EXPERIENCE & EDUCATION

John Dewey

The great educational theorist's most consisgement of his ideas about the needs,
the problems, and the possibilities of educationttgn after his experience with the
progressive schools and in the light of the créios his theories received.

"No one has done more to keep alive the furehdah ideals of liberal civilization*
Morris R. Cohen

Experience and Education is the best condeteraent on education ever published
by John Dewey, the man acknowledged to be the pieest educational theorist of the
twentieth century. Written more than two decade®raDemocracy and Education
(Dewey's most comprehensive statement of his positi educational philosophy), this
book demonstrates how Dewey reformulated his idesas result of his intervening
experience with the progressive schools and ifigie of the criticisms his theories had
received .

Analyzing both "traditional" and "progressivetucation, Dr. Dewey here insists that
neither the old nor the new education is adequadketiaat each is miseducative because
neither of them applies the principles of a catgfdeveloped philosophy of experience.
Many pages of this volume illustrate Dr. Dewey'sad for a philosophy of experience
and its relation to education. He particularly wdjeat all teachers and educators looking
for a new movement in education should think imteof the deeped and larger issues of
education rather than in terms of some divisiven"isabout education, even such an
"ism" as "progressivism." His philosophy, here egsed in its most essential, most
readable form, predicates an American educatioystes that respects all sources of
experience, on that offers a true learning situatiwat is both historical and social, both
orderly and dynamic.

"John Dewey is to be classed among those wawe lmade philosophic thought
relevant to the needs of their own day. In the grarbince of this function he is to be
classed with the ancient stoics, with Augustingh vquinas, with Francis Bacon, with
Descartes, with Locke, with Auguste Comte."

--Alfred North Whitehead

"No one who is informed in the educationablhedn doubt for a moment the profound
influence of John Dewey on both the theory angthetice of American education.”



--William Heard Kilpatrick

"John Dewey is unquestionably the preemingaté in American philosophy; no one
has done more to keep alive the fundamental idefalgeral civilization; and if there
could be such an office as that of national phifgdser, no one else could be properly
mentioned for it."

--"Morris R. Cohen
Preface

ALL SOCIAL movements involve conflicts, whicare reflected intellectually in
controversies. It would not be a sign of healtlsuth an important social interest as
education were not also an arena of strugglestipad@nd theoretical. But for theory, at
least for the theory that forms a philosophy ofceadion, the practical conflicts and the
controversies that are conducted upon the levidlexfe conflicts, only set a problem. It is
the business of an intelligent theory of educatm@ascertain the causes for the conflicts
that exist and then, instead of taking one sidin@mther, to indicate a plan of operations
proceeding from a level deeper and more includnam tis represented by the practices
and ideas of the contending patrties.

This formulation of the business of the plololsy of education does not mean that the
latter should attempt to bring about a compromis®/ben opposed schools of thought to
find a via media, nor yet make an eclectic comlamabdf points picked out hither and
yon from all schools. It means the necessity of ititeoduction of a new order of
conceptions leading to new modes of practice. fibiighis mason that it is so difficult to
develop a philosophy of education, the moment ticadand custom are departed from. It
is for this reason that the conduct of schoolselagoon a new order of conceptions, is
so much more difficult than is the management dosts which walk in beaten paths.
Hence, every movement in the direction of a neveodod ideas and of activities directed
by them calls out, sooner or later, a return to pradtices of the past--as is exemplified
at present in education in the attempt to revieepghnciples of ancient Greece and of the
middle ages.

It is in this context that | have suggestedhat close of this little volume that those
who are looking ahead to a new movement in edutaéidapted to the existing need for
a new social order, should think in terms of Ediacaitself rather than in terms of some
'ism about education, even such an 'ism as "pregiss" For in spite of itself any
movement that thinks and acts in terms of an 'igoolmes so involved in reaction
against other ‘isms that it is unwittingly conteall by them. For it then forms its
principles by reaction against them instead of lopmprehensive, constructive survey of
actual needs, problems, and possibilities. Whateradne is possessed by the essay
presented in this little volume resides in its rafe to call attention to the larger and
deeper issues of Education so as to suggest tlogiepframe of reference.

John Dewey



JOHN DEWEY, probably the most influential ®f American philosophers, was born
in Vermont in 1859. After graduation from the Unisiy of Vermont, he received a
Ph.D. from The Johns Hopkins University and taughéd number of major universities,
including the University of Chicago and Columbisef@e his death in 1952 he bad
gained an international reputation for his pragmapproach to philosophy, psychology,
and liberal politics.

Among his important books in these areas ldosv We ThinK1910),Reconstruction
in Philosophy(1920), Experience and Naturél925), and_ogic The Theory of inquiry
(1938). The commission, which he headed, that tigeged the Moscow trials of 1936-
37 is not example of the practical approach totjeali action which characterized him
throughout his life and made him a controversigjufe among liberals (though
universally condemned by Communists).

In all likelihood, Dewey's most enduring irdlice is in the field of education.
Believing in the unity of theory and practice, Dgweot only wrote on the subject, but
for a time participated in the "laboratory schoddir children connected with the
University of Chicago. His chief early work in thfgeld, Democracy and Education
(1916), was the most comprehensive statement gidsgion. The present work, written
more than two decades later, shows how Dewey refiated his ideas as a result of the
intervening experience of the progressive schonts ia the light of the criticisms his
theories had received. Consequently, it repreghatbest concise statement on education
by the most important educational theorist of thertieth century. Moreover, it is
probably the simplest and most readable extendddnsént on this subject that Dewey
ever made.

Editorial Foreword

Experience and Educatiocompletes the first ten year cycle of Kappa Ddta
Lecture series. The present volume therefore ispdrt, an anniversary publication
honoring Dr. Dewey as the Society’s first and tdetiturer. Although brief, as compared
to the author's other workskxperience & Educations a major contribution to
educational philosophy. Appearing in the midst ofdegpread confusion, which
regrettably has scattered the forces of Americarc&iibn and exalted labels of conflict
loyalties, this thin volume offers clear and cartguidance toward a united educational
front. In as much as teachers of the “new” educatiave avowedly applied the teachings
of Dr. Dewey and emphasized experience, experinpemposeful learning, freedom, and
other well-known concepts of “progressive educdtibis well to learn how Dr. Dewey
himself reacts to current and educational practicethe interest of clear understanding
and a union of effort the Executive CouncilKdippa Delta Pirequested Dr. Dewey to
discuss some of the moot questions that now digitkerican education into two camps
and thereby weaken it at a time when its full sjthris needed in guiding a bewildered
nation through the hazards of social change.



Experience & Educatiofis a lucid analysis of both “traditional” and “pr@gsive”
education. The fundamental defects of each are theseribed. Where the traditional
school relied upon subjects or the cultural hedtéay its content, the “new” school has
exalted the learner’s impulse and the current groklof a changing society. Neither of
these set of values is sufficient in itself. Both assential. Sound educational experience
involves, above all, continuity and interactionvee¢n the learner and what is learned.
The traditional curriculum undoubtedly entailedidigegimentation and a discipline that
ignored the capacities and interests of child matlioday, however, the reaction to this
type of schooling often fosters the other extremehoate curriculum, excessive
individualism, and spontaneity, which is a decepiivdex of freedom. Dr. Dewey insists
that neither the old nor the new education is adeguEach is mis-educative because
neither of them applies the principles of a catgfdeveloped philosophy of experience.
Many pages of the present volume illustrate themmggof experience and its relation to
education.

Frowning upon labels that express and prolecfism, Dr. Dewey interprets
education as the scientific method by means of winhan studies the world, acquires
cumulatively knowledge of meanings and values, ehmstcomes, however, being data
for critical study and intelligent living. The tesmacy of scientific inquiry is toward a
body of knowledge which needs to be understoodhasrteans whereby further inquiry
may be directed. Hence the scientist, instead ofiming his investigation to problems as
they are discovered, proceeds to study the natumgrablems, their age, conditions,
significance. To this end he may need to reviewateel stores of knowledge.
Consequently, education must employ progressivamzgtion of subject- matter in
order that the understanding of this subject-mattay illumine the meaning and suffice
of the problems. Scientific study leads to and rg@da experience, but this experience is
educative only to the degree that it rests upoomdiruity of significant knowledge and
to-the degree that this knowledge modifies or "maidis" the learner's outlook, attitude,
and skill. The true learning situation, then, hasgitudinal and lateral dimensions. It is
both historical and social. It is orderly and dymanArresting pages here await the many
educators and teachers who are earnestly seekimblee guidance at this time.
Experience and Education provides a fine foundatippn which they may unitedly
promote an American educational system which reaspat sources of experience and
rests upon a positive-not a negative- philosophgxgierience and education. Directed by
such a positive philosophy, American educators eriése their contentious labels and in
solid ranks labor in behalf of a better tomorrow.

ALFRED L. HALL-QUEST,

Editor of Kappa Delta Pi Publications



Chapter 1

Traditional vs, progressive Education

MANKIND likes to think in terms of extreme opgites. It is given to formulating its
beliefs in terms of Either-Or, between which itognizes no intermediate possibilities.
When forced to recognize that the extremes caneadbed upon, it is still inclined to
hold that they are all right in theory but that wh& comes to practical matters
circumstances compel us to compromise. Educatiphébsophy is no exception. The
history of educational theory is marked by oppositbetween the idea that education is
development from within and that it is formatiororfr without; that it is based upon
natural endowments and that education is a praxfe®gercoming natural inclination and
substituting in its place habits acquired undeeewl pressure.

At present, the opposition, so far as pracaffairs of the school are concerned, tends
to take the form of contrast between traditionatl gsrogressive education. If the
underlying ideas of the former are formulated bhpadithout the qualification required
for accurate statement, they are found to be abeubllows: The subject- matter of
education consists of bodies of information andldlls that have been worked out in the
past; therefore, the chief business of the schotd transmit them to the new generation,
In the past, there have also been developed stsdad rules of conduct; moral training
consists in forming habits of action in conformitith these rules and standards. Finally,
the general pattern of school organization (byclwhimean the relations of pupils to one
another and to the teachers) constitutes the sdéoalof institution sharply marked off
from other social institutions. Call up in imagiiwat the ordinary school- room, its time
schedules, schemes of classification, of examinatial promotion, of rules of order, and
I think you will grasp what is meant by "patternarfanization.” If then you contrast this
scene with what goes on in the family, for exampte) will appreciate what is meant by
the school being a kind of institution sharply netkoff from any other form of social
organization.

The three characteristics just mentioned lix &ims and methods of instruction and
discipline. The main purpose or objective is to pare the young for future
responsibilities and for success in life, by meaihacquisition of the organized bodies of
information and prepared forms of skill, which caelpend the material of instruction.
Since the subject matter as well as standardsopieprconduct pre handed down from the
part, the attitude of pupils must, upon the whdie,one of docility, receptivity and
obedience. Books, especially textbooks, are thef cepresentatives of the lore and
wisdom of the past, while teachers are the orgarmigh which pupils rue brought into
effective connection with the material. Teacheestae agents through which knowledge
and skills are communicated and rules of condudtreed

| have not made this brief summary for theppse of criticizing the underlying
philosophy. The rise of what is called new educatiad progressive schools is of itself a
product of discontent with traditional education.dffect it is (I criticism of the latter.
When the implied criticism is made explicit it rsasbmewhat as follows: The traditional



scheme is, in essence, one of imposition from alameefrom outside. It imposes adult
standards, subject-matter, and methods upon thbseave only growing slowly toward
maturity. The gap is so great that the requiredestilonatter, the methods of learning and
of behaving are foreign to the existing capacitiethe young. They are beyond the reach
of the experience the young learners already psssesnsequently, they must be
imposed; even though good teachers will use dewtest to cover up the imposition so
as to relieve it of obviously brutal features.

But the gulf between the mature or adult potsl@nd the experience and abilities of
the young is so wide that the very situation foslmauch active participation by pupils in
the development of what is taught. Theirs is to@ud learn, as it was the part of the six
hundred to do and die. Learning here means acguisif what already is incorporated in
books and in the heads of the elders. Moreovet, whéch is taught is thought of as
essentially static. It is taught as a finished piadwith little regard either to the ways in
which it was originally built up or to changes thétl surely occur in the future. It is to a
large extent the cultural product of societies #egumed the future would be much like
the past, and yet it is used as educational foad society where change is the rule, not
the exception. If one attempts to formulate thdgsiophy of education implicit in the
practices of the new education, we may, | thinkcdver certain common principles amid
the variety of progressive schools now existing.ifposition from above is opposed
expression and cultivation of individuality; to ewrtal discipline is opposed free activity;
to learning from texts and teachers, learning thhoexperience; to acquisition of isolated
skills and techniques by drill, is opposed acquisipf them as means of attaining ends
which make direct vital appeal; to preparationdanore or less remote future is opposed
making the most of the opportunities of presefs; lto static aims and materials is
opposed acquaintance with a changing world.

Now, all principles by themselves are abstrdtiey become concrete only in the
consequences, which result from their applicatibrst because the principles set forth
are so fundamental and far-reaching, everythingeép upon the interpretation given
them as they are put into practice in the schodlthe home. It is at this point that the
reference made earlier to Either-Or philosophiesobees peculiarly pertinent. The
general philosophy of the new education may be ¢oand yet the difference in abstract
principles will not decide the way in which the raband intellectual preference involved
shall be worked out in practice. There is always dlanger in a new movement that in
rejecting the aims and methods of that which it Mosupplant, it may develop its
principles negatively rather than positively anchgtouctively. Then it takes its clew in
practice from that which is rejected instead ofrfrthe constructive development of its
own philosophy.

| take it that the fundamental unity of themee philosophy is found in the idea that
there is an intimate and necessary relation betweeprocesses of actual experience and
education. If this be true, then a positive andstttive development of its own basic
idea depends upon having a correct idea of expmielrake, for example, the question of
organized subject-matter-which will be discussedome detail later. The problem for
progressive education is: What is the place andnmgaof subject-matter and of



organization within experience? How does subjedtengunction? Is there anything
inherent in experience, which tends towards pr@ijvesorganization of its contents?
What results follow when the materials of expereeace not progressively organized? A
philosophy which proceeds on the basis of rejectadnsheer opposition, will neglect
these questions. It will tend to suppose that beezabe old education was based on
ready-made organization, therefore it successesjeat the principle of organization in
toto, instead of striving to discover what it meansl how it is to be attained on the basis
of experience. We might go through all the poirftsliference between the new and the
old education and reach similar conclusions. Whetereal control is rejected, the
problem becomes that of finding the factors of omntthat are inherent within
experience. When external authority is rejectedjaés not follow that all authority
should be rejected, but rather that there is neeskarch for a more effective source of
authority. Because the older education imposedkilogvledge, methods, and the rules of
conduct of the mature person upon the young, is cha¢ follow, except upon the basis of
the extreme Either-Or philosophy, that the knowkedgd skill of the mature person has
no directive value for the experience of the immat®n the contrary, basing education
upon personal experience may mean more multipheldnaore intimate contacts between
the mature and the immature than ever existeddrrdditional school, and consequently
more, rather than less, guidance by others. Thielgmg then, is: how these contacts can
be established without violating the principle e&ining through personal experience.
The solution of this problem requires a well thaugat philosophy of the social factors
that operate in the constitution of individual esipece.

What is indicated in the foregoing remarkghiat the general principles of the new
education do not of themselves solve any of théblpros of the actual or practical
conduct and management of progressive schoolseRatiey set new problems which
have to be worked out on the basis of a new plplog@f experience. The problems are
not even recognized, to say nothing of being sqlwdten it is assumed that it suffices to
reject the ideas and practices of the old educatimhthen go to the opposite extreme.
Yet | am sure that you will appreciate what is nteaghen | say that many of the newer
schools tend to make little or nothing of organisedject-matter of study; to proceed as
if any form of direction and guidance by adults gvan invasion of individual freedom,
and as if the idea that education should be coedewith the present and future meant
that acquaintance with the past has little or e to play in education. Without pressing
these defects to the point of exaggeration, theleast illustrate what is meant by a
theory and practice of education which proceedsainegy or by reaction against what
has been current in education rather than by dipesind constructive development of
purposes, methods, and subject-matter on the foiondaf a theory of experience and its
educational potentialities.

It is not too much to say that an educatigrfalosophy which professes to be based
on the idea of freedom may become as dogmatic asveas the traditional education
which is reacted against. For any theory and seqiraétices is dogmatic which is not
based upon critical examination of its own undedyprinciples. Let ns say that the new
education emphasizes the freedom of the learney. Well. A problem is now set. What
does freedom mean and what are the conditions wwadieh it is capable of realization?



Let us say that the kind of eternal imposition Whigas so common in the traditional
school limited rather than promoted the intelletaral moral development of the young.
Again, very well. Recognition of this serious defeets a problem. Just what is the role
of the teacher and of books in promoting the edoat development of the immature
Admit that traditional education employed as thkjsct-matter for study facts and ideas
so bound up with the past as to give little helpl@aling with the issues of the present
and future. Very well. Now we have the problem ¢fcdvering the connection which
actually exists within experience between the achieents of the past and the issues of
the present. We have the problem of ascertaining deguaintance with the past may be
translated into a potent instrumentality for deglaffectively with the future. We may
reject knowledge of the past as the end of edutaind thereby only emphasize its
importance as a means. When we do that we haveldepr that is new in the story of
education: How shall the young become acquainteld thie past in such a way that the
acquaintance is a potent agent in appreciatiohefiving present?

Chapter 2

The Need of a Theory of Experience

IN SHORT, the point I am making is that rejectof the philosophy and practice of
traditional education sets a new type of difficeltucational problem for those who
believe in the new type of education. We shall afgeblindly and in confusion until we
recognize this fact; until we thoroughly apprecititat departure from the old solves no
problems. What is said in the following pages toadingly, intended to indicate some
of the main problems with which the newer educat®oonfronted and to suggest the
main lines along which their solution is to be daiud assume that amid all uncertainties
there is one permanent frame of reference: nanbly,organic connection between
education and personal experience; or, that thepiéesophy of education is committed
to some kind of empirical and experimental phildsoBut experience and experiment
are not self-explanatory ideas. Rather, their nmgangs part of the problem to be
explored. To know the meaning of empiricism we nednderstand what experience is.

The belief that ah genuine education comesitatbmough experience does not mean
that all experiences are genuinely or equally etivesaExperience and education cannot
be directly equated to each other. For some expmge are miseducative. Any
experience is miseducative that has the effectriifsting or distorting the growth of
further experience. An experience may be such aengender callousness; it may
produce lack of sensitivity and of responsiven@&sgn the possibilities of having richer
experience in the future are restricted. Againivargexperience may increase a person's
automatic skill in a particular direction and yehd to land him in a groove or rut; the
effect again is to narrow the field of further exkpace. An experience may be
immediately enjoyable and yet promote the formatiba slack and careless attitude; this
attitude then operates to modify the quality ofssquent experiences so as to prevent a
person from getting out of them what they haveit@.gAgain, experiences may be so
disconnected from one another that, while eachgieemble or even exciting in itself,



they are not linked cumulatively to one anotherergy is then dissipated and a person
becomes scatter- brained. Each experience maydig, lvivid, and "interesting," and yet
their disconnectedness may artificially generatspelisive, disintegrated, centrifugal
habits. The consequence of formation of such halitgnability to control future
experiences. They are then taken, either by wanmfyment or of discontent and revolt,
just as they come. Under such circumstancesijdtago talk of self-control.

Traditional education offers a plethora of repées of experiences of the kinds just
mentioned. It is a great mistake to suppose, exeitiyt, that the traditional schoolroom
was not a place in which pupils had experienced. tifis is tacitly assumed when
progressive education as a plan of learning by rexpee is placed in sharp opposition to
the old. The proper line of attack is that the eigrees, which were had, by pupils and
teachers alike, were largely of a wrong kind. Howny students, for example, were
rendered callous to ideas, and how many lost theetius to learn because of the Way in
which learning was experienced by them? How mauyiaed special skills by means of
automatic drill so that their power of judgment asapacity to act intelligently in new
situations was limited? How many came to assotiadearning process with ennui and
boredom? How many found what they did learn soidoréo the situations of life outside
the school as to give them no power of control awer latter? How many came to
associate books with dull drudgery, so that theyeweonditioned" to all but flashy
reading matter?

If I ask these questions, it is not for th&esaf whole sale condemnation of the old
education. It is for quite another purpose. Itasemphasize the fact, first, that young
people in traditional schools do have experienaesl, secondly, that the trouble is not
the absence of experiences, but their defectivenmodg character-- wrong and defective
from the standpoint of connection with further exxgece. The positive side of this point
is even more important in connection with prognesseducation. It is not enough to
insist upon the necessity of experience, nor eveactivity in experience Every- thing
depends upon the quality of the experience, wisdhaid. The quality of any experience
has two aspects. There is an immediate aspectreéalgeness or disagreeableness, and
there is its influence upon later experiences. fliis¢ is obvious and easy to judge. The
effect of an experience is not borne on its fatsets a problem to the educator. It is his
business to arrange for the kind of experienceshyhvhile they do not repel the student,
but rather engage his activities are, neverthelasse than immediately enjoyable since
they promote having desirable future experiencss asino man lives or dies to himself,
so no experience lives and dies to itself. Whatigiegpendent of desire or intent every
experience lives on in further experiences. Hemheedentral problem of an education
based upon experience is to select the kind ofeptesxperiences that live fruitfully and
creatively in subsequent experiences.

Later, | shall discuss in more detail the pipfe of the continuity of experience or
what may be called the experiential continuum. Hevash simply to emphasize the
importance of this principle for the philosophyexfucative experience. A philosophy of
education, like any theory, has to be stated ind&oin symbols. But so far as it is more
than verbal it is a plan for conducting educatibike any plan, it must be framed with



reference to what is to be done and how it is todbre. The more definitely and
sincerely it is held that education is a developnweithin, by, and for experience, the
more important it is that there shall be clear emtions of what experience is. Unless
experience is so conceived that the result is @ foladeciding upon subject-matter, upon
methods of instruction and discipline, and upon emat equipment and social
organization of the school, it is wholly in the.diris reduced to a form of words which
may be emotionally stirring but for which any otlsst of words might equally well be
substituted unless they indicate operations toritgated and executed. Just because
traditional education was a matter of routine inickhthe plans and programs were
handed down from the past, it does not follow tratgressive education is a matter of
planless improvisation.

The traditional school could get along withaaly consistently developed philosophy
of education. About all it required in that line sva set of abstract words like culture,
discipline, our great cultural heritage, etc., attyuidance being derived not from them
but from custom and established routines. Justusecparogressive schools cannot rely
upon established traditions and institutional tsliliey must either proceed more or less
haphazardly or be directed by ideas which, whegy #re made articulate and coherent,
form a philosophy of education. Revolt against kel of organization characteristic of
the traditional school constitutes a demand foind kf organization based upon ideas. |
think that only slight acquaintance with the higtof education is needed to prove that
educational reformers and innovators alone have thd need for a philosophy of
education. Those who adhered to the establishe@myseeded merely a few fine-
sounding words to justify existing practices. Tlealrwork was done by habits, which
were so fixed as to be institutional. The lessarpfogressive education is that it requires
in an urgent degree, a degree more pressing thammeambent upon former innovators,
a philosophy of education based upon a philosoplexperience.

| remarked incidentally that the philosophygurestion is, to paraphrase the saying of
Lincoln about democracy, one of education of, g &r experience. No one of these
words, of, by, or for, names anything which is selfident. Each of them is a challenge
to discover and put into operation a principle adey and organization, which follows
from understanding what educative experience, fagni

It is, accordingly, a much more difficult task work out the kinds of materials, of
methods, and of social relationships that are gpate to the new education than is the
case with traditional education. | think many o tfifficulties experienced in the conduct
of progressive schools and many of the criticisevelled against them arise from this
source. The difficulties are aggravated and théictmims are increased when it is
supposed that the new education is somehow ehsieitihe old. This belief is, | imagine,
more or less current. Perhaps it illustrates atarEither-Or philosophy, springing from
the idea that about all which is required is naldowvhat is done in traditional schools.

| admit gladly that the new education is sienpih principle than the old. It is in
harmony with principles of growth, while there isry much which is artificial in the old
selection and arrangement of subjects and methards, artificiality always leads to



unnecessary complexity. But the easy and the siamgenot identical. To discover what
is really simple and to act upon the discoverynseaceedingly difficult task. After the
artificial and complex is once institutionally dsished and ingrained in custom and
routine, it is easier to walk in the paths thatéhbeen beaten than it is, after taking a new
point of view, to work out what is practically inved in the new point of view. The old
Ptolemaic astronomical system was more complicad#dits cycles and epicycles than
the Copernican system. But until organization dfiakcastronomical phenomena on the
ground of the latter principle had been effectesl ¢hsiest course was to follow the line
of least resistance provided by the old intelleichabit. So we come back to the idea that
a coherent theory of experience, affording positiivection to selection and organization
of appropriate educational methods and materigalggquired by the attempt to give new
direction to the work of the schools. The procesa slow and arduous one. It is a matter
of growth and there are many obstacles, which tenobstruct growth and to deflect it
into wrong lines.

| shall have something to say later about migdion. All that is needed, perhaps, at
this point is to say that we must escape from #@meléncy to think of organization in
terms of the kind of organization, whether of comt@r subject-matter), or of methods
and social relations, that mark traditional edwrati think that a good deal of the current
opposition to the idea of organization is due ® féct that it is so hard to get away from
the picture of the studies of the old school. Thenmant "organization" is mentioned
imagination goes almost automatically to the kim@manization that is familiar, and in
revolting against that we are led to shrink frora Hfery idea of any organization. On the
other hand, educational reactionaries, who are gatlering force, use the absence of
adequate intellectual and moral organization innéeer type of school as proof not only
of the need of organization, but to identify anyl avery kind of organization with that
instituted before the rise of experimental scierfeailure to develop a conception of
organization upon the empirical and experimentaidbgives reactionaries a too easy
victory. But the fact that the empirical sciencesvnoffer the best type of intellectual
organization which can be found in any field shdksat there is no reason why we, who
call ourselves empiricists, should be "pushoverghe matter of order and organization.

Chapter 3

Criteria of Experience

IF THERE IS any truth in what has been saidualthe need of forming a theory of
experience in order that education may be inteiligeconducted upon the basis of
experience, it is clear that the next thing in oroethis discussion is to present the
principles that are most significant in framingsttineory. | shall not; therefore, apologize
for engaging in a certain amount of philosophigalgsis, which otherwise might be out
of place. | may, however, reassure you to someegelgy saying that this analysis is not
an end in itself but is engaged in for the sakelwhining criteria to be applied later in
discussion of a number of concrete and, to mosigms; more interesting issues.



| have already mentioned what | called thegaty of continuity, or the experiential
continuum. This principle is involved, as | pointedt, in every attempt to discriminate
between experiences that are worth while educdtjoaad those that are not. It may
seem superfluous to argue that this discriminaomecessary not only in criticizing the
traditional type of education but also in initiggirand conducting a different type.
Nevertheless, it is advisable to pursue for eelitthile the idea that it is necessary. One
may safely assume, | suppose, that one thing wihéshrecommended the progressive
movement is that it seems more in accord with #@atratic ideal to which our people
is committed than do the procedures of the tradliicschool, since the latter have so
much of the autocratic about them. Another thingciihas contributed to its favorable
reception is that its methods are humane in comparivith the harshness so often
attending the policies of the traditional school.

The question | would raise concerns why wefgoredemocratic and humane
arrangements to those, which are autocratic arshhand by "why," | mean the reason
for preferring them, not just the causes which lesdo the preference. One cause may be
that we have been taught not only in the schodid¥the press, the pulpit, the platform,
and our laws and law-making bodies that democradiie best of all social institutions.
We may have so assimilated this idea from our swdngs that it has become an
habitual part of our mental and moral make-up. 8uoiilar causes have led other persons
in different surroundings to widely varying condluss--to prefer fascism, for example.
The cause for our preference is not the same #srige reason why we should prefer it.

It is not my purpose here to go in detalil itih@ reason. But | would ask a single
guestion: Can we find any reason that does nanatgly come down to the belief that
democratic social arrangements promote a bettdityjohhuman experience, one which
is more widely accessible and enjoyed, than do demecratic and anti-democratic
forms of social life? Does not the principle of aed) for individual freedom and for
decency and kindliness of human relations come bat¢ke end to the conviction that
these things are tributary to a higher quality>xgfexience on the part of a greater number
than are methods of repression and coercion orefols it not the reason for our
preference that we believe that mutual consultatod convictions reached through
persuasion, make possible a better quality of éepee than can otherwise be provided
on any wide scale?

If the answer to these questions is in thera#itive (and personally | do not see how
we can justify our preference for democracy and dmitg on any other ground), the
ultimate reason for hospitality to progressive edior, because of its reliance upon and
use of humane methods and its kinship to democrgogs back to the fact that
discrimination is made between the inherent vahfedifferent experiences. So | come
back to the principle of continuity of experienceaacriterion of discrimination.

At bottom, this principle rests upon the faft habit, when habit is interpreted
biologically. The basic characteristic of habit tlsat every experience enacted and
undergone modifies the one who acts and underguaeite this modification affects,
whether we wish it or not, the quality of subsequexperiences. For it is a somewhat



different person who enters into them. The prirecipf habit so understood obviously
goes deeper than the ordinary conception of a laahét more or less fixed way of doing
things, although it includes the latter as ong®Epecial cases. It covers the formation of
attitudes, attitudes that are emotional and intell; it covers our basic sensitivities and
ways of meeting and responding to all the condstismich we meet in living. From this
point of view, the principle of continuity of expence means that every experience both
takes up something from those which have gone éedod modifies in some way the
quality of those which come after. As the poetestat,

... all experience is an arch wherethro’
Gleams that untraveled world, whose margires$ad
Forever and forever when | move.

So far, however, we have no ground for disgration among experiences. For the
principle is of universal application. There is skRkind of continuity in every case. It is
when we note the different forms in which contiguwf experience operates that we get
the basis of discriminating among experiences. y mHlastrate what is meant by an
objection, which has been brought against an ideiahm once put forth--namely, that
the educative process can be identified with growdfen that is understood in terms of
the active participle, growing.

Growth, or growing as developing, not only gieglly but intellectually and morally,
is one exemplification of the principle of contityuiThe objection made is that growth
might take many different directions: a man, foammple, who starts out on a career of
burglary may grow in that direction, and by praetimay grow into a highly expert
burglar. Hence it is argued that "growth" is notoegh; we must also specify the
direction in which growth takes place, the end ta@savhich it tends. Before, however,
we decide that the objection is conclusive we raunsiyze the case a little further.

That a man may grow in efficiency as a burgks a gangster, or as a corrupt
politician, cannot be doubted. But from the standipof growth as education and
education as growth the question is whether growthis direction promotes or retards
growth in general. Does this form, of growth createaditions for further growth, or does
it set up conditions that shut oh the person wh® dgr@awn in this particular direction
from the occasions, stimuli, and opportunities dontinuing growth in new directions?
What is the effect of growth in a special directigpon the attitudes and habits which
alone open up avenues for development in othes?neshall leave you to answer these
guestions, saying simply that when and only wheweld@ment in a particular line
conduces to continuing growth does it answer toctiiterion of education as growing.
For the conception is one that must find univeasal not specialized limited application.

| return now to the question of continuity ascriterion by which to discriminate
between experiences which are educative and thbsxd\are mis-educative. As we have
seen, there is some kind of continuity in any see every experience affects for better



or worse the attitudes which help decide the gualitfurther experiences, by setting up
certain preference and aversion, and making ieeasiharder to act for this or that end.
Moreover, every experience influences in some degne objective conditions under
which further experiences are had. For exampldild gvho learns to speak has a new
facility and new desire. But he has also widenesl gkternal conditions of subsequent
learning. When he learns to read, he similarly spgm a new environment. If a person
decides to become a teacher, lawyer, physiciastank-broker, when he executes his
intention he thereby necessarily determines to sextent the environment in which he
will act in the future. He has rendered himself eneensitive and responsive to certain
conditions, and relatively immune to those thinigewt him that would have been stimuli
if he had made another choice.

But, while the principle of continuity appliessome way in every case, the quality of
the present experience influences the way in whhehprinciple applies. We speak of
spoiling a child and of the spoilt child. The effeaf over-indulging a child is a
continuing one. It sets up an attitude, which ofgras an automatic demand that persons
and objects cater to his desires and capriceseiriutiure. It makes him seek the kind of
situation that will enable him to do what he felte doing at the time. It renders him
averse to and comparatively incompetent in sitaatiowhich require effort and
perseverance in overcoming obstacles. There isanadpx in the fact that the principle
of the continuity of experience may operate socakave a person arrested on a low
plane of development, in a way, which limits latapacity for growth.

On the other hand, if an experience arousessity, strengthens initiative, and sets
up desires and purposes that are sufficiently gegdn carry a person over dead places in
the future, continuity works in a very different wdvery experience is a moving force.
Its value can be judged only on the ground of whatoves toward and into. The greater
maturity of experience which should belong to tlirilaas educator puts him in a
position to evaluate each experience of the yoang way in which the one having the
less mature experience cannot do. It is then tlsenbss of the educator to see in what
direction an experience is heading. There is natpaoihis being more mature if, instead
of using his greater insight to help organize tladitions of the experience of the
immature, he throws away his insight. Failure teetthe moving force of an experience
into account so as to judge and direct it on tleugd of what it is moving into means
disloyalty to the principle of experience itselhd disloyalty operates in two directions.
The educator is false to the understanding thahbeld have obtained from his own past
experience. He is also unfaithful to the fact tdahuman experience is ultimately social:
that it involves contact and communication. Theuraiperson, to put it in moral terms,
has no right to withhold from the young on givencagions whatever capacity for
sympathetic understanding his own experience hasdiim.

No sooner, however, are such things said thare is a tendency to read to the other
extreme and take what has been said as a plearf@ sort of disguised imposition from
outside. It is worth while, accordingly, to say sihing about the way in which the adult
can exercise the wisdom his own wider experiengesghim without imposing a merely
external control. On one side, it is his businedse on the alert to see what attitudes and



habitual tendencies are being created. In thisctime he must, if he is an educator, be
able to judge what attitudes are actually condutose€ontinued growth and what are
detrimental. He must, in addition, have that symeat understanding ~ individuals as
individuals which gives him an idea of what is atyi going on in the minds of those

who are learning. It is, among other things, thednfor these abilities on the part of the
parent and teacher which makes a system of edachtised upon living experience,
difficult affair to conduct successfully than it te follow the patterns of traditional

education.

But there is another aspect of the matter.eEgpce does not go on simply inside a
person. It does go on there, for it influences fibrenation of attitudes of desire and
purpose. But this is not the whole of the storyeffgvgenuine experience has an active
side which changes in some degree the objectivdittoms under which experiences are
had. The difference between civilization and samag® take an example on a large
scale, is found in the degree in which previouseeignces have changed the objective
conditions under which subsequent experiences ppéee. The existence of roads, of
means of rapid movement and transportation, tawiplements, furniture, electric light
and power, are illustrations. Destroy the externahditions of present civilized
experience, and for a time our experience woulgpsa into that of barbaric peoples.

In a word, we live from birth to death in andbof persons and things which in large
measure is what it is because of what has been dodetransmitted from previous
human activities. When this fact is ignored, exgece is treated as if it were something
which goes on exclusively inside an individual'sdypaand mind. It ought not to be
necessary to say that experience does not oceuvacuum. There are sources outside an
individual which give rise to experience. It is stemtly fed from these springs. No one
would question that a child in a slum tenementdalifferent experience from that of a
child in a cultured home; that the country lad hatifferent kind of experience from the
city boy, or a boy on the seashore one differemnfthe lad who is brought up on inland
prairies. Ordinarily we take such facts for grantsdtoo commonplace to record. But
when their educational import is recognized, thayigate the second way in which the
educator can direct the experience of the youndpowit engaging in imposition. A
primary responsibility of educators is that they anly be aware of the general principle
of the shaping of actual experience by environiogditions, but that they also recognize
in the concrete what surroundings are conducivénaeing experiences that lead to
growth. Above all, they should know how to utilitee surroundings, physical and social,
that exist so as to extract from them all that tiheye to contribute to building up
experiences that are worth while.

Traditional education did not have to face ghioblem; it could systematically dodge
this responsibility. The school environment of ldgsblackboards, a small schoolyard,
was supposed to suffice. There was no demandhbaeacher should become intimately
acquainted with the conditions of the local commynphysical, historical, economic,
occupational etc., in order to utilize them as adivoal resources. A system of education
based upon the necessary connection of educatibnewperience must, on the contrary,
if faithful to its principle, take these things @tantly into account. This tax upon the



educator is another reason why progressive educeioore difficult to carry on than
was ever the traditional system.

It is possible to frame schemes of educatlmat pretty systematically subordinate
objective conditions to those which reside in tinelividuals being educated. This
happens whenever the place and function of theh&gaof books, of apparatus and
equipment, of everything which represents the prtslaf the more mature experience of
elders, is systematically subordinated to the imatedinclinations and feelings of the
young. Every theory which assumes that importarace lie attached to these objective
factors only at the expense of imposing externakrob and of limiting the freedom of
individuals rests finally upon the notion that esipece is truly experience only when
objective conditions are subordinated to what gwesvithin the individuals having the
experience.

I do not mean that it is supposed that objectionditions can be shut out. It is
recognized that they must enter in: so much commess made to the inescapable fact
that we live in a world of things and persons. Bilink that observation of what goes on
in some families and some schools would discloae shme parents and some teachers
are acting upon the idea of subordinating objectioeditions to internal ones. In that
case, it is assumed not only that the latter aregry, which in one sense they are, but
that just as they temporarily exist they fix theolheducational process.

Let me illustrate from the case of an infartte needs of a baby for food, rest, and
activity are certainly primary and decisive in amgpect. Nourishment must be provided;
provision must be made for comfortable sleep, amdrs But these facts do not mean
that a parent shall feed the baby at any time wherbaby is cross or irritable, that there
shall not be a program of regular hours of feedindg sleeping, etc. The wise mother
takes account of the needs of the infant but nat way, which dispenses with her own
responsibility for regulating the objective condlits under which the needs are satisfied.
And if she is a wise mother in this respect, stevdrupon past experiences of experts as
well as her own for the light that these shed uptiat experiences are in general most
conducive to the normal development of infants.tdad of these conditions being
subordinated to the immediate internal conditionhaef baby, they are definitely ordered
so that a particular kind of interaction with thesemediate internal states may be
brought about.

The word "interaction,” which has just beerdjsexpresses the second chief principle
for interpreting an experience in its educationaction and force. It assigns equal rights
to both factors in experience-objective and intecaaditions. Any normal experience is
an interplay of these two sets of conditions. Tatagether, or in their interaction, they
form what we call a situation. The trouble withditeonal education was not that it
emphasized the external conditions that entertimtocontrol of the experiences but that
it paid so little attention to the internal factevhich also decide what kind of experience
is had. It violated the principle of interactiorofin one side. But this violation is no
reason why the new education should violate thecppie from the other side-except



upon the basis of the extreme Either-Or educatigstalosophy which has been
mentioned.

The illustration drawn from the need for regigdn of the objective conditions of a
baby's development indicates, first, that the pahas responsibility for arranging the
conditions under which an infant's experience ofdfcsleep, etc., occurs, and, secondly,
that the responsibility is fulfilled by utilizindhe funded experience of the past, as this is
represented, say, by the advice of competent physicand others who have made a
special study of normal physical growth. Doesntitithe freedom of the mother when
she uses the body of knowledge thus provided talagg the objective conditions of
nourishment and sleep? Or does the enlargemeneroinkelligence in fulfilling her
parental function widen her freedom? Doubtlessfétesh were made of the advice and
directions so that they came to be inflexible detao be followed under every possible
condition, then restriction of freedom of both pdrand child would occur. But this
restriction would also be a limitation of the idiggnce that is exercised in personal
judgment.

In what respect does regulation of objectiweditions limit the freedom of the baby?
Some limitation is certainly placed upon its imnadimovements and inclinations when
it is put in its crib, at a time when it wants t@ntinue playing, or does not get food at the
moment it would like it, or when it isn't picked apd dandled when it cries for attention.
Restriction also occurs when mother or nurse seatehchild away from an open fire
into which it is about to fall. |1 shall have more $ay later about freedom. Here it is
enough to ask whether freedom is to be thoughhdfamjudged on the basis of relatively
momentary incidents or whether its meaning is foundhe continuity of developing
experience.

The statement that individuals live in a waméans, in the concrete, that they live in
a series of situations. And when it is said thay/tlive in these situations, the meaning of
the word "in" is different from its meaning whenistsaid that pennies are "in" a pocket
or paint is "in" a can. It means, once more, tméraction is going on between an
individual and objects and other persons. The quies of situation and of interaction
are inseparable from each other. An experiencelvigya what it is because of a
transaction taking place between an individual aiwht, at the time, constitutes his
environment, whether the latter consists of perswitts whom he is talking about some
topic or event, the subject talked about being alpart of the situation; or the toys with
which he is playing; the book he is reading (in ebhhis environing conditions at the
time may be England or ancient Greece or an imagiregion); or the materials of an
experiment he is performing. The environment, iheotwords, is whatever conditions
interact with personal needs, desires, purposeab,capacities to create the experience
which is had. Even when a person builds a castléheénair he is interacting with the
objects which he constructs in fancy.

The two principles of continuity and interactiare not separate from each other.
They intercept and unite. They are, so to speak|dhgitudinal and lateral aspects of
experience. Different situations succeed one anoet because of the principle of



continuity something is carried over from the earlo the later ones. As an individual
passes from one situation to another, his worlgl,émvironment, expands or contracts.
He does not find himself living in another worldtbo a different part or aspect of one
and the same world. What he has learned in the afagnowledge and skill in one
situation becomes an instrument of understanding) @maling effectively with the
situations which follow. The process goes on agylas life and learning continue.
Otherwise the course of experience is disorderhgesthe individual factor that enters
into making an experience is split. A divided worddworld whose parts and aspects do
not hang together, is at once a sign and a cause di¥ided personality. When the
splitting-up reaches a certain point we call thespe insane. A fully integrated
personality, on the other hand, exists only whetcassive experiences are integrated
with one another. It can be built up only as a darf related objects is constructed.

Continuity and interaction in their active oniwith each other provide the measure of
the educative significance and value of an expedeihe immediate and direct concern
of an educator is then with the situations in whitdleraction takes place. The individual,
who enters as a factor into it, is what he is gtvan time. It is the other factor, that of
objective conditions, which lies to some extentwmtthe possibility of regulation by the
educator. As has already been noted, the phragectde conditions" covers a wide
range. It includes what is done by the educatorthadvay in which it is done, not only
words spoken but the tone of voice in which they spoken. It includes equipment,
books, apparatus, toys, games played. It includesraterials with which an individual
interacts, and, most important of all, the totatiabset-up of the situations in which a
person is engaged.

When it is said that the objective conditi@me those which are within the power of
the educator to regulate, it is meant, of counsat his ability to influence directly the
experience of others and thereby the education abégin places upon him the duty of
determining that environment which will interacttvithe existing capacities and needs
of those taught to create a worth-while experiefite trouble with traditional education
was not that educators took upon themselves thpomegoility for providing an
environment. The trouble was that they did not mersthe other factor in creating an
experience; namely, the powers and purposes okthmsght. It was assumed that a
certain set of conditions was intrinsically desieabapart from its ability to evoke a
certain quality of response in individuals. Thixkaof mutual adaptation made the
process of teaching and learning accidental. Ttkmséhom the provided conditions were
suitable managed to learn. Others got on as begtdbuld. Responsibility for selecting
objective conditions carries with it, then, thep@ssibility for understanding the needs
and capacities of the individuals who are learrah@ given time. It is not enough that
certain materials and methods have proved effegtitle other individuals at other times.
There must be a reason for thinking that they fuitiction in generating an experience
that has educative quality with particular indivadisiat a particular time.

It is no reflection upon the nutritive qualidy beefsteak that it is not fed to infants. It
is not an invidious reflection upon trigopnometrgthve do not teach it in the first or fifth
grade of school. It is not the subject per se thatducative or that is conducive to



growth. There is no subject that is in and of fiset without regard to the stage of
growth attained by the learner, such that inheeeocational value can be attributed to it.
Failure to take into account adaptation to the semd capacities of individuals was the
source of the idea that certain subjects and certethods are intrinsically cultural or
intrinsically good for mental discipline. Therens such thing as educational value in the
abstract. The notion that some subjects and metandghat acquaintance with certain
facts and truths possess educational value in dnthemselves is the reason why
traditional education reduced the material of etlanaso largely to a diet of predigested
materials. According to this notion, it was enoughregulate the quantity and difficulty
of the material provided, in a scheme of quantiatirading, from month to month and
from year to year. Otherwise a pupil was expeatetdite it in doses that were prescribed
from without. If the pupil left it in- stead of talg it, if he engaged in physical truancy, or
in the mental truancy of mind-wandering and findblyilt up an emotional revulsion
against the subject, he was held to be at faultqgidestion was raised as to whether the
trouble might not lie in the subject-matter or hretway in which it was offered. The
principle of interaction makes it clear that fadunf adaptation of material to needs and
capacities of individuals may cause an experiendaetnon-educative quite as much as
failure of an individual to adapt himself to theterzal.

The principle of continuity in its educatioregplication means, nevertheless, that the
future has to be taken into account at every sthglee educational process. This idea is
easily misunderstood and is badly distorted initi@thl education. Its assumption is,
that by acquiring certain skills and by learningtam subjects which would be needed
later (perhaps in college or perhaps in adult Ifapils are as a matter of course made
ready for the needs and circumstances of the fulmey "preparation” is a treacherous
idea. In a certain sense every experience shoulsodeething to prepare a person for
later experiences of a deeper and more expansi@itygurhat is the very meaning of
growth, continuity, reconstruction of experienceit & is a mistake to suppose that the
mere acquisition of a certain amount of arithmegiepgraphy, history, etc., which is
taught and studied because it may be useful at samedn the future, has this effect, and
it is a mistake to suppose that acquisition kiflssin reading and figuring will
automatically constitute preparation for their tigind effective use under conditions
very unlike those in which they were acquired.

Almost everyone has had occasion to look hgwdn his school days and wonder
what has become of the knowledge he was suppodeal/tbamassed during his years of
schooling, and why it is that the technical skiksacquired have to be learned over again
in changed form in order to stand him in good stéadeed, he is lucky who does not
find that in order to make progress, in order toapead intellectually, he does not have
to unlearn much of what he learned in school. Thipsstions cannot be disposed of by
saying that the subjects were not actually learfmdthey were learned at least
sufficiently to enable a pupil to pass examinatiamsthem. One trouble is that the
subject-matter in question was learned in isolatibwas put, as it were, in a water-tight
compartment. When the question is asked, then, hdeabecome of it, where has it gone
to, the right answer is that it is still there imetspecial compartment in which it was
originally stowed away. If exactly the same comit recurred as those under which it



was acquired, it would also recur and be availaBlg. it was segregated when it was
acquired and hence is so disconnected from theofestperience that it is not available
under the actual conditions of life. It is contramythe laws of experience that learning of
this kind, no matter how thoroughly engrained a¢ tiime, should give genuine

preparation.

Nor does failure in preparation end at thisnpoPerhaps the greatest of all
pedagogical fallacies is the notion that it persssrns only the particular thing he is
studying at the time. Collateral learning in theyved formation of enduring attitudes, of
likes and dislikes, may be and often is much morgoirtant than the spelling lesson or
lesson in geography or history that is learned.tRese attitudes are fundamentally what
count in the future. The most important attitudat tten be formed is that of desire to go
on learning. If impetus in this direction is wea&dninstead of being intensified,
something much more than mere lack of preparaétiest place. The pupil is actually
robbed of native capacities which otherwise woulthl#e him to cope with the
circumstances that he meets in the course offeisWe often see persons who have had
little schooling and in whose case the absencesbtshooling proves to be a positive
asset. They have at least retained their nativeremmsense and power of judgment, and
its exercise in the actual conditions of living lgigen them the precious gift of ability to
learn from the experiences they have. What avait te win pre scribed amounts of
information about geography and history, to winligbito read and write, if in the
process the individual loses his own soul: losesappreciation of things worth while, of
the values to which these things are relative;efltses desire to apply what he has
learned and, above all, loses the ability to extnaeaning from his future experiences as
they occur?

What, then, is the true meaning of preparaitiotihe educational scheme? In the first
place, it means that a person, young or old, getsobhis present experience all that
there is in it for him at the time in which he hiasWhen preparation is made the
controlling end, then the potentialities of the gaet are sacrificed to a suppositious
future. When this happens, the actual preparatorttfe future is missed or distorted.
The ideal of using the present simply to get refatythe future contradicts itself. It
omits, and even shuts out, the very conditions hiclva person can be prepared for his
future. We always live at the time we live and @abtsome other time, and only by
extracting at each present time the full meaningeath present experience are we
prepared for doing the same thing in the futuras Ththe only preparation which in the
long run amounts to anything.

All this means that attentive care must beotld to the conditions which give each
present experience a worthwhile meaning. Insteddfefring that it doesn't make much
difference what the present experience is as lengj & enjoyed, the conclusion is the
exact opposite. Here is another matter where éasy to react from one extreme to the
other. Because traditional schools tended to seerihe present to a remote and more or
less unknown future, therefore it comes to be betlethat the educator has little
responsibility for the kind of present experient®s young undergo. But the relation of
the present and the future is not an Either-Oriraffthe present affects the future



anyway. The persons who should have some ideaecddhnection between the two are
those who have achieved maturity. Accordingly, upleem devolves the responsibility
for instituting the conditions for the kind of pexd experience which has a favorable
effect upon the future. Education as growth or migtushould be an ever-present
process.

Chapter 4

Social Control

| HAVE Said that educational plans and prgesteeing education in terms of life
experience, are thereby committed to framing araptualg an intelligent theory or, if you
please, philosophy of experience. Otherwise theyaarthe mercy of every intellectual
breeze that happens to blow. | have tried to aistthe need for such a theory by calling
attention to two principles, which are fundamemtathe constitution of experience: the
principles of interaction and of continuity. If,@h, | am asked why | have spent so much
time on expounding a rather abstract philosophys ibecause practical attempts to
develop schools based upon the idea that edudatioind in life-experience are bound
to exhibit inconsistencies and confusions unlesy tire guided by some conception of
what experience is, and what marks oh educativeeresqce from non-educative and
mis-educative experience. | now come to a grou@atfial educational questions the
discussion of which will, | hope, provide topicsdamaterial that are more concrete than
the discussion up to this point.

The two principles of continuity and interactias criteria of the value of experience
are so intimately connected that it is not eadgligust what special educational problem
to take up first. Even the convenient division ipt@blems of subject-matter or studies
and of methods of teaching and learning is likelydil us in selection and organization
of topics to discuss. Consequently, the beginning sequence of topics is somewhat
arbitrary. | shall commence, however, with the gleestion of individual freedom and
social control and pass on to the questions tleav giaturally out of it.

It is often well in considering educationaloplems to get a start by temporarily
ignoring the school and thinking of other humamiaions. | take it that no one would
deny that the ordinary good citizen is as a mattdact subject to a great deal of social
control and that a considerable part of this cdnsamot felt to involve restriction of
personal freedom. Even the theoretical anarchisgse philosophy commits him to the
idea that state or government control is an unatiéid evil, believes that with abolition
of the political state other forms of social cohts@uld operate: indeed, his opposition to
govern- mental regulation springs from his beligttother and to him more normal
modes of control would operate with abolition of State.

Without taking up this extreme position, lst note some examples of social control
that operate in everyday life, and then look foe fhrinciple underlying them. Let us
begin with the young people themselves. Childrereagss or after school play games,



from tag and one-old- cat to baseball and footddle games involve rules, and these
rules order their conduct. The games do not go aphazardly or by a succession of
improvisations. Without rules there is no gamedidputes arise there is an umpire to
appeal to, or discussion and a kind of arbitrago®m means to a decision; otherwise the
game is broken up and comes to an end.

There are certain fairly obvious controllireafures of such situations to which | want
to call attention. The first is that the rules arpart of the game. They ate not outside of
it. No rules, then no game; different rules, thediféerent game. As long as the game
goes on with a reasonable smoothness, the plagenstdeel that they are submitting to
external imposition but that they are playing tlzeng. In the second place at times feel
that a decision isn't fair and be may even getyariBut he is not objecting to a rule but to
what he claims is a violation of it, to some ongesi and unfair action. In the third place,
the rules, and hence the conduct of the game, arfy fstandardized. There are
recognized ways of counting out, of selection afesi as well as for positions to be
taken, movements to be made, etc. These rules thevesanction of tradition and
precedent. Those playing the game have seen, perpegfessional matches and they
want to emulate their elders. An element that isveational is pretty strong. Usually, a
group of youngsters change the rules by which flay only when the adult group to
which they look for models have themselves madeaage in the rules, while the change
made by the elders is at least supposed to cortduceking the game more skillful or
more interesting to spectators.

Now, the general conclusion | would draw isttleontrol of individual actions is
effected by the whole situation in which individsiare involved, in which they share and
of which they are co-operative or interacting pafsr even in a competitive game there
is a certain kind of participation, of sharing iceammon experience. Stated the other
way mound, those who take part do not feel tha Hre bossed by an individual person
or are being subjected to the will of some outsideerior person. When violent disputes
do arise, it is usually on the alleged ground thatumpire or a person on the other side is
being unfair; in other words, that in such casasesandividual is trying to impose his
individual will on someone else.

It may seem to be putting too heavy a loadnuposingle case to argue that this
instance illustrates the general principle of sociantrol of individuals without the
violation of freedom. But if the matter were folled out through a number of cases, |
think the conclusion that this particular instadees illustrate a general principle would
be justified. Games are generally competitive. B took instances of co-operative
activities in which all members of a group taketpas for example in well-ordered
family life in which there is mutual confidence etipoint would be even clearer. In all
such cases it is not the will or desire of any peeson which establishes order but the
moving spirit of the whole group. The control isced, but individuals are parts of a
community, not outside of it.

I do not mean by this that there are no oortassupon which the authority of, say, the
parent does not have to intervene and exercisly féinect control. But | do say that, in



the first place, the number of these occasionfightan comparison with the number of
those in which the control is exercised by situaian which all take part. And what is
even more important, the authority in question wlercised in a well-regulated
household or other community group is not a matatesh of merely personal will; the
parent or teacher exercises it as the represeatatigt agent of the interests of the group
as a whole. With respect to the first point, in @lwrdered school the main reliance for
control of this and that individual is upon theiaties carried on and upon the situations
in which these activities are maintained. The teaceduces to a minimum the occasions
in which he or she has to exercise authority irees@nal way. When it is necessary, in
the second place, to speak and act firmly, it isedim behalf of the interest of the group,
not as an exhibition of personal power. This makesdifference between action, which
is arbitrary, and that which is just and fair.

Moreover, it is not necessary that the diffieee should be formulated in words, by
either teacher or the young, in order to be feltxperience. The number of children who
do not feel the difference (even if they cannoicatate it and reduce it to an intellectual
principle) between action that is motivated by paed power and desire to dictate and
action that is fair, because in the interest qfialsmall. | should even be willing to say
that upon the whole children are more sensitiveah® signs and symptoms of this
difference than are adults. Children learn theed#hce when playing with one another.
They are willing, often too willing if anything, ttake suggestions from one child and let
him be a leader if his conduct adds to the expeeeévalue of what they are doing, while
they resent the attempt at dictation. Then thegroWithdraw and when asked why, say
that it is because so-and-so "is too bossy."

| do not wish to refer to the traditional sohim ways which set up a caricature in lieu
of a picture. But | think it is fair to say that @meason the personal commands of the
teacher so often played an undue role and a sedspithe order which existed was so
much a matter of sheer obedience to the will chdmlt was because the situation almost
forced it upon the teacher. The school was notoagor community held together by
participation in common activities. Consequentlige thormal, proper conditions of
control were lacking. Their absence was made upafud to a considerable extent had to
be made up for, by the direct intervention of teacher, who, as the saying went, "kept
order." He kept it because order was in the te&lkeeping, instead of residing in the
shared work being done.

The conclusion is that in what are calledriber schools, the primary source of social
control resides in the very nature of the work dasea social enterprise in which all
individuals have an opportunity to contribute andmhich all feel a responsibility. Most
children are naturally "sociable.” Isolation is evaore irksome to them than to adults. A
genuine community life has its ground in this natwociability. But community life does
not organize itself in an enduring way purely spoebusly. It requires thought and
planning ahead. The educator is responsible fonawledge of individuals and for a
knowledge of subject-matter that will enable atyiviies to be selected which lend
themselves to social organization, an organizatiorwhich all individuals have an



opportunity to contribute something, and in whible fctivities in which all participate
are the chief carrier of control.

| am not romantic enough about the young fpese that every pupil will respond or
that any child of normally strong impulses will pesid on every occasion. There are
likely to be some who, when they come to schood aready victims of injurious
conditions outside of the school and who have becempassive and unduly docile that
they fail to contribute. There will be others wHmecause of previous experience, are
bumptious and unruly and perhaps downright rehbgdlidut it is certain that the general
principle of social control cannot be predicateduguch cases. It is also true that no
general rule can be laid down for dealing with saakes. The teacher has to deal with
them individually. They fall into general classdsjt no two are exactly alike. The
educator has to discover as best he or she casatlses for the recalcitrant attitudes. He
or she cannot, if the educational process is torgonake it a question of pitting one will
against another in order to see which is strongest,yet allow the unruly and non-
participating pupils to stand permanently in theywéthe educative activities of others.
Exclusion perhaps is the only available measugegiven juncture, but it is no solution.
For it may strengthen the very causes which haweidht about the undesirable anti-
social attitude, such as desire for attention @htow off.

Exceptions rarely prove a rule or give a ctewvhat the rule should be. | would not,
therefore, attach too much importance to theseptiael cases, although it is true at
present that progressive schools are likely oftelmatve more than their fair share of these
cases, since parents may send children to suclolsche a last resort. | do not think
weakness in control when it is found in progressisieools arises in any event from these
exceptional cases. It is much more likely to afreen failure to arrange in advance for
the kind of work (by which | mean all kinds of adties engaged in) which will create
situations that of themselves tend to exerciseroboter what this, that, and the other
pupil does and how he does it. This failure mostrofgoes back to lack of sufficiently
thoughtful planning in advance. The causes for dack are varied. The one, which is
peculiarly important to mention in this connectignthe idea that such advance planning
is unnecessary and even that it is inherently keosti the legitimate freedom of those
being instructed.

Now, of course, it is quite possible to haveparatory planning by the teacher done in
such a rigid and intellectually inflexible fashidimat it does result in adult imposition,
which is none the less external because executigdtadgt and the semblance of respect
for individual freedom. But this kind of planninges not follow inherently from the
principle involved. |1 do not know what the greataaturity of the teacher and the
teacher's greater knowledge of the world, of subjeaiters and of individuals, is for
unless the teacher can arrange conditions thatoa@ducive to community activity and to
organization which exercises control over individumapulses by the mere fact that all
are engaged in communal projects. Because the diredvance planning heretofore
engaged in has been so routine as to leave ldtenrfor the free play of individual
thinking or for contributions due to distinctivedimidual experience, it does not follow
that all planning must be rejected. On the confrtrgre is incumbent upon the educator



the duty of instituting: a much more intelligenbdaconsequently. more difficult, kind of
planning. He must survey the capacities and nektiie garticular set of individuals with
whom he is dealing and must at the same time agréimg conditions which provide the
subject-matter or content for experiences thatsfyatihese needs and develop these
capacities. The planning must be flexible enougheonit free play for individuality of
experience and yet firm enough to give directiowaias continuous development of
power.

The present occasion is a suitable one tssmething about the province and office
of the teacher. The principle that development xpegience comes about through
interaction means that education is essentiallycgabprocess. This quality is realized in
the degree in which individuals form a communitpup. It is absurd to exclude the
teacher from membership in the group. As the m@dtire member of the group he has a
peculiar responsibility for the conduct of the naigtions and inter- communications
which are the very life of the group as a communityat children are individuals whose
freedom should be respected while the more maensop should have no freedom as an
individual is an idea too absurd to require refotatThe tendency to exclude the teacher
from a positive and leading share in the directidrthe activities of the community of
which he is a member is another instance of readtamm one extreme to another. When
pupils were a class rather than a social groupteheher necessarily acted largely from
the outside, not as a director of processes ofamg in which all had a share. When
education is based upon experience and educatiperierce is seen to be a social
process, the situation changes radically. The exdoses the position of external boss or
dictator but takes on that of leader of group atotis.

In discussing the conduct of games as an ebeaaipmormal social control, reference
was made to the presence of a standardized coomahfactor. The counterpart of this
factor in school life is found in the question oammers, especially of good manners in
the manifestations of politeness and courtesy. ifloee we know about customs in
different parts of the world at different timesthe history of mankind, the more we learn
how much manners differ from place to place ane timtime. This fact proves that there
is a large conventional factor involved. But thex@o group at any time or place which
does not have some code of manners as, for examjtle respect to proper ways of
greeting other persons. The particular form a cotive takes has nothing fixed and
absolute about it. But the existence of some forwoavention is not itself a convention.
It is a uniform attendant of all social relationshi At the very least, it is the oil which
prevents or reduces friction.

It is possible, of course, for these socialinf® to become, as we say, "mere
formalities.” They may become merely outward shaiiwo meaning behind them. But
the avoidance of empty ritualistic forms of sodmer course does not mean the rejection
of every formal element. It rather indicates theschdor development of forms of
intercourse that are inherently appropriate to aodituations. Visitors to some
progressive schools are shocked by the lack of sranthey come across. One who
knows the situation better is aware that to sontergxheir absence is due to the eager
interest of children to go on with what they suéndo In their eagerness they may, for



example, bump into each other and into visitoriwid word of apology. One might say
that this condition is better than a display of elgrexternal punctilio accompanying
intellectual and emotional lack of interest in solrk. But it also represents a failure
in education, a failure to learn one of the mogponant lessons of life, that of mutual
accommodation and adaptation. Education is goinghanone-sided way, for attitudes
and habits are in process of formation that stanthé way of the future learning that
springs from easy and ready contact and commuaicatith others.

Chapter 5

The Natur e of Freedom

AT THE RISK Of repeating what has been oftaid $y me | want to say something
about the other side of the problem of social @dntramely, the nature of freedom. The
only freedom that is of enduring importance is di@® of intelligence, that is to say,
freedom of observation and of judgment exercisedb@malf of purposes that are
intrinsically worth while. The commonest mistake daaabout freedom is, | think, to
identify it with freedom of movement, or with th&ternal or physical side of activity.
Now, this external and physical side of activitycat be separated from the internal side
of activity; from freedom of thought, desire, andrpose. The Limitation that was put
upon outward action by the fixed arrangements ef tiypical traditional schoolroom,
with its fixed rows of desks and its military regim of pupils who were permitted to
move only at certain fixed signals, put a greatrie@®n upon intellectual and moral
freedom. Straitjacket and chain-game proceduresdh&@ done away with if there was
to be a chance for growth of individuals in theellgctual springs of freedom without
which there is no assurance of genuine and cordinoemal growth.

But the fact still remains that an increasexhsure of freedom of outer movement is a
means, not an end. The educational problem isateéd when this aspect of freedom is
obtained. Everything then depends, so far as eucet concerned, upon what is done
with this added liberty. What end does it serveaWdonsequences flow from it? Let me
speak first of the advantages which reside potigniimincrease of outward freedom. In
the first place, without its existence it is praatly impossible for a teacher to gain
knowledge of the individuals with whom he is commat. Enforced quiet and
acquiescence prevent pupils from disclosing theal natures. They enforce artificial
uniformity. They put seeming before being. Theycpla premium upon preserving the
outward appearance of attention, decorum, and ebedi And everyone who is
acquainted with schools in which this system pidedaiwell knows that thoughts,
imaginations, desires, and sly activities ran th@im unchecked course behind this
facade. They were disclosed to the teacher onlynwdmne untoward act led to their
detection. One has only to contrast this highlyfieidl situation with normal human
relations outside the schoolroom, say in a welldcmted home, to appreciate how fatal it
is to the teacher's acquaintance with and undelistgnof the individuals who are,
supposedly, being educated. Yet without this iristgkre is only an accidental chance
that the material of study and the methods usadsinuction will so come home to an



individual that his development of mind and chazads actually directed. There is a
vicious circle. Mechanical uniformity of studiesdamethods creates a kind of uniform
immobility and this reacts to perpetuate uniformifystudies and of recitations, while
behind this enforced uniformity individual tendezioperate in irregular and more or
less forbidden ways.

The other important advantage of increasedvamat freedom is found in the very
nature of the learning process. That the older au=sset a premium upon passivity and
receptivity has been pointed out. Physical quieseguuts a tremendous premium upon
these traits. The only escape from them in thedstatized school is an activity, which is
irregular and perhaps disobedient. There cannaob®plete quietude in a laboratory or
workshop. The non-social character of the trad#@ioschool is seen in the fact that it
erected silence into one of its prime virtues. ®hisy of course, such a thing as intense
intellectual activity without overt bodily activityBut capacity for such intellectual
activity marks a comparatively late achievement mhds continued for a long period.
There should be brief intervals of time for quieflection pro- vided for even the young.
But they are periods of genuine reflection only whbey follow after times of more
overt action and are used to organize what has @g@eerd in periods of activity in which
the hands and other parts of the body beside @ia bre used. Freedom of movement is
also important as a means of maintaining normabighay and mental health. We have
still to learn from the example of the Greeks wilaov<clearly the relation between a
sound body and a sound mind. But in all the respewntioned freedom of outward
action is a means to freedom of judgment and ofgudw carry deliberately chosen ends
into execution. The amount of external freedom,clwhis needed, varies from individual
to individual. It naturally tends to decrease withreasing maturity, though its complete
absence prevents even a mature individual fromnigattie contacts, which will provide
him with new materials upon which his intelligenoay exercise itself. The amount and
the quality of this kind of free activity as a msaof growth is a problem that must
engage the thought of the educator at every stagevelopment.

There can be no greater mistake, however, thareat such freedom as an end in
itself. It then tends to be destructive of the skacooperative activities which are the
normal source of order. But, on the other hantijrits freedom which should be positive
into something negative. For freedom from reswittithe negative side, is to be prized
only as a means to a freedom which is power: paavérame purposes, to judge wisely,
to evaluate desires by the consequences whichresilllt from acting upon them; power
to select and order means to carry chosen endsp&i@tion.

Natural impulses and desires constitute in @ase the starting point. But there is no
intellectual growth without some reconstructionmgoremaking, of impulses and desires
in the form in which they first show themselves.isThemaking involves inhibition of
impulse in its first estate. The alternative toeemally imposed inhibition is inhibition
through an individual's own reflection and judgméitite old phrase "Stop and think" is
sound psychology. For thinking is stoppage of thenediate manifestation of impulse
until that impulse has been brought into connectiotih other possible tendencies to
action so that a more comprehensive and coherantdgflactivity is formed. Some of the



other tendencies to action lead to use of eye, aad, hand to observe objective
conditions; others result in recall of what hasgeyed in the past. Thinking is thus a
postponement of immediate action, while it effaoternal control of impulse through a
union of observation and memory, this union behegheart of reflection. What has been
said explains the meaning of the well-worn phraself‘control.” The ideal aim of
education is creation of power of self-control. Bug mere removal of external control is
no guarantee for the production of self-controlisleasy to jump out of the frying-pan
into the fire. It is easy, in other words, to escape form of external control only to find
oneself in another and more dangerous form of Bateontrol. Impulses and desires that
are not ordered by intelligence are under the obuftr accidental circumstances. It may
be a loss rather than a gain to escape from thieat@f another person only to find one's
conduct dictated by immediate whim and capricet ihaat the mercy of impulses into
whose formation intelligent judgment has not erderd person whose conduct is
controlled in this way has at most only the illusiof freedom. Actually forces over
which he has no command direct him.

Chapter 6
The Meaning of Purpose

IT IS, then, a sound instinct which identifiesedom with power to frame purposes
and to execute or carry into effect purposes smdh Such freedom is in turn identical
with self-control; for the formation of purposesdahe organization of means to execute
them are the work of intelligence. Plate once agfia slave as the person who executes
the purposes of another, and, as has just been agérson is also a slave who is
enslaved to his own blind desires. There is, | khino point in the philosophy of
progressive education which is sounder than itshasis upon the importance of the
participation of the learner in the formation oé thurposes which direct his activities in
the learning process, just as there is no defettagitional education greater than its
failure to secure the active cooperation of theilpump construction of the purposes
involved in his studying. But the meaning of pum®and ends is not self-evident and
self-explanatory. The more their educational im@oce is emphasized, the more
important it is to understand what a purpose igy litoarises and how it functions in
experience.

A genuine purpose always starts with an imgpuBbstruction of the immediate
execution of an impulse converts it into a dediWevertheless neither impulse nor desire
is itself a purpose. A purpose is an end-view. Tisatit involves foresight of the
consequences which will result from acting upon utep. Foresight of consequences
involves the operation of intelligence. It demanis,the first place, observation of
objective conditions and circumstances. For impuisd desire produce consequences
not by themselves alone but through their inteo&cbr co- operation with surrounding
conditions. The impulse for such a simple actiorwatking is executed only in active
conjunction with the ground on which one standsdéfrordinary circumstances, we do
not have to pay much attention to the ground. titldish situation we have to observe



very carefully just what the conditions are, aslimbing a steep and rough mountain
where no trail has been laid out. Exercise of oksen is, then, one condition of
transformation of impulse into a purpose. As inglgn by a railway crossing, we have to
stop, look, and listen.

But observation alone is not enough. We havenderstand the significance of what
we see, hear, and touch. This significance consistee consequences that will result
when what is seen is acted upon. A baby may sedrilgatness of a dame and be
attracted thereby to reach for it. The significantehe flame is then not its brightness
but its power to burn, as the consequence thatresiilt from touching it. We can be
aware of consequences only because of previougierpes. In cases that are familiar
because of many prior experiences we do not hagtofpto remember just what those
experiences were. A dame comes to signify light laeat without our having expressly
to think of previous experiences of heat and bgnBut in unfamiliar cases, we cannot
tell just what the consequences of observed camditill be unless we go over past
experiences in our mind, unless we reflect upomtla@d by seeing what is similar in
them to those now present, go on to form a judgroénthat may be expected in the
present situation. The formation of purposes igntha rather complex intellectual
operation. It involves (1) observation of surrourgdconditions; (2) knowledge of what
has happened in similar situations in the pashcakedge obtained partly by recollection
and partly from the in- formation, advice, and wagnof those who have had a wider
experience; and (3) judgment which puts togetheatvidrobserved and what is recalled
to see what they signify. A purpose differs fromaaiginal impulse and desire through
its translation into a plan and method of actioedohupon foresight of the consequences
of acting under given observed conditions in aaertay. "If wishes were horses,
beggars would ride." Desire for some thing may riterise. It may be so strong as to
override estimation of the consequences that wliib¥v acting upon it. Such occurrences
do not provide the model for education. The cruedlicational problem is that of pre
curing the postponement of immediate action up@iréeintil observation and judgment
have intervened. Unless | am mistaken, this pairtdfinitely relevant to the conduct of
progressive schools. Overemphasis upon activitgragnd, instead of upon intelligent
activity, leads to identification of freedom witmmediate execution of impulses and
desires. This identification is justified by a cosion of impulse with purpose; although,
as has just been said, there is no purpose unless action is postponed until there is
foresight of the consequences of carrying the isguhto execution-a foresight that is
impossible without observation, information, andlgment. Mere foresight, even if it
takes the form of accurate prediction, is not, olrse, enough. The intellectual
anticipation, the idea of consequences, must bieitid desire and impulse to acquire
moving force. It then gives direction to what othise is blind, while desire gives ideas
impetus and momentum. An idea then becomes a pland for an activity to be carried
out. Suppose a man has a desire to secure a new, Isay by building a house. No
matter how strong his desire, it cannot be direedgcuted. The man must form an idea
of what kind of house he wants, including the nunde arrangement of rooms, etc. He
has to draw a plan, and have blue prints and spatiifns made. Ah this might be an idle
amusement for spare time unless he also took stbbks resources. He must consider
the relation of his funds and available credit e £xecution of the plan. He has to



investigate available sites, their price, their rneas to his place of business, to a
congenial neighborhood, to school facilities, amdosm and so on. All of the things
reckoned with: his ability to pay, size and neetifamily, possible locations, etc., etc.,
are objective facts. They are no part of the oabuhesire. But they have to be viewed
and judged in order that a desire may be conventeda purpose and a purpose into a
plan of action.

All of us have desires, all at least who haee become so pathological that they are
completely apathetic. These desires are the ukinmbving springs of action. A
professional businessman wishes to succeed indneeic a general wishes to win the
battle; a parent to have a comfortable home forfdmsily, and to educate his children,
and so on indefinitely. The intensity of the desireasures the strength of the efforts that
will be put forth. But the wishes are empty castfethe air unless they are translated into
the means by which they may be realized. The questi how soon of means takes the
place of a projected imaginative end, and, sincammere objective, they have to be
studied and understood if a genuine purpose ig tofmed.

Traditional education tended to ignore the ant@nce personal impulse and desire as
moving springs. But this is no reason why progressiducation should identify impulse
and desire with purpose and thereby pass lightty the need for careful observation, for
wide range of information, and for judgment if stats are to share in the formation of
the purposes which activate them. In an educatiscla¢me, the occurrence of a desire
and impulse is not the final end. It is an occasaod a demand for the formation of a
plan and method of activity. Such a plan, to repeah be formed only by study of
conditions and by sewing all relevant information.

The teacher's business is to see that thesiocces taken advantage of. Since freedom
resides in the operations of intelligent observatmd judgment by which a purpose is
developed, guidance given by the teacher to theceseeof the pupils' intelligence is an
aid to freedom, not a restriction upon it. Sometineachers seem to be afraid even to
make suggestions to the members of a group as &b tvy should do. | have heard of
cases in which children are surrounded with objants materials and then left entirely to
themselves, the teacher being loath to suggest edet might be done with the
materials lest freedom be infringed upon. Why, theren supply materials, since they
are a source of some suggestion or other? But wehamore important is that the
suggestion upon which pupils act must in any casmecfrom some- where. It is
impossible to understand why a suggestion fromwine has a larger experience and a
wider horizon should not be at least as valid asiggestion arising from some more or
less accidental source.

It is possible of course to abuse the offarg] to force the activity of the young into
channels which express the teacher's purpose thtrethat of the pupils. But the way to
avoid this danger is not for the adult to withdrawtirely. The way is, first, for the
teacher to be intelligently aware of the capacitieeds, and past experiences of those
under instruction, and, secondly, to allow the ssfign made to develop into a plan and
project by means of the further suggestions coutieidh and organized into a whole by the



members of the group. The plan, in other wordsa iso-operative enterprise, not a
dictation. The teacher's suggestion is wt a molc@foast-iron result but is a starting point
to be developed into a plan through contributiaasnf the experience of all engaged in
the learning process. The development occurs thraegiprocal give-and-take, the

teacher taking but not being afraid also to givee Bssential point is that the purpose
grow and take shape through the process of soté&ligence.

Chapter 7

Progressive Organization of Subject Matter

ALLUSION HAS been made in passing a numbetimes to objective conditions
involved in experience and to their function in maging or failing to promote the
enriched growth of further experience. By implioati these objective conditions,
whether those of observation, of memory, of infdiora procured from others, or of
imagination, have been identified with the subjeettter of study and learning; or,
speaking more generally, with the stuff of the seuof study. Nothing, however, has
been said explicitly so far about subject-matteswash. That topic will now be discussed.
One consideration stands out clearly when educaiconceived in terms of experience.
Anything which can be called a study, whether amgkic, history, geography, or one of
the natural sciences, must be derived from masendiich at the outset fall within the
scope of ordinary life-experience. In this respet newer education contrasts sharply
with procedures which start with facts and truthattare outside the range of the
experience of those thought, and which, therefoage the problem of discovering ways
and means of bringing them within experience. Udedly one chief cause for the great
success of newer methods in early elementary eduachas been its observance of the
contrary principle.

But finding the material for learning withixgerience is only the first step. The next
step is the progressive development of what isadireexperienced into a fuller and richer
and also more organized form, a form that gradugdigroximates that in which subject-
matter is presented to the skilled, mature per3twat this change is possible without
departing from the organic connection of educatidath experience is shown by the fact
that this change takes place outside of the sclwdlapart from formal education. The
infant, for example, begins with an environmenbbjects that is very restricted in space
and time. That environment steadily expands byntioenentum inherent in experience
itself without aid from scholastic instruction. Ase infant learns to reach, creep, walk,
and talk, the intrinsic subject-matter of its exeece widens and deepens. It comes into
connection with new objects and events, which @atlnew powers, while the exercise of
these powers refines and enlarges the contentsoéxperience. Life-space and life-
duration’s are expanded. The environment, the wofléxperience, constantly grows
larger and, so to speak, thicker. The educator weives the child at the end of this
period has to find ways for doing consciously andlibétrately what "nature”
accomplishes in the earlier years.



It is hardly necessary to insist upon thet fosthe two conditions which have been
specified. It is a cardinal precept of the newédrost of education that the beginning of
instruction shall be made with the experience learalready have; that this experience
and the capacities that have been developed disrgpurse provide the starting point
for ah further learning. | am not so sure that titber condition, that of orderly
development toward expansion and organization ofestrmatter through growth of
experience, receives as much attention. Yet thecipte of continuity of educative
experience requites that equal thought and attemt#ogiven to solution of this aspect of
the educational problem. Undoubtedly this phas@fproblem is more difficult than the
other. Those who deal with the pre-school childhwhe kindergarten child, and with the
boy and girl of the early primary years do not hawech difficulty in determining the
range of past experience or in finding activitirattconnect in vital ways with it. With
older children both factors of the problem offecrgased difficulties to the educator. It is
harder to find out the background of the experiesfcadividuals and harder to find out
just how the subject- matters already containetthat experience shall be directed so as
to lead out to larger and better organized fields.

It is a mistake to suppose that the principfethe leading on of experience to
something different is adequately satisfied simphgiving pupils some new experiences
any more than it is by seeing to it that they hgueater still and ease in dealing with
things with which they are already familiar. Itatso essential that the new objects and
events be related intellectually to those of earieperiences, and this means that there
be some advance made in conscious articulatiomaat$ fand ideas. It thus becomes the
office of the educator to select those things wittie range of existing experience that
have the promise and potentiality of presenting pesblems which by stimulating new
ways of observation and judgment will expand theaaof further experience He must
constantly regard what is already won not as adfigessession but as an agency and
instrumentality for opening new fields which makeandemands upon existing powers
of observation and of intelligent use of memoryn@ectedness in growth must be his
constant watchword. The educator more than the beeraf any other profession is
concerned to have a long look ahead. The physioiay feel his job done when he has
restored a patient to health. He has undoubtedyotiligation of advising him bow to
live so as to avoid similar troubles in the fetuBut, after all, the conduct of his life is
his own affair, not the physician's; and what isenaportant for the present point is that
as far as the physician does occupy himself wistrirction and advice as to the future of
his patient he takes upon himself the functionroéducator. The lawyer is occupied with
winning a suit for his client or getting the latmut of some complication into which he
has got himself. If it goes beyond the case presketat him he too becomes an educator.
The educator by the very nature of his work isgdali to see his present work in terms of
what it accomplishes, or fails to accomplish, fdiuure whose objects are linked with
those of the present.

Here, again, the problem for the progressigecator is more difficult than for the
teacher in the traditional school. The latter hadeed to look ahead. But unless his
personality and enthusiasm took him beyond thetdirthat hedged in the traditional



school, he could content himself with thinking dEetnext examination period or the
promotion to the next class. He could envisageftiare in terms of factors that lay
within the requirements of the school system a$ tloaventionally existed. There is
incumbent upon the teacher who links education astdal experience together a more
serious and a harder business. He must be awdne pbtentialities for leading students
into new fields which belong to experiences alreldg, and must use this knowledge as
his criterion for selection and arrangement of ¢baditions that influence their present
experience.

Because the studies of the traditional schumisisted of subject-matter that was
selected and arranged on the basis of the judgofeadults as to what would be useful
for the young sometime in the future, the mateonabe learned was settled upon outside
the present life-experience of the learner. In eqonence, it had to do with the past; it
was such as had proved useful to men in past Bgegaction to an opposite extreme, as
unfortunate as it was probably natural under threuanstances, the sound idea that
education should derive its materials from presexgerience and should enable the
learner to cope with the problems of the presedtfature has often been converted into
the idea that progressive schools can to a vege laxtent ignore the past. If the present
could be cut off from the past, this conclusion ldoloe sound. But the achievements of
the past provide the only means at command for rgtateding the present. Just as the
individual has to draw in memory upon his own pstunderstand the conditions in
which he individually finds himself, so the issus®d problems of present social life are
in such intimate and direct connection with thetghat students cannot be prepared to
understand either these problems or the best walealing with them without delving
into their roots in the past. In other words, tloeired principle that the objectives of
learning are in the future and its immediate matgrare in present experience can be
carried into effect only in the degree that presexperience is stretched, as it were,
backward. It can expand into the future only as #lso enlarged to take in the past.

If time permitted, discussion of the politiGahd economic issues which the present
generation will be compelled to face in the futweuld render this general statement
definite and concrete. The nature of the issuesatabe understood save as we know
how they came about. The institutions and custdraséxist in the present and that give
rise to present social ills and dislocations did aose overnight. They have a long
history behind them. Attempt to deal with them diynpn the basis of what is obvious in
the present is bound to result in adoption of diupal measures which in the end will
only render existing problems more acute and mdfeult to solve. Policies framed
simply upon the ground of knowledge of the presemt off from the past is the
counterpart of heedless carelessness in individaatluct. The way out of scholastic
systems that made the past an end in itself isakeracquaintance with the past a means
of understanding the present. Until this problemwisrked out, the present clash of
educational ideas and practices will continue. i@ndne hand, there win be reactionaries
that claim that the main, if not the sole, businesseducation is transmission of the
cultural heritage. On the other hand, there willth@se who hold that we should ignore
the past and deal only with the present and future.



That up to the present time the weakest poiptogressive schools is in the matter of
selection and organization of intellectual subjmettter isr | think, inevitable under the
circumstances. It is as inevitable as it is rightl groper that they should break loose
from the cut and dried material which formed treptd of the old education, In addition,
the field of experience is very wide and it variests contents from place to place and
from time t, time. A single course of studies fdr progressive schools is out of the
guestion; it would mean abandoning the fundamemiakiple of connection with life-
experiences. Moreover, progressive schools are ey have had hardly more than ,
generation in which to develop. A certain amountuotertainty and of laxity in choice
and organization of subject-matter is, thereforeatwas to be expected. It is no ground
for fundamental criticism or complaint.

It is a ground for legitimate criticism, howery when the ongoing movement of
progressive education fails to recognize that ttedblpm of selection and organization ~
subject-matter for study and learning is fundameitaprovisation that takes advantage
of special occasions prevents teaching and learimorg being stereotyped and dead.
But the basic material of study cannot be pickedirug cursory manner. Occasions
which are not and cannot be foreseen are boundide wherever there is intellectual
freedom. They should be utilized. But there is edl=d difference between using them in
the development of a continuing line of activitydanusting to them to provide the chief
material of learning.

Unless a given experience leads out into d petviously unfamiliar no problems
arise, while problems are the stimulus to thinkigat the conditions found in present
experience should be used as sources of problemnsharacteristic which differentiates
education based upon experience from traditionata&ibn. For in the latter, problems
were set from outside. Nonetheless, growth depapda the presence of difficulty to be
overcome by the exercise of intelligence. Once mdaras part of the educator's
responsibility to see equally to two things: Firgtat the problem grows out of the
conditions of the experience being had in the priesed that it is within the range of the
capacity of students; and, secondly, that it ishghat it arouses in the learner an active
guest for information and for production of newadeThe new facts and new ideas thus
obtained become the ground for further experiencesvhich new problems me
presented. The process is a continuous spiral fgscapable linkage of the present with
the past is a principle whose application is natrieted to a study of history. Take
natural science, for example. Contemporary sodgfal ik what it is in very large measure
because of the results of application of physicaéree. The experience of every child
and youth, in the country and the city, is whaisitin its present actuality became of
appliances which utilize electricity, heat, and el processes. A child does not eat a
meal that does not involve in its preparation as&lrailation chemical and physiological
principles. He does not read by artificial lighttake a ride in a motor car or on a train
without coming into contact with operations and gasses which science has
engendered.

It is a sound educational principle that studeshould be introduced to scientific
subject-matter and be initiated into its facts Ewis through acquaintance with everyday



social applications. Adherence to this method is dvity the most direct avenue to
understanding of science itself but as the pupitsvgmore mature it is also the surest
road to the understanding of the economic and indiiproblems of present society. For
they are the products to a very large extent obft@ication of science in production and
distribution of commodities and services, while tlater processes are the most
important factor in determining the present relaiof human beings and social groups
to one another. It is absurd, then, to argue thatgsses similar to those studied in
laboratories and institutes of research are naara gf the daily life- experience of the
young and hence do not come within the scope ofathn based upon experience. That
the immature cannot study scientific facts and @pies in the way in which mature
experts study them goes without saying. But this, filmstead of exempting the educator
from responsibility for using present experiencedtsat learners may gradually be led,
through extraction of facts and laws, to experieota scientific order, sets one of his
main problems.

For if it is true that existing experiencedetail and also on a wide scale is what it is
because of the application of science, first, tmcpsses of production and distribution of
goods and services, and then to the relations whnichan beings sustain socially to one
another, it is impossible to obtain an understamdh present social forces (without
which they cannot be mastered and directed) aparh fan education which leads
learners into knowledge of the very same facts pndciples which in their final
organization constitute the sciences. Nor does itmgortance of the principle that
learners should be led to acquaintance with sdiergubject-matter cease with the
insight thereby given into present social issudse Methods of science also point the
way to the measures and policies by means of wdnilshtter social order can be brought
into existence. The applications of science whielehproduced in large measure the
social conditions which now exist do not exhaust plossible field of their application.
For so far science has been applied more or lesgltp and under the influence of ends,
such as private advantage and power, which areitade from the institutions of a pre-
scientific age.

We are told almost daily and from many soutbas it is impossible for human beings
to direct their common life intelligently. We a@d, on one hand, that the complexity of
human relations, domestic and international, andhenother hand, the fact that human
beings are so largely creatures of emotion andthaidaike impossible large-scale social
planning and direction by intelligence. This viewowld be more credible if any
systematic effort, beginning with early educatiow a&arried on through the continuous
study and learning of the young, had ever been rntaiden with a view to making the
method of intelligence, exemplified in science, rempe in education. There is nothing in
the inherent nature of habit that prevents inteiiig method from becoming itself
habitual; and there is nothing in the nature of #omoto prevent the development of
intense emotional allegiance to the method.

The case of science is here employed as astrdtion of progressive selection of
subject-matter resident in present experience tsvarganization: an organization which
is free, not externally imposed, because it isdooad with the growth of experience



itself. The utilization of subject-matter foundtime present life-experience of the learner
towards science is perhaps the best illustratiah¢hn be found of the basic principle of
using existing experience as the means of cardgamers on to a wider, more refined,
and better organized environing world, physical dndnan, than is found in the
experiences from which educative growth sets owaglién's recent worklathematics
for the Million, shows how mathematics, if it is treated as a mofcivilization and as

a main agency in its progress, can contribute he-desired goal its surely as can the
physical sciences. The underlying ideal in any éagbat of progressive organization of
knowledge. It is with reference to organizationkobwledge that we are likely to find
Either-Or philosophies most acutely active. In pea&g if not in so many words, it is
often held that since traditional education resipdn a conception of organization of
knowledge that was almost completely contemptuolidiving present experience,
therefore education based upon living experienceulsh be contemptuous of the
organization of facts and ideas.

When a moment ago | called this organizationdaal, | meant, on the negative side,
that the educator cannot start with knowledge direaganized and proceed to lade it out
in doses. But as an ideal the active process ainizgtion facts and ideas is an ever-
present educational process. No experience is @deicthat does not tend both to
knowledge of more facts and entertaining of moeagland to a better, a more orderly,
arrangement of them. It is not true that organtzats a principle foreign to experience.
Otherwise experience would be so dispersive aetohlaotic. The experience of young
children centers about persons and the home. Detoe of the normal order of
relationships in the family is now known by :' phiatrists to be a fertile source of later
mental, and : emotional troubles--a fact whichifiest to the reality of this kind of
organization. One of the great advances in eaHgalceducation, in the kindergarten and
early grades, is that it preserves the social amuam center of the organization of
experience, instead of the older violent shift loé tcenter of gravity. But one of the
outstanding problems of education, as of musimasiulation. In the case of education,
modulation means movement from a social and hureatec toward a more objective
intellectual scheme of organization, always hearmgnind, however, that intellectual
organization is not an end in itself but is the neehy which social relations, distinctively
human ties and bonds, may be understood and ntetkgently ordered.

When education is based in theory and praaipen experience, it goes without
saying that the organized subject-matter of thdtaohd the specialist cannot provide the
starting point. Nevertheless, it represents thel goward which education should
continuously move. It is hardly necessary to sagt thne of the most fundamental
principles of the scientific organization of knodtge is principle of cause-and-effect.
The Hay in which this principle is grasped and folated by the scientific specialist is
certainly very different from the way in which cha approached in the experience of the
young. But neither the relation nor grasp of itsamiag is foreign to the experience of
even the young child. When a child two or threeryes age learns not to approach a
flame too closely and yet to draw near enough aesto get its warmth he is grasping
and using the causal relation. There is no inttiigactivity that does not conform to the



requirements of the relation, and it is intelligemtthe degree in which it is not only
conformed to but consciously borne in mind.

In the earlier forms of experience the causddtion does not offer itself in the
abstract but in the form of the relation of meamplyed to ends attained; of the relation
of means and consequences. Growth in judgment agkerstanding is essentially growth
in ability to form purposes and to select and ageameans for their realization. The most
elementary experiences of the young are filled vafises of the means-consequence
relation. There is not a meal cooked nor a soufékumination employed that does not
exemplify this relation. The trouble with educati@nnot the absence of situations in
which the causal relation is exemplified in theatiln of means and consequences.
Failure to utilize the situations so as to lead lde@ner on to grasp the relation in the
given cases of experience is, however, only toorsom The logician gives the names
"analysis and synthesis" to the operations by whielans are selected and organized in
relation to a purpose.

This principle determines the ultimate foumalatfor the utilization of activities in
school. Nothing can be more absurd educationaliy tto make a plea for a variety of
active occupations in the school while decryingieed for progressive organization of
information and ideas. Intelligent activity is dmguished from aimless activity by the
fact that it involves selection of means-analysis-of the variety of conditions that are
present, and their arrangement-synthesis-to readhtanded aim or purpose. That the
more immature the learner is, the simpler mustheeands held in view and the more
rudimentary the means employed, is obvious. Buptireiple of organization of activity
in terms of some perception of the relation of eguences to means applies even with
the very young. Otherwise an activity ceases tadhgcative because it is blind. With
increased maturity, the problem of interrelationneéans becomes more urgent. In the
degree in which intelligent observation is transddrfrom the relation of means to ends
to the more complex question of the relation of nse® one another, the idea of cause
and effect becomes prominent and explicit. Thel finstification of shops, kitchens, and
so on in the school is not just that they afforgpapunity for activity, but that they
provide opportunity for the kind of activity or fahe acquisition of mechanical skills
which leads students to attend to the relation efams and ends, and then to
consideration of the way things interact with onetaer to produce definite effects. It is
the same in principle as the ground for laborasoinescientific research.

Unless the problem of intellectual organizat@man be worked out on the ground of
experience, reaction is sure to occur toward eatBrmposed methods of organization.
There pre signs of this reaction already in eviéeMge are told that our schools, old and
new, are failing in the main task. They do not depegit is said, the capacity for critical
discrimination and the ability to reason. The apito think is smothered, we are told, by
accumulation of miscellaneous ill-digested infornimiat and by the attempt to acquire
forms of skill which will be immediately useful ithe business and commercial world.
We are told that these evils spring from the inikeee of science and from the
magnification of present requirements at the expearishe tested cultural heritage from
the past. It is argued that science and its methadt be subordinated; that we must



return to the logic of ultimate first principlespessed in the logic of Aristotle and St.
Thomas, in order that the young may have sure aagkan their intellectual and moral
life, and not be at the mercy of every passingzwdkat blows.

If the method of science had ever been cardigt and continuously applied
throughout the day-by-day work of the school insalbjects, | should be more impressed
by this emotional appeal than | am. | see at botbointwo alternatives between which
education must choose if it is not to drift aimlgs©ne of them is expressed by the
attempt to induce educators to return to the ie¢tllal methods and ideals that arose
centuries before scientific method was developede Bppeal may be temporarily
successful in a period when general insecurity, temal and intellectual as well as
economic, is rife. For under these conditions tkeiré to lean on fixed authority is
active. Nevertheless, it is so out of touch withthé conditions of modern life that |
believe it is folly to seek salvation in this diten. The other alternative is systematic
utilization of scientific method as the pattern adeéal of intelligent exploration and
exploitation of the potentialities inherent in exipace.

The problem involved comes home with pecubace to progressive schools. Failure
to give constant attention to development of thellectual content of experiences and to
obtain ever-increasing organization of facts arehgimay in the end merely strengthen
the tendency towards a reactionary return to itallal and moral authoritarianism. The
present is not the time nor place for acquisitiggoru scientific method. But certain
features of it are so closely connected with anycatonal scheme based upon
experience that they should be noted. In the fitate, the experimental method of
science attaches more importance, not less, ts @ealeas than do other methods. There
is no such thing as experiment in the scientifiesgeunless action is directed by some
lead- idea. The fact that the ideas employed apethgses, not final truths, is the reason.
Why ideas are more jealously guarded and testestience than anywhere else. The
moment they are taken to be first truths in thewesethere ceases to be any reason for
scrupulous examination of them. As fixed truthg/thrist he accepted and that is the end
of the matter. But as hypotheses, they must beireanisly tested and revised, a
requirement that demands they be accurately foreulla

In the second place, ideas or hypotheseseated by the consequences, which they
produce when they are acted upon. This fact mdetdhiie consequences of action must
be carefully and discriminatingly observed Activihat is not checked by observation of
what follows from it may be temporarily enjoyed.tBntellectually it leads nowhere. It
does not provide knowledge about the situationshich action occurs nor does it lead
to clarification and expansion of ideas.

In the third place, the method of intelligermmoanifested in the experimental method
demands keeping track of ideas, activities, aneiviesl consequences. Keeping track is
a matter of reflective review and summarizing, inich there is both discrimination and
record of the significant features of a developaxgerience. To reflect is to look back
over what has been done so as to extract the raatings, which are the capital stock for



intelligent dealing with further experiences. Itle heart of intellectual organization and
of the disciplined mind.

| have been forced to speak in general arehadbstract language. But what has been
said is organically connected with the requiremtrat experiences in order to be
educative must lead out into an expanding worldwudject-matter, 1 subject-matter of
facts or information and of ideas. This conditisnsatisfied only as the educator views
teaching and learning as a continuous process aanstruction of experience. This
condition in turn can be satisfied only as the atlochas a long look ahead, and views
every present experience as a moving force inenfting what future experiences will
be. | am aware that the emphasis | have placed wgoentific method may be
misleading, for it may result only in calling upettspecial technique of laboratory
research as that is conducted by specialists.&uteaning of the emphasis placed upon
scientific method has little to do with specializegthniques. It means that scientific
method is the only authentic means at our commandsdtting at the significance of our
everyday experiences of the world in which we litemeans that scientific method
provides a working pattern of the way in which atig conditions under which
experiences are used to lead ever onward and altwalaptation of the method to
individuals of various degrees of maturity is algeon for the educator, and the constant
factors in the problem are the formation of idemding upon ideas, observation of the
conditions, which result, and organization of faatl ideas for future use. Neither the
ideas, nor the activities, nor the observations,diganization are the same for a person
six years old as they are for one twelve or eightgzars old, to say nothing of the adult
scientist. But at every level there is an expanddeyelopment of experience if
experience is educative in effect. Consequentlyateser the level of experience, we
have no choice but either to operate in accord wWith pattern it provides or else to
neglect the place of intelligence in the developh@erd control of a living and moving
experience.

Chapter 8

Experience--The Means and Goal of Education

IN WHAT | HAVE SAID | have taken for grantethé sound- ness of the principle
that education in order to accomplish its ends Hoththe individual learner and for
society must be based upon experience--which isyawhe actual life-experience of
some individual. | have not argued for the accegganf this principle nor attempted to
justify it. Conservatives as well as radicals imeation are profoundly discontented with
the present educational situation taken as a whdlere is at least this much agreement
among intelligent persons of both schools of edanat thought. The educational system
must move one way or another, either backwarddarttellectual and moral standards of
a pre-scientific age or forward to ever greatetizaiion of scientific method in the
development of the possibilities of growing, expagd experience. | have but
endeavored to point out some of the conditionsclwimust be satisfactorily fulfilled if
education takes the latter course.



For | am so confident of the potentialities eflucation when it is treated as
intelligently directed development of the posstl@k inherent in ordinary experience that
I do not feel it necessary to criticize here thbeotroute nor to advance arguments in
favor of taking the route of experience. The omgund for anticipating failure in taking
this path resides to my mind in the danger thateggpce and the experimental method
will not be adequately conceived. There is no gigee in the world so severe as the
discipline of experience subjected to the testitdlligent development and direction.
Hence the only ground | can see for even a tempaeaction against the standards,
aims, and methods of the newer education is tHeréabf educators who professedly
adopt them to be faithful to them in practice. Asave emphasized more than once, the
road of the new education is not an easier oneltow than the old road but n more
strenuous and difficult one. It will remain so Uintihas attained its majority and that
attainment will require many years of serious cerafive work on the part of its
adherents. The greatest danger that attends iteefig, | believe, the idea that it is an
easy way to follow, so easy that its course maytg@ovised, if not in an impromptu
fashion, at least almost from day to day or fronekvéo week. It is for this reason that
instead of extolling its principles, | have confinmyself to showing certain conditions
which must be fulfilled if it is to have the sucstd career which by right belongs to it.

| have used frequently in what precedes thelgvtprogressive" and "new" education.
| do not wish to close, however, without recordimg firm belief that the fundamental
issue is not of new versus old education nor ofy@ssive against traditional education
but a question of what anything whatever must bleetevorthy of the name education. |
am not, | hope and believe, in favor of any endargr methods simply because the name
progressive may be applied to them. The basic gunesbncerns the nature of education
with no qualifying adjectives prefixed. What we wamd need is education pure and
simple, and we shall make surer and faster progvbes we devote ourselves to finding
out just what education is and what conditions hHavee satisfied in order that education
may be a reality and not a name or a slogan. forsthis reason alone that | have
emphasized the need for a sound philosophy of exp=s.

END



