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ifs own conservation. As long as it is growing, the energy it expends
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2 Democracy and Education

“control” in this sense, it may be said that a lving being i .
subjugates and controls for Wa own continued m%ﬂ&@ mwn“ M”MHMWMM

..rgmﬁ iocE. otherwise use it up. Life is a self-renewing process
through action upon the environment.

Inall w_u.m higher forms this process cannot be kept up indefinitely.
After a while they succumb; they die. The creature is not equal to
wrm task of indefinite self-renewal. But continuity of the life process
is not dependent upon the prolongation of the existince of any one
individual. Reproduction of other forms of life goes on in continuous
sequence. And though, as the geological record shows, not merely
wﬁ&ﬁmmmw but also species die out, the life process continues in

hEnHmmmEm_% complex mcnmﬂ As some specics die out, forms (hetter]
mmwmnwm to utilize the obstacles against which they mﬁ._wm%mm in vain
come into being. Coutinuity of life means continual readaptation of
the environment to the needs of living organisms.

. We have been speaking of life in its lowest terms—as a physical
nr:“..m. wcn. we use the word “life” to denote the whole range of ex-
perience, individual and racial. When we see a book called the Life
of hﬂ.an&: we do not expect to find within its covers a treatise on
mrwﬂo_omw. We look for an account of sacial antecedents; a descrip-
Wou.n.m early surroundings, of the conditions and occupation of the

.”&Ecn of the chief episodes in the development of character; of
signal struggles and achievements; of the individual's hopes tastes
joys and sufferings. In precisely similar fashion we speak of ‘the Jifo
wm wmﬁwmw tribe, of the Athenian people, of the American nation

e covers customs, instituti i ictori .
e overs oonnwmmos,”uw:nonm. beliefs, victories and defeats,

We employ the word “experience” in the same pr. .
.}Hﬂ .8 it, as well as to life in the bare Hur%&ouo%omﬂwmmﬂmmm@ﬂww
principle of continuity through renewal applies. With the Hmmmimu
of physical existence goes, in the case of human beings, the re-crea-

tion .om vo iefs, ideals, rommm. happiness, misery, and practices. The
continuity of an erience, through renewing of the sodial group

is a literal fact. Education, in its broadest s&fise, 15 the means of this
.moﬁ.& continuity of life. Every one of the constituent elements of a
social group, in a modern city as in a savage tribe, is born immature
ﬂm:“&mmm. without language, beliefs, ideas, or social standards mmom
E&Snﬂwmr each unit who is the carrier of the Em-mx@mlaﬂcm. of his
group, in time passes away. Yet the life of the group goes on.

-preserved in adequate numbers, but that they be initiated into the
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The primary ineluctable facts of the birth and death of each one
of the constituent members in a social group determine the neces-
ity of education. On one hand, there is the contrast between the
jmmaturity of the new-born members of the group—its future sole
representatives—and the maturity of the adult members who possess
the knowledge and customs of the group. On the other hand, there is ,
the necessity that these immature members be not merely physically . <%_,

interests, purposes, information, skill, and practices of the mature

members:_otherwise the_group will cease its “characteristic_life.
Even in a savage tribe, the achievements of adulis are far beyond
what the immature members would be capable of if left to them-
selves. With the growth of civilization, the gap between the original
capacities of the immature and the standards and customs of the
elders increases. Mere physical growing up, mere mastery of the
bare necessities of subsistence will not suffice to reproduce the life
of the group. Deliberate effort and the taking of thoughtful pains
are required. Beings who are born not only unaware of, but quite
indifferent to, the aims and habits of the social group have to be
rendered cognizant of them and actively interested. Education, and
éducation alone, spans the gap. ,
Society exists through a process of transmission quite as much as
biological life. This transmission occurs by means of communica-
tion of habits of doing, thinking, and feeling from the older to the
younger. Without this communication of ideals, hopes, expectations,
standards, opinions, from those members of society who are passing
out of the group life to those who are coming into it, social life
could not survive. If the members who compose a society lived on
continuously, they might educate the new-hborn members, but it
would be 2 task directed by personal interest rather than social
need, Now it is a work of necessity.
_ If a plague carried off the members of a society all at once, it is
obvious that the group would be permanently done for. Yet the
death of each of its constituent members is as certain as if an epi-
demic took them all at once. But the graded difference in age, the
fact that some are born as some die, makes possible through trans-
mission of ideas and practices the constant reweaving of the social
fabric. Yet this renewal is not automatic. Unless pains are taken to
see that genuine and thorough transmission takes place, the most
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civilized group will relapse into barbarism and then into savager
In fact, the m:.hbmb young are so immature that if they were H%mn Ww
nrmEmm?.mm without the guidance and succor of others they could
not acquire the rudimentary abilities necessary for wrwm_..mm_ existence
, .E.Hm young of human beings compare so poorly in original efficienc :
with the young of many of the lower animals, that even the oémaw
needed for physical sustentation have to be acquired under w&mcu
How .E_.Er more, then, is this the case with respect to all the ﬂmor..
nological, mﬁc.mmﬁ scientific, and moral achievements of humanity!
2. Macnmﬁon and Communication. So obvious, indeed, is the
necessity of teaching and learning for the continued mﬁmnmmoo of a
society that we may seem to be dwelling unduly on a truism. But
Hcmﬁ.mommou is found in the fact that such emphasis is a Emmrm Mm
monaum us away from an unduly scholastic and formal notion of
m&.:a.mcom. Schools are, indeed, one important method of the trans
mission which forms the dispositions of the immature; but it is onl :
one means, and, compared with other agencies, a Hmmaudm_ su mw
ficial means, Only as we have grasped the necessity of BE.W_L. ?m&?
mental and persistent modes of tuition can we make sure of _.b. .
the scholastic methods in their true context. e
.mo&mq not only continues to exist by transmission, by communi
cation, but it may fairly be said to exist in transmission, #n comm i
nication. There is more than a verbal tie between the iom% co .
on.uEn.EEJ: and communication. Men live in a noEEEum: ;i
virtue .Om the things which they have in common; and .‘l,.uHHHHM.zH“_.=
cation is the way in which they come to possess wrmsmm in comm N
S:Juﬂ they must have in common in order to form a communi o
society are aims, beliefs, aspirations, knowledge—a common :MM .
standing—like-mindedness as the sociologists say. Such things omw N
not be passed physically from one to another, like rmo_ﬁmm. ,&M ,
cannot be shared as persons would share a pie ,E\ dividin m_«. i %\
physical pieces. The communication which insures wm&omwMﬂohme
a Moﬂ.u.ﬂon :bn._mam.wmb&.b.m is one which secures similar emotional
and intellectual dispositions—like ways of responding t
tions and requirements, ? € %0 epecta
Persons do not become a society by living i i imi
any more than a man ceases to UM moﬁmmzw Mbnuwpnwwﬁ%mm MMMMME P4
many feet or miles removed from others. A book or a Wm#mu Hmuww
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institute a more intimate association between human beings sep-
arated thousands of miles from each other than exists between
dwellers under the same roof. Individuals do not even compose a
social group because they all work for a common end. The parts
of a machine work with a maximum of cofperativeness for a com-
mon result, but they do not form a community. I£, however, they
were all_cognizant of the common end and all interested in it so
ﬁw.m.mtmw.mw regulated their specific_activity “in_view_of it, then they
~<yoald Torm a community, But this would involve communication.
' Eachwould have to know what the other was about and would have
to have some way of keeping the other informed as to his own pur-
pose and progress, Consensus demands communication. —,
We are thus compelled to recognize that within even the most
social group Em%%@iﬁm not as yet social. A
large number of human relationships in any social group are stll
upon the machine-like plane. Individuals use one another so as to
get desired results, without reference to the emotional and intel-
lectual disposition and consent of those used. Such uses express .
physical superiority, or superiority of position, skill, technical ability,
" and command of tools, mechanical or fiscal. So far as the relations '
of parent and child, teacher and pupil, employer and employee, ,
governor and governed, remain upon this level, they form no_true_ .",._,

e e

social group, no matter wg.a.o_cmo@ﬂrmwummm_momémom&nmm nosor

6ne another. Giving and taking of orders modifies action and results,
but does not of itself effect a sharing of purposes, a_communication

of interests, —_—

Not only is social life identical with communication, but all
communication (and hence all genuine social life} is m&ﬂommé.uw\ ‘
recipient of a communication is to have an enlarged and
xperiencg. One Shares 1n what another has thought and

odified.
o+ Ts the one who communicates left unaffected. Try the experi-
ment of communicating, with fullness and accuracy, some experi-
ence to another, especially if it be somewhat complicated, and you
will find your own attitude toward your experience changing; other-
wise you resort to expletives and ejaculations. The experience has
to be formulated in order to be communicated. To formulate re-
quires getting outside of it, seeing it as another would see it, con-
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m&mmbm what points of contact it has with the life of another so that
m may #.uo got into such form that he can appreciate its EmmE.bM
Exnmww in mmmme sﬂ& commonplaces and catch phrases oné has
assimilate, imaginatively, something of another’s experience in
o.&m_m to .ﬁmu. him intelligently of one’s own experience. All commu-
MHMMQM H_“M _MWMU art. It may m.mE% be said, therefore, that any social
s ﬂm Eowm hﬁ remains 5&:%. social, or vitally shared, is educa-
tive 1o th S. o wmucowwmﬂm in it. Only when it becomes cast in a
1 an runs in a routine way does it lose its educative POWer.
o mmhw.mow%.zw“. then, not only does social life demand teaching
and o g its own permanence, but the very process of livin
ogether educates. It enlarges and enlightens experience; it stim
lates and enriches imagination; it creates Homwosﬂ..oEQ.mo oot
Mwo% and vividness of statement and thought, A man Hmme, MMMH .
uoo_MM om_ Hmwmﬁ%wwmwmw MMQMQMH_. as physically) .would have little cm
. . his past experience to i
MM&.H:MM w&m inequality of mnEoéEmMW between a%MnHMm:“W mH“M
ﬁmnmmmemonMFMcMmmwmbmmmmw&#mwmm teaching the young, but the
: ives an immense stimulus to reduein
experience to that order i i i &
ooﬂwﬁﬁﬂomﬂm and hence M.MMM “MMWW.MT ch will xendler it most sty
- The lace of Formal Education. There is, accordi
W“Wﬂ MH%MHMM@ Mmmwémmc m_wm mmsmm&o: which m<m_n% obmnmwwmm WN&M
y » as long as he really lives instead of just continui
to subsist, and the deliberate educatin In the formes
case the education is incidental; it is Mmﬂwmu_mmu“u% M..W@HAMH mﬂ”ﬂ.ﬂ

.“”H Mo_.r the express reason of the association. While it may be said
exaggeration, that the measure of the worth of any social

MMWMHMMWMEM@&Q domestic, political, legal, religious, is its effect
i and improving experience; yet this effect i not
its original motive, which is limi i emadintely pritions
) mited and more immediatel ical,
ori ive, racti
3 ﬁWermmSE mmchEmuom.m began, for example, in the mmmﬂm.“\ M. mmooh.”
W..w M,WV iy N\M“. MH Hwﬁu.wﬂrwm powers and to ward off evil influences; fam-
w.._.muw. wr.... »_.f,ﬂ,ww\ﬁmgmmo HM_U %HEMMMMH gratify appetites and secure family mo%mﬁ&ww.
g ystema ) e most part, because of enslavement to others,
¢t ete Only gradually was the by-product of the institution, i :
: on, its eff
A _.%no% M_Hm mmqu and extent of conscious life, noted, and only M.MM
gradually sdll was this. effect considered as a directive factor in the

¢
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conduct of the institution. Even today, in our industrial life, apart
from certain values of industriousness and thrift, the intellectual
and emotional reaction of the forms of human association under
which the world’s work is carried on receives little attention as com-
pared with physical output.

But in dealing with the young, the fact of association itself as
an immediate human fact, gains in importance. While it is casy to
ignore in our contact with them the effect of our acts upon their
disposition, or to subordinate that educative effect to some external
and tangible result, it is not so easy as in dealing with adults. The
need of training is too evident; the pressure to accomplish a change
in their attitude and habits is too urgent to leave these consequences
wholly out of account. Since our chief business with them is to en-
able them to share in a common life we cannot help considering
whether or no we are forming the powers which will secure this
ability. If humanity has made some headway in realizing that the
ultimate value of every institution is its distinctively human effect—
its effect upon conscious experience—we may well believe that this
lesson has been learned largely through dealings with the young.

We are thus led to distinguish, within the broad educational
we have been so far considering, a more formal kind

process which
of education—that of direct tuition or schooling. In undeveloped

social groups, we find very little formal teaching and training. Sav-
age groups mainly rely for instilling needed dispositions into the
young upon the same sort of association which keeps adults loyal ¢
to their group. They have no special devices, material, or institu< s’
tions for teaching save in connection with initiation ceremonies by
which the youth are inducted into full social membership. For the
most part, they depend upon children learning the customs of the
adults, acquiring their emotiona) set and stock of ideas, by sharing
in what the elders are doing. In part, this sharing is direct, taking
part in the occupations of adults and thus serving an apprentice-
ship; in part, it is indirect, through the dramatic plays in which chil-
dren reproduce the actions of grown-ups and thus learn to know
what they are like. To savages it would seem preposterous to seek
out a place where nothing but learning was going on in order that

one might learn. ,
But as civilization advances, the gap between the capacities of
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the young and the concerns of adults widens, Learning by direct
sharing in the pursuits of grown-ups becomes increasingly difficult
except in the case of the less advanced occupations. Much of what
adults do is so remote in space and in meaning that playful imi-
tation is less and less adequate to reproduce its spirit. Ability to
share effectively in adult activities thus depends upon a prior train-
ing given with this end in view. Intentional agencies—schools—and
explicit materjal-studies—are devised. The task of teaching certain
things is delegated to a special group of persons.

Without such formal education, it is not possible to transmit all
the resources and achievements of a complex society. It also opens
a way to a kind of experience which would not be accessible to the
young, it they were left to pick up their training in informal asso-
ciation with others, since books and the symbols of knowledge are
mastered. =

But there are conspicuous dangers attendant upon the transition
from indirect to formal education. Sharing in actual pursuit, whether
directly or vicariously in play, is at least personal and vital. These
qualities compensate, in some measure, for the narrowness of avail-
able opportunities. Formal instruction, on the contrary, easily be-
comes remote and dead—abstract and bookish, to use the ordinary
words of depreciation. What accumulated knowledge exists in low
grade societies is at least put into practice; it is transmuted into
character; it exists with the depth of meaning that attaches to its
coming within urgent daily interests,

But in an advanced culture much which has to be learned is
stored in symbols. It is far from translation into familiar acts and
objects. Such material is relatively technical and superficial. Taking
the ordinary standard of reality as a measure, it is artificial, For this
measure is connection with practical concerns. Such material exists
in a world by itself, unassimilated to-ordinary customs of thought
and expression, There is the standing danger that the material of
formal instruction will be merely the subject matter of the schools,
isolated from the subject matter of life-experience. The permanent
social interests are likely to be lost from view. Théss which Jave
He structureol social life, but which
remain largely matters of technical information expressed in sym-
bols, are made conspicuous in schools, Thus we reach the ordinary
notion of m&:%mmobn the notion which ignores its social necessity and
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ociation that affects conscious life,
parting information about remote
through verbal signs: the

its identity with all human ass
and which identifies it with im :
matters and the conveying of learning

O o the s iest problems with which the philosophy

Hence one of the weight : losophy
i is the method of keeping a proper balan
of education L o th 1, the incidental ang the in-

i forma

between the informal and the id ! .

tentional, modes of education. When the acquiring of Eme.w”_mcn”m

and of nmnruwom_ intellectual skill do not mbm:gwm the mmwﬁwmcouél

a social disposition, ordinary vital experience mm%m ﬁo..mm:uﬂwumwmnm

i i hooling, i far, creates only “sharps in le —

ing, while schooling, in so far, . o Jearning-

i isti ialists. To avoid a split between
that is, egoistic specialists e ot e
“ ¢ of having learned it by

nsciously know because they are awar .

Mom ceific _.Md of learning, and what they unconsciously ruosuv @mlnm%mmo.
m have absorbed it in the formation of their characters by inte

th B e e . 3 i
mmw.hmm{m&: others, becomes an increasingly delicate task with

every dévelopment of special schooling, . L
NHEEmJW It is the very nature of life to strive to continuein vﬂwm
Since this continuance can be secured only .w.v\. oonﬁmmw mmuw.MM:oH
life is a self-renewing process. What nutrition an m.mm oelue
tion are to physiological life, education is ﬁm“a uoo:% life. This mMmMou
i i imarily i ission through commun .
tion consists primarily in QEGHE.&_ \ com
Communication is a process of sharing mﬁumbgnm Mﬁﬁwn MHMQWMMM%
jon. I ifies the disposition ot bo
ommon possession. It modifies spo
M&o m._mnﬂww.m in it, That the ulterior significance of every mode of

human association lies in the contribution which it makes to the im-

provement of the quality of experience is a fact most. easily recog-

i i i hile every social
ized i ling with the immature. That is to say, w.
e i e ffect, the educative effect first becomes

i ative in e :
arrangement is educ ot frst becomes

.mportant part of the purpose of the associatio n
HWMJWM mmmoowmﬁob of the older with the younger. As MMQMEMN_WM
come more complex in structure and resources, the nee woﬁ mMEs
or intentional teaching and learning increases. >mm moﬂ.bmn mms _.Em
and training grow in extent, mumam. is the @msmm.m o owmm&uma“ L
desirable split between the experience mﬁuom.ub more act asso-
ciations and what is acquired in school. This mmﬁmmw&é over
greater than at the present time, on account om. the Hmw__ mwcaum .
the last few centuries of knowledge and technical modes ot skil.

*
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pummary, The conception that the result of the eduncative process
is capigcity for further education stands in contrast with some other
ideas wWhich have profoundly influenced practice. The first con-
trasting dgnception considered is that of preparing or getting ready
for some fi¥ure duty or privilege. Specific evil effects were pointed
out which régult from the fact that this aim diverts attention of
both teacher 2yd taught from the only point to which it may be
fruitfully directe8cnamely, taking advantage of the needs and pos-
sibilities of the imikediate present. Consequently it defeats its own
professed purpose. Thg notion that education is an unfolding from
ore likeness to the conception of growth
which has been set forth, But as worked out in the theories of
Froebel and Hegel, it invelges ignoring the interaction of present
organic tendencies with the Jyesent environment, just as much as
the notion of preparation. SomeNjmplicit whole is regarded as given
ready-made and the significance \gf growth is merely transitory; it
is not an end in itself, but simply 2means of mdking explicit what
is already implicit. Since that which%g not explicit cannot be made
definite use of, something has to be folpd to represent it. According
to Froebel, the mystic symbolic value Rf certain objects and acts
(largely mathematical) stand for the ABgolute Whole which is in
process of unfolding. According to Hegel\existing institutions are
its effective actual representatives. Emphagis upon symbols and
institutions tends to divert perception from\the direct growth of
experience in richness of meaning. Another infijential but defective
theory is that which conceives that mind has, at Bjrth, certain mental
faculties or powers, such as perceiving, rememberipg, willing, judg-
ing, generalizing, attending, etc., and that educatioy is the training
of these faculties through repeated exercise. This\theory treats
subject matter as comparatively external and indifferint, its valne
residing simply in the fact that it may occasion exelgise of the
general powers. Criticism was directed upon this separatign of the
alleged powers from one another and from the matery upon
which they act. The outcome of the theory in practice was Yhown
to be an undue emphasis upon the training of narrow specialged
modes of skill at the expense of initiative, inventiveness, and %¢-
adaptability—qualities which depend upon the broad and consecu-
tive interaction of specific ‘activities with one another.

X

Education as Conservative
and Progressive

1. Education as Formation. We now come to a type of theory which
denies the existence of faculties and emphasizes the unique réle of
subject matter in the development of mental and moral &m.m_ommmou.
According to it, education is nejther a process of unfolding mHoﬂ.:
within nor is it a training of faculties resident in mind :moﬂ.m. It is
rather the formation of mind by setting up certain associations or

T —— e

connections of contetit by means of 4 subject matter presonted from
without. Edusation proceeds by instruction taken in a strictly TSH&
“senss, a building into the mind from without. That education is
formative of mind is not questioned; it is the conception already
propounded. But formation here has 2 ﬁmora,ow_ meaning depend-
ent upon the idea of something operating from E&ro.ﬁ.

Herbart is the best historical representative of this type of m_mod.r
He denies absolutely the existence of innate mmoam.mm. The _..i.nm is
simply endowed with the power of producing various anmEumm. in
reaction to the various realities which act upon it. These qualita-
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tively different reactions are called presentations (Vorsiellungen).
Every presentation once called into being persists; it may be driven
below the “threshold” of consciousness by new and stronger pres-
entations, produced by the reaction of the soul to new material,
but its activity continues by its own inherent momentum, below the
surface of consciousness. What are termed faculties—attention,
memory, thinking, perception, even the sentiments, are arrange-
ments, associations, and complications, formed by the interaction of
these submerged presentations with one another and with new pres-
entations. Perception, for example, is the complication of presenta-
tions which result from the rise of old presentations to greet and
combine with new ones; memory is the evoking of an old presenta-
tion above the threshold of consciousness by getting entangled with
another presentation, ete. Pleasure is the result of reénforcement
among the independent activities of presentations; pain of their
pulling different ways, ete. "

The concrete character of mind consists, then, wholly of the
various arrangements formed by the various presentations in their
different qualities, The “furniture” of the mind s the mind. Mind
is wholly a matter of “contents.” The educational implications of
this doctrine are threefold. (1) This or that kind of mind is formed
by the use of objects which evoke this or that kind of reaction and
which produce this or that arrangement among the reactions called
out. The formation of mind is wholly a matter of the presentation
of the proper educational materials. (2) Since the earlier presenta-
tions constitute the “apperceiving organs” which contro! the assimi-
lation of mew presentations, their character is all important, The
effect of new presentations is to reénforce groupings previously
formed. The business of the educator is, first, to select the proper
material in order to fix the nature of the original reactions, and,
secondly, to arrange the sequence of subsequent presentations on
the basis of the store of ideas secured by prior transactions. The
contyol is from behind, from the past, instead of, as in the unfolding
conception, in the ultimate goal. (3} Certain formal steps of all
method in teaching may be laid down. Presentation of new subject
matter is obviously the central thing, but since kmowing consists in
the way in which this interacts with the contents already sub-
merged below cousciousness, the first thing is the step of “prepara-

" gerates beyond reason the pos
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tion,"—that is, calling into special activity and getting above the
fioor of consciousness those older presentations which are to assimi-
late the new one. Then after the presentation, follow the processes
of interaction of new and old; then comes the application of the
newly formed content to the performance of some task. Everything
must go through this course; consequently there is a perfectly uni-
form method in instruction in all subjects for all pupils of all ages.

Herbart's great service lay in taking the work of teaching out of
the region of routine and accident. He brought it into the sphere
of conscious method; it became a conscious business with a definite
aim and procedure, instead of being a compound of casual inspira-
tion and subservience to tradition. Moreover, everything in teach- -
ing and discipline could be specified, instead of our having to be
content with vague and more or less mystic generalities about ulti-
mate ideals and speculative spiritual.symbols. He abolished the
notion of ready-made faculties, which might be trained by exercise
upon any sort of material, and made attention to concrete subject
matter, to the content, all-important. Herbart undoubtedly has had
a greater influence in bringing to the front questions connected with
the material of study than any other educational philosopher. He
stated problems of method from the standpoint of their connection
with subject matter: method having to do with the manner and
sequence of presenting new subject matter to insure its propex inter-
action with old. .

The fundamental theoretical defect of this view lies in ignoring
the existence in a living being of active and specific functions which
are developed in the redirection and combination which occur as
they are occupied with their environment. The theory represents
the Schoolmaster come to his own. This fact expresses at once its
strength and its weakness. The conception that the mind consists of
what has been taught, and that the importance of what has been
taught consists in its availability for further teaching, reflects the
pedagogue’s view of life. The philosophy is eloguent about the duty
of the teacher in instructing pupils; it is almost silent regarding his
privilege of learning. It emphasizes the influence of intellectual
environment upon the mind; it slurs over the fact that the environ-

s e T i

ment invaolves a personal slfFing in common experiences. It exag-
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sibilities of consciously formulated
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and used methods, and underestimates the réle of vital, unconscious,
attitudes. It insists upon the old, the past, and passes lightly over
the operation of the genuinely novel and unforeseeable. It takes, in
L brief, everything educational into account save its essence,—vital
energy secking opportunity for effective exercise. All education
forms character, mental and moral, but formation consists in the
selection and codrdination of native activities so that they may
utilize the subject matter of the social environment. Moreover, the
formation is not only a formation of native activities, but it takes
Place through them. It is a process of reconstruction, reorganization.
2. Education as Recapitulation and Rehrospection. A peculiar
combination of the ideas of development and formation from with-
out has given rise to the recapitulation theory of education, biologi-
cal and cultural. The individual develops, but his proper develop-
mﬂmﬁ consists in repeating in orderly stages the past evolution of
animal life and human history. The former recapitulation occurs
physiologically; the latter should be made to ofcur vw means of
education. The alleged biclogical truth that the individual in his
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adequately formed in the degree in which it is patterned upon the
spiritual heritage of the past. This idea has had such immense influ-
ence upon higher instruction especially, that it is worth examina-
tion in its extreme formulation. :

In the first place, its biological basis is fallacious. Embyronic
growth of the human infant preserves, without doubt, some of the
traits of lower forms of life. But in no respect is it a strict traversing
of past stages. If there were any strict “law” of repetition, evolu-
tionary development would clearly not have taken place. Each new
generation would simply have repeated its predecessors’ existence.
Development, in short, has taken place by the entrance of short-
cuts and alterations in the prior scheme of growth. And this suggests
that the aim of education is to facilitate such short-circuited growth.
The great advantage of immaturity, educationally speaking, is that
it enables us to cmancipate the young from the need of dwelling in
an outgrown past. The business of education is rather to liberate the
young from reviving and retraversing the past than to lead them
to a recapitulation of it. The social environment of the young is

.. g#growth from the simple embryo to maturity repeats the history of

P@by\ L] - r - * Q
._«mﬂ the evolution of animal life in the progress of forms from the sim- constituted by the presence and action of the habits of thinking an

feeling of civilized men. To ignore the directive influence of this

plest to the most complex (or expressed technically, that ontogenesis
parallels phylogenesis) does not concern us, save as it is supposed to

j afford scientific foundation for cultural recapitulation of the past.
Cultural recapitulation says, first, that children at a certain age
‘are in the mental and moral condition of savagery; their instincts
are vagrant and predatory because their ancestors at one time lived
such a life. Consequently (so it is concluded) the proper subject
matter of their education at this time is the material—especially the
literary material of myths, folk-tale, and song—produced by hu-
manity in the analogous stage. Then the child passes on to some-
thing corresponding, say, to the pastoral stage, and so on till at the
time when he is ready to take part in contemporary life, he arrives
at the present epoch of culture,

In this detailed and consistent form, the theory, outside of a
small school in Germany (followers of Herbart for. the most part),
has had little currency. But the idea which underlies it is that edu-
cation is essentially retrospective; that it looks primarily to the past
and especially to the literary products of the past, and that mind is

present environment upon the young is simply to abdicate the edu-
cational function. A biologist has said: “The history of development

in different animals . . . offers to us . . . a series of ingenious, de-

termined, varied but more or less unsuccessful efforts to escape

from the necessity of recapitulating, and to substitute for the an-'

cestral method a more direct method.” Surely it would be foolish if
education did not deliberately attempt to facilitate similar efforts
in conscious experience so that they become increasingly successful.

The two factors of truth in the conception may easily be disen-
tangled from association with the false context which perverts them.
On the biological side we have simply the fact that any infant starts
with precisely the assortment of impulsive activities with which he
does start, they being blind, and many of them conflicting with one
another, casual, sporadic, and unadapted to their immediate environ-
ment. The other point is that it is a _part of wisdom_to_utilize the

e,
U

producis of past history so_faras-they.ave-of help for the future.

nce they Hmwaommﬂm the results of prior experience, their value for
future experience may, of course, be indefinitely great. Literatures
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produced in the past are, so far as men are now in possession and
use of them, a part of the present environment of individuals; but
there is an enormous difference between availing ourselves of them

ards and wmﬁmncm. “in

e

their retrospective character.

"I The distortion of the first point usually comes about through
misuse of the idea of heredity, It is assumed that heredity means
that past life has somehow predetermined the main traits of an
individual, and that they are so fixed that little serious change can
be introduced into them. Thus taken, the influence of heredity is
opposed to that of the environment, and the efficacy of the latter
belittled. But for educational purposes heredity means neither more
nor less than the original endowment of an individual. Education
must take the being as he is; that a particular individual has just
such and such an equipment of native activities is 2 basic fact. That
they were produced in such and such a way, or that they are derived
from one’s ancestry, is not especially important for the educator,
however it may be with the biologist, as compared with the fact
that they now exist. Suppose one had to advise or direct a person
regarding his inleritance of property. The fallacy of assuming that
the fact it is an inheritance, predetermines its future use, is obvious.
The advisor is concerned with making the best use of what is there—
putting it at work under the most favorable conditions. Obviously
he cannot utilize what is not there; neither can the edncator. In
this sense, heredity is a limit of education. Recognition of this fact
prevents the waste of energy and the irritation that ensue from the
too prevalent habit of trying to make by instruction something out
of an individual which he is not naturally fitted to become, But the
doctrine does not determine what use shall be made of the capaci-
ties which exist. And, except in the case of the imbecile, these
original capacities are much more varied and potential, even in
the case of the more stupid, than we as yet know properly how to
utilize. Consequently, while a careful study of the native aptitudes
and deficiencies of an individual is always a preliminary necessity,
the subsequent and important step is to furnish an environment
which will adequately function whatever activities are present.

The relation of heredity and environment is well expressed in
the case of language. If a being had no vocal organs from which
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issue articulate sounds, if he had no auditory or other sense-recep-
tors and no connections between the two sets of apparatus, it would
be a sheer waste of time to try to teach him to converse. He is born
short in that respect, and education must accept the limitation. But
if he has this native equipment, its possession in no way guarantees
that he will ever talk any language or what Janguage he will talk.
The environment in which his activities occur and by which they
are carried into execution settles these things. If he lived in a dumb
unsocial environment where men refused to talk to one another and
used only that minimum of gestures without which they could not
get along, vocal language would be as unachieved by him as if he
had no vocal organs. If the sounds which he makes occur in a
medium of persons speaking the Chinese language, the activities
which make like sounds will be selected and cobrdinated. This il-
lustration may be applied to the entire range of the educability of
any individual. It places the heritage from the past in its right con-
nection with the demands and opportunities of the present.

(2) The theory that the proper subject matter of instruction is
found in the culture-products of past ages (either in general, or
more specifically in the particular literatures which were produced
in the culture epoch which is supposed to correspond with the stage
of development of those taught) affords another instance of that

 divorce between the process and product of growth which has been
criticized, H@Eﬁ/rm process alive, to keep it alive in ways which

make it easier to keep it alive in the future, is the function of eduda:"

The prevenit is ot Jist something which comes after the past; much
less something produced by it. It is what life is in leaving the past
behind it. The study of past products will not help us nderstand
the . present, because the present is ot dud to the products, but to the
life of which they were the products. A knowledge of the past and
its heritage is of great significance when it enters into the present,
but not otherwise. And the mistake of making the records and re-
mains of the past the main material of education is that it cuts the
vital connection of present and past, and tends to make the past a
rival of the present and the present a more or less futile imitation of
the past. Under such circumstances, culture becomes an ornament
and solace; a refuge and an asylum. Men escape from the crudities

tiohal subject matter. But an individual dan live only in the preseént;”
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of the present to live in its imagined refinements, instead of using
what the past offers as an agency for ripening these crudities.

The present, in short, generates the problems which lead us to
search the past for suggestion, and which supplies meaning to
what we find when we search. The past is the past precisely because
it does not include what is characteristic in the present. The moving
present includes the past on condition that it uses the past to direct
its own movement. The past is a great resource for the imagination;
it adds a new dimensiurto Tife; but on condition that it be seen as

thE past of the present, and o siinected world.

sanother and diseonnected world.
The principle which makes little of the present act of living and
operation of growing, the cnly thing always present, paturally looks
to the past because the future goal which it sets up is remote and
empty. But having turned its back upon the present, it has no way
of returning to it laden with the spoils of the past. A mind that is
adequately sensitive to the needs and occasions of the present actu-
ality will have the liveliest of motives for interest in the background
of the present, and will never have to hunt for a way back because
it will never have lost connection.

3. Education as Reconstruction, In its contrast with the ideas
both of unfolding of latent powers from within, and of the formation
from without, whether by physical nature or by the cultural products
of the past, the ideal of growth results in the conception that educa-
tion is a constant reorganizing or reconstructing of experience. It
has all the time an immediate end, and so far as activity is educa-
tive, it reaches that end—the direct transformation of the quality
of experience. Infancy, youth, adult life,—all stand on the same
educative level in the sense that what is really learned at any and
every stage of experience constitutes the value of that experience,
and in the sense that it is the chief business of life at every point to
make living thus contribute to an enrichment of its own perceptible
meaning,

*We thus reach a technical definition of education: It is that re-
constiiction GF 7ation of experience which adds to the mean-
mumm‘M EXPEIIEnCE, ich increases ability to direct the courge
of subsequent_experience. (1) The increment of meaning corre-
SPonds to the increased perception of the connections and continu-
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ities of the activities in which we are engaged. The activity begins
in an impulsive form; that is, it is blind. It does not know what it is
about; that is to say, what are its interactions with other activities.
An activity which brings education or instruction with it makes one
aware of some of the connections which had been imperceptible.
To recur to our simple example, a child who reaches for a bright
light gets burned. Henceforth he knows that a certain act of touch-
ing in connéction with a certain act of vision (and vice-versa)
means heat and pain; or, & certain light means a source of heat. The
acts by which a scientific man in his laboratory learns more about
flame differ no whit in principle. By doing certain things, he makes
perceptible certain connections of heat with other things, which
had been previously ignored. Thus his acts in relation to these
things get more meaning; he knows better what he is doing or “is
about” when he has to do with them; he can intend consequences
instead of just letting them happen—all synonymous ways of saying
the same thing, At the same stroke, the flame has gained in meaning;
all that is known about combustion, oxidation, about light and tem-
perature, may become an intrinsic part of its intellectual content.
(2) The other side of an educative experience is an added power
of subsequent direction or control. To say that one knows what he is
about, or can intend certain consequences, is to say, of course, that
he can better anticipate what is going to happen; that he can, there-
fore, get ready or prepare in advance so as to secure beneficial con-
sequences and avert undesirable ones. A genuinely educative ex-
perience, then, one in which instruction is conveyed and ability
increased, is contradistinguished from a routine activity on one
hand, and a capricious activity on the other. (&) In the latter one
“Joes not care what happens”; one just lets himself go and avoids
connecting the consequences of one’s act (the evidences of its con-
nections with other things) with the act. It is customary to frown
upon such aimless random activity, treating it as willful mischief
or carelessness or lawlessness. But there is a tendency to seek the
cause of such aimless activities in the youth’s own disposition, iso-
lated from everything else. But in fact such activity is explosive,
and due to maladjustment with surroundings. Individuals act ca-

priciously whenever they act under external dictation, or from
Vl\!l\llll‘l‘llllll‘\\‘\l




78 Democracy and Education

being told, without having a purpose of their own or perceiving the

bearing of the deed upon other acts, One may learn by doing some-
, yything which he does not understand; even in the most-iiitelligent
4 action, we do much which-we do not Teah, because the largest por-
tion of the connections of The act we consciously inten “are 10
erceived or anticipated. Buf we learn only because alter the act is

ormed we note results which we had not noted before. But
much work in school consists in setting up rales by which pupils
are to act of such a sort that even after pupils have acted, they are
not led to see the connection between the result—say the answer—
and the method pursued. So far as they are concerned, the whole
thing is a trick and a kind of miracle. Such action is essentially
w capricious, and leads to capricious habits. (b) Routine action, ac-

tion which is automatic, may increase skill to do a particular thing,
&, In so far, it might be said to have an educative effect, But it does

e rath wideons the meaning-horizon. And since the environment
.? Y changes and our way of acting has to be modified in order success-
6%»%%%% to keep a balanced connection with things, an isolated uniform
mq.a\ way of acting becomes disastrous at some critical moment. The
vaunted “skill” turns out gross ineptitude.

The essential contrast of the idea of education as continuous
reconstruction with the other ome-sided conceptions which have
been-criticized in this and the previous chapter is that it identifies
the end (the result) and the process. This is verbally self-contra-
dictory, but only verbally. It means that experience as an active
process occupies time and that its later peziod completes its earlier
portion; it brings to light connections involved, but hitherto unper-
ceived. The later outcome thus reveals the meaning of the earlier,
while the experience as a whole establishes a bent or disposition
toward the things possessing this meaning. Every such continuous
experience or activity is educative, and all education resides in
having such experiences.

It remains only to point out (what will receive more ample at-
tention later) that the reconstruction of experience may be social

_as well as peridmal. For purposes of s
in the earlier chapters somewhat as if the education of the imma-

A \.c\d@wﬂoﬁ lead to new perceptions of bearings and conuections; it limits

€ have spoken
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ture which ils them with the spirit of the social group to which
they helong, were a sort of catching up of the child with the apti-
tudes and resources of the adult group. In static societies, societies
which make the maintenance of established custom their measure of
value, this conception applies in the main, But not in progressive
communities. They endeavor to shape the experiences of the young
so that instead of reproducing current habits, better habits shall be
formed, and thus the future adult society be an improvement on
their own. Men have long had some intimation of the extent to
which education may be consciously used to eliminate obvious
social evils through starting the young on paths which shall not
produce these ills, and some idea of the extent in which education
may be made an instrument of realizing the better hopes of men.
But we are doubtless far from realizing the potential efficacy of
education as a constructive ageney of improving society, from realiz-
ing that it represents not only a development of children and youth
but also of the future society of which they will be the constituents.

Summary. Education may be conceived either retrospectively
or prospectively. That is to say, it may be treated as process of ac-
commuolating the future to the past, or as an utilization of the past
for a resource in a developing future. The former finds its standards
and patterns in what has gone before. The mind may be regarded
as a group of contents resulting from having certain things pre-
sented. In this case, the earlier presentations constitute the material
to which the later are to be assimilated. Emphasis upon the value of
the early experiences of immature beings is most important, especially
because of the tendency to regard them as of little account. But
these experiences do not consist of externally presented material,
but of interaction of native activities with the environment which
progressively modifies both the activities and the environment. The
defect of the Herbartian theory of formation through presentations
consists in slighting this constant interaction and change.

The same principle of criticism applies to theories which find
the primary subject matter of study in the cultural products—espe-
cially the literary products—of man’s history. Isolated from their
connection with the present environment in which individuals have

S o e s R —— et

nm\m.mﬂdm?mnoiﬂ%dm‘n?& and distracting environment.
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Their value lies in their use to increase the meaning of the things
with which we have actively to do at the present time. The idea of
education advanced in these chapters is formally summed up in
the idea of continuous reconstruction of experience, an idea which
is marked off from education as preparation for a remote future, as
unfolding, as external formation, and as recapitulation of the past.

seven

The Democratic Conception
in Education

For the most part, save incidentally, we have hitherto been con-
cerned with education as it may exist in any social group. We have
now to make explicit the differences in the spirit, material, and
method of education as it operates in different types of community
life. To say that education is a social function, securing direction
and development in the immature through their participation in
the life of the group to which they belong, is to say in effect that
education will vary with the quality of life which prevails in a
group. Particularly is it true that a societ which not only changes
but which has the ideal of such change as will improve it, will have

different standards and methods of educatichi from one which aims

simply at ie perpatuation of its own customs, To maké the genéral

id@as set forth applicable to our own educational practice, it is,
therefore, necessary to come to closer quarters with the nature of
present social life.

1. The Implications of Human Association. Society is one word,
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but many things. Men associate together in all kinds of ways and out, and yet be a model of amity and mutual aid within. Any edu-
for all kinds of purposes. One man is concerned in 2 multitude of . cation given by a group tends to socialize its members, but the .
diverse groups, in which his associates may be quite different. It quality and value of the socialization depends upon the habits and
often seems as if they had nothing in common except that they are -aims of the group. s e S T
modes of associated life. Within every larger social organization ~~—Fenee; oiics note, the need of a measure for the worth of any
there are numerous minor groups: not only political subdivisions, given mode of social life. In seeking this measure, we have to avoid
but industrial, scientific, religious, associations. There are political ‘ two extremes. We cannot set up, out of our heads, something we
parties with differing aims, social sets, cliques, gangs, corporations, repard as an ideal society. We must base our conception upon so-
partnerships, groups bound closely together by ties of blood, and so . cieties which actually exist, in order to have any assurance that our
on in endless variety. In many modern states and in some ancient, M ideal is a practicable one. But, as we have just seen, the ideal cannot
there is great diversity of populations, of varying languages, reli- . simply repeat the traits which are actually found. The problem is
gions, moral codes, and traditions. From this standpoint, many a to extract. the desirable traits of forms of community life which [
minor political unit, one of our Fu.mm.&wu.mmrmoﬂ.nxmBm._;mm is a congeries actually exist, and employ them to criticize undesirable features and
of loosely ‘associated societies, rather than an inclusive and permeat- ‘ suggest improvement. Now in any social group whatever, evén in a
/Em community of -action and thought. (See anig, p. 20.) gang m.m\ﬁEoﬁm, we find’ %ome interest held in_commons-and we -
The terms society, community, are thus ambiguous. They have find a’Certain amount of Interaction and. codperative intercourse
both a eulogistic or normative "sense;” and =-descriptive sense; a with nmmmwmmﬂﬁmm. Trom these two traits we derive our standard.'-
meaning de jure and a meaning de facto. In social philosophy, the How numerous and varied are the interests which are consciously
former connotation is almost always uppermost, Society is con- shared? How full and free is the interplay with other forms of asso-
ceived as one by its very nature. The qualities which accompany ciation? If we apply these considerations to, say, a criminal -band,
y this unity, praiseworthy community of purpose and welfare, loyalty we find that the Hes which consciously hold the members together
wﬁﬁ to public ends, mutuality of sympathy, are émphisized. But When . are few in number, reducible almost to a common interest in plun-
we Took at the facts which the term denotes instead of confining our der; and that they are of such a nature as to isolate the group from
attention to its intrinsic connotation, we find not unity, but a plu- other groups with respect to give and take of the values of life.
rality of societies, good and bad. Men banded together in a criminal Hence, the education such a society gives is partial and distorted,
conspiracy, business aggregations that prey upon the public while 1£ we take, on the other hand, the kind of family life which illustrates

the standard, we find that there are material, intellectual, wsthetic
interests in which all participate and that the progress of one mem-
ber has worth for the experience of other members—it is readily
communicable—and that the family is not an isolated whole, but
then made so “ideal” as to be of no use, having no reference to facts; enters intimately into relationships with business groups, with
and in part, that each of these organizations, no matter how opposed P+ schools, with all the agencies of culture, as well as with other sim-
to the interests of other groups, has something of the praiseworthy " ilar groups, and that it plays a due part in the political organiza-
qualities of “Society” which hold it together. There is honor among tion and in return receives support from it. In short, there are

thieves, and 2 band of robbers has.a common interest as respects \T many jnterests conscigusly communicated and shared; and there
mG.Em&vmum.OmnmmmHmEmHWmm._u% mumwmaum_mommgmvmﬂ&dmﬁoﬁ /4 d At

serving it, political machines held together by the interest of plun-
der, are included. If it is said that such organizations are not so-
cieties because they do not meet the ideal requirements of the notion
of society, the answer, in part, is that the conception of society is

t
H
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- ¥ "
ied free points of contact with other modes of asso-
3 TEMPDEL::, te varied and free p

cliques by intense loyalty to their own codes. Family life may be : iation.
marked by exclusiveness, suspicion, and jealousy as to those with- , I. Let us apply the first element in this criterion to a despoti-
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cally governed state, It is not true there is no common interest in
such an organization between governed and governors. The au-
thorities in command must make some appeal to the native activi-
ties of the subjects, must call some of their powers into play. Talley-
rand said that a government could do everything with bayonets
except sit on them. This cynical declaration is at least a recognition
that the bond of union is not merely one of coercive force. It may
be said, however, that the activities appealed to are themselves un-
worthy and degrading—that such a government calls into function-
ing activity simply capacity for fear. In a way, this statement is
true. But it overlooks the fact that fear need not be an undesirable
factor in experience. Caution, circumspection, prudence, desire to
foresee future events so as to avert what is harmful, these desirable
traits are as much a product of calling the impulse of fear into play
as is cowardice and abject submission. The real difficulty is that-the
appeal to fear is isolated. In evoking dread and hope of specific
tangible reward—say comfort and ease—many other capacities are
left untouched. Or rather, they are affected, but in such a way as
to pervert them. Instead of operating on their own account they
.are reduced to mere servants of attaining pleasure and avoiding
pam.

“This is equivalent to saying that there is no extensive number of
' common interests; there is no free play back and forth among the
members of the social group. Stimulation and response are exceed-
ingly one-sided. In order to have a large number of values in com-

\mﬂop all the members of the group must have an equable oppor-

tunity to receive and to take from others. There must be a large
variety of shared undertakings and experiences. Otherwise, the
influences which educate some into masters, educate others into
slaves. And the experience of each party loses in meaning, when
the free interchange of varying modes of life-experience is arrested.
A separation into a privileged and a subject-class prevents social
endosmosis. The evils thereby affecting the superior class are less
material and less perceplible, but equally real. Their culture tends
to be sterile, to be turned back to feed on itself; their art becomes
a showy display and artificial; their wealth luxurious; their knowl-
edge overspecialized; their manners fastidious rather than humane.

Lack of the free and equitable intercourse which springs from
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a variety of shared interests makes intellectual stimulation unbal-
anced. Diversity of stimulation means novelty, and novelty means
challenge to thought. The more activity is restricted to a few defi- -
nite lines—as it is when there are rigid class lines preventing ade-
quate interplay of experiences—the more action tends to become |

routing on the part of the class at a disadvantage, and omm&&omm,
a 'll.l‘-'l.l-l g T - » -
aimless, and explosive on the part of tlie tlass Having the materially

fortunate position. Plato defined 2 slave as one who accepts from

another the purposes which control his conduet. This condition
obtains even where there is no slavery in the legal sense. It is found
wherever men are engaged in activity which is socially serviceable,
but whose service they do not understand and have no personal
interest in. Much is said about scientific management of work. It
is a narrow view which restricts the science which secures efficiency
of operation to movements of the muscles. The chief opportunity
for science is the discovery of the relations ¢f a man to his work—
including His relations to others who take part—which will enlist his
intelligent interest in what he is doing. Efficiency in production
often demands division of labor. But it is reduced to a mechanical
routine unless workers see the technical, intellectual, and social
relationships involved in what they do, and engage in their work
because of the motivation furnished by such perceptions. The
tendency to reduce such things as efficiency of activity and scien-
tifc management to purely technical externals is evidence of the
one-sided stimulation of thought given to those in control of in-
dustry—those who supply its aims, Because of their lack of all-round
and well-balanced social interest, there is not sufficient stimulus
for attention to the human factors and relationships in industry.
Intelligence is narrowed to the factors concerned with technical
production and marketing of goods. No doubt, a very acute and
intense intelligence in these narrow lines can be developed, but
the failure to take into account the significant social factors means
none the less an absence of mind, and a corresponding distortion of
emotional life.

II. This illustration (whose point is to be extended to all asso-
ciations lacking reciprocity of interest) brings us to our second
point, The isolation and exclusiveness of a gang or clique brings
its antisocial spirit into relief. But this same spirit is found wherever

X
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one group has interests “of its own” which shut it out from full

~« interaction with other groups, so that its prevailing purpose is the

protection of what it has got, instead of reorganization and progress
through wider relationships, It marks pations in their isolation from
one another; families which seclude their domestic concerns as
if they had no connection with a larger life; schools when separated
from the interest of home and community; the divisions of rich
and poor; learned and unlearned. The essential point is that isola-
ion makes for rigidity and formal institutionalizing of life, for
Ystatic and selfish ideals within the group. That savage tribes regard

/ . * L) - *
aliens and enemies as synonymous is not accidental. It springs from

the fact that they have identified their experience with rigid adher-
ence to their past customs. On such a basis it is wholly logical to
fear intercourse with others, for such contact might dissolve cus-
tom. It would certainly occasion reconstruction., It is a commonplace
that an alert and expanding mental life depends upon an enlarging
range of contact with the physical environment. But the principle
applies even more significantly to the field where we are apt to ig-
nore it—the sphere of social contacts.

. Every expansive era in the history of mankind has coincided
with the operation of factors which have tended to eliminate dis-
tance between peoples and classes previously hemmed off from one
another. Even the alleged benefits of war, so far as more than
alleged, spring from the fact that conflict of peoples at least enforces
intercourse between them and thus accidentally enables them to
learn from one another, and thereby to expand their horizons.
Travel, economic and commercial tendencies, have at present gone
far to break down external barriers; to bring peoples and classes
into closer and more perceptible conmection with one another. It
remains for the most part to secure the intellectual and emotional
significance of this physical annihilation of space.

9, The Democratic Ideal. The two elements in our criterion
both point te democracy. The first signifies not only more numerous
and more varied points of shared common interest, but greater re-
liance upon the recognition of mutual interests as a factor in social
control: The second means not only freer interaction between social
groups (once isolated so far as intention could keep up a separation)
but change in social habit—its continuous readjustment through
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meeting the new situations produced by varied intercourse. And
these two traits are precisely what characterize the democratically
constituted society.

Upon the educational side, we note first that the realization oy
a form of social life in which interests are mutually interpenetrating,
and where progyess, or readjustment, is an important consideration,
makes a democratic community more interested than other com,
munities have cause to be in deliberate and systematic education
The devotion of democracy to education is a familiar fact. The
superficial esplanation is that a government resting upon popular
suffrage caunot be successful unless those who elect and who obey
their governors are educated. Since a democratic society repudiates
the principle of external authority, it must find a substituté’ in
voluntary disposition and interest; these can be created only by
education. But there is a deeper explanation.” A democracy is more
than a form of government; it is primarily a mode of associated liv-
ing, of conjoint communicated experience. The extension in space ;
of the number of individuals who participate in an interest so that
each has to refer his own action to that of others, and to consider |
the action of others to give point and direction to his own, is equiva-
lent to the breaking down of those barriers of class, race, and na-
tional territory which kept men from perceiving the full import of
their activity. These more numerous and more varied points of
contact denote a greater diversity of stimuli to which an individual ¢
has to respond; they consequently put a premium on variation in
his action, They secure @ liberation of powers which réinain sup-
pressed as long as the incitations to action are partial, as they must
be in a group which in its exclusiveness shuts out many interests.

The widening of the area of shared concerns, and the liberation
of a greater diversity of personal capacities which characterize a
democracy, are not of course the product of deliberation and con-
scious effort. On the contrary, they were caused by the devélop-|
ment of modes of manufacture and commerce, travel, migration,
and intercommunication which flowed from the command of science
over natural enexgy. But after greater individualization on one hand,
and a broader community of interest on the other have come into ex-
istence, it is a matter of deliberate effort to sustain and extend them.
Obviously a_society to which stratification into separate classes

X
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?ﬂ%@éo&& be fatal, must see to it that intellectual opportunities are
A\ accessibleto all on equable and easy terms. A society marked off
cM, into classes need be specially attentive only to the education of its
z;.,vﬁ ruling elements. A society which is mobile, which is full of chan-
g7 mels for the distribution of a change occurring anywhere, must see
4% , to it that its members are educated to personal initiative and adapta-
W ?%.UEQ. Otherwise, they will be overwhelmed by the changes in which
‘ eﬁ... they are caught and whose significance or connections they do not
R ./ perceive. The result will be a confusion in which a few will ap-
. 4 propriate to themselves the results of the blind and externally di-
Y M rected activities of others.
X 3, The Platonic Educational Philosophy. Subsequent chapters
\" will be devoted to making explicit the implications of the demo-
cratic ideas in education. In the remaining portions of this chapter,
we shall consider the educational theories which have been evolved
in three epochs when the social import of education was especially
conspicuous, The first one to be considered is that of Plato. No one
could better express than did he the fact that a society is stably or-
ganized when each individual is doing that for which he has apti-
tude by nature in such a way as to be useful to others (or to con-
tribute to the whole to which he belongs); and that it is the business
ucm education to discover these aptitudes and progressively to train
them for social use. Much which has been said so far is borrowed
from what Plato first consciously taught the world. But conditions
which he could not intellectually control led him to restrict these
ideas in their application. He never got any conception of the in-
definite plurality of activities which may characterize an individual
and a social group, and consequently limited his view to a limited
number of classes of capacities and of social arrangements.

Plato’s starting point is that the organization of society depends
ultimately upon knowledge of the end of existence. If we do not
know its end, we shall be at the mercy of accident and caprice.
Unless we know the end, the good, we shall have no criterion for
rationally deciding what the possibilities are which should be pro-
moted, nor how social arrangements are to be ordered. We shall

.* have no conception of the proper limits and distribution of activi-
ties—what he called justice—as a trait of both individual and social
organization. But how is the kmowledge of the final and permanent
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good to be achieved? In dealing with this question we come upony - N
the seemingly insuperable obstacle that such knowledge is 52._.. RN
possible save in a just and harmonious social order. Everywhere Uv,ﬂ{u
else the mind is distracted and misled by false valuations and false
perspectives. A disorganized and factional society sets up a number
of different models and standards. Under such conditions it is im-
possible for the individual to attain consistency of mind. Only a
complete whole is fully self-consistent, A society which rests upon
the supremacy of some factor over another irrespective of its ra-
tional or proportionate claims, inevitably leads thought astray. It
puts a premium on certain things and slurs over others, and creates
a mind whose seeming unity is forced and distorted. FEducation
proceeds ultimately from the patterns furnished by institutions,
customs, and laws. Only in a just state will these be such as to give
the right education; and only those who have rightly trained minds
will be able to recognize the end, and ordering principle of things.
We seem to be caught in a hopeless circle. However, Plato sug-
gested a way out. A few men, philosophers or lovers of wisdom—or
truth—may by study learn at least in outline the proper patterns of
true existence. 1f a powerful ruler should form a state after these
patterns, then its regulations could be preserved. An education
could be given which would sift individuals, discovering what they
were good for, and supplying a method of assigning each to the
work in life for which his nature fits him. Each doing his own part,
and never transgressing, the order and unity of the whole would be
maintained.

It would be impossible to find in any scheme of philosophic
thought a more adequate recognition on one hand of the educational
significance of social arrangements and, on the other, of the de-
pendence of those arrangements upon the means used to educate
the young. It would be impossible to find a deeper sense of the
function of education in discovering and developing personal capaci-
ties, and training them so that they would connect with the activi-
ties of others. Yet the society in which the theory was propounded
was so undemocratic that Plato could not work out a sclution for
the problem whose terms he clearly saw.

While he afirmed with emphasis that the place of the individual
in society should not be determined by birth or wealth or any con-
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ventional status, but by his own nature as discovered in the process
of education, he had no perception of the uniqueness of individuals.
For him they fall by nature into classes, and into a very small num-
ber of classes at that. Consequently the testing and sifting funetion
of education only shows to which one of three classes an individual
belongs. There being no recognition that each individual eonstitutes
his own class, there could be no recognition of the infinite diversity
of active tendencies and combinations of tendencies of which an
individual is capable. There were only three types of faculties or
powers in the individual’s constitution. Hence education would soon
reach a static limit in each class, for only diversity makes change
and progress.

In some individuals, appetites naturally dominate; they are as-

signed to the laboring and trading class, whieh expresses and sup-
plies human wants. Others reveal, upon education, that over and
above appetites, they have a generous, outgoing, assertively coura-
geous disposition. They become the citizen-subjects of the state; its
Jefenders in war; its internal guardians in peace. But their limit is
fixed by their lack of reason, which is a capacity to grasp the uni-
versal. Those who possess this are capable of the highest kind of
education, and become in time the legislators of the state—for laws
are the universals which control the particulars of experience. Thus
it is not true that in intent, Plato subordinated the individual to the
social whole. But it is true that Jacking the perception of the unique-
ness of every individual, his incommensurability with others, and
consequently not recogpizing that a society might change and yet
be stable, his doctrine of limited powers and classes came in net
effect to the idea of the subordination of individuality. :

We cannot better Plato’s conviction that an individual is happy
and society well organized when each individual engages in those
activities for which he has a natural equipment, nor his conviction
that it is the primary office of education to discover this equip-
ment to its possessor and trajn him for its efective use. But progress
in knowledge has made us aware of the superficiality of Plato’s
lumping of individuals and their original powers into a few sharply
marked-off classes; it has taught us that original capacities are in-
definitely numerous and variable. It is but the other side of this
fact to say that in the degree in which society has become demo-
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cratic, social organization means untilization of the s
ities of individuals,. not stratification by classes. Although
his educational philosophy was revolutionary, it was none the less
in bondage to static ideals, He thought that change or alteration was
evidence of lawless Hux; that true reality was unchangeable. Hence
while he would radically change the existing STat6 of society, his
aim was 1o construct a state in which change would subsequently
have no place. The final end of life is fixed; given a state framed
with this end in view, not even minor details are to be altered.
Though they might not be inherently important, yet if permitted
they would inure the minds of men to the idea of change, and hence
be dissolving and anarchic. The breakdown of his philosophy is

made apparent in the fact that he could not trust to gradual im- /

provements in education to bring about a better society which .
should then improve education, and so on indefinitely. Correct
education could not come into existence until an ideal state existed,
and after that education would be devoted simply to its conserva-
tion. For the existence of this state he was obliged to trust to some
happy accident by which philosophic wisdom should happen to
coincide with possession of ruling power in the state, :

4, The “Individualistic” Ideal of the Eighteenth Century. In
the eighteenth-century philosophy we find ourselves in a very dif-
ferent circle of ideas. “Nature” still means something antithetical to
existing social organization; Plata exercised a great influence upon
Roussean. But the voice of nature now speaks for the diversity of
individual talent and for the need of free development of individu-
ality in all its variety. Education in accord with nature furnishes
the goal and the method of instruction and disecipline. Moreover,
the native or original endowment was conceived, in extreme cases,
as nonsocial or even as antisocial. Social arrangements were thought
of as mere external expedients by which these nonsocial individuals
might secure a greater amount of private happiness for themselves.

Nevertheless, these statements convey only an inadequate idea
of the true significance of the movement. In reality its chief interest
was in progress and in social progress. The seeming antisocial phi-
losophy was a somewhat transparent mask for an impetus toward
a wider and freer society—toward cosmopolitanism. The positive
ideal was humanity. In memberzship in humanity, as distinct from a

ion means utilization of the specific and vari-
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Jstate, man’s capacities would be liberated; while in existing political

.
X

A

organizations his powers were hampered and distorted to meet the
requirements and selfish interests of the rulers of the state. The doc-
trine of extreme individualism was but the counterpart, the obverse,
of ideals of the indefinite perfectibility of man and of a social or-
ganization having a scope as wide as humanity. The emancipated
individual was to become the organ and agent of a comprehensive
and progressive society.

The heralds of this gospel were acutely conscious of the evils of
the social estate in which they found themselves. They attributed
these evils to the limitations imposed upon the free powers of man,
Such limitation was both distorting and corrupting. Their impas-
sioned devotion to emancipation of life from external restrictions
which operated to the exclusive advantage of the class to whom a
past feudal system consigned power, found intellectual formulation
in a worship of nature. To give “nature” full swing was to replace an
artificial, corrupt, and inequitable social order by a new and better
kingdom of humanity. Unrestrained faith in Nature as both a model
and a working power was strengthened by the advances of natural
science. Inquiry freed from prejudice and artificial restraints of
church and state had revealed that the world is a scene of law. The
Newtonian solar system, which expressed the reign of natural law,
was a scene of wonderful harmony, where every force balanced with
every other. Natural law would accomplish the same result in human
relations, if men would only get rid of the artificial man-imposed
coercive restrictions.

Education in accord with nature was thought to be the first step
in insuring this more social society. It was plainly seen that eco-
nomic and political limitations were ultimately dependent upon
limitations of thought and feeling. The first step in freeing men
from external chains was to emancipate them from the internal
chains of false beliefs and ideals. What was called social life, exist-
ing institutions, were too false and corrupt to be intrusted with this
work. How could it be expected to undertake it when the undertak-
ing meant its own destruction? “Nature” must then be the power to
which the enterprise was to be left. Even the extreme sensationalis-
tic theory of knowledge which was current derived itself from this
conception. To insist that mind is originally passive and empty was
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one way of glorifying the possibilities of education. If the mind was
a wax tablet to be written upon by objects, there were no limits to
the possibility of education by means of the natural environment.
And since the natural world of objects is a scene of harmonious
“truth,” this education would infallibly produce minds filled with the
truth,

5. Education as National and as Social. As soon as the first en-
thusiasm for freedom waned, the weakness of the theory upon the
constructive side became obvious. Merely to leave everything to
nature was, after all, but to negate the very idea of education; it
was to trust to the accidents of circumstance. Not only was some
method required but also some positive organ, some administrative

agency for carrying on the process of instruction. The “complete and

harmonious development of all powers,” having as its social counter-
part an enlightened and progressive humanity, required definite
organization for its realization. Private individuals here and there
could proclaim the gospel; they could not execute the work. A
Pestalozzi could try experiments and exhort philanthropically in-
clined persons baving wealth and power to follow his example. But
even Pestalozzi saw that any effective pursuit of the new educa-

“tional ideal required the support of the state. The realization of

the new education destined to produce a new society was, after all,
dependent upon the activities of existing states. The movement for
the democratic idea inevitably became a movement for publicly
conducted and administered schools.

So far as Furope was concerned, the historic sitvation identified
the movement for a state-supported education with the nationalistic
movement in political life—a fact of incalcnlable significance for
subsequent movements. Under the influence of German thought in
particular, education became a civic function and the civic function
was identified with the realization of the ideal of the national state,
The “state” was substituted for humanity; cosmopolitanism gave way
to nationalism. To form the citizen, not the “man,” became the aim
of education.! The historie situation to which reference is made is

‘* There is 2 much neglected strain in Rousseau tending intellectually in this
direction. He opposed the existing state of affairs on the ground that it formed
neither the citizen nor the man. Under existing conditions, he preferred to try
for the Iatter rather than for the former. But there are many sayings of his which
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the after-effects of the Napoleonic conquests, especially in Ger-
many. The German states felt (and subsequent events demonstrate
the correctness of the belief) that systematic attention to education
was the best means of recovering and maintaining their political
integrity and power. Externally they were weak and divided. Under
the leadership of Prussian statesmen they made this condition a
stmulus to the development of an extensive and thoroughly

{ grounded system of public education.

This change in practice necessarily brought about a change in
theory. The individualistic theory receded into the background.
The state furnished not only the instrumentalities of public educa-
tion but also its goal. When the actual practice was such that the
school system, from the elementary grades through the university
faculties, supplied the patriotic citizen and soldier and the future
state official and administrator and furnished the means for military,
industrial, and political defense and expansjon, it was impossible for

%.theory not to emphasize the aim of social efficiency. And with the

immense importance attached to the nafionalistic state, surrounded
by other competing and more or less hostile states, it was equally
impossible to intexpret social efficiency in terms of a vague cosmo-
politan humanitarianism. Since the maintenance of a particular na-
tional sovereignty required subordination of individuals to the
superior interests of the state both in military defense and in strug-
gles for international supremacy in commerce, social efficiency was
understood to imply a like subordination. The educational process

%, was taken to be one of disciplinary trainin rather than of personal

development. Since, however, the ideal of culture as complete de-

|y velopment “of personality persisted, educational philosophy at-

X
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theTorm of the conception of the “organic” character of-the state.
The ndividual in his isolation is nothing; only in and through~an-
absorption of the aims and meaning of organized institutions does
he attain true personality. What appears to be his subordination to
political authority and the demand for sacrifice of himself to the

-commands of his superiors is in reality but making his own the

point to the formation of the citizen as ideally the higher, and which indicate
that his own endeavor, as embodied in the Fmile, was simply the best make-
shift the corruption of the times permitted him to sketch.

_nature to its end possible. .
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‘can become truly rational. The notion of development which we
bave seen to be characteristic of institutional idealism (as in the

Hegelian philosophy) was just such a deliberate effort to combine

the two ideas of complete realization of personality and thorough- P )w.\\

going “disciplinary” subordination to existing institutions,

The extept of the transformation of educational philosophy
which occwrred in Germany in the generation occupied by the
struggle against Napoleon for national independence, may be
gathered from Kant, who well expresses the earlier individual-cos-
mopolitan ideal. In his treatise on Pedagogics, consisting of lectures
given in the later years of the eighteenth century, he defines educa-
tion as the process by which man becomes man, Mankind begins its
history submerged in nature-not as Man who is a creature of reason,
while pature furnishes only instinct and appetite. Nature offers
simply the germs which educaton is to develop and perfect. The
peculiarity of truly human life is that man has to create himself by X
his own voluntary efforts; he has to make himself a truly moral,
rational, and free being. This creative effort is carried on by the
educational activities of slow generations. Its acceleration depends
upon men consciously striving to educate their successors not for
the existing state of affairs but so as to make possible a future better
humanity. But there is the great difficulty. Each generation is in-
clived to educate its young so as to get along in the preseat world
instead of with a view to the proper end of education: the promo-
tion of the best possible realization of humanity as humanity. Par-
ents educate their children so that they may get on; princes educate
their subjects as instruments of their own purposes.

Who, then, shall conduct education so that humanity may im-7:7
prove? We must depend upon the efforts of enlightened men in*
their private capacity. “All culture begins with private men and
spreads-ootward from them. Simply through the efforts of persons
of enlarged inclinations, who are capable of grasping the ideal of
a future better condition, is the gradual approximation of human
. . Rulers are simply interested in such
training as will make their subjects better tools for their own inten-
tions.” Even the subsidy by rulers of privately conducted schools
must be carefully safeguarded. For the rulers’ interest in the wel-
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fare of their own nation instead of in what is best for humanity,
will make them, if they give money for the schools, wish to draw
their plans. We have in this view an express statement of the points
characteristic of the eighteenth century individualistic cosmopoli-
tanism. The full development of private personality is identified
with the aims of humanity as a whole and with the idea of progress.
In addition we have an explicit fear of the hampering influence of 2
state-conducted and state-regulated education upon the attainment
of these ideas. But in less than two decades after this time, Kant’s
philosophic successors, Fichte and Hegel, elaborated the idea that
the chief function of the state is educational; that in particular the
regeneration of Germany is to be accomplished by an education
carried on in the interests of the state, and that the private individual
is of necessity an egoistic, irrational being, enslaved to his appetites
and to cireumstances unless he submits voluntarily to the educative
discipline of state institutions and laws, In this spixit, Cermany was
the first country to undertake a public, universal, and compulsory
system of education extending from the primary- school through
the university, and to submit to jealous state regulation and super-
vision all private educational enterprises.

Two results should stand out from this brief historical survey.
The first is that such terms as the individual and the social concep-
tions of education are quite meaningless taken at large, or apart
from their context. Plato had the ideal of an education which should
equate individual realization and social coherency and stability.
His situation forced his ideal into the notion of a society organized
in stratified classes, losing the individual in the class. The eighteenth
century educational philosophy was highly individualistic in form,
but this form was inspired by a noble and generous social ideal:
that of a society organized to include humanity, and providing for
the indefinite perfectibility of mankind. The idealistic philosophy
of Germany in the early nineteenth century endeavored again to
equate the ideals of a free and complete development of cultured
personality with social discipline and political subordination, It made
the national state an intermediary between the realization of private
personality on one side and of humanity on the other. Consequently,
it is equally possible to state its animating principle with equal
truth either in the classic terms of “harmonious development of all
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the powers of personality” or in the more recent terminology of
“social efficiency.” All this reénforces the statement which opens
this chapter: The conception of education as a social process and )
function has no definite meaning until we define the kind of society \\
we have in mind, .

These considerations pave the way for our second conclusion.
One of the fundamental problems of education in and for a demo-
ﬁmwmﬁ.wnm.oamgmwl set_by thé conflict of a nationalistic and a ‘wider
social _aim. Lhe earlier cosmopolitan and “humanitarian” concep-
tion sulfered both from vagueness and from lack of definite organs
of execution and agencies of administration. In Europe, in the
Continental states particularly, the new idea of the importance of
education for human welfare and progress was captured by national
interests and harnessed to do a work whose social aim was definitely
narrow and exclusive. The social aim of education and its national
aim were identified, and the result was a marked obscuring of the
meaning of a social aim. i

This confusion corresponds to the existing situation of human
intercourse. On the one hand, science, commerce, and art transcend
national boundaries. They are largely international in quality and
method. They involve interdependencies and codperation among
the peoples inhabiting different countries. At the same time, the
idea of national sovereignty has never been as accentuated in poli-
tics as if is at the presént time. Each nation lives in a state of sup-
pressed hostility and incipient war with its neighbors. Each is
supposed to be the supreme judge of its own interests, and it is as-
sumed &%ﬂmwyﬁg;%mwm “whith are exclu-

s s it

sively Ts own. To question this 15 10 question the very idea of na-
tional sovereignty which is assumed to be basic to political practice
and political science. This contradiction (for it is nothing less) be-
tween the wider sphere of associated and mutually helpful social
life and the narrower sphere of exclusive and hence potentially
hostile pursuits and purposes, exacts of educational theory a clearer
conception of the meaning of “social” as a function and test of edu-
cation than has yet been attained.
Is it possible for an educational system to be conducted by WM

national state and yet the full social ends of the educative process
not be restricted, constrained, and corrupted? Internally, the ques-
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_tion has to face the tendencies, due to present economic conditions,

3y

which split society into classes some of which are made merely
tools for the higher culture of others. Externally, the question is
concerned with the reconciliation of national loyalty, of patriotism,
with superior devotion to the things which unite men in common
ends, irrespective of national political boundaries. Neither phase
of the problem can be worked out by merely negative means. It is
not enough to see to it that education is not actively used as an
instrument to make easier the exploitation of one class by another.
School facilities must be secured of such amplitude and efficiency
as will in fact and not simply in name discount the effects of eco-
nomic inequalities, and secure to all the wards of the nation equality
of equipment for their future careers. Accomplishment of this end
demands not only adequate administrative provision of school fa-

._vu_ cilities, and such supplementation of family resources as will enable -

youth to take advantage of them, but also such modification of
traditional ideals of culture, traditional subjects of study and iradi-
tional methods of teaching and discipline as will retain all the youth

e

under educational influences until they are equipped t6 bé masters

midte of exccution, but the democratic ideal of education is a farci-
cal yet tragic delusion except as the ideal more and more dominates
our public system of education.

The same principle has application on the side of the considera-
tions which concern the relations of one nation to another. It is not
enough to teach the horrors of war and to avoid everything which
would stimulate international jealousy and animosity. The empha-
sis must be put upon whatever binds people together in cotperative
human pursuits and results, apart from geographical limitations.
The secondary and provisional character of national sovereignty in
respect to the fuller, freer, and more fruitful association and inter-
course of all human beings with one ancther must be instilled as a
working disposition of mind. If these applications seem to be re-
mote from a consideration of the philosophy of education, the im-
pression shows that the meaning of the idea of education previously
developed has not been adequately grasped. This conclusion is
bound up with the very idea of education as a freeing of individual
capacity in a progressive growth directed to social aims. Otherwise

&% own ecavomic. and._social_cargers. The ideal may seem re-
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a democratic criterion of education can only be inconsistently ap-
plied. : :
Summary. Since education is a social process, and there are many
kinds of societies, a criterion for educational criticism and construe-
ton implies a particular social ideal. The two points selected by
which to maasure the worth of a form of social life are the extent
in which the interests of a group are shared by all its members, and
the fullness and freedom with which it interacts with other groups.
An undesirable society, in other words, is one which internally and
externally sets up barriers to free intercourse and communication of
experience. A society which makes provision for participation in its
good of all its members on equal terms and which secures flexible
readjustment of its institutions through interaction of the different
forms of associated life is in so far democratic. Such a society must
have a type of education which gives individuals a personal interest
in social relationships and control, and the habits of mind which se-
cure social changes without introducing disorder.

Three typical historic philosophies of education were considered
from this point of view. The Platonic was found to have an ideal
formally quite similar to that stated, but which was compromised in
its working out by making a class rather than an individual the
social unit. The so-called individualism of the eighteenth-century
enlightenment was found to involve the notion of a society as broad
as humanity, of whose progress the individual was to be the organ,
But it lacked any ageney for securing the development of its ideal
as was evidenced in its falling back upon Nature. The institutional
idealistic philosophies of the nineteenth century supplied this lack
by making the national state the agency, but in so doing narrowed
the conception of the social aim to those who were members of the
same political unit, and reintroduced the idea of the subordination
of the individual to the institution.




