive experience is instrumental to
primary experience, he believes that all experience 1s instru-
mental in character. The whole sigmficance of his interpreta-
tion of experience when properly understood points in exactly
the opposite direction. Primary experience 1s an affair of be-
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ginnings and endings. Endings are final. But not all endings
are equally good. Some happenings end in suffering and
evil; others in satisfaction and enjoyment. Consummations
are endings desired and achieved by the means of intelligent
selection and control. Thinking, knowing, are indispensable
activities, if primary experience is to be ordered so as to
produce satisfying consummatory experiences. It is because
consummatory experiences are valued as ends that the ex-
perimentalist is unwilling to be careless about the means by
which they alone can be secured. It 1s unfair, however, to charge
him with having made no place 1n his logic of experience for
the final and consummatory. In fact, his interest in mstru-
mental activities is without intelligent meaning unless there
be other final consummatory experiences for the sake of
which these instrumental activities are undertaken

Nor does the experimentalist by his own arbitrary choice
define the nature of the world in which we live If the em-
pirical evidence points to the conclusion that we do live in an
unstable, precarious universe, he thinks that we shall do well
to recognize that trait of existence and plan our affairs ac-
cordingly. He is unwilling to blink unhappy facts and be-
lieves we shall make a better world in which to hve 1f we
recognize its genuine uncertain character, And instead of
seeking to idealize it in purely fanciful operations, he believes
rather that we should seek to understand it and to control 1t
practically for our purposes, wherever such control is
possible.

That he is not unmindful that the effort to control may at
times conflict with the quet enjoyment of the appreciative
approach to nature 1s abundantly evidenced by the following
quotation:
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“Surely there is no more significant question before the world
than this question of the possibility and method of reconciliation
of the attitudes of practical science and contemplative esthetic
appreciation. Without the former, man will be the sport and
victun of natural forces which he cannot use or control. Without
the latter, mankind might become a race of economic monsters,
restlessly driving hard bargains with nature and with one an-
other, bored with leisure or capable of putting it to use only in
ostentatious display and extravagant dissipation.” 18

This problem is still ours. We shall only be better able to
find its solution as we become adequately aware of its serious-
ness. On the other hand, we shall not find even an approach
to a solution 1f we assume that one of these attitudes and
methods must conquer the other. The experimental method
has contributed too much to the welfare of the race to sup-
pose for one moment it can be relegated to a nunor position.
The problem is to find out how the same individual may be
both active and contemplative, inquiring and appreciative.
Possibly the truly mmagmative and creative workers in the
field of science and the field of art do not find as much dif-
ficulty in reconciling the two attitudes as do the technicians
who have become so burdened with their tools and techniques
that they are no longer free to approach nature and hfe in
the spirit of the artist-inquirer.

‘/8. Experimentalism and the Future

-/As we come to the conclusion of this discussion of experi-
mentalism, the conviction deepens that there is no conclusion
in any important sense. The inherent nature of experimental-
ism is such that it precludes all final formulation.\A philos-
ophy which is rooted in experience, and is not a mere theory
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about experience, must change and grow as experience de-
velops. If experimentalism ever should be reduced to a
smug, completed system, it will by that very fact reveal that it
is no longer an experimenta! philosophy. Just as experimen-
talism believes there is no final, all-inclusive knowledge—
only a continuing development of more adequate perspectives
with their correlative hypotheses more or less well verified—
so also must it be admitted that no insight or statement of any
of the prophetic leaders of experimentalism can ever be taken
as final. All of these—even the best—must forever remain
as hypotheses, subject to revision in the light of further
experience.

As was earlier pointed out, this does not mean that experi-
mentalism is merely a method. It 1s a method. But it is also a
philosophy which has developed certain extremely important
points of view that give needed guidance as we seek to orient
ourselves and others to the task of learning to know and to
live more adequately in our common world So basic are some
of these principles of orientation that it seems to the writer
only fair to admit that they have an important metaphysica
bearing. ‘

But it 1s also important for those who work in education to
bear in mind that experimentalism is by its very nature some-
thing other than a completed system. As teachers and adminis-
trators we cannot find ready-made answers to our problems in
the statements of leading experimentalists. Much less should
we seek to find in experimentalism final standards by which
all further school experience is to be measured. Our answers
to our problems must be framed in terms of the problems
themselves as they appear in actual experience. The stand-
ards for our work must also be evolved from within the
process of education itself. Both standards and solutions are
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to be tested by the consequences they produce. Both are to be
reconstructed when an adequate examination of all the con-
sequences indicates that they no longer satisfy the require-
ments of our ongoing educational experience.

This does not mean that the conceptions of the experi-
mentalists are not important. They are supremely impor-
tant. But as is true of all principles, they are instruments for
further discovery, not a system of rules to be followed slav-
ishly. The writer believes the basic conceptions of the experi-
mentalist form an indispensable resource for the educator
who would be an intelhgent student of his task. But these
existing conceptions do not constitute an orthodoxy to be de-
fended ; they are tools to be used. They will be judged, as is
the case with all tools, by how well they are fitted to accom-
plish their purposes. They should and will be superseded when
better tools are found.
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