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CHAPTER I
THE PROBLEM

One of the fundamental and practical problems of a society,
primitive or advanced, is the transmission of the culture of the
society from one generation to another, This transmission, whether it
be merely through participation in the society or through a highly
formal system of instruction, constitutes a basic function of the
educational structure of that society.

Within the history of Western culture from the time of the ancient
Greek renaissance to the modern period, it has been recognized that a
part, and an important part, of the cultural tradition which is trans-
mitted is comprised of the values, including the moral values, which
soclety has come to esteem as worth realizing or attempting to realize.t

From its inception the American school has maintained this belief,
accepting the basic premise that one of the functions of education is
the moral development of the student, In recent years the importance
of moral development has been reiterated many times. One of the seven
Cardinal Principles of Secondary Education set forth by the National

ll't is questionable whether any society has existed or could exist
which did not include provision for the training of its youth in the
personal and social moral heritage of the group, The failure of such
tranafer is of'ten cited as the cause of the downfall and ruin of
empires.



Education Association in 1918 was “Ethical Character."? In 1937 the
Department of Secondary School Principals of the National Education
Association listed as one of the Ten Functions of Secondary Education,
“To establish and to develop interests in the major fields of human
activity as means to happiness, to soclal progress, and to continued
growth."? In 1944 the Educational Policies Commission expressed as one
of the Imperative Needs of Youth, "All youth need to develop respect
for other persons, to grow in their insight into ethical wvalues and
principles, and to be able to live and work cooperatively with others,"s
President Truman's Commission on Higher Education, in its Report of 1947,
gave as the first objective of general education, "To develop for the
regulation of one's personal and civic life a code of behavior based on
ethical principles consistent with democratic ideals.®” The work of the
Educational Policies Commission for _195) was primarily concerned with
moral and spiritual values in education. In its Moral and Spiritual
Values in the Public Schocls, the commission gave the following report:
The American people have rightly expected the sechools of this
country to teach moral and spiritual values. The schools have accepted
this responsibility. The men and women who teach in these schools, as
responsible members of society, share its system of values. As educators,
they are engaged in a vocation that gives a central place to values as
guides to conduct--no society can survive without moral order. A system

of moral and spiritual values is indispensable to group iiving. As
social structures become more complex, as the welfare of all depends

ZCardinal Prineiples of Secondary Education, U. S. Office of
Education Bulletin No. 35, Washington, D, C., 1918, p. 10.

3Depar'l:nont of Secondary School Prinecipals of the National Education
Association, Chicago, 1937, p. 1l6l.

4ngqucation For All American Youth ,® National Education Association,
Washington, D, C., 1944.

5ﬂﬂighar Education for American Democracy," U. S. Government Printing
Ofﬂce, h‘a!hingt-on, D. G., 19&7’ Vol. I.



inereasingly upon the cooperation of all, the need for common moral
prineiples becomes more imperative. Especially in a society which
cherishes the greatest possible degree of individual freedom, the
allegiance of the individual to commonly approved moral standards is
necessary. No soecial invention however ingenious, no improvements in
govermnment structure however prudent, no enactment of statutes and
ordinances however lofty their aims, can produce a good and secure soclety
if personal integrity, honesty, and self-discipline are lacking. . . .
Since the ultimate success of a program to develop moral and spiritual
values depends largely on the teacher, the institutions which educate
teachers should give full recognition to these values in thelr curricula.
e « » School administrators, having placed an emphasis upon character

in the selection process, should encourage teachers to use initiative
and imagination in the dovolopnenz of their subject matter in ways which
teach moral and spiritual values.

The April, 1955, issue of Phi Delta Kappan was devoted almost exclusively
to religion in education, The contributors evidenced a concern that
the public school contribute to the moral development of the student.
The editor stated:
Emphasis upon individual worth, upon human dignity, upon belief in the
improvability of man and in his responsibility for his acts, are all
basic tenets in the Christian philosophy. They are also the aaamgtiona
and presumptions underlying most educational thought and practice.
He pointed out, however, that the problem of how to translate this
awareness of the relation of education and moral and spiritual values
bs aie 52 46 prant geokilns of Sdesatiinel Palosepiy, of nihoul sluli-
istration, and of curriculum construction, It is quite evident that lip
service to, and vocal emphasis upon, 'moral and spiritual' values is not
enough."a

The White House Conference of 1955 concerned itself with six

questions, Question mmber one was, “What should our schools accomplish?"

6Eaucational Policies Commission, Moral and Spiritusl Values in
the Public Schools, 1951, pps. 3, 4.

7pni Delta Kappan, April, 1955, Bditorial, p. 241.

8rbid.



In its general report the followlng answer was given to the question,
"It is the concensus of these groups that the schools should continue
to develop . . » ethical behavior based on & sense of moral and spiritual
qualities. w9

It is evident from these statements that there is widespread belief
that moral development is an important part of the responsibility of the
public school.

During the past two decades cries have arisen from all directions
concerning a break-down in the morals of young people. Many people
feel that the church is responsible for this break-down, that the burden
of guilt should rest upon religious institutions. Other people point
to the increasing number of divorces with the subsequent breaking up of
home life as the primary contributing factor to the moral laxity of
American youth., Still others are convinced that economic conditions
are primarily responsible. Then, finally, there are those who point to
the American public school system as having failed in assisting the
student to develop moral ideas and behavior.

Whether this alleged break-down has in fact ocourred, and who or
what is responsible if the break-down has occurred, are questions
beyond the scope of this study. The relevant point is that there is
agreement that one of the functions of the public school is to assist
the student in his moral development and that the discharge of this
function is important. It is agreed that matters pertaining to morality
are important and that the practical programs of the schools and the

Y48 quoted in Better Schools, published by the National Citizens
Commisaion for Public Schools, New York, December 15, 1955, p. 6.



concrete outlines of their curricula should provide for moral develop-
ment.

The term “moral development®™ is used here as elsewhere in this
study to refer to the process whereby the individual acquires a dis-
position to live in accordance with accepted principles of social behavior.
The purpose of moral development is, at least in part, to exalt and
dignify human personality, to protect the rights of others, and to ful-
fill the common demands of society.

The present study is concerned with the examination of contemporary
philosophies of education to ascertain what these philosophies expressly
state or imply concerning the responsibility of the publie school for
the moral development of the student, especially to what extent these
philosophies are in agreement upon ends to be sought and upon means to
be used. The ultimate purpose is to provide the theoretical foundation
for practical and concrete programs of education., Stated in another
way , the purpose of this study is to ascertain what representative
philosophies of education hold to be the proper function of the public
school in the morsl development of the student, and how the discharge of
this function can best be incorporated into the public school program,
with consideration being given to factors of method as well as of content
itself.

Direct consideration will be given to three contemporary philosophies
of education that represent culminations of three important strands of
the developing American tradition; namely, pragmatism, as expressed by
John Dewey; realism, as expressed by F. 3. Breed; and idealism, as
expressed by H. .H. Horne, All three philosophies, as will be pointed out
more fully in subsequent chapters, are the outgrowth of long developments
both without and within the American tradition.



Perhaps idealism, as a distinctive philosophy, extends farthest
back in the tradition both in the Western world generally and in
America in particular. The main tenets of idealism, broadly conceived,
are so deeply rooted in the tradition that they are accepted almost
as axioms, Since the days of Josiah Royce, this philosophy has main-
tained a position of eminence in America. Pragmatism has roots in
ideas that extend far into the past, although under its present title
it has a much shorter history. It is well known as the foundation of
some of the most widely accepted educational beliefs and practices in
America today. Realism was influenced by factors of long standing in
the tradition, but received its major stimulus in the rise of "scientific®
philosophy around the turn of the century. Although both idealism and
pragmatism give emphasis to scientific method and content, contemporary
realism arose as a direct response to the challenge that sclence gave to
philosophy.

Pragmatism, as expressed by Dewey, is naturalistic, humanistic, and
pragmatic. It is naturalistic in that it asserts that nature is inclusive
of all reality. It is l_nman:lst.ic in that it holds man to be self-
sufficient in his attempt to solve all of his problems, there being no
Higher Power upon whom he can depend., It is pragmatic in that it regards
the value of a course of action to be determined by its consequences in
practice, by its practical consequences. Idealism, as expressed by
Horne, is theistie, 1dealist1;:, and transcendent. It is theistic in
that 1t esteems God as the "self-conscious unity of all reality.*©
It is idealistic in that it holds the essential reality to be mental.

104, u, Horne, The Philosophy of Education (New York, 1930), p. 269.



It is transcendent in that it regards values as having their origin and
culmination in God. Realism, as expressed by Breed, is realistic,
evolutionistie, and objectivistic. It is realistic in that it considers
physical reality to be the fundamental fact of experience. It is
evolutionistic in that it holds that the world is a result of evolutionary
processes and that man himself is "included among the forces of emergent
evolution. ™! It is objectivistic in that it regards the truth of a
value to be determined by its conformity to or consistency with external
reality.

It is not the purpose of this study to investigate actual practices,
although practices will occasionally be referred to in order to illustrate
the theory which leads to such practices. Nor is this an experimental
study, but rather an analysis of educational theories, particularly of
the provision these theories make for achieving objectives iz the moral
development of students in a democracy of the type found in America.

This is an analysis designed to show relationships and implications
within the philosophies and relationships between philosophies and
implications concerning those relationships.

It is impossible to give a clear portrayal of an educaticnal
philosophy without making some reference to the philosophy as a whole.
Surely a better understanding of the implications of a philosophy in
any particular area is made possible through an understanding of the
general philosophy of which it is a part. It is beyond the scope of
this study to examine in detall the many features of the philosophies

Ly, 5. Breed, Education and the N
p. 50.

Realism (New York, 1939),



considered, However, a suwmary of the foaturez of each of these
philosophies that bear most direetly upon the subject of moral develop-

nent will be presented.



CHAPTER II

THE DEVELOPMENT OF EDUCATIONAL PHILOSOPHY IN AMERICA

Although this study is primarily concerned with certain representa-
tive contemporary philosophies of education, these philosophies, as was
observed in chapter one, are the outgrowth of a long development both
without and within the American tradition. Two of them, the idealism
of H, H, Horne and the instrumentalism of John Dewey, have their roots
deep in the American heritage. The origin of the educational realism
of F, S, Breed, while also traceable to earlier positions and influences,
was closely assoclated with the rise of "sclentific™ philosophy near the
close of the nineteenth century.

An understanding of the positions taken by the contemporary
philosophers with regard to the subject of moral development is facili-
tated by an examination of the background from which they came. Such
an examination shows the development of the divergent views and the
issues which gave rise to the differences. It affords an opportunity
to see the developing tradition from its inception to its contemporary
culminations.

Also, such a review is helpful in that it shows that the three
philosophies do represent the culminations of the development in the
present. Since they are not alien to the tradition, but they represent
such culminations of it, it is all the more probable that such common
core of purpose as may be discovered in these three approaches may prove

to be practically useful.
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Historically, formal education in colonial America was a product
of concern for religion, The first schools and colleges were established
primarily to propagate the religious faith of the early setilers and to
insure an educated ministry, This religious emphasis continued through
much of the nineteenth century. Since in this tradition no sharp dis-
tinction was made between education in religion, in morality, and in
citizenship, concern for education in religion involved concern for
education in morality. It was taken for granted that to be a moral man
and a worthy citizen one must be a Christian. Actually morality was
congidered by the adherents of this tradition as one effect of religion.
Moral development was considered as an integral part of Christian murture.

Formal education in colonial America was patterned after certain
educational institutions of Europe. When the religious dissenters came
to America their knowledge of schools was largely limited to that of
the schools of the countries where they had lived, Consequently, when
they established schools the patterns they used were the schools with
which they were familiar,

The Puritans of the New England colonies set up a combined form of
religious and civil government, and in 1642 and 1647 they adopted
legislation that provided that schools be established and that children
be taught to read and be given instruction in religion. A form of
compulsion was provided, but the compulsion was upon the town, not upon
the student or parent.l These laws were of special importance, for they
represented the first attempt in the English-speaking world by a legis-
lative body of the state to make education compulsory. They also show

1, P, Cubberley, Public Education in the United States (San
Franeisco, 1919), p. 17.



the extent to which religion and politics were conceived as related.
This point is made very clearly by Charles and Mary Beard:

The fact that the education was ordered by 'the state' was of no
special significance, for the state and church were one in Massachusetts
at the time; indeed, if the Mathers were to be believed, the church was
superior to the state.

At all events no person who was not a member of a Puritan congre-
gation could vote in Massachusetts until the English erown broke down
the barrier in the charter of 1691; and the teachers chosen under the

school system established by the law were as orthodox as those selected

for sectarian schools supported the fees and contributions of the
faithful or for the charity s maintained by gifts from the
devout.

Another educational concept inherited from Europe was the parochial-
school attitude, which was well represented in Pennsylvania.” In that
state no one sect was in the majority, so each denomination was responsible
for setting up its own private schools., Usually the school would be in
a town where the particular church was established and would be set up
and carried on as a part of the work of the church. The state did not
interfere with educational matters and left complete jurisdiction to the
parochial or private school. There was no appeal to the state.

The southern colonies followed still another European pattern,
the pauper-school idea. According to the plan followed, the state exerted
no direct influence upon or interference with these schools. Since the
southern colonies had been settled primarily by pecple who were more
interested in successful business ventures than in religious freedom,
there was no strong religious motive to establish either public or private
schools. Consequently, in most cases the education was left up to the

%harles A. and Mary R. Beard, The Rise of American Civilization
(New York, 1933), Vol. I,

Jcubberley, p. 20.
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parents, The usual choices made were (1) to hire a private tutor,

(2) to select an expensive "pay" school, or (3) to send their children
to the mother oountry.“ Provision was made, however, for apprentice-
ship training, and a few pauper schools for the children of the poorer
classes were eatablished., The church did not give special attention to
education in the southern colonies, nor was education considered to be
the business of the state. Consequently this English gharity-school
came to dominate such formal education as was provided.

However, since the religious fervor of the New England colonists
penetrated to most of the other states, the Calvinistic attitude toward
education came to be the most widely accepted American conception, and
the private schools and pauper schools were subordinated to it.” Education
was primarily an instrument of religion, and this religious basis for
education was firmly fixed in the early American mind. In fact, the
school teacher was often expected to attend to his duties and to perform
those of the minister as well, The following quotation from Richard
Boone calls attention to this fact:

It has frequently happened that the services performed and the wages
received by the commone-school teacher have been sadly disproportioned.
Concerning the former it is interesting to note the functions of the
teacher in the early colonlal period. He was usually, both in New
England and in the middle colonies, clerk of the town, chorister of the
church, and official visitor of the sick. Indeed, far into the last
century, the teacher was scarcely differentiated from the preacher. The
Rev. Gidean Sheets, when engaged as minister at Renssalaerwich, New York,
was required among other duties 'to bring up the heathen and their children
in the Christian religion; to teach the catechismjy and to psy attention
also to the office of schoolmaster for old and young.' The followling
extract from the 'Town Book,' indicates the manifold duties of a New

England schoolmaster of 166l: 1. To act as court messenger; 2. To serve
summonses; 3. To conduct certain ceremonial services of the church;

41bid., pp. 2-23.

S"gducation, " Encyclopaedia Britannica (Chicago, 1952), VII,
pPp. 991-992.
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4+ To lead the Sunday choir; 5. To ring the bell for public worship;
6. To dig the graves; 7. To take charge of the school; 8. To perform
other occasional duties.®

The religious emphasis in the early school in the colonies was
still more evident in the type of instruction and textbooks that were
used. The puplls were taught to read the Word of God, the catechism,
and perhaps some documents that were peculiar to the different seots.

The "Hornbook" was the first device prepared for teaching the pupils to
read. This was a small wooden paddle upon which had been pasted a single
sheet of paper which contained the alphabet in both small and capital
letters, the Christian invocation, and the Lord's prayer.

The Hornbook was replaced about 1690 by the famous schoolbook that
was in general use for the next century and a quarter, The New England
Primer. P. L. Ford in his New England Primer characterizes it as
followss

As one glances over what may truly be called 'The Little Bible of
New England,' and reads its stern lessons, the Puritan mood 1s caught
with absolute faithfulness, Here was no sasy road to knowledge and
salvation; but with prose as bare of beauty as the whitewash of their
churches, with poetry as rough and stern as their storm-torn coast,
with pictures as crude and unfinished as their own glacial-smoothed
boulders, between stiff oak covers which symbolized the contents, the
children were tutored, until, from being unregenerate, and as Jonathan
Edwards sald, 'young vipers, and infinitely more hateful than vipers'
to God, they attained that happy state when, as expressed by Judge
Sewell's child, they were afraild that they 'should go to hell,' and were
*stirred up dreadfully to seek God.' God was made sterner and more
eruel than any living judge, that all might be brought to realize how
slight a chance even the least erring had of escaping eternal damnation,”’

The students who studied this Primer learned to read chiefly that
they might be able to read the Bible, the Catechism, and other religious

material., For the Primer was religious throughout. The pupils were

6Richard G. Boone, Education in the United States (New York,
1901), p. 12.

7p. L. Ford, New Bngland Primer (New York, 1899), p. 45.
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not likely to be ignorant of religious teaching with the Primer as a
text. Cubberley describes some of its contents in this manner:

Each copy contained on its first leaf a rude woodcut of the ruling
monarch, and later of some Revolutionary hero, and a page of Proverbs
relating to filial duty and serving God, Sometimes a religious poem
was printed for the letter. . . . Two and a half pages contain Watt's
beautiful 'Cradle Hymn,' beginning

'Hush, My dear, lie still and slumber
Holy Angels guard thy bed.'

This is followed by three and a half pages of Verses for Children, and
four pages of rhymed prayers and admonitions, among which one finds the
old familiar

'Now I lay me down to sleep.’'

. » « lext comes a page of 'Instructive Questions and Answers,' of which
the following are illustrative:

Who was the first man? Adan

Who was the first woman? Eve

Who was the first murderer? Cain

Who was the first martyr? Abel

Who was the first translated? Enoch

Who was the oldest man? Me

Who built the Ark? Ho:?ehh

Thus, the New England Primer spread its influence for religion and

morals into almost every home in the American colonies. It has been
sald of this book that "t taught millions to read, and not one to sin.®
The fact that there were over three million copies of the Primer sold
indicates its popularity and influence.

It is evident that the motive in the establishment and preservation
of the first schools in New England and New York was religious. There
seemed to be no doubt in the minds of the men who established these
schools as to the purpose of the education of the young. Not only was
the instructor expected to be a religious man, but the type of instruction,

8g, P. Cubberley, The History of Education (Boston, 1920), p. 374.
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and the textbooks themselves were all centered around acquainting the
student with a knowledge of God, the way of salvation, and how to escape
the "old deluder, Satan.® The teaching of prineiples of religion and
morality was not incidental to the study, but was the study ltself.

Another factor characteristic of Buropean education was important
in the development of the American tradition, It is commonly referred
to by the historians as the “eclass system.® According to the class
system, educational privileges were limited largely tc the higher
classes, and such education as was provided for the lower classes was
designed to produce an appropriate respect for the higher classes and
the values they esteemed, The existence of a class gystem has an
important bearing upon the moral values esteemed and consequently upon the
aims of education, HNo less important was the reaction against this
system that later became part of the developing tradition.

But this transplanted class system did not have the same meaning in
its new enviromment as it had had in Eurocpe. In the new and developing
civilization of the American colonies, old class distinctions lost their
meaning. In the new economy what class distinctions did exist were far
from the rigid barriers common in Europe. One of the first blows struck
for the new world equality came in Bacon's Rebellion of 1676. This
rebellion had begun "as a thoroughly justified assertion of the rights
of small farmers, laborers, and frontiersmen to protection against the
savages and to fair political and financial treatment."?

One factor in the development of the distinctive American
nationality was a new people, "an amalgamation of different national

4. Nevins and H. S. Commager, A Short History of the United States
(New York, 1945), p. 0.




20 ., o i . .
stoeks, ¥ Decause of this amalganation, by 1775 ¢ distinetively

o

fmerican society was emerging, with its owm social, political, and
econonic traits.ll
+

-Class lines did exist, but they could be crossed. Indentured
servants, at first walnown, became comwon in the eighteenth century in
New Bngland, but they found it ecasy to attaln independence, and sglavery
dealine&.lz In no part of the world did the common psople show a
stronger seli-respect. The atmosphere of iwmerieca at the close of the
'eighteenth century is well sumiarized in the following cuotetion:

. » o Zmerica was a fertile soll for dostrines of a republiean oy
quasi-republican character. The povulation for a century and a half
had been living in an atmosphere of democracy or ‘leveling.' Deonomie
dliferences were few; economice opportunity was equally open to all.
What aristocracy did exisi simply stimvlated the growth of demoeratic
prianciples. There was a 1little sesboard clasa or cligus whick held most
of the wealth, . . . {and} the political power, and against this the
rising democracy oi the interior condusted a long atruggle. . . . They
did so In the generation before the Kevolution with an energy which
shocked thely superiors, and the same spivit contributed to their
revolutionary zeal against the mother country.

Suech changing social and sconomice conditions had a profound effect
upon the whole realm of valueg, and aeccordingly upon educational alms
and practices. For sxample, during the last hal{ of the eighteenth
century most of the colleges becane mors democratie in the admission of
students. In his summary of eolonial colleges, 1636-1776, by says,
Harvard and Yale gave up the policy of listing thelr students according
to the social status of the father., Sectarian requireunents wers
gradually abolished. King's follege, from its esteblishment in 1754,

was liberally diecposed; Brown University, fownded im 1764 by Daptists,
had the following in 1ts charter:

01414, p. 28.

lypid., ». 2.
121pid., pp. 38-3.
131vid., p. 9.
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Into this Liberal and Gatholie Institution shall never be

admitted any relijgious ¥osts but on the eontrary sll the

Meubers hereof shull fowvsver enjoy full free Absolute and

axd uninterrupted Liborty of Conselence.*ts

It is well to polat out, however, insofar as that education in
religion was discontinued; it was discontinued not so mueh beeause of
positive theory, but because wembers of the seets were wnwilling teo
have beliefs other than thelr own taught. This sectarian controversy
tendad to prosoto the separaticn of public cducatlon from religious
control. Such a basically different theory became o part of the
developing Anerican tradition. A4z subseguent ovents ghow, religion did
not remain the dominant motive ip fmerican publie eduvecation.

The deménd for free publie schools grew with the rising tide of
demoeracy. However, the upper and middle class people took the lead to
‘provide schools for the lower class., It was not until faw imto the
nineteenth cenﬁury that anything like a mass or popular movement on the
part of the lower classes began.' Perzons in positions of prominence
whe vere motivated by Christian idealisn or by philanthropic purposes
came o see that demceralic seli-govermment required an educated people.
Governor George Clinton of New York remarked in 1782:

It is the peculiar duty of the government of a free state where the
highest employments are open to cltlzens of svery rank to endsavor by
the establishment of schools and seminariesz to diffuse that degree of
1literature which is necessary to the establishment of publie trust. 15
In 1805 the mayor of Few York City, DewWltt Olinton, organizsd the

Free School Society to provide free schools for the poor children of

hat elty who did not recelve instruction from the shurches, In 1837

Yipredorick by, The Developument of Hodern Bducatlon (Mew Vork,
1952), p. 403,

) l"vo
i?;evins and Comager, p. 11l4.
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Horace Mann was elected Sszorstary of the Massachusetts State School
Board, A4n eloguent speaker, he waged an wnceasing fight for the common
schools and for the elimination of tn@ teachlng of » 1igian in the
publig schools, 16

Thug, the issues in the developing tradition hegan,t@‘give rise to
different views which in turn gave rise to differences in basic dis-
positions concerning efucaticnal philosophy. This is especially seen
in the efucational philosophy of Thonas Jefferson, which differed from
the early American concepi, but which is extended in more recently
developed philosophies

Perhaps the greatest early impeius te a changing concepti in educa-
tional theory and practice was that provided by Thomas Jefferson, whe
favored state support of public schools, IHis coafidence in the sbility
of the common man is ssen in his statement that %governments derive thelr
just powers from the consent of the governed.® Bui in order to vote and
to participate in publie affairs intelligently, the masses shouvld be
able to read and write. In 1816 Jefferson wrote,
If a nstion expects to be ignorant and free in a state of civilization
it expeets what never wos and never will he. . . . Thers iz no safe
deposit (for the functiocns of govermment), but with the p@ogle then-
scives; noy can they be safe with then without infermation.~

Jefferson belicved that men's libertios could be safeguarded, the
arts and soienﬁes could flouxish, and that the zind of wan is free to
advange knowledge only in an snviromment where men are free from
“religious dictation, political tyranay, and personal oppression.™

Jefferson's strong feeling congseraning religlous dictation, and the

Yeuor, pns, 552, 554

}
Yiguneriy, Public Bdusation in the Unlted States, v. 57.
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adunational

strveture can hapdly 0o orerenphas! pulie eduea-

plonal system, he declaved, should I
ig

re and completely
divorced from religious control.
The ey of the sectarian opposition uns that sueh an educational

gysoen would produce ifmmorallty and veligious laxity., To this charge

L=
dJefferson answers in a lebtter to Hduard Goles on August 25, 1814

The ercator would indeed have been a bungling artist had he intended
man for a social animal ; without planting im hin soeial dispositions,
it is true that they uare not planted in overy man . . . bubt it iz false
reasoning which converts exceptions into general rules. Some usn ars
born without orguns of sight, or of hesring, or without hands. Yet it
is wrong to say that man is born withoui these faculiies.

The want or imperfection of the moral seases . . . is no proof
that 1t is not a gemeral characteristic of the species. lken it is
wanting we endeavor to supply the defest by sducation, by appeais to
reason and by caleulation, by presenting to the belng so ushappily
conformed, other motives to do pood and rejeebt evil, such as love or
hatred, or rejection of those among uhor he lives and whose soclety is
negegsary to his happiness and . , . existence. . . . Thesse are eorrectives
whick are supplied by education,l?

Although the development of the separzilon theory was imporitant in
the elimination of sectarian control of education; the practice of
senaration vas nromoted by the wmere fact that church-supported schools
had not been able to meet the demands of a growing nstion. For oue
thing, the curriculwm of tThe sectarian school was too narrow to satisfy
the ever-widening cultural and vocationgl intercsts of the people.

Alge the very fact that the number of religious sects was large, and

181y, perhaps should be noted that Jeiferson waes primarily con~
cerned with esteblishing public schocls free of seetarisan control,
not the exelusion of all religious instructiecn., One of his propesed
divisions for the Unlversii{y of Virginie was a department of theclogy.
194, Eoeh and W, Peden, eds., The Life and Selected Writiags of
Jefferson (New York, 1944), p. 641.




that they failed Yo find o saticfsatory basis for cooperation was
important, Bseh attompted to malotain cowpeling educstional institutions
in vhat proved to be a fulile effort. B8till, the belief that the school
has g responsibility for teaching religion and morals did not altogether
disapnear.

The publie schools grew with the growing nation. Although public
sahégls had @ difficlt time.aﬁ the outset in overcoming estahlished
éustom, and although there was a conspicuous lack of f{inances and of
gducational leadership, gradually the variocus sorts of obstacles were
oversome, Perhaps one of the greatest factors in the overcoming of
obstacles was the agitation of aducational leadera for legislation and
support of public schools. Massachusetts took the lead in setting np
reforus in its school system, and other states followed the exanple and
instituted needed legislation.

As the opening of anew territories pushed the frontier farther wesi
during the nineteenth eentury, as transportatibn and comemunication beecame
more advanced, and ac the rise of nationalism gave an impetus to the
splrit of demoeracy, there was a growlang concern for frse, public sduca-
ticn. DBventually this concern, although originating among the leaders,
religious and secular, was accepted by the lower classes themselves.
Sentiment favoring aemocracy and publie educatinn vent hand in hand.

In the Wost, moreover, political equality wes taken for granted. Every
adult white wale there was eligible to vote aad to hold office. . . .

The West liked a direct form of dsmoeracy. . . . The great new democratic
wave which rose to fleood tide in Jaekson's day reached much higher levels
than Jeffersonian democracy had touched,20

Further, "In education a tremendous battle was being fonght for free

20, . e :
Fevians and Commager, p. 185.
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publie schools, nonsectarian, publicly controlled, and tax-supporied. nl
feligious and political leaders alike felt the necessity of an educa-
tional program that included provision for training in citizenship and

social responsibility. The idea was accepted that democracy, the greatb

\

{
¥

gxperiment in Americs, could succeed only if the people were informed
and could act intelligently oun matters that concerned the common good.
It seened more and mors obvious to those who vere in positions of in-
flusnce that the public schools should share with other agencies
responsibility for providing for the preservation of the moral basis of
soeial life, Gradually this enlarged responsibility came to be accepted
by the masses of people. A4S new subjects were introduced, changes uers
made in administration, more adequate nethods of finaneiung wers adopied,
and eventually the publie school as an ageney for teaching the values
upon which consensus exist, acquired a stable place in the minds of the
people. Therefore, with all of its changes, the developing tradition
contimed to place responsibility upon the school for iraining in moral
development. The concept of how that training should be implemented,
and even of what the content of the training should be has remained,
however, o matter of sericus dispute.

b least three different basic dispositions emerged from the

T

developing Amnerican tradition, Hach had its own emphasis with respect
both to purpose and method of education. The long-established tradition
of theisn conitinued througﬁ the ndneteenth cenbury, and is, of course,
prominent today, Ii begame increasingly. vhe champion of the liberal

education tradition and was expressed in terms of idealist philesophy.

“ibid. , pp. 169-190.
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It represented a contimuation of the early concern for religion and for
treining in morality.

hat religion forms a

[58

Gvidence of the vitality of the belisf
necessary basis of morality is rather overwhelwing., For exanple, during
the post-Givil War period, when certain secularist tendencles were also
developing, the rate ol church membershinp to the total population
xncreaSbhggd During the seventies, President Laurens lHickok of Union

Gollege wrote two monumental works, Humenity Immertal and the Logle of

Leason, which were widely welcomed by scholars as eble defenses of
thelem, 1% was during this perioed, also, that Dulght L. Hoody gained
his national reputation as an evangelist and that the Zalvation Army
agguired prominencs wider the leadership of General Booth., GClosely

o

ellied with evangeliciam was "the wldsspread and emphatic insisience on
divine sanctiom for traditional Christian plety and mora15¢“23 Super-
natural doctrines were well-rooted anong young people. Bvidence of this
mey e found in various sources, among them in the work of Earl Barnes,
& child psychologist, who snbmitted a questionnaire to & thousand
California ehildren in the early 1890's which showed that the children
piciured God as ®*a tall white-haired old man, generally bengvolent but
guite capable of proveking an earthguake at will; Heaven as a place of

golden strests. . .; and the devil as the horned and tailsd cresature of

ancient lore.®
Thug, although Theism was being challenged by new philoso

[ 3,
&

it hed never before been challenged in fmerica, it would be a mistake to

237erle Curti, The Growth of Swerican Thought (Wew York, 1943),

1wia., p. 5%,

rbid., p. 535
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consider it as lacking widespread acceptance by the American people,
In fact, it continues to the present to be one of the most vigorously
defended interpretations of human experience.

A second digposition which energed from the American heritage, at
least partly aze an effect of the ploneer conditions of frontier 1ifs,
was the pragmatic tradition with ite emphasis upon dealing suecessfully
with immediate practical difficulties as the embracing purpose of
education, This philosophy was promocted by certain interpretailions of
the developing scienée of psychology, which in the late nineteenth
century began to study the psychological basis of hwman behavior in as
objective a nanner as conditions would permit., Througk the contribu-
tions of such men as Chauncey #Wright, vho explained self-consciocusness
as an adaption‘of existing powsrs to new uses, G. Stanley Hall, Jameé
Baldwin, and E, L. Thoradike, devcloped the gonception of nind as a
funetion of the‘adjustment of the organism to its enviromment.<5 In
1878, Charles 5., Peirce declared that the test for the clarity of ideas
was %the relation betwsen these ideas and their practical consequences
in action.“gé Although such theoriss uwere c@gganial to wvidely differing
philosophies of education, they were used extensively te supportv the
growving concern for a practical emphasis in education, This emphasis
culminated in the phllosophy known as pregmatism, experimentalism, or
instrunentalism, a philosophy that is closely associated with progressive-
ism in eﬂucatiom.'.Another factor that greatly influenced the development
of pragmatisn as a philosophy was evolution, or, more precisely, certain

interprstations of evolutlion. The regard of wan as the produet of a

R51bid., p. 557.

ROrbid. , p. 557.
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process of development was radically different from the view of man as
the ereature of a divine Belng., In America, slthough other philogcpnies
were affected by evolutionism, pragmatism became the philosephy of
evolutionism,

A third disposition which emerged during the past century was
reflective chiefly of the emphasis upon the rapldly developing traditlon
of science., This interpretation either asserts or implies that the
really important concerns of man are those that pertain to the world of
nature., OCOurti, io describing the progress of natural selence in the
latter part of the nineteenth century says:

It éEéiencg? was no longer the concern of learned men and the
cultivated few; the life of the common people increasingly provided
science with mew problems, and common people even helped to solve them.
The rapid progress 1n science was partly the result of the awakening
of the people in the ordinary walks of life, and it was also one of the

causes of this awakemingu27

In the late 1860's Max Melsel prepared a Bibliography of imerican

Hatural History, which contains an important list of the titles of

scientific publications up through the year 1865, This work provides

an impressive testimony both of the interest in selence and of the

extent of the development of science in America up to that time. HNatural
history socleties and other learnsd scientific organiszations had their

fnll quota of members, The American Journal of Scieunce was recognized

ag one of the great sclentific journals of the world. These and other
evidences point to the fact that a basie disposition was developing with
emphasis upon the world of nature, a naturs that could be couwprehended
by man and controlled to ameliorate the conditlons of living of man.

What 1s sspecially important with respect to the problem of

lypia, , p. A8,
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present inguiry is net so moch the fant that sclence and the practical
benefits of selenco were becoming imereasingly cevident in Awerican
sncieby, but that the prosence of sciencs was affecting the philozophical

thinking of scholars and the attitudes of people generally. Though other

phdlosophics show the influence of sclence, were affootsd by seience, &

%l

philosophy wag expounded that wasg speciflicelly designed o previde a
figeiontifie interprotation® of human experience. This philosophy is
that desceribed in this work as "resligs.® Suech rerlism, it is important

to note, is to be distingnished from claossical and medieval vealiss with

which it has littls in covmon.

With the development of divergent dispositions and divergent educa-
tional philosophice, with widely different views on uany aspsets of

eduontion, there has remained in them all the recognition of the schoolls
function in the moral development of the studeni., As was pointed out in
chapter one, educational leaders of the present century include ag one
of the functionsg of the public school the moral development of the
student. The fundamental hypothesis of this study ig thalt although
inmportant differences oxist among contemporary fAmerican philcsophles of
education, inportant agreswment also exists among these philosophies con=-
cerning the respongibility of the publie school for the moral developmeat
of tho student.

4 philosophy of education that represents the main current of the
religious tradition in Amerlca is well expressed in the modern idealism
of H, H, Horne., Basic to this educational philosophy is a bene*al
prilosophy that is theistic and that asserits that velues ere tran-
seendental in origin, and permanent in character., The philoscphy is

further in keeping with the tradition in that it holds that direct



aoral ingtruction may be efieetive, Another @éntemperary American
philosophy of adueation, that of John Doway, represents move clearly the
secularist strand of the tradition. It is ¢ sccularist philoscphy in
the sense that 1is values are derived from naturalistic presuppositions,

)

and are relative, This philosophy is favorable to moral instruction, but
holds that such instraction is effecitive only when undertaken by indivect
methods. 4 third philosophy, that of Fredsrick Breed, somewhail mediates
these twe approaches, finding values socially and empirically verified,
but regarding such verification, if and when it ceceurs, as evidence of
their objectivity. Breed's emphasis upon science is as great as Dewey's,
but his conclusions, in man# respocis, are more nearly like iorne's.
These three phllosophies, each representative of differont sirands of
the developlng dmerican tradition, will be anslyszed in the nexit three
chapters in an effort tc ascertaln what agreement exists anong them
concerning the responsibility of the public school for moral development.
- It has been found thatv the developing American itradition culminates
in three types of educational philosophy. Since these three philosophies
do represent such a culmination it is all the more probable that such
common core of purpose ag may be discovered In these three approaches
ney prove to be practically useful., They are not theories only, but

theories representative of developing strands of types of practice.



CHAPTER 11T
PRAGMATISY
Introduetion

In chapter one it was stated that one strand of the American
tradition was developed by John Dewey. This strand included certain
features of the Jeffersonian educational philosophy, but still more
clearly the growing secularist emphasis, FPragmatism should be con-
sidered ag a development or extension of that tradition., Jefferson
believed in a ®philosophy of the act;® which was similar to the prag-
matie theory of acling upon a belief and the value of the belief
detorained by conssquences, which was elso similar. This concept
resembles certain featurss of pragmatisw, but ig hardly the sane as the

pragratism of Dewey. Jefferson's insistence upon the secular nature of

3

the school is fully accepied by Dewey. Also, both Jefferson and Dowey

>l

2
il

emphesize reason or intellect as the evssence of man, However, Deweyan
ehllesophy of education is properly thought of as a development of

garlier philosophies rather than a re-statement of any of them.
General Philosophy

Dewey holds to an svelutionary theory of mind and intelligence, to
the belief that mind and intelligence have resulted from the interplay
of the factors of variation and natural selection. He holds that as
nag has been cenironted with the practical problems of every day

27
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and reasoning sbout objects and situations, wawn iz able o increass bhis

abliity to aveld pain or to acquire satisfaction. He holds that

o

rnowledge and that the experinental wethod

S

experience is the scource of
“‘?" © A L, 7, 5 e .'
is Ythe nethod of both discovery and proof,*
Dewey believes that all the knowledge nan acquires and all the

nsights he has arve the resalis of a process that oecurs within nature.

He believes that nature is inclusive of all veaiity, that, thereforc, a

proper oxplanation can be made iz regerd to all elemente of existence

without reference Lo the supcraatural.

#

vhilogophy

sads

st

This aaturelim of Dewey's I

a{-

is husanistic in that 1t conglders man as belng self-sufficiend in hisz

ettempt to solve all of his problems. Nobt only mueb man rely on his owa
intelligonce wnd reuson, since there ig no i
depend, bul nan's concerns ars for his own we S ik
society of which he is a part.

Dewey's philosophy is pragnatic in that he conesives of teuth and

valus 28 being relative to each particuler situation, =28 being doternined

by the couseguences which arise from a eourse of action. Such conse-

quences are always vragaatic in the sense that they are conseguences in

practice; tm.j are practlical consequences.

&

The degree of reliability of kuowledge, accordiag to Dewsy,

"Lumm Dewey, Democracy and Education {(¥ew York, 1935}, p. 393




depends upon the way in which particular experiences are erganized.

5

Seience, he believes, provides the most reliable kind of lknouledge, sinee

%

science Mg the kind of organization oifcetsd by adegnate methods of -

tested disecvery.“z

Dowey recognizes five distinet steps which cone
stitute refiective thoughi ae the scientiiie method to knowledge. They
ares (1} e feli need, o consclousness of a probiem: (2) a breoding of
the ming until the problem has come into focus: (3} z consideration of
the possible courses of action; (4) the consideration of the consequences
of cach course of anetion, and the scleciion of the course which will
bring the most satisfying resultss and (5) the testing of the alternative
selocted by overt action. Thug, mipnd serves a functional purpose in

utilizing post experience and knowledge for the solution of the immediate

nroblen,
Bducation and Yalues

This naturalisiie, evolutionist, and pragmatic theory of knouledge

formg the hasis of Dewey's theory of value and of education. le saye

5 & o &

that "1ife i developmont, awd that developing, growing is 1ife.nd e

believes that procese is all-impoctant, that ne static result iz good
in itselfs but that whed le good arises within the process, that simply
ng to grov has & value in giving rise to vaelues., Since Deuey

&

s prowih as 1ife, in holdiog thay education is growth, he concludes

that education ig 1life.

Abide, p. 223,

SJohn Deway, Hoy ve fhiuk (Uoston, 1910), v. 107.

4®@w@y, Democracy and Bducation; p. 59.
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Thus his interpretation of evolntion is essentially the saue as his
intervretation of growth, and underlies both his conception of walue and
his conception of educéti@n. He believes that it is the task of educa-
tion to develop every individual as fully as possible, that *the aim of
@ducaﬁiom,is'develepment of individuals to the utmost of their poten-
tialities.*”? He focuses attention upon the individual members of the
class, and stresses the importance of consideration of individual
differences. Dewey believes that taking into accouni the diversity of
capacities of human belings, and providing for the growth of individuals
is more desirable than trying to make all students fit inte the sanme
mold., Thus, he believes not only that the growth process has no end
beyond itself, but that the individuals involved in the growih process
are ends, though they are also means in the ongolng ends-means continuom,
Thus Dewey exhibits a respeet for the individual child which invoives a
coumltment to the moral value of the dignity of human perscnality.

Douey bolieves that the dovelopment of the individual and his
potenticliities is not for the individual's sake alone, but also for the
sake of socletys “The ond of education is social. The acguisition of
skills is not an end in itself. They are things to be put to use, and
use 18 their contribution to a common and shared life.“é

From the pragmatic standpoint, education is grouth through partiei-
pation in soeial experiences; and has né end beyond continued growths
"The educational process has no end beyond iteelf; it is ite oun and. 47

But Dewey suys that the kinds of experiences which the student has

% ohn Dewey, Bducation Today (Wew York, 1940), pv. 27.
OIvid. , p. 26,

7Demey, Democracy and Education, p. 59.




deterains the character of the growth of the individuel, znd that it is

2

important, therefore, that the educalor give epesclal attention 1o the
kinds of experiencsz. Dewsy sayss

There is one pernanent frame of reference; namely, ths organie
comection between education and personal experiencs; or that the . . .
philesophy of education is commitited to some kind of empiriecal and
experinental philosophy.

+ o « (However) the beliaf that all gemuine education comes aboutb
through experience do=s not mean that all experiences ere genuinely or
equally educative. HExperience and education cannot be directly equated
te cach other. PFor some experiences are mis-educailve., Any exnerience
is mis~educative that has the effeet of arresting or distorting the
growth of farther ex3eriance.g

Dowey insigte that genwine educaiion must provids growth for the
mipil through socisl exneriencss, through individusl dewelopment,

g
h oresent interests.” One

D'

through scelal participation, and through
inplication of the conecept that sduceticn hag no end beyond itself is
that 1t does not exist for the nurpose of sreparing the student for

future respongibilitics, tut is to epable the student te grow in

individual capacities to deal with situations, io selve problens as they

e encountered. Dewsy mekes much of the problem—sclving sbllity of the
student, &lace he belicves in = evolntionary process which implies

change and novelty, the individuzl is to be prepared to act when cob-
fronted with the wofamilier, Dewey believes thoe intellect should be
trained to use the familisr in dealinz with the vnfaniliar, thne the
gtudent i equipped to solve mew problems as they ariss. Such training,
or growth, he belisves, develops skills vhich will aseigt the student in

hig morel develoomsnt., 10

Bichn Deowey, Lomeriense and Iducation (Neﬂ’vorP 1952}, pp. 12=13.

I1pid., p. 14

16Ibﬁd., mo. 13=14.



student has debermine the charaster of the studend's growth, but that it
ig lmportent bo distinguish betusen twe aspects of the quality éf
/exmeerﬁ ¢ whigh the student has: (1} the immediate aspect of agreeable~
ness or dlsagreeableness, and (2} the influence the present experience
L

has upon later experiecnse. e former aspecl ie easy to observe and

GJ.

udge, he says, bt the latter is mere A ffiamlt, e amplifies upon
thig point as follows:

The effect of an experiensce ls not borne on its face, It sots a
problem to the educator, It is his business to arrange for the kind of
experience which, wbile they do not repel the student, but rather engage
his activities are, nevertheless, more than irmediately enjoyable since
they promote having desirable fubure syperiences. dJust as no man lives
or dies to himselfs so no experience lives and dies to itself., Wholly
independent of desirve or intenil, every experiense lives on in future
experiences. Hence the central problem of an education based upon
experience is to select the kind of present experierces that live fruite
fully and ereatively in subseguent experiences,

Dewgy polnts out that education is a development fof, by, and fopr®
experlence. 13 Included in thils conception of experience iz that of the
Yoxperiential continuum, "4 This ides of eontinuity basically rests
upon the faet of the characteristic of hablt, when hablt is interpreted
’biolcgically;lp For every experience, Dewey says, modifiss the one who
has the experience, and this modification affects the quality of subse-

cuent experiences., Becanse of this continuity of experience, Dewey

believes it neceassary to make a digtinetion between types of experlences.

W1nid,, p. 16.
121014, ; pp. 16-17.
131pid., p. 19.
Yontd., pe 2%

Lthide, pe 26.
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Since growth is an exewplificallon cf continuwity, growth nay taks

{a
¢t
e
[¢]

2.3

ce ile growbh includes the devslopment of a

b

eng directlon. And sin

[

a

goeiel consciousness, L.e. a gyapathy and responsiveness to others, it

16

=

ig the concern ol the scheol that the grovth be in the proper dlr rection,

Dowey mngwers an objoction that is made Yo education asg grouth through

o

the use of the 1llustration of & man who is making a cayrssr out of

Iy

barglary and wi1ll grow In this dirvection unill he becomes an expert
burgler., Deowey raises the questiocn of whether growih in this dirsction
prosctes or retavds growth in general, He asks:

Dowes this form of growth ereate conditions For further grovih, or
does it set up conditiong that shut off the person who has grown in this
particular direciion from the oscasions, glimuli, and opportunitles for
continuing growth in new directions? What is the effeet of growth iun
a special direction upon the abtitudes and habits vhich slons opan up
avznuea for dcvelopment in other llnes? I shall leave you to ansver

thess qxasulouag saying sinply that wihen and ongy when development in a
particular iine conduces to eontinping growth aoes it answer to the
eriterion of edusation as Evo*iag.l

Thus, continuity is one method of discrimination between experienses.

o

It beocomes the duty of the adult, who has had a wider variety of

experiences than the young, to evaluatc the experiences of the young,

° o2

says Qeaev,lg Ia fact, he beliewes it is tho business of the sfucator

ta be un the alerdt to ses what attitudes are being nurtursd, and what
sncies are being developed. The educator should, aeeerﬁing‘t@

Qewéy, be able to Judge vhalt atiitudes and tendencies are actually coit-

duelive o growth in the proper direction and whet ave detrimentaln“g

6134, , p. 13.
XThid,, 0. 2.

v

Brpid,, pp. =32,

9rpid., p. 33.



Iv the discrimination of experlences, Dewsy is not content with
selecting only those that change the individual and create attitudes for
growth in the proper direction, but also those in wideh the ezxperience
changes in some degres the objeetive conditions under which the experience
oocurs, & Wy live,® he says, "from birth to death in o world of persons
and things which in large measure is what it is beeause of vwhat has been
done and transmittsd from previous hman activities.® And he observes

that *when this fact is ignored, experience ig troated as if it wero

something which goes on exclusively inside an individual's body and
mind, ¥
vouvey ig interestod in thoe quality of the expsriences which the

student has, for the aqualiiy detormines the divection of gvowth of the

stud@mt. Objective conditions, he holds, are important to the cuality

=3

the experience, for there is an Pinteraction® betweon the subjective

[
and objective in eash experience:

Life astivities flourish and fail only in connection with changes of
the envirvomsent, . . . They alford convineing evidsnce that chavges in
things are not alien to the activities of a s@lf, and that the career
and welfare of the seli are bound up with the wovemsws of persons and
things.22 '

‘7»

in this interplay betusewn the inneyr and outer in experience equdl rights
are assigned {o both factors.

Continuity and interaction in their active valon with cach other
provide the measurs of the educative significance and value of an
sxperience, The immediate and direet concern ei an educator is then
with the situstions in which the inlterastions take pl e, The individual,
who enters as a factor into it, is what he is at a given time. I 1s

zglbid-g Pe 3o
DIvid., pe 3he

é‘?ewey, Denoeracy and Education, pp. 147-148.
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the other factor, that of objoctive condit tions, which lies to some extent
within the possibility of regulation by the educator.23

Thus, the school provides objeetive conditions which are conducive to
proper growth of individuals,

Dewey pives consideravle atiention %o the imporionce of soecial
control as a factor in experience. For an indlvidual canvot be regarded,
according uo Dewey, as a belng epart from gsccicty. As an individual

appropriates the atiliudes and purposes of the soeiety sbout him; society

reproduces its atiitudes aud purposes. Since maan is a sveial creaiure,
Lewey helus thal each person muest consider the good of the vwhole.

Social eontrel is necessary for the continuance of scelety. buch cosn-
trol, however, he believes, iuvolves uo restriction upon perscnad
freodom that hampers growth. s For examples he says thaet when ohildren
play, their gases involve rulos and these mues determine their conduct,
For ii they had no rules, there would be no gane. Toe rules are part of
the game, And as long as they are playlng the gane, thsy do act feel

thet score outslde imposition has been forced upon them by obssiving the

fwrther; i BUAE
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parts. Lven in a competitive gane thers ic a ceriain kind of partici-
pation, of shaviny in & S the other wyy arouvnd,
those who take ms‘-‘ de not an individuasl
person o are velang subjscued e thc ;
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““hewey, bapericnse and ducnilon, p. 43




in other words, that in such cases some individual is trying to impose
his individual will on somecone else,<?

In such a way ag this, the school upholds i%s belief in the dignity and
worth of the individual, and at the same time shous hin that he is teo be
a participating and contribnting member of sceial groups.

There are times, although seldom, according to Dewey, when the
authority of the mature adult must intervene and exercise dirsct eontrol,
In the case of the teacher, not only are the times when such anthority is
10 be execulted to be reduced to a minimum, but it is alwsys done in
behalf of the interest of the group, never as an oxhibition of personal
power.26 The’ecnclusi@n Dewey reaches is that "The prinary source of
social control resides in the very nature of the work done as a soeial
entorprise in which all feel a responsibility, 27

Devey has often been censured for his views on control, for the
alternative to control superfieially suggesis almwosl unlimited freedom;
T4 is obvious from what has been said, hewever, that Dewey does not mean
by ®iveedon® absolutely unrestricited acticn. 8cherich peints cut that
It is clear that whether society should exert control is no question in
the Dewey philosophy. The questions are only as to how control should
be exerted, what‘%imi%atiogg should be placed upon ity and whore
soverelgnty should reside.

Davey's maln point is that the control should be exerted by the group
of which the indlvidual ig & part and'recognizeg himself %o be a part.

Positively, concerving the subject of freedowm, Dewsy says that

Lpevey , Experience and Education, p. 57.

2614d. , p. 59.

gsﬂillard Scherich, An Edusational Philosochy of Reconciliation.
Privately published.




montal activity finds more fertile ground for developing in a situation
where there is physical frecdom. Where physical asetivily is stifled, he
believes, intellectual activity is more likely to be stdfled, Further-
rore, he argues that in a schoolroom atuosphere whers guiet is enforced
the teacher is less llkely to gain a knowledge of the real natures of
the students.?? WHot only 30, but such a restriction upon individusl
iroedon he believes is superficial, not the kind of thing found in real-
1life experience which will belong to the student outside the ¢lassrooa.
Iherefore, Dowsy concludes that physical freedom is a means to an end,
nanely s, intelleotual freedoms
For frecedom from resitriction, the negative side; is to be yriged orly
a3 & means 1o a freedom which 1s power; power to frame purposes, to
Judge wisely, to evaluate desires by the consequences which will
r?sult from acting upon the%é pouwer to select and order means to carcy
chosen sads into operation.

As the studenﬁ is granted freedom for his experiecnces, his ianterest
in the expericnces will help determine the educative value of them.
For interest will cause the studenl t put forth whatever effort is
necessary in pursult of any goal., He will overcouwe obstacles in the
classroom as well as outside of it. Dewey believes that eertain
activities are interesting because they appeal to matural, bielogieal,
and seceial tendencies, These tendencies are a part of the individual,
and he acecepts them as he accepts all attempts for natural satisfactions.
The school then should capitalize upon this interest, for if studies ars
8o arranged as to appeal to natural interests, the student will voluntarily

put forth‘enough effort to overcome natural obstacles without the

zgﬁewey, Experience and Lducation, p. 70.
Htbid., p. T4
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sptified wlth anytiing which the shild extsrnsily
rather designates his wmental attitude in its entirety and in
2 s

its mﬁ e 4t 1g the Yrec play, the .f.xlu““l‘:iu,,f, of ail vhe ehild's
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valuation sva possible.

the degres in yhieh they solentlfic plysical geweralisations s

foruing propositions
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ibheut this, he says,

. . . walue in the sense of fgocd! ig ivherently connected wlth that
which promotes, furthers, assisis, & course of sctivity, and value in
the sense of 'vight' is icheveontly eomnseled with thag wch is needsed,

e

required, in the maintonance of & course of activity.-

Hrvia,, pe 7.

The Quest for Certainby, n. 123,

. 125,



in other words, the Ygood® ls the satisfaetion of sosicty in welfave and

&

¥

" ig the means that produces the good.

ha*pin%ss.35 While the Yeight
This ddea of right includes the demands that others make upon one, It
is social obligation, Dewey believes the idea of the Pright® i asub-
ordinate te the "good.¥ Tor, he cays, “the right can in fact beecome the
road to the good only as the elemsnts that compose this unreritting
(soeial) pressurs are enlightened, only as soeial relatioaships beeome
themselves reasonable, 190

To be Yenjoyed and to be a value are two names for one and the same
£act. %37 Values for Dewsy cre not altogether determined by liking and
enjoymenﬁ; Bowaver, value ig not confined to objects "antecedently®
snjoyed, apart from reference to the method by which they come inte
existence., In faet, lewey contends that operational thinking must be
applied to the judgment of values., For without the intervention of
thought, enjoyments are not valucs, he says, but "problematic goods,®
Howaver, they become values when thsy are re-issued from intelligent
selection. Yo defines value as "onjoynents vhich are the conseguonces
of intelligent action."® ihen situations are provided in which the
consequences of selection become obvious, iantelligent sellection can be
made, Deuvey ealls attentiom to the difference between the "enjoyed and

the enjoyable, the desired and the desirable, the satisfying and the

jonn Dewey , Hunan Nature and Conduet (Wew York, 1922}, p. 2l.

361bid., p. 327.
37John Dewey, The Quest for Certainty (Mew York, 1929}, p. 258,

Brid., p. 259.
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satisfactory." 7 e say thet sowething is enjoyed, he says, is merely
a stebanont of facte—sonething in existencs; but it does not judge the
value of the fack., Bub te say an object has value is to assert that it
satiofies or fulfills certain conpditions. To say that something is

satisfying, places no value on 1%, but to say it is satisfactory neans
that conssquences are considsred, that the seffcct on the futwre i cone

£

sidered, it iz defined in 1ts conusetlions and interactions,

To declare something satisfactory is te assert that I{ weels specifiable
conditions. It is, in effect; o judgnent that the thing 'will do.® It
invelves a prediction; it contemplates a fubture in wideh the thing will
contimie to serve; 1t will do. It asserts a consequonce the tidung will
actively institotes 1t will do, That it is Sd‘bioi;/lfib is the cw“ﬁnt
of a proposition of faety thot it is satisfactory is o judgment,
eotimate, an appraisal, It denctes an a::t.‘titude, to be taw::n s t.hs:u 0.&.‘
striviag to perpetuate and to wmake ssoure,

The important thing o note here is that a distinetior is made boluesn

e gtatenent of an already existent fuct, and a jJudgsent az to the

{ote

importenee of bringing a fact inte existence; or if it is already in

o

cuistence, of sushaining 1t, Io other vords, the iamportant dhing is to
widerstand the rolaticn of values to the direstion of conduct.

then sowe so=galled valuoe Jails to glve direstion to conduct it 1s

(!3

an asgertion that theres sre "valuves eterpally in Uelug that are ihe
standards of all judgnents and the obligatory cads of all aciion. wh2
Since valucs sro aluways relalive, they can never bs fixed, steraal, or

final, according to pragaatism, Dewey atiacks the aubthoritarianism

hat he believes has tried to be the arbiier of the past ln the fleld of

FToid., p. 239,
Orbic., pp. 260-2
Aliuid., p. 263
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value, Generdlly, this hes been through the influence of institutional
religion. 8ueh religion, Deuey says, has taught that there are both
good and evil which are characteristies of an inferlor Being, and:
Just because they (good and evil) arve things of human experience, their
worth must be estimated by reference te standards and ideals derived
from ultimate reality, Their defects and perversions are atiributed to
the same fact; they are to be corrected and controlled through adoption
of nethods of conduct derived from loyazliy te the requirements of
Supreme Jeing. 43
And just as Dewey does not zcceplt the idea of a Supreme Being, he likewlse
does noit accept the ldea ol absolute standards or of cternal values.
He believes t is only %hrough the dogmatism and fanaticlsm of authority
that the idea is presented that there is a wmoral conflict betwesn some~
thing that is clearly baed and scuething that is clearly good. Most eon-
fliets, Dovwey says; are nob between good and evil, bul between things
which are or have been satisfying.44
Dewey denies the existence of a “hicrarchical table of weluss.®

Although such e *table of valunes® has been giver in the past through
eusbon, reliance upon preecedent, unoriticized tradition, and other forms
of dependence, man is gradually turning away from such authoriily to one
of action based upon intelligent thinking., The school can play an

sorbant role in guiding thoe student to depsnd upon intelligences and
conseguences vather than tradition and anthority in selecting those
things which are of walue., Dewey ls oplimistic whsﬁ he sayss
Change from forming ideas and judgmwenis of value on the basis of con-
formity to antecedent objects, to constructing enjoyable objects

- directed by knouledge of cons 2gences, is a change from looking %o the
past to looking to the future,

43T0id., p. 256.
peuey, The Quest for Certalnty, p. 266.
“orbta., p. 272,
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y anbhority of
rojoated, LY what cugton and tradition nrize as walues are
refused, where will repgulation come from? Uewey supplies the ansuer
wvhen he esays that scientlfic kuowledge has beeu deprived of one of its
proper ssrvices-—s guide o conduet. 40 Ho doss not claim that we have
as yet enough knowledge of the seientific type %o regulate all our

Judgrents of value, but we would probably zain nore 1f we would put to

use the kmowledge that we do zlready have. For this is to vrovide the

manner upon the conelusions of seience. 47 These conclusions of science
will be utilized by the schools as they assist the students 1z determindng
what will be valuable.

One important advantage in relying upon the scientifie method as a
basle for Judgnent of values is the kuouwledge of the relationship betuween
antecadents and consequencesn4g Dowey contends that the noralist has
been limited in his seope; he has tried tc isolate moral conduct from
conduct having Vo do with such things as health, business, education,
ete. The woralist, DUewsy says, applies technical lmowledge to these
lotber ficdlds, but excludes such knouwledge from woral standards and
ideels.

Another advantage of the sclentific method applied to values, says

.

Deway,; is that 1t removes subjectivisn from the field of values.

4870id., pe 213,
7034, , pe Zhe

A1 P
564, , p. 274,
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Subjectivisu, lewey maintains, is comncn among those who hold to the

reverence of and enjoyment of ulidnate values, For if the stondard of
thought and koowledge is placed in antecedent existence, then thoughts

% &

wake no difference in vhai is significantly real.®” Dowey foels that this

2

is placing the enpbasis upon a change nade in the attitude of ithe person
rather than a change in the world, 7This seems to him to be a retraction
into gelf rather than giving an iupetus toward social objeets and appra-
clation of self, UDewey says 1t might be called egolism instead of
subjectivisnm, Buab when tho sclentific prineiple is carried inte the
region of values, then there is & transfer of atiention and encrgy froa
the subjective io the objeclive.

Deuey advances a third improvement whick he believes will igsus
from carrying over the experimentsal method from physics to man, namely,

. . o . vo5 « ‘¥ o8

a changed concept of standards, principles, and ruies.V Hith tis
shilft from avthority to experimentel wethod all such rules and creeds
would be consldered as hypotheses. That is, instead of baing absclute
standards, they are nerely intellectual instruments to be experimented
with, altered, or confirmed through tho consequences which atltended
thelir being acted upon. Furthermore, lUewey sayss
They would loss all pretenge of finality--the ultorior source of dog-
matisn. It is both astonishing and depressing that so muck of the snergy
of mankind has gone into fighting for . . . the iruth of creeds, reli-
glous, moral, and wvolitical, as distinet from what has gone into effort
to try eresds by putiing them to the test of acting upon them. The
change would do awsy with the intolerance and fanaticism that attend the
noticn that beliefs and Judguents are capuble of inhersat truth end

avthority:; ivherent in the sense of bg}ng independent of what they lead
to when used as directive prineiples,

ATpid. , pe 275

Otbid., p. 277.
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A moral law, Jovr lewey, isc 2 formula of how to procesd wider cordain

partionlar conditiouns,

formula is followed, the consequences can be predicted; and thoe eonso-
guences wers actually chosen by a otriet adhevenee to the formula., If
the forpula iz acted upon and wrong consequences follouw, then discard
the formula, or alter it, For lewey clains:
Its sounduness and pértin@ma~ are Lested by what hapeens when 1t is aseted
upoti, Lt claim or sulthoriiy rests Tinally uvpon the i 0xperat1V@ﬂe“G of

the situation that has to b dealt with, not uwpon its ocwn intrinsie
nalure--ay any tool ackieves dignity 1o the neasure of needs served by

S0 the test of consequences is believed by Douwsy to be more practical

than thoss afiorded by comparison of conduct with fixed rules. In

~

addition, the test of consequenves is conitimnally wadergoing change
and development as new acts are tried and new resulis are experiensed,
while an absolute standard, Dewey ihinks, is a denial of the possibility
of development and improvemend,

If the school is to assist the student in woral growth by providing
the opportunity to choose those things which are weluable, there should
be a recogniti@n af the daﬁger involved in wanting the sotisfying instead

of the satisfactory, 1f the tuo should eenfliei. That is, to chooss

without econsltderation of futurv eongequences an¢ to chooss that which is

aporarily satisfying but willl not yield satisfactory consequences,

Dewey thinks there should be reflection upon the resulis before zotion
ig taken. 9 The schoal iz to teash the student how to mele disnpininating
Judgments, caveful appralsal of consequsnces., For when there 1s a cone

fliece between the inmmediate wvalue-object, and the uliericr valus-object,

'ig,,
54@ewey, Gxperience and Nature, p. 394.




rellection should throw Jight wpon this eonfiict, sud provide an intelli-
gent sourse of actiom.54 But ihe only way to tell that there iz a dif-
ferenge Letueen an lmmediate value-objest and s future value-cbjcet is
to consider the relationships, or conditions, or consequences; such
conslderation is reflection, Thus, to arrive at a systen of values, the
attenpt is wade, deliboretely and syshematically, to arrive at courses

of comduct broughi sboeut by reflective contesplation upon all possible

P

sougequenses. Vewsy comtents sg follows upon this poiats
It starde from astual sltuaitions of belief, conduet, &n& appreciative
perception which arse characterized by iimediate qualiiles of good and
bad aud from the modes of eritical judgment current at any glven time
in 211 the regions of walue; these are its data, its subject-natter.
These values, criticisms, and eritical methods, it subjects to further
crit;cisn a3 coaprehensive and consistent az possible., The funetion
s be regulate the further appreciation of gocds and badss to zive
grewter freedop and secourity In those acte of direct selection, appro-
priation, identification and of rgjectiom, elimination, destruction
which enstate and which exeluds objects of belief, conduct, and con-
semplation. 59

Thip refloction which Dewey also calls criticism, is for the regu~
lation of the uppreciation of geods and bads. Go the conseguences of
aeticn are to be viewed in the 1light of positive goods which human
experience has achieved and offers. Dewesy emmerates these positive

oods as

E'

(1) science, (2} arts, aud {3) social compunionskip. He says:

a9

Pogitive concrete goods of scleuce, ari, and s ci 2 compunueﬂsnlv are
the bagle subject-matter of philosophy as critv ci“rg and only besecause
such positive goods already exist is there gpancipation and secured
extension the dczlﬂiﬂb aim of intelligence.

Yere are some definiie flelds of study to be inciuded in the curriculum

a

the school through swirich the stwdent L 5 discrimination «nd eritdelsn,

Sh1vid., v. 402,
551nid. , . 40304
56Tbid., p. 412



HBince education, for Dewsy; is growth, it must be growth in the
directlion of some positive good. Aand growth in this diveetion comes

fron reflectlon and intellizent action which make use of the sclentilie
method in the selection of goode and value, Sush intelligent action
becomes the "reasonable ebject of our despest falth snd loyality, the
stay and support of all reasonable hopes.ﬁ57 Dewey says, further, "To
elaim that intelligence ig a better method than its altex rnatlves,
autherity, imitation, capriece, and ignorasncs, prejudiece and passion is

. 50
hardly an exccsscive one, %°
Appliecation to Moral Jevelopment

Bowey declares that the school has & moral purpose, a purpose to
contribute to the worality of the student by glving him morsl idess,
Ia the light of what dewey says about values glving directlon to conduct

it is easy to understand why he defines moral ideas as "ideas of any

sort vhateoever which take effect in conduet and lmprove it, n

59

better than it otherwvise would be.¥ Yoral ldcas are considersd $eo he

those 1deas which have become a part of character and the nmotives of

$

behavior. Uewey believes the business of the schwol ie to see to L0

P
Lo

hat the students acquire ideas in such a way thatl

o

&
’\

faoving ldeas, nwotive forees in the guidance of conduct.” T any

3

gubjent matter i3 considoered to be teaching worality if it is teasching

idecas whiceh oroduee enlighiened conduct. Although Dowey considerse the

Y3ohn Dewey, Horsl Principles in Zducation (Boston, 1909}, p. I.
s
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prinagy recponsibility of the school in the morsl development of the

student o be for social interaciion, he does say that Tconduct may be
lovked upen as expressing the attiitudes and dispositions of an indi-
vidual, "8 This conduct, Powey declaves, cones from native instinets
and impulaes.ég This is one reason Dewsy insists upon frecdom for the
ehild in the schoolroom activity. The spontancous acts of the child ave
considered as stimuli to which the teacher responds in directed ways.
These acte are the materiul with which the teacher shapes future moral
conduct and character. 4nd 1f the student is Yo grow im such & way as
to develop his naximus capacity, he must be allowed fresdom of experience.
Such fvesdom will provide opportunities for the pupills interssts to be
folloved, and intersst in any experience will help determine the educa~
tive value of the experience. This doos not mean complete fresdew for
the child, howsver, Jor Dewey believes thal some gontrol should be
exercised by the adull, who has had & wider variety of exporiencss than

E

business of the adult, he believes, to svaluate

prte

the young. It is the
the exporiences of the young te see vhat attitudes arse belng purtured,
and vhat tendencies are bsing murtured. Such control assistes the moral
growth of the atudent for it keeps him growing in the right direstion,
Hlthough Dewey doss not set up a standard of value for the dovelop=
ment of character, he does emmerate efficieuney, sociability, aesthetie

taste, intellectual tralning, and conscientiousness ag eriteria for

organization of oubject natter. 93 By effioieney he weans & compeiseney

2
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modnees such a conpetency, 1t 1o conbribuiing %o ths develope
ment of charactsr, Joclablilty 1s & desive for the companlionship of

others; assthetic btasts is an appreciation o

treining i an interost In some method of scisnbific achisvanant; and

consclentionsness 1s & sonsitiveness to ths rights of others, Dewsy
lists as a necessury conshituent of character, *fore2® or overt astion.

He sgyot

The individual wust have the power bo stand up and count for somothing
in the actual conflicts of 1i£e. He must have injtdative, insistence,
perslstence, courage, ond industry. He must, in a word, have all that
goes under the name 'fores of chwr&cte?.'é

Itz
e

Persistenes, he believes, is especially necessary when obstacles arise

between the besginning and ending of an activity. Such persistence he

t.v

gonsliders as diseipline to cayry throngh with & purpos 65 ihon a
person ig trodaed to consider his actions, to intelligently choose a
course of action, and to persevere in spite of difficulties, he is well
digeiplined, according to Dewey. 6 But when all that goes under the
name *force of charvacter® is exhibited, there sust be some control,

some channelling. For it is o be utiliged for social aetivity., Ia

&

fact, the chammelling of action for social use is another constitueat
of chavacteyr, suys Beweyaé? For sheer force could be misused, IV could
ignore or hara the ianterests of others. So the powers of the individual

must be directed. This direction, agcording to fewsy, involves both the

ééﬂ@wey, Moral Principles in hducatdon, pe 49.
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éﬁkvnwg Denceracy and Bducation, p. 150,

66101g., pe 151,
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intellectuel and erotional side of the individual. The intellectual

22

ide refors to judgument which is knouledge put to use for acconplishment
of some purpese.ég Good judgnent is a reflection upon values and the
consequent regulation of a course of action. Such judgment involves

what mlght be called intellectual honesty. For the individual is honest
with himself asz he svaluates any situation, the possible courses of
action, the consequences of sach, and the chooslug of that one whieh will
produce the most satisfying consequences. The individual is objective,
scientific, and scrupulous in each of these steps., Such conseientious-
nsss which attends reflesction and judgment develops honesty in the
individual,

The emotional side refers to a personal responsiveness which is a
sensitiveness to the interests of otherg.eg It 1= an acknowledgment of
the claime that otherse have and a corresponding sympathy for these
claims. About this intellectual and ewotional direction, Dewey ssys:

We must also test our school work by finding whether it affords
the conditions necessary for the formation of good judgment., Judgnent
as the sense of relatlive values involves ability to seleet, to disw-
eriminate., . . . The test comes when the information sequired has to be
put to use. . . . The child camnot get power of judgment oxcepting as
he i continually exereised in forming and testing judgments., He must
have an opportunity to select for himself, and to atiempt to put his
selections into execution, that he may submit them to the final test,
that of action,

I shall be brief with respect to the other point, the need of
susceptibility and responsiveness, The informally soeial side of
education, the mesthetic environment and influences, are all important.
In so far as the work is laid out in regular and formulated ways, so
far as there are lacking opportunities for casual and free social
intercourse between pupils and between the pupils and teacher, this

side of the ehild's nature is either starved, or else left W find
haphazard cxpression along more or less secret chamnels, When the

681pid. , p. 5.
#1via., p. 1.
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schocl gystem, under plea of the practical (meaning by the practicul the
wx”“%fMﬁgxmﬁ&ﬁsc @ “eeﬁi&%&tﬁat&m,mgamgww
formal studies vonneelsd “Wy, shyute him out from the vital im
1iverature and hnisitory, @&J deprives hin of big st Yo econtast with
what 18 best in architecture, music, seulpture, ad pletare, it is
hopeless to expeed ﬂulITlu“ resulis in the tralalng of gympathedic

openness and responsivenss

But this moral developwment, as Dewey views it, is such that the
individual develops his powsrs, and shapes and direets them for social
payticipation., In fact, he says, "only as we interpret school activities
with reference to the larger cirele of soclal activities to which they
relate do we find any standard for judging moral signi ficance., ™"

Farther, hoe states, %ipart from participation in soelal life, the

sehool has ne moral end or alm.®’2 ili morals, for Deuwey, are grounded

\J

in socisl relationships. Since hie holds that the goed ig that which

contrivuies to the welfure or happiness oi society, the student must be
awars of his cocial cobligations if he is to develop worally. The student

iis conduct in the light of social
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wmust wake his des
relationships. Yordl deovelopment is considered by Dewey to be ideniical

Pz,

with @ gocizl development whlch congiders the welfere and happiness of

wbs the faet that there ztill exists in the sinds of some

]
5,_4

the idea that charactorized the ear

4

v American philosophy of educaiion,
namely, that moral development and ldeas shout moralivy ave the same.
To hold that these ave the sane means thal courses iz morality or ethles

would lead to moral development. Bub ko suys, %ihere io nothiag in the
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nature of ideas about morality, of information about hounesty or purlity
or kindness which automatically transmites such ideas into goed character
or good conduct, V73 Any subject matter thalt teaches ideas which will
produce enlightened conduct will be giving moral imnstruction. So the
people who look over & school curriculum and fail to find courses in
moral instruction as such and assume that no moral training is being
given, misunderstand the signlficance of the indirect teaching of
morality., Dewey points outs

4s a matter of fact direct instruciion in morals has been effective
only in soclal groups vhere it was s part of the authoritative comtrol
of the many by the few., ot the teaching as such but the reenforcement
of it by the whole regime of which 1t was an incident make it effective.
To attenpt to get slvllar results from lessons about mordls in a deno-
eratic society is to rely upon sentimental magie. . . . Just because
the studies of the curriculum represent standard factors in social life
they are organs of initiation into socizl values. 4s mere school studies,
their acquisition has only a technical worth. Acquired under conditions
where their soecial significance is realized, they fesd moral interest
and develop moral insight.74
fWhen any subject is taughit in such a way that there is an understanding
of social life and a reguiation of individual conduct, it is moral
training.

Just becaunse the direct method of %eaching morals is not used by
the school, the indirect methods should not be belitiled. HNor should
moral training be considered as separate and apart from subject matier.
Dewey says, rather:
What we need in education is a genuine faith in the existence of moral
principies which are capable of effective application. We believe, so
far as the mass of children are concerned, that 1f we keep at them long
enough we can tesch reading and writing and figuring. We are piactically,

even if unconsciously, skeptical as to the possibility of anything like
the same assurance in morals., We believe in moral lawe and rules, to be

~3
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“Ibid., p. 1.
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4Ebid., pps. 411, 414.



sure, but they are in the air, They are something set off by themsolves.
They are so very 'moral' that they have no working contact with the
average affairs of every-day life, These moral principles need to be
brought down to the ground through their statement in social and
psychological terms. We need to see that moral principles are not
arbitrary, that they are not 'transcendental'; that the term 'moral!
does not designate a special reglon or portion of life. e need to
translate the moral into the conditions and forces of our community
life, and into the impulses and habits of the individual,75

Thus morality is best taught by the school, aceordiag tc Dewsy,
when it is taught indirectly and when 1t leads the indlvidual to reflect
upon ihe econseguences of any course of actlon and to make his oum
cholee ag to what is conducive to his own vwelfare and te the interests

of others in any glven situation.

"ohewey , Horal Frinciples in Hducation, pp. 57-58.




CHAPTER IV
REALISM
Introduction

calism represents a development of another stiraud of the American
traditien, 1It; too, goes back to nineteenth éentury imnovations
assoelated with such men as Thomas Jefferson, but iie primary impetus
wags the growing tradition of aclones. It 1s & common sense viewpoint
refined by the accumalated results of science generally, both physical

and social.
General Philesophy

The reaiist is one vho accepts physical reality as the fundamental
fact of experience. Brubacher defines realism as “The philosovhy . . .
that objects have a reslity independent of mental phenemena.“l These
objecte make up the *real world, the world whieh exists primarily
outside of the individual, and the aim of realism is to find out
scientifically, the nature of reality and how to adjust to this reality.

The realism of Frederick Breed holds te the view that the world
i1s a result of evolutlonary processes and that man 1s %included smong

the forces of emergent evolution.®™ fThe realists believe that the

Lyohn s. Brubacher, Modern Philosophies of Education (New York,

1939), p. 343,

215“, 3. Breed, Hducation and the New Realism (New York; 193%), p. 50.
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fundemental approsch to ascertaln the nature of physical reality is

through the physiead sciences. wpert Lodge sayss

e ° L

The realist is interested primarily in facts; in the oribis pietus
of the physical universe, in the story of physical sclence, ineluding
both its coatent and ite methods, in developing what we can roughly and
synbolically call the encyclopsadic mind, TFor the realist, educalion 1s
the work of nature., Our minds are open books upon which nature writes
its owm story in its own way. Oor nervous gystems are plastic material
upon whileh rsality stanps ite own structure, its own order, and its
oun. truth, Inte the kiagdoa of nature, as into the kingdom of heaven,
we can snter only as 1ittle children, Like Dacon in hig ulser years,

ye must cease to be judges, in order to become pupils,

2 e

Since %the realist holds Wiet exlernali objects constitute nliimate

realivy, and thal those objects exist intependently of man's lnouledge

o

&3, £ 2 5 s,

he proper way bo ascertaln tue facts of weullity

<

% oo N I . Gy o b
>§ thew, he hoids that

0y

ig through the scientific method, Thus susjectivily, personal bias,

]

and prejudice are denounced by the realist, jor zsaech of these musi give

o

grouwnd whon the facts of reality becoms knoum.
Athough man is Mneluded among the forces of emevgent evelubion,®
in the total process realigs asserits that he bhas been a Urelatively

gaificant factor,? that while man's kuowledge ¥nolpa te guide hinm

2

ingl
slong its devious pathways . . « 1t hardly guides the evolution of the
whole, " Thus, it becomes evident that eurhasis upon objectivity in
seience generadly le assumed Yo have lmportant iwmpiications in the
general avea of social philosophy. The concerns of the larger whole
that constitubtes soclety ars agteeﬁed as more lmportent than individual

interests and sabtisfaetions.

jﬁhﬁert G. Lodge, The questioning Mind {(Wew York, 1937}, p. 255.

“reed, Hducation and the New Roslienm, 50 {1,

.
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Blucation and Values

F. &, Broed empregses quite clearly the philosophlesl basis of

pelentific realisnm in education in his book, Alucation spd the Hew

)

Realiam., 4s @ realist, Breed insists that the selentific methed be
apovlied Yo the content of education, the learning process, and the
learnsr. The basls of education iz the trumsmission of the cwitursl

ransfer would constitute a contribue-

£
ot

heritage to the student, Sueck
tion to the moral development of the student, according to the realist.

For the cultural heritsge and the sxperiences of the race arc hoth

Y &

invaluable to the student. PRBreed defends this view of eduestion when

ne sayss

bBroadly, its basis is the cultural traditicn, patterns of achievement
based on those ascomplislwents of human persomality that have proved

of most worth, the most precious products of civilized 1life, our best
institutional isherdtance. . . . This cultural tradition with its
kmowledges and skills, its custome 2nd laws, lts mauners and conventlons,
ite attitudes and spprecistions, represenis the besgt solutions uwp to
date of the typical problems confronting humanity. 5

Since the cwltural tradition is to be taght to the pupll, the

a5

teaching cannot be left to chance., Therefo

o
tte

ora, the teacher must exercise
control over the pupll, Breed dees not think that the pupll should be
given permission to foliow bhis own inleresis and inclinations--but should
be led by the teacher. He says, "Guldance represents a healthy ulstirust
of the dependabllity of euch intercs ‘i,s.“é’ Sreged feels thal control and

%

guidance are wecessely 1L the student le to develop morally.

if po countrol is exercised, and the student is given unbridled if:

he would develop immorally. ¥For if the mobtic Pobey that ippulse,f

551“%&5 Bducation and the ¥ew Reajisu, p. 213,
é’f

Ihid, 3 Dle 212}0
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says, were to be observed in houe, in school, and the stale, anarchy
would reswlt.’ If saaething besides ansrehy is desired, there wust be
SO curb on individual inpulse and spoptaneity. The student cannot be
left to follow his own interests and pleasurss 1f the cultural tradition
ie to be nastered by the student, for such interest may lead the student
far aficld fron the traditicn. If such interest should lead the student
from the tradition it would contribube to lmmoral d@vélepmenﬁ. If the
student followed his oun intersests he would not be likely teo profit frow
the exzperiences of the race. Rathor, he would likely connit many ervors
and fall Yo do many things that he should do. And Breed sayss

Always, one comes back t¢ those fundamental factors iu é&juﬂtmentmm
purpose and possibility, crganism and enviromsent, individual and society,
perscnal interest and exiernal demand. In iis broadest seussc externsl
demend is lodged in laws of nature, The laws of nature are not lawe
of thought unor of personal behaviar. They arve wuch mors than that.
They are objective statements of reaction of entitlas, pergom&l or
otheruise, throughout the whole extent of the kaown world.®
Here, the realist ls trying to sound s vote that the individusl be
prepared for s world of fact. |

In thie preparation, the teacher should be eguipped ta'guide the
student in such a fashion that the pu?il is faced with problems and cone
semently recelves the thrill of perscnal discovery when he lsayng the
solution to these préblems. But the teacher will uot wait for the
student to rediscover all the laws aud principles that are already
knowa.

A9 has been polnted out, the teacher is to render guidance in

assisting the student to naster the cultural tradition, Such guidance

i’?mq
Ihid., p. &H.
-;-bld- 2 p. %};43:90
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tradition is tesching that which is valuable., This teaching is to include

a knowledge of the types of situations which are ®attractive® to humans.

Erie S~ JECRN S 30 1l B e T o mom en LRV, B I 1. g £
Thooe "atiractive® gituations have o basis in objsetive fact. Since

2

Breed is commitited to the belief of an objsctive physleal reality,
independent of man, he postulates that the truth of ¢ walue must be

determined by ils conformity to or eomsistency with this objective

reality. The ulilnalte determinate Wy Breed
as semething beyond mere personsl sabiefasticn, fconething external to
the personall nd not dependent upon 1t, aon @himg that can be
definitely referred to as aultural tradition is
goppossd of those skills, values, and comultments

P PR
£ &

wirleh soolety has come to ation in objective fact.

s

there the pragnatist rejecis the idea of o standard of valus, the

&

realict insiste apon this ghandard sod 1ts conforalty bto objestive
reality.
Cratli, Tor Dewey, is relalive to each situalicn; but for the

reelist, the truth of s idea~-wlietheor
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So the whims of man will not determine value for Breed. For he says
that a person's likes or dislikes are not the final determiners of right
action, but rather, “oral obligation, needless to say, may couflict with
personal predilection, for it rests on the demand of the world without.
An obligation to be discharged is an invitation to accept the universe,®d
Furthermore, Sreed says, "when personsl satisfaction is nmade the criterion
of truth and morality we soen oricated for the fate that awaits =11 who
slsconceive the naturo of the ucrld.“lé
flthough Breed does not use the word “value,® he speaks at one
polnt about the {ypes of sitwations which Mattract® humaens and those
which do not., He sayss
We seem to know already thalt in general & full diauer pail is nore
attractive than an cupty one; that freedon is more atiractive than
slavery; peace than war; knowledge than ignorance, and reascn than a
revolver as a means of composing differences of apinion.l

Science must develop a systematic fund of knowledge of the "selec-
tive reactions® of man so it will be able to invade the field of value,
Braed suggests;ls Generally, these selective reaefions of man-~which
are no more or no lees than man's choosing what he coansiders of value—
are “determined Ey the prospect of grealer well-being, welfare, or
happiness.“lg The student is learning that which is valuable, then,
when he is learning to contribute to the greater welfare of society.

And the general welfare, Breed contends, 1s sought as naturally as

Lorpia., p. 9.
1épid. , p. 108,
Vitbig., p. 18.
181134,

197pi4.
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Application to Horal Developuent

The realist desires to teaeh only that which has been objsotively
proved and whieh is considered to be corti fied knowledge. For this
aowledge is truth, and tesahing this kvouledre cupplies the student
with truth. Such teaching assists the student im hie moral growth for
1t acgueints hiw with faets, and prepares hin for the demands of the

externsl world, I something has beew positively identified as cone

4 . v

Fornlug to objsetive rexlity it is worth teachinz., For example, Breed

Prom the £ield of natural scileuces he {the edues tor) should select
liberally and _cach definitely, because of the rolatively bhigh degree
of certainty of the findings. In the field of the sccial sciences he
will impartially teach what is definitely knoun about any fori of
political organiszation, bubt he will deny the right of any instruetor te
teach the superiority of communism, fascisn, capltallsu, or socislism
when 1% ig not definitely knowm, 24

®

8o the degree of ce‘r't.,a,ntj of the knowledge of o subject deternines its
educationzl valve. This 18 not to say, however, that those things wiith
lesser despses of crrtainty ave Vo be omitted. DBut they are to be
lazbelled as such, Lreed sayss

Tne sclontist does not weke emphatdle claim beyond the truth; ag
citizen and worker ia the practical world, he may take sides when the
1al tive wmerit of altervative provosals is in doubt. Hypothsses are

legitimate in the classroom only 1fP0@rafully labelled so as not to

bc confused with verified resulis.

Breed does not cloge the door on the possiblility of the noral snd
ethical beconing sclentifically ceriain, - For he has stated that these

tve are iuneluded in the drive for scientific knouwledge. "Things and

their relations, man and his reactliouns, including the purposive and the

ivid., p. 9.

- N
“5191d., D. 150,
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athical all come within the eonvrchensive grasp of selence.® At the

present time, though, 1t appsars that there has not been sufficient

gelientific date complied to justify including dirsct moral imstruction

as part of the function of the schoel excopt inm certain restricted arcas

which Breod lumps under selence dewling with "attractive! situetions.

2

Hreed anticipates z social sclance whieh will be suscessful in
accumulating systematic knowledge of the “"selactive reactions® of man.

"The selective reacitions of man,® he says, “are generally sald to be

. " o N F7
determined by the progpect of greater wellebelup, welfare, or happincss, #*f

&

t to morally particinate in society, one wmast do those

nbe to the gc*zor‘L walfare, It will be the job of

sooial soisnces to c@t@r-u.n@ the types of situations whiech will

attract veopls. And those things will be attractive vhich prowvote the
genoral wvelfare. Breed does not abtompt te exhaust alttractive situstions,

"' 3

but ke dess say that we already koow such thinps as e full dinner pail,

o
P

iroedon, peace, knowledge, and reasen™™ are atirasitive. It bocomes

apparent then that any subject watior which deals directly oy indireotly

with atiractive situations or the peneral welfare is teaching movality.
Bresd vlaces a strong emvhasis on cont '@1 and gml@a:;cé by the teacher

over the stndsnt, For Breed this is not caly important, bult nccessary

if the student is to grow morally. Since there ig specifis information

to transidlt te v)’oa student, namely, the findings of the several branches

of science, pupil whinmg are not to be catered to in the dissenination of

] S
2bypia,, p. 19.

Rlypid., p. 18,
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thiis information,

ageording to Breed, such dlscluline works to

N ,

0 dig-

the advantage of the individual for he must sooner oy later B

15

aiplined 4o the denands of scelety, or ot least the denands of the
externsd world, floval obligations, noedicss bo say, nay conflied with

sation, for Lt rests on the desand of ths world Wi bhout. #<%

-

Bven though man may propose certain nors! responsibilities, these rospou-

gibilities must be in accordancs with the donands of the external woirld,

This discipline is also for the puldanse of the pupil in recelving

the cultural tradition. 5 boan the accomplishments of man

&

that have vroved of modt worth, whatever custons oy manmerg or atiliudes

which reuresent %fhe best solatlons wp to date of the typleal prohlems

C’G

confronting b are gonsidered to be part of the culitural

tradition. But this iz no nors than the "gensral welfave,® so once nors

s

8 bronght face to fece with that which would assist hin ix

€

srally participating in sooiely.

Bridently Breed coansiders perconal soraliity to be identical with

soaial wmorallity. 4And wntil the tine when the sslences can provide a

wore poaitive kuowledge of othical primeiples or wmoral ccuducet, the

prinary responzibility of the school ila the noral dsvelops

b of the
stadent i to lead the student to prouote the gensral and “leated®

valuez of greater well-being, welfare, or happluess oF mad,




IDZALISN

Introduceticon

It has been polnted out that one strand of the American traditioan

favored the direet tesaching of morsls and ethics. For thers can bs no

right asetlon, according to this view, unless one kuows the right. This

view is a part of centemporary idealisu ns represented by U. H. Horae,
In the early tradition, however, it was assumed that training in ethiocs
and morals would guaranise right conduet. Horne, on the other hand,

states that knowledge about the right vill aot inswre right action, but

that knowing the right %through the motor-tondency of ideas, 1o at least

o templetion to do it. itk e parly tradition is further extended in the
idealisn of Horae througk o concept of values as thelstice, transcendent,

and pernanent in character.

% an 2
MOV

Horne states thalt conscioumness develops from Ysensation ent
nent®s and that “sensatlion inverproted becomes krowledge, movenment
directed becomes will, the activity involved in sech of these . . .

~

oS , Y S
of feeling to cousclousness.’ The nature ol the

)

{zives) a tone

Iz, 1. Horue, Ldealism in Bduncation (Vew York, 1923), pp. 136-137.

21, . Horne, The Philosophy of Educstion (New York, 1930),

64
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activity of nind by which mind develops, Horne in Ygelfecctivity¥;

&

he mind iz the svurce of 1its oun reastions upon 1ts world.®

J’s

that isg,

And "without the wind'c rasponse 4o iis uorld,t he says,

.ﬁ

world,® He holds that the naturs of the miad in sonscioususss Mg the
root of all knowledge, feeling, and will. uhe
Horne balloves that tho types of haan idsals are symbolized in

“the seholar, the gentleman, aad . . . Bhe Christian.® These ideals,

wyS, are devived from the guallties of an oducated mind, Ythe power
4o know,® which i1s the imner bagis of the spiritual idesl of treth, and
resulis in copnition; Ythe power to fuel,® uhieh iz the imner basis of
the spiritual ideal of beanty, and results in emotiong and *the power
te will,¥ which is the innor basis of the gpiritual ldeal of goodness,

. . \ &
and resulis in wolition.”

cezatral factor in Horne's philosophy, whieh he

vio thelsn,® is that God is “the self-conscious unity of

-

all reality.® e bolds that malier is "ultinately a vrocess of thought

(4

(3]

in the consciousness of God,Y and that the “adegnate axplanation of
. . iS5 God.?? jorne affimms that the Rorigin of man is dod, the

destiny of man is ismortality,®™

Toid., p. 170.
fruia.
B s
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Bducation and Values

Horne bases his conception of education upon his belief in the

fundamental wature of reality. Ho belileves the answers %o the gosstions

of the origin, nature, and the destiny orovide tho bosis of

education,
Bducation, lor Horne, is a process of "becoming;™ the fulfillweat

3

¢ i inhereny in the child, It is a growth in life of the finite
o3

aticn, he
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at the disposition of its young membars.“lo Horne says:
In view of tho vast amount of knowledge the race already has acquired
and the relatively slight smount of it that any individual can re-
discover for himself, and the likelihood that he will make no valuable
edditicon to it at all, direct personal conirel will nrobably contimme
to hold the major, but not the exclusive place in the educative process.
Nevertheless, there is to be @ personal relation between the toacher and
the pupil, the ieacher's ideas and ideals securing rasponsos fron the
pupil.l2 But the teasher must exercise direct control over the pupil
ginee the expeviences of the race are to be presented, and such presenta-
tion is intended to aid the student in his moral growth,

Horne does not think that pupil interest can be the faetor which
deternines conduet or curriculum because:

| Some obligations are binding, that duties must be done, that right

mast be obeysed, that voluntary attention to the uninteresting but
important is rossible, that eoffort at timss can and must be put forth,
that disciplinae in doling the disagreeable that is necessary is worth
while, that effort may lead to interest; that even 1f interest never
comes as a result of effort in sueh cases, stil) the obligatory thing
mst be dons.ld
Horns seems to appreciate the value of interest, but here he says that

even if there is no interest,; if the child is set t

o]

doing a task that
he should do, he nay develop an interest in 1%, Bul even if hs does not
develop an intorasst, he has developed the dlssipline of doing that which
is disagreeable btut necessary; he has done what he shonld do, Such
development, for the idealist, would be an important factor in molding

and streagthening character.




ihe ain of the school in this instasce is not only chavaster
treining in personal morallibty but to assist the student in taldng his
nlace in soclety. A ehlld must become adjusted to his enviroument., Butb
this enviromment, ascording to Horne, includes all welationg in which man
stande to his fellow man., It ineludes the achievement of the race o
which the child belonga. This would involve experienceos in demcepratie

#

grovp reletions, e consideration for the rights of othors, and contri-

£
Lo

butions to & shaved life, In malkdng provisleas for individual develop-

de

ment the inteprests of seolety are 2lso to be served. He doss not

3 < p.

magally one to the excluvaion of the other, UHe rejecis anthoriterianism
as being unduly repressive of the iﬁdivi@ualg aud at the sane time he
rejects individualisn as being unduly subversive of au%hcrity.14 that
he suggestc is seen in the following guotation:

Authority 1s to be upheld when its prineiples are true; individuality
is to be asserted against false proposiitions, vhother in theory or practice.
Individusl freedor is lost by rejecting trus authority or by accepting
wntrue authority. freedom is not the absence of truth, it is conformity
w0 trati,td

Yhat Horne would do is to merge fveeden and suthority, to mele g synthesis
of the twe. This has significance for Loth soclety and the individual.
Brubacher says:

On the one hand, it projecte individuality to front-rank importance,
jueh is neds of the spirituel aubtonomy of the iandividual, « . . In this
raspect; idealisn can lay definite claim to favoring = demseracy as the
social scil in which its educational theory is to grow. Un the othew
haud, the individual seems oubordinated to the secigl whele, dbout this
whaole there is o definito onensssz it i wonistic, L

TR 8,

L, n, Horne, The Denocratic Phllosophy of Idusution (Wew Yorik,
1935) s p. 419.

1orpad., pe 420,
16Brubacher, Modern Philosophies of Education, pp. 342-343.
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forne swmarizes his conceplion of educatlon by saylng:

%

Biueatlon is the eternal process of
vhysieally and mentally developed, frece,
God, as nacifested 1o tho lutellectual, wiols

cnviromaont of man.L7

¥

Unlike Breed, who is reluctant to invade the field of values, Horne

sets forth soveral valwes which are mot only worth while, but necessary,

i€ man is to develop his fullest pouwers. He belleves thad the publie

school has an iwportant task in helping the student to develop morally,

by helping hisn te lay hold of those values uwhich are the race's spiritual

9.

ideals. Ldiks Breed, Horne finds values centersd in objective reality.
That ie, values are not made by man, but man 1s made avare of pro-
existent velus. In ansuering Dewey's position on valus as reflcetive
gelection, Horne says:

Instead of ueking value nan-centered, it might well be made
realiiy~centered. In this casc the lubelligent liking of man does
oreate value so much as discover precxistent walive. 50 nan's eduoation
would be @ proeess of vealizing valuss already inhereat in the wiverss
of reality. HMan does notb ersate logiead truth, emctional beauty, and
gthieal worth; he discovers them, and recreates then in individual
thought, feeling and conduct. HMan not only makes value, he diseovers
and uses it. This view snrichos not culy hunan experlence bubt the
unlverse 1tself, And it solves the intellect%al difficulties inhevent
in the theory of sociclly subjoctive values.=¥

e

bt

5

Horne posits a %table of values? with an ascending order which the

sehool mmst reasopnize as it attenpts to contribale lo the woral develop-

ment of the student. He places paysicseld 1ife at the bobttou, fovr be swys

* "

“The fivet thdag is to exigt; o live, aud this is o practleal naviter,

After that one nsy pursue ldeal sads. 7 But since the physical is the

17ﬁorﬂeg The Philosoohy of iducation, p. 55,

%3
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@
“Hopne, The Democratic Philogopby of Hducation. p.

=

1%orne, The Philosophy of Bducation, p. 53.
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adjust o his ®gpiritual enviromment.® Thls adjustment to what Horne

calls the spiritual esviromsent ineludes three cloments, intellestual,

emotlonal ; and volitiocnal., The "intellectual is what is kvown; the

t)m_c,m what is felt; and the volitional, whab is willed, ™

continues by saying, "fhe wmind knows truth and aveids ervor; 1t feels,
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object, beauly and avoids ugliness; and it wills, in
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nementous issuss, goodness and avoids evil,®™> The race's spiritual
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The an 5 the fin an nind
can @m)y. ¢ o obje c‘i; 1'lucaif i h@z« am@uﬁ z‘eff@m;?
and, in enjoying ) 1%y boeonss the thing

he emay’s for the t;J A'zve:r il fx:m the *:ﬁ:w'zt.zﬂml :fiff an aplifting
fopee in the i ::'iz».v:ﬁ,dad_h \;.i.its. LOJ.J‘LJ roeginds woy :a.]..,_t,, %m.u m%w_m, tw.ﬁ
is possible, and the holiness :
A aesthetle aprrecialbion of the .,w,m:ti wh @
gl:y’ nore dissaiisfylang and repellent, and so tends to remove
existonee, This is the practical ouicome of the love ol ithe
Its seleotion wesns the death, by atropby, of the ugly.*

Horne concludes his discussion on adjustoent to the spiritusl

o

envirorent oy proesenting the charactoristies of an educaled uan as “the

2

ashal-f 7, the gentleman, and the Dhristian, s
Tratn, besuty, and goodness whieh are the goals for man's develope
ment, according to Horne, arc Yo be rosiised through the intellscit, th

erolions, and the volition of the individual., Although man will never

tain these geals in this present vorld, according to Horne, yet, they
are walting to be revealed, apprecisied,; and realised by finite man,
The foet that o goal is placed before 2 wman gives hin direction
znd @ challengze o achievs the goali, ¥
phdlozophy of cducation which makes growth leading to more growth its
sele aln, For he sayss

There iz no need to minee words at all., Children must be divected
7 growth toverd something worthubile in personsl and secial
b .ia.w. 1S e They mast grow up to be somethlog admirable by constastly

Ety i i s wodels and p).uw‘:i'ﬂ" and associaltions. Growlh must be
I an 11&;1 of hawan character. 7This ideal is not the objectionable
Gieing m 1ife 1%3:311 Bs the Wo x.meﬂ of worthwhile purposes and
pathem o do not have to be afradd of the word goal. UWe need z
goal to work toward. 193t 1o really euwat,.az;, e rarely r”*ﬂ,lg atialn
it. h w should adtain 1%, asother and higher goal shmuu and wonldd
straightvay taks ite place. There is ao danger oi the pursuit of a
goal i.eud:u: to a static life. Let's have a goal for growth, iuncluding
the admivable features of social and inaw:.cauai living, and onittlng the

RO, , pe 226

flymid,



This involves havin
de not lack sush a standard,

rd by which to judeo growth, e
Hornels goals are cternal,; and all termporel veluss ressive their
ultinate recognition in eternity. But since he says the dzsting of man

ig lwmortality, that @uu_ 2 that there will be opportunity for nan to

vesch thegse gozls, Mo i.‘zi sh his educotion, to achieve hils destiny,

W be grow upceasiongly inbo the
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aggod on gnt and the exveriences of

bhean peinted

enviromeent, all relaticns in widceh man

gbands b0 his fellow man. This zdjustnent involves sosizl participation,

’ﬁ.ﬁsp living, conteibuticons &0 a

moral dovelopment of the student

In thess ideals ways in whish the

moted. In listing the scleunces,

which comprize the intelleotual envircoment of the oklld, he svbdivides

The Venocratie Fhilogopiy of Aducation, b. 55

The Phijogophy of Lducation, pe 283,

pe 10Z.
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them into those concerned with matter and those concerned with mind.

The sciences listed under mind are subdivided into subjective and
objective., The objective sciences include Ethics vhich he definec aé
the “science of human conduet. >l Tﬁu& Horne favors the direct teaching
of morals through the science of Ethica. He defends this position in
the following manner:

In our country, where the truth of religion cannot be taught
systenatically in the public scheools, for good and sufficlent reasong,
a8 we think, 1t is the more important that ethles be taught. Bul this
recomuendation is no simple matter., The fact that we are discussing it
so late in this series shows it is not the thing to begin with in
developing character. Furthermores, we cannot rely upon it iwpliecitly;
if pupils have been rightly trained before studylng ethies, they will
hardly need ethics to make them do right; on the other hand, if puplls
are not good, ethics will hardly make them so. The faet is that ethics
is a scienee; it reaches the intellect, but the spriunge of character are
the emotions and the will, If ethies degenerates into exhortation, the
net is being spread in the sight of the blrd; Christianity has discovered
how hard it is to reform the world by preaching. . . .

Why then teach ethiecs? Because, though knowledge does not iusure
right action, there can be no right action without knouwledge. Because,
Yoo, knowing the right, through the motor-tendency of ideas, is at
lecast a temptation to do it. That man is sctively bad, morally depraved,
who gins against the light he has. Ethics turns the light on; it cannot
make men prefer darkness to light.32 :

The second spiritual ideal which Horne lists, viz., beauty, also
teaches morality to the student. For he says, “Beaulty reminds morality
that perfection is possible, and the holiness of beauly enhances the
beauly of holiness." > He contends that a failure on the school's part
4o develop an appreciation for beauty will arrest the development of the

student and fall to bring the student fully into the life of the race,

3iorne, Idealism in Bducation, p. 137.

324, 1. Horne, Ideslen in Zducation (New York, 1923), pp. 136-137.

33orne, The Fhilosophy of Education, p. 128,
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For he says, *That vhich is ulitimately boantifnl ie also good. The
feeling of this truth is nseded o briug up into just amphasis the
aosthetic studles of the school."?% He illustrates the necessity of the
appreciation of tho boantifule-which, he says; makes the imperfect and
the ugly more dissatisfying and ropellent--by suggesting some vicarious
experiences which are possible through the study of literature.

For jealousy, ambition, a sister's devotion, the hard sehoolmaster, in
typical forms, we go, not to life, but to literature. Thege ideal,

that is mentally construcied, personages suffey.and we are instructed
by thelr sufferings. 4s Aristotle showed, we pity thelr ends, and fear

& o

similar things for ovrselves. Thus are we purificd and taught.d3
This, then, is Horne's way for the spiritual ideal of beanty to teach
morality.

Goodness, the third spiritual ideal which Horne lists is councerned
with the volition of the individual in the prsesence of right and wroug,
®the action of the individual in asccord with the perscnal sense of right
and duty.“36 Horne subscribes to Platols theory that good is self-
preservative and evil 1g self-destructive. He says, “The constitution
of things whereby evil is suleidel and good sell-conserving is the
greatest sanction vhich morality possesses.“37 Horne sayvs that the
race's ideals of the volitions,éf man are taught through history, through
citizensghip and the national constitution, through social participation
and laws, and through seli-legislated woral laws. These are the ways

goodness teaches morality.

341bid., p. 129,
3Stpiq.

31pid., p. 140.
via., p. 141.
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Morality ls also taught to the student as the sindent is disciplined
to doing the meeessary bub disagreeablo. This is a persistence and
stick~to-it-iveness to do the thing that should be done even when there
is ne Interest in the activity.

In addition to morality being taught through the exercise of counliol,
the race's spiritual ideals, and disecipline, Horne also says that it can
be taught through the natural and instinetive tendency of the pupll to
act upon the suggestion of others, 411 individuals, he poiats cul,
devalop a semsa»of seli-conseiongness as they inldate others in their

-

sooial surroundiags, and the school should cepitalize cn this. For when
the copiss are bad, he holds that initation wonld work in the interest
of immorality just as f@aﬁily as in vhe iuterest of moraiiiy when the
copies are gecd.Bg Teachers and cducational losaders shonld try teo put

LR, S N JRCTOPR X 3 oz 3 e B DA o A CRS B \ 3
¥nd befcre the student. Habterial soclels would

. - o« & besutlldd pleyground, an aveldtecturslly good as well as service-
able school building, well~lighted corridors, broad stairwsys, carefully
orderad schoolroons, neabt and clean texds, a reasonabiy high requirement
of the guality of work done, and an atmosphere of dgfecdb¢u and engrossing
cocupations, (o treathe which gultivates the sense both of the reality
and the winsomeness of livingoﬁj

Material wodels, however, de not offey the possibilities for inita~
tion as puch as & persconality, Horue continues. For this reason, tue
person of the teacher is of paranount importance in directing the woral
growth of the student. TFor Horune contends that morality, as a disposition

of the heart and will, is to be developed by the individual under right

*1oid., p. 181,

F1id., p. 183



persons who are worthy of imitation by the vapil. He says, "the highest
Guty end privileze of the teacher, is to be in whalsoever things are true,
honest, Just, pure, lovely and of good report what he is willing for his
pupils to become, 4l

Horne also mainbtains that the school ig to train the individual %o

Judge safely and well., This also conltribates to the wmorsl development

9?.7

of the studeat. The vast majorliy of the human rage has the capaciiy
for judgreni, he says. This judgment is similar to Dowey's refllective
thinking, housver, 1t goes beyond mers reflection. Horns says, “Ihe
trained Judgment reports facts as they ave, sess thelr meaning, foresess

thelr conssquences, and glimpses the vwhole of whieh they are fragment 1t 142

This Judgment helps the individual to make sane cholees; te make worthy

gaent,® Horne says, %that

&

ne objeet of endeaver. "It iz jud

digtinguishes the true fronm the false, the beautl *ul fron the ugly, snd

the good from the ovil.®™3 Az the schocl assists the student o develop
an ability Ge render judgment, it is helping the student te grow morally,

according to Horne.

1054, , p. 185,
4lypia,, pp. 185-186.
A% 1id., e 235

L T o
43Tpid. , p. 233



GHAPTER VI

SUAARY AN COBCLUSIONG

The contemporary philosephles exandived in chaptors three, four,
and five dAiffer in certaln of thely begle asswwpitions, in certein of
thelr fundancnbsl arpusents, and in cerdain of thelr conclusicns both

conserning kvowledgs, truth, and value in general end comncerning odugt-

tional applications in partiaciler. They differ in iuwportant respects

)

soncerting the ends and the means of moral instruction in general and

concerning the ends and means of such ingtruction in the public schools

Summary of Philosophles

Deugy considers experience &g the whole of encountered reality.

i exporience he believes that nind and intelligencs have evolved

in a purely natural way, that mental processes have developed ws soans

wherchy men controls his enviroment. He holds that kmowledge iz made

through expericnee arising in asiion, that reflective thought as an

aclve experiential process is the wethod thyough uhich.knewledgs ig
gained. He consoives of values as neither absolube nor elernal, but as
relative. He belisves that the good is the satisfactory, snd the

gutisfactory ic what is satisiying both irmediately and in its probable
consaquences. Sincs the chavacter of probable comseguenees is o matier

%

of kvowledgs, he believes that the ascertaimment of velue is a proper

T
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gubject of science, Deowey bolisves that education shovld be conceived
as & process of which problep-solving is the essence, rather than as a

nrocess of preparation., He belisves that moral ideas are derived from

A

experiense and thabt all such ldeas are no more than hypothesses to be

re-oxanined continnounsly as smitshle objects of experimentation in the
Light of continuvovsly changing conditiens., This neans thal there are no

5 “ °

norel chsclutes, that all judgmenits of vulue are “appralsais? not facts,

ol

and are velative only. DPewey is opposed o amy voral iastrusiion whieh
sesks to furnlsh to the student fiafshed value Judguents (l.e. “appraisalst).

i e e TASNE G NTE Ay ey p A% 0w qoda A3 oo & e ey a3 oy £yraE
In Zaet Vowey generally distrusis direet instruetion, and particulaerly

emphasizes dhis digtrust in the aree of morals.
Bread, in eouitrast, asceple physical reality as the fundamental

feot wderlying o He balieves that a Mreal?® world ocxdsts cute

Y

sidzs of the individual and independent of any relation invelwing human

cxparisnes éf it, that the function of sclence is not mercly to scolvs
hupan problens, bul to ascertain the nature of an objective reallty. He
regards the eritevion of truth as covrespondence of belief with objective
asty knowledge as the demonsiretior of such correspondence. Breed holds
thab zinee truth simply is, 1t is always aud everywhere coszentiszlly the

smag. Breed holdo that man naturslly seeks his weliare and happlusss,

are valngble tc the depraes that they prousite walfare and
(= Y

- fmong the types of siltunations which abitrscet bumans, he lists

sevisiaction of physicel unger, Ifreedon, neace, knowlsdps, and resson.
Y ) ¥ ? ] [

[
&

PBreed consgiders the basis of cdusation to pe the tranomission to the

gtudent of the essential truths discoverad in the past and presevved in

he cultural heritage. He welieves thait thls heritage represents the

glosast approach thus far nade toward truth, and, thus, that it iancludes

the best solutions up to date of the problems which confront humanity.
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Horne, as an ideaiist, holds that the essential realily is mental

iamiin

He beligves that the origin of man is God, the nature of man is {reedom,

".D

and the destingy of men is im sortality. e places much smphasis upon
subjectivity, upon comsciousne SS, and regerds self-sctivily as the
central principle in sueh consciousne dorne regards values as
centerced in reality, bubt in a reality whiech, while nental, is still
objeetive, He believes that values may be discovered by man on various
levelsy the "_i@l@gicai, the physiologieal, the sociclogleal, aud ths
philosophical; but that all values culminate in, as they have their
origin in, Goed. Horne bLelisves that the good for nan lg for hin to
beoone adjusted to hisz “spiritual® enwirvoument, widceh includes three
elementgs  the intellschual, tho emotlonal, and the wolitional. 7The

1

mind, he sgys, konouws truth and avoids srror, 1t fsels beauly and avoide
pgliness, and 1% wills goodness and evelds ovil. Hub whils this ten-
deney ‘towards praferonceo for truth, goodnsss, and beauty is natural, it
mzy be corrupted in ehildhood and youth, This faeit, ko believes, gives
to morel oducation a great urgency. Horal education, according to
forne, is a developasat of a tendency toward the divine, o tendengy that

teelf of divine origin, a developusnt of the child and youth ian a

=
{5
j42]
Fale

ceriain direction; this is not simply growth, but a 3 progess of becoming,
a growth in ths 1ife of the finite toward the Iafinite.

These threo positions are mmong the most influentisl philosophies
of education in conlenporary Awerica.t The guestion is, what kind of

noral instruction gan be practiced in the public schools in the light of

the fact that &ll threoe types of philosophy aye widely held?

Inonan Gatholic phillosophy of education has besen excluded ﬁ“”*@rz COTim
sideration becauwse, although it is important, its primary comcern is in
private, rather than in puolic s edncation.



Possible Solutions

One solution to the provlem is a solubtion tegted in American

tradition., This was the practical compromise which arose out of the

public scheols. the compromise was that no secterian ianstruction be
given, %hiz solulion satisfied no one, but 1t satizfied 21l beotter
than baving the vieus of other sceits than thelr own taught in the
public classroon.

wsuch 2 sclution of the problem of moral instruciion, however, ie
chvicuoly noit in keeping with the general feeling of soclely todsy as
indicated in the quotetions of public and educational lealers given

in chapter ons. Il could well be argued that in the cass of the present

[¢]

issue sueh & compronise would be impossible to implesent and still malne
taln an educational program &cc@ptable to the publie. The fact that
there ig a recogniidon of the nesd for increased instruction in the ares
of woral development of the student nay be due in part to the stalenate
resulting frow the three divergent but inflvential approaches oifering
whaat at least on the surface eppears to be small conmon ground fox
antihote

A sseond alternative is the choice of one philosephy as the basie
for publie poliey. Aside from the theoretiezl problem, there is the
practical difficulty of implementing a poliey {uhichever should be chosen)
to whigh there would be widewspread disapproval, For while each philosepny
is ardently supported, each is no less ardenitly oppossd.

A third sliternabive is to examine esch of the philosophies to ag~
eertain what cav actually e done in respomse to ithe demand, bui which

will violate none of the basie promises of the different approachas and
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which will st31l achieve at least some of the positive values sought by
gach. This alternetive has the practicsl velus of offering a basls for
impediate action if asuch common ground can be found., In fact, it has
been the hypothesis of this study that such common ground does cexist
among ﬁhe thres philoscphies., The consensug of the three philoscophiee
in gertain areas which contribuite to the moral éeﬁelopment of the

student constitutes the bagig of a praetiezl school program for the moral
development of the student, Thls third alternative, then, is the hypo-

theals of this thesis.
Prastieal Gonsiderations

There are certain practical considerations that must be made in
orgenizing a program Which can be supported by persons representing
fundsmentally different viewss (1) To discover and exclude from the
area of cooperative action those fundamental concepts of each position
which are contradictory or obvicusly incompatible with prineiples of the
aliternative points of view; (2) To discover and sxelnde those itens
directly derived from those fundamental postulates which cammot be imple-
monted independently of thelr basiec premises; (3) To discover and include
as the foundation for cooperative astion vhatever principles can be
found to be acceptable by all; (4) To discover and include such derived
prineiples, useful for application or implemontation, as are net incon-

siotent with any of the philosophies.



Fundamental Conecepts Present in at Least One of the Philosophies
Which are Contradictory to or Insompatible with
Fundamental Councepts of at Least One
of the Alternative Philosophies

Fature of Anowledge.

Dewey. Enowledge is made through experience erdising in action. It
is strietly a proeess of creation rather thaa of disecovery. The sxperi-
mental method is Nmdemental to this process.l It is not just g method.
Reliabllity of knouwledge ig determined by the way ir which experience is
crganized. JScience is ¥"the kind of organiszaiion of experience effceted
by adecgnate methods of tested discovery.“z Reflection upon probable
conseguences of possible courses of metion and testing the one selected
iz the method of knowledge making,

Breed. Reality eimply "is,® and truth "™s a quality of an idea or
proposition referring to realiﬁyQ“E Truth is dependent upon the con-
formity to objective fact, "the ultimate determinant of the truth of am
idea s . . . something beyond mere personal satisfaction, something ex-
ternal to the personality and not dependent upon i%, sowething that can be
definitely referred te as an objective fact. "

iy

Horne. Oonscicusness develops from ¥sensation and wovementi.® The

Y

principle of ¥gelf-activity® iz "the central principle in consclousness.®

W& s et . -~ . . . &
This prineciple is itself Pthe root of all kuowledge, foeling, and will,®’

1Dewey, Demoerscy and Bducation, p. 393

2ibid., p. 223.

BBreed, Educatien and the New Heallsm, p. 51,

HTb3de, De 35.

Horne, The Philosophy of Education, p. 170.
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Sinee the wind knows only perceptions, it ean have no knouledge of
material nature., For man, then, all reality is wental or spiritusi.

Summary. Yhile Dewey holds that knowledge is made through experience,
zod that it iz not a process of diseovery, Breed and Hovne hold that

knowledge is sitrietly discoversd by sian. Moo doss wot ereaie kuowledge.
et rather he h@cames ayare of pre-existent knowledge, say Breed and
Hornes Dewey holds tho basis of Imowledge to be reflection aud action

in testing hypothesess Dreed holds the basia of knowledge to be conformity

to objsetive fagt, and Horne holds the principle #oeli-activity® to

be the root of all knowledge.

Hature of Reality.

Dewey. BEzperience is the whole of encountered reality. Reality
itself is ezxperience., It i3 a kind of interaction; but not an inter-
sction of entitiea, objects, or bodiss, The interaction itself is
expericnece, and ezperience is the %world of ecvenie and persons® and “the
sareer and destiny of man.“é

* Breed. Physical reality is the fundesmental fact underlying
experience., The world is a resuli of sn evolutionary process, and man
iz lrocluded among the forces of emergent evolution.® Bﬁﬁzh@ hag been
%a relatively insignifiocant factor."! One of the characterisiies of
nature i3 "enduranece® op @eternality.ﬁg

Horne., Matter is "aitimately a process of thought in the conselous-

o 9 W s , i}
ness of God.®” Purposes and ideas are "the realities of existeuncs,™ and

é@ewgy, Experience and Nature, p. 28.

"Ereed, Tducation and the New Realism, p. 50.

S1pid., p. 49.

gﬁorne, The Philosophy 0¢ Bducation, p. 170.
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fpergonality® 1o ¥the unlon .m? ideas and purposea® vhich comnstitutes
#the ultimate reality. w10 The "origin of mau is God, the nature of man
is freedom, and the deostiny of man is imaortality.“n

Summary. UDewey and Dreed both believe that the world is s result
of evolution, yot cach has his own interpretation of the term ¥evolution,®
Deway holds that all nature is a continuity of events, and that experience
iz "the world of events and persons,® the whole of encountered reality.
Breed holds that the world is a result of au evoluiionary process of
which man has been a relatively insignificant fuetor, with physical
veality as the fundaneutzl faect underlying experience, Horne holds that
matter s ultimately a process of thought in the consciousness of God,
the origln of man is God, the nature of man is freedom, and the destiny

of man is immortality.

Hature of Value.

Dewgy. Values are neither absclute nor eternal, but relative both
with reference to space and time. The good is the satisfactory, and the
satisfactory ls what is satisfying both immedlately and im its probable
consequences, Science determines what is of valus through experimente-
tion to ascertain probable conseguences. Reflection is always a pa”f'ﬁ of
the scientific process. | |

Breed. Han naturally seeks his welfare and self-preservation, which
are the real goods of 1life. Those things are valuable which promote the

welfare and happiness of secclety. Included among the types of situations

IQIbid., Pe 2704
Uhorne, g‘__h_c;a_ Philosophy of Education, p. 284.
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which sbtract humans are satisfoction of physleal hunger, {resdos, pesacs,
kmowledge, and reason.

Horne., Values have their origin and culmination in God. The goed

o ¥ " w3 R R Gty o - e ey
Wwill . ® The Types of lnman Ideals are *ho ssholar, the genblenan,
G s o, 2 Py ',l‘ 790 % ~ & aa] dea ¥ 2 g
o » e Christian,® 3 Thess corvrssrond to the spivitual ideals

mich ars "truth, bsauty, and goodmness,”

" Bread and Horne hold that values avre aboolute. They arve
0ot nade LY madm, o be made auos Deway,

<.

ot the other hand, believes thal valve is relalive to space and time and

-
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Procdom and Control.

Dewsy. The student partieipates wore willingly in sceilal experiences
if he 1is allowed freedom. Moreover, an enforced atmospherc of qulet in
the schoclroon is artificial, and not ilike real life, HMenbtal activity
finde wore fertile sround for developing iu a situation vhere there is

physical freedom. FPhysical freedom iz & mweans to an end, namely, intellec-

tual {reedowm.

A0 oy
d.’vibld‘ $ p. tf.'glde

reia,
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For fresdow from restriction, the negatlve side, is to bo prized only
a3 a nmeans to a ifreedom which is pos ae:g; power to frame purposes, to
jodge wisely, to evaluate desives by the counsequences which will result
from acting upon them; power to celect and order means to earry chosen
ands to operation o

8
fars

Breed. There must be some curb on individual irpulse and spon-

taneity: otherwiss ansrchy would result, IF the student were alloued

unbridied fresdom, and the motieo fcbey that impulze¥ usro to be cbhserved,

1 P R % Tone By K .
the rasult vould e snareln thier ie

I e enlbaral tradition, oueh puldeance
means there will be o lessening of pupll freedem. This weans there will
be resiriction upon physical activity. Ixcessive physicel sctiviiy may

be injuvious to the sbtudend, for

« o o« the cdueabor will updersiand, zlso,
knowledge nay co“.mcmly bo wldensd witho at the c?t ‘LSL.*. ad

. he popills
oeess Qf Eross

phyeleal setion and personal diseovery. In fao z,, he be avare that
conerete objects and gross physical actlvily may ﬁ;] :mcss : and

that language inergasingly provides a substitate for

. . o
the ehild matures.td

activilty as

Surmary. Deusy adwocates sucouragensat of fresden on the part of
pupile. He believes thet freedonm is nocessary for nontal activity,
thinking, probleuv-solviag. Broeed, howevsr, fecls thal control is more

important than irsedom for the fom uould be saarchy.

Growbth and Presaratlon.

sway. *The educational process has ne ond beyond ltseli; it is

o

& ‘A‘I [é

its own end, ™Y Parther, ®uhea and only vhen developmeut . . . conduces

& - e

1 Hewey , uxpericnce and dueation, pe L5

fot
\Z‘e

2een

Brecd, Lducation and the Fow Heallsm, pe. 32.

id

‘ , s -
“ewey, Demoeracy and Educatlon, p. 59.




to contimaing growth does i{ angwer to the criicrion of education as

Breed. Subject matter io of great imporiance, since subject
matier 1o the cultural tradition to be transmitied to the student.
Mastery of this tredition, which represents the finest fruits of huwan
thought is "a swpreme educatiopal objective; the activities of the
learner, the mode of mastery.® Furthermore, "One furnishes the goal
of growth; the other the method of appreach. The tuo are relaled as
ends and means, W8

Horne. :Edueation transmits the soeial inheritance to the student,
and ig of thé nature Qf nental growth in the direction of the spiritusl
environment. It is development, not mouwldiag. Iu this development the
potential becomes the aciual., But education should not lose gight of
the fact that this development, which occurs according to suscessive
stages of growth, ueeds s goal beyond itself,

Summary. Dewey does not concelve ol education as preparation;
but as a process of growth He believes that the process is all- -
important, that what is good arlses within the process, that simply con-
tiauing to grow has a value in giving rise to values. DBreed and Hornes,
on the other hand, hold that education is preparation. While they agree
that it is & growih, the value is not ln the growth ag such, but growth

ig the means to an end,

Interest and Effort.

Dewey. Interest and effort are comnected. Interest wmeans Wihe

lvDewey, Experience and fducation, p. 29.

183reed,-§ggcation and the How Realiswm, p. 228.
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point at which zn objeet touches a wan, sad . . . the attitude of
absorpt tion. ™7 The ebild's intereste will help determine his partici-
pation in goelal experiences., Effort iz voluntary when interest is
present.

Breed. The student should net be allowed to follow hig own
interests and inciin&tiama. Since the school is to travsmit the cultural
heritaze to the student, pupll ivbtersst will not be satered to. "Guidancs
represents e hsalihy mistrust of the depaudabliity of such intersste, 1

Borne. The experlences of the race should be made avallable to the
student. Therefore; student interest should net be the primery considera-
tion of sducators, Effcort is to be put forth in some cases vhether there
is interest or not. Tor %effort may lead Lo interest . . . even if
interest neveyr comes as & result of effort in such cases, still the
oliligatory thing rmust be done, 1<t

Summaxy. Dewey, on the one hand, believes that pupll interest
should be recognized and respected, for he believes that by following
his eown intereats the student will participate more freely in socisl
experiences. He also feels that effort will naturally fellow intersst.
Breed and Horne, on the other hand, believe that pupil interest should
not deternine school exporiences since the scheool is transmitting the

culibural heritage to the student. Horne feels that in some lastances

effort will be arrvayed against interest.

lgﬁeway, Denioersey and Education, p. 148.

agﬁr@ed, iducation and the New Healism, p. 2L4.

1. . -
“lﬁorme, The Philogophy of Idueatlon, p. 312
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Pandamenial Concepte Acceplable to ALl

Value of Individual Henbers of Societby.

Dewey. The task of ecducation is the development of the individual

", ot

members of soclely two the utmost of thelr potentislities. 22 Tndividual

‘-!j;

dai fferenceos aud the diversity of capacities of huwasn beings showld
congtitute ilnportant conecrus of the teacher, since the individuval is
of incomparable worth,

Breed. The demands of soclety az a whole and the value of ladividusl
nembers of society should both be recognized by the educator. %ihe
realist 5 . . defers to no one in his cnthmsiase for the salvation of

individual sculs and coffers an educational program desigped to bring them

ner pastures or a safer haven in the sud. w2J

[
b
CP
(o]

og
*‘2
(1)

Herpe. Bach individual mowber of society is of incoampavable impor-
taneo, yei each nenber should become adjusted to his #gpiriitnal environ-
ment. ¥ Authoritarianism is objestionable, sinee it is unduly repressive
of the individual, ®iuthority is to be upheld when its principles are
true; individuality is to be asserted agsinst false propositions, whether

a2k

in theory or practice.

g.,g

Sunmary. sgreemend 1s reached among the thres phlles eg in their

recognition of the wvalue of the individual namber of society. Esch one
offers a progran that stresses a respect for the individual and an

attempt to equip the individual to take his particular place in society.

Breed, Dducation and the Hew Reallsu, p. 226.

31@;2@:&.@, ihe Denooratic Phllosophy of Lducation, p. 420.
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ihs Jocial Habure of Guman ixperlence.

Deugy. The developmeat of the young by the wature wembers of

©

goelety is the meitbod by which soclsty perpstuats

ot

ceiugs assooiated wi

=

i sach other live im & soeial envivoment. ¥he

[S

= o

ginz of «ducation is soclel. The scouisition of slidllis ie not an end in
itself., UYhey arve things to be put to use, and their use is thelir cone

=

cr i . . e e wBB e . . ]
tribution to & common and chared 1life.®®”? in individusl cannot be
regarded as a being apart from soclety.

Breed. The social aspect of human experisnce is of much lmportancs,

W
i—:
&
o
2

1 good of society outwelghs the good of the individual.
f0bviously, ocommon interests take precedencs for the same reason that
ten dollars outvalues ome. 920 Human experience is social in mature, for
the buman values ars the soclal wvalues, i.e. the greater well-bheling,

welfare, happiness of soociely.

Horne. Human experience is itself sccial in nature. Hence, it is

very importaat that the experiences of the race be placed at the dis-

&

]

position of the young memoers., Society atienpis to realize their ideals
Phrough the education of the young. This is done through the ¥spiritusl

.

enviromient™ of the pupil. TShis includes the relationships in which man
sbands to his fellow man. The beat individual is the highly sceiallged
individusdl. ‘Viducation i the iandividaxdiszing of socicly as well as the
socializing oi the individual, w27

Sumary. There is agresment emong the philosophers as to the social

nature of human expericnce. Each one recognizes man as a social creature.

Eﬁﬂewey, Sducation Today, p. 296.

& @ e
gcﬁreeﬁ, Zducution and the low Xealisy, pe. 119.

<fiorne, Ideelisy in Dducation, p. 1R6.
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rtanee of soelal adjustaents, of participa-

tlng in society, of sharing with the other mombers of soelsty
Sdusational Consepts Dorived From Pundamental Soncents
seceptable o All
sxercise of Some Control.
beyey. Coantrol iv exsrclsed by ths aduit, vho has nore

-

agperience iuan the student, The uwore uairs weuber of sociedy bhas

ility Yo assist the sludent lo using Ilreedonm awd interssi in

5
vyral P Yoo At T S Ry 2, E- XA DN SR pie)
guch a yay that the stulient growd in soclal sifscitivencags, ™

sducator should be able to judge izt attitudes and tendencies are con~

cducive to growuh in the proner direellion, zud exereliss
A . 0

ades and tendencies will be developad.™”
. s

Breed. The exersise of control is noi caly valuable, tut is

naa the standards of conduet whieh are exbibiitaed in the

.

on irndividualk

weative process

2,

of its young members.J2 The k mowledre of the past is so

SUPTRy; De &Fe

B0 gyminsy, LS
SUPLE, De 02

Roroma . m. B4

] }?1"(.1, e 5"00

“Supra, p. 65,
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unlikely the individual can rediscover it &l]l for himself without the
impogition of comtrol.BB

Sugnary. Although the amount of control advocated is not the same
for Dewey as 1t is for Breed and Horne, nevertheless, there is agree-
nent among all three that the school is contributing to the moral

development of the student through the exercise of some control. Such

control would not only nske aveilable to the student the culture of the

rage, but would alsc assist in developing a respect for other kinds of
control, i.¢. parentel control, legal control, and social control. A
respect for these kinde of control would meke the student a better
member of the family unit, a law-abiding eitizen, and 2 wors cooperative
nember of soclety. 7Tho right use of coutrol can best be taught through
the example of the teacher in tsacher-pupil relationships, aud by the

school admindgiration through its poliecles goveraing eontrel.

Digeipline to Carry Through with g Purposs.

Dewey. When obstacles arise between the beglnaing and ending of an
activity, deliberation and persistonce are reguired, Such deliberation
and pergistence iz discipliane to sarry through with o purp@se.3& Hhen
a pesreon has intelligsntly chosen o course of action and has the power
to endure in the fece of difficulties and distraciions, he ig disci-

-
plined.”* Such discipline arises out of intercst.

Broed. Diseipline is ®arrgyed against interest®; it does not arise

LS

*:

from it. Disciplive is arrayed agalnst interest because of the Ywelo

3

BESuprap Do 66,
34,

Gupra, p. 48,

QBSunr",

£

De 48
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peuer® of the facts of objeciive reality. Discipline is necessary in

order thot the cuwitural heritage be tranemitited to the student, 36 1ne

student rmst persevere in his aifort to waster the heritage of the

Horne. Gowe things are obligatory, soue things must be done.

Therefore, the developzont of persever

(]

anece, o diseipline tc caxry

through with a purpose, 29 imporiant. "Discipline in dodng the dls-

sgresable that is necessary is worth while, that offort way lead o

interast, bhat even 1Y interest never comes ag a2 resull of efford in
guch cases,; siill the cbligatory thing wust be done, 857

Suzmary. Dewey holds thet diseipline arises out of lnterest.
Broed holde thet diseipline is arrayed against intereat. Aund Horne
holds that diseipline is necesssry whether interest is preseni oy not.
Yot there is mutusl agreement that discipline to carry through with s
purpose assists the student in his moral development. They agres that
such a diseipline could be developed through any activity of the school,
whether in the classroom or ontside the colassrcom. It would assist the
gtudent in reaching worth-while goals in his perscnal, soelal, or
enponomic life. Thero would be the development of perseverence in
achieving vocational fitness, a stick-to-itivenese in participating in
mutually begeficial éammunity projects, a determination to achieve

ageeptoble forms of personal wmorallty.

Sensitiveness or Gonscientiousness

Dewegy. There should be a development of sensitiveness towards the




legitimate clalme of others, a syapethetie attitude lovards othoers, or
ey oy L4 ee o SN R 3 yracy G Shy e —y - L% 20 7 2
counpassion and rosponsivensss to e interests of others.~v Fores of

sharaster should never be misused to the point thabt it lgaores or harag

0&

%

the interests of others. 0On the contrary, charazcicr should lnelude a

personal responcivensss and a syspathetlic oponuespz te the claims which

o nake voon the indl vidaal, 39

5;
%T.T’
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Jreed. Sensitivensss to others is imports

?4

0% in prounoting the

general wellars., An avareness of the claimsg of others ghould be

5

raspecgted, siace that whie

p is conduedve to the graaler wellebaing,

?

the happiness of sociely, is of suwprene iaporiance.’D In the trans-
migsion of the culvaral heritage thoss atiltudes which have proved o
be of rnost worth to buman perscnality aye to be nurbured.

Horans., Sympatiy for and wdersitauding of others are among the
cherisned ldeals of the racs, 41 The individual is teo becoms adjusted to
hWis enviromment, which includee all relatlions in whish man stands to his
felloy man., Such adjustment includes a scasitiveness to the leglitimate
claims that other members of goclety make upon the individual.

Sweery. 211 three philosephics ave interestcd in the good of
gociety. Bach cne holds that the good of svciely is belng served vhen s
consideration for the individual nemberg of socilebly is chown., Such a

consideration involves a senslitiveness toward ths legitimete claims of

rociation of this sensitiveness cone

sﬁ

o

hers.  An understanding or &)

tributes directly to the development of the social morality and directly
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American tradition. Although this should an

objective study, 1t would be & study concerniug scelal vaives. duch

matiers as recial prejudice, ciasses of socievy, huzan righivs, the basis
of onr modern coagepidon of law, and trial by jury would provide a
starting point for & stuldy of social worality.

Intellectual Honesty.

Dewey. The scientific method iz the methed of solving problens.
Thig method includes a recognition of the problem, & consideration of
alvernative courses of action, with the probable consequences atiendant
uponn each course of action, and the selection of the one most likely to
bring satis{actory conscqumnce@.l 2 ‘The use of the scientific method
means that the individual must be objective, serupulous, honest in each
of these steps., The individuszl is honssd wlth himegelf 28 he evaluates
the siwnation, the possible courses of actioun, the consesusmess of wsach,
and the choosiag of that cne which wi oroducs the most satislachory

a

censsguences. The dovelopneat of Ilatellsciual honesty is unecessary in
the use of the selentlfie mothod for problem-solving.
Sreed. Intellootual honesty is un essentizl ingredient of scientific

Zarimentation, Tor it is ondy vhesn such honesty iz meintained that

knouledge about objsciive reslily ean be asceritained. Ddshonesty would

grentuadly be deposed whea 1t is brought face to face with true reality.

The selentific approach would lese its valldity unless intellectuald
homesty is applicd Yo 1is method in atiempting to determine the facts

] D o

of resiity.

1‘2Supra s Ps 49.
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derane. Intellectusl honesty 1o essentisl in the tralning of the
capariiyy for Judgment, Such j grment is to repordt facte as thoy are,
to see thelr weaming, to foresee thelr consequence £.43 Tale necessi-
tates honesty at every polat i the judgment is to Lo wlid.

oy
b =28

part of judpment or reilection

> data, say Lebgy and Hornc.

nousety in dealing

2 : -,‘

agreement, therefore, that the development of iu

wiivutes to the moral developmenty of the student.

ahout or apprecicton fur intcllectval heonesty

natural scicnees where :
e illustrated.

study of the iypes of solution of provleus of personal

Wit

Sueh an

can vest

caveful evaluation of

evalu-

»

h facts and in

three philosophies are in

iectual honesty con-

abbltude

we baught in the

the resulis of hounesty and dishonesty san best

T, 8

. an objective

worality would

eh problem-

develop an understanding of objectivity and evslustion in su
golving.
Reflzction.
Pewey. By refleciion one vakes use of selontific lnowledge, one's

oun past experiense, awd cna2's intsllilgence in consl

Good Judgunent, which is refleciicn upon values,; is %o

acconpiisimaent of @ purpose. oince the powesr of

by furpming mad testing Judgnonts on the basis of thelr
school should provide opportuniity for the dovelopnent

be wut

Sering hig aeﬁfzduct.‘%’

o use for
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To discover the

nature of reality through science 1t 1s nesessery sarefully to evaluate
5 - = = - E =] 3. 8. ", % (o &
all available dato, asnd to proceed on the basls of what the data show, 40

Such a process involves refisciion as oae of itg methods. The scheool

5

should attemnt to develop refleetion on the npart of the student as 4%
trangaits the bset of the culitural heritage to him.

. . P . . o bt oty AT

Hovns. The abiiity to Judpe well comes fron tralaing. Sueh
training helps the student to roport facts, to develon a foresight that
enables him to foresee conscguenses, and to nmeke worithy chaxacters the

object of endeavor, 43 "It ds julogment that distinguishes the trus from

23

33

the false, the beautiiul from the wily, and the gowd from ths evil,24?

51

o’

Zach of the three philosophiss holds that the development

of the abllity to juige eritically, io eveinate, lg desirable, that this
ability helps the student to foresee consegquences of probeble courses of
action and to select those courses that produce satisfactory {for Dewey)
or true {for Horne) conseguences. Opperiunities for the development of
this abllity may be found in that phase ol the curriculum that allows
for group participation, outside activities, student indilative, or the

dike

e
)

Lifective Social Perticipation.

Dewey., The moral end of the school is to develop the student ‘o

Aéﬁapra, Phe 55, GO,



participate in social 1ife. Al morels are grounded in social rela-
tionships. The skills which the school helps teo develon are to be put
to use in shared social experi@nces.gl The growth of the individusl
gories about through participation in social axperiances.Sg The good is
the satisfaction of seclety im welfare and happiness.53 One of the posi-
tive goods alrveady in existence, ®soelal ccmpanianship,”54 which is &
desire for the companionship of others, is = sharing in & commen ecultural
heritage.

Breed. The peneral welfare is sought as naturally as self-
proservatlon. Therefore, the studsent ig to learn those things uvhich
will eontribuie o the welfare of Q@ciety.ss Those things have proved
to be of worth to human personality, technical skill and knowledge,
attitudes and appreciations, custons and laws are coumon soclal valuss,
To morally participate in sociely, then, one must do those things whioh
gontritute Yo the general welfare, 90

Horne. The student must be prepared to take his place in soclety,

-

- :
to become adjusted to hisg envivomient, > This cnviroamest includes all

prelations in whieh man stands to his fellow nman., It includes the

5®Supra, pp. 29, 49, 50.
513upra, De 2.
H2gupra, p. 30,
53311@1‘&, p. 39.
SASupra, Pe 47,
Qapra, pe 59.
S6guppa, p. 59.

©wry .
Hsupra, p. 6.
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the race o which the ehild !
the individuwal ¥ v
experiences o » relationshis with olther mexbers of the
goed G't o whi Be
Sumpary. There is agreenent among the philosophies thal the stvdent
should learm to paritielvate in soelely. For Povey sueh paritielpatica is
neeessary 1f the student is to grow dlrsetion.
pariicipation in socie sral welfare, Yor Horme,
participation helps adju spiritual enviromaent
Zven Thovgh the reagons for pardleipeticn differ, the fact ressins that
each pblloscphy holds that the school should contribute to the moral
dovelomment of the Individucl as it h
participation, This as

elps the student in cifective soeial
Toea
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ibsal

Py ey
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seet of student moredity mey be develeopad through
nal studies, as they presars the stude:
ence, which ig

da WP

for economie independ
iependent upon seeial pariieip

can provide clubs,

adias

tion, The schools
oy other vadniJatﬁens which give cppor-
v Tor soclal intercourse among the students. Student pariieipatlion
in class and groun projects allow opportwnities for the studen
social participation,

Gonolusions
it has @

bean shown that disagreaments avd agreensnits exist both in
fandanental concepte and in educational concept
fundamental

derived from such
concepts that pertain to the moral development of the
student. - Concerning fundamental concepts, pragmatisn is natursiistic
5.
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solve ell of his problems, therc belng no Elgher Power upon whem he can
depend., It lse ragards the valuve of a eourse of
action to bs detormined b;y"ita conssauences in practice, by 1ts procti-
cul oonsequencss. Idealisa is tnelotie dn that i1 esteews God ag the

szlf-conseious wnity of all reality. It is idealistie iz that 1t holds
the essential reallty to be mental. It ig transcendent in that iv

" a

ragards velues ag having thelr orlgin and ewlmination in God., Reslimm

5
it}

ig realistie in that it considevs physical reality to be the Dundamental
faet of experiepce. It is cvoluticonistic in that it holds that the world
is a result of evolutionary processes aund ‘that man himgelf is included

smongz the forees of energent evolutlon. It 1o objeetivistic ia that 1t

-

-

seards the truth of & valus o b delermizced by 1ts conformity o or

]

e

[+

oaslstency with external realliy.

Goancerning esdacational concents derived from fundz

Y 5 P SRR FORE N .
puril fresdon as a means bo intellec as
rtile grovad for mental eclivity. Dreed belisves thatb

control i more important than freedos, holding that the consequences
of absclute fresdom would be anarchy. Dewey conceives educaildon to be

£, ol

a process of growth, believing that simply continuing to zrow is idteelf

a2 valne., Breed and Horne hold that ofvestion is preparation.

ey

£

agres that 1t is 2 growih, but do not regard the value as in the growth
ag such, bt in that to wvhich the growth leads and in which 1t evlminates

2.

Deway welieves that pupll interest should be respectad; for, by allowing
the student to follow his own interest, he will participate mors freely
in sccial experienses. Ho also argues thabt effort develeps through

ivterest, Hreed and Horne belleve that pupll interest ghould not
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cultural heritagae o the
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a3 o woethod. philosophie

help the student in his moral dovelopment iu the

shovld be able to judge what direction

teliing. CGontrel is used in order that pupll growth may be DroDer
direction., Hreed favors the sysreise of control aver the stulent in

arder Yhat the standards of conduet which are oxhibited in the

tradition may be pe to the stodent. He also kelieves that unless
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sone 2urb on A spontanelty were placed, anarshy

wowld roesult. Horne bolds thabt -~ontrel rmagt be exorcised in
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e gitlon of its

raos mEy

y believes that the school can baat erxercise acontrol

throwh the right uwse of teacher-immpil relationships and throush the

istraetion of school volicisg,

wagh Digeipline Lo farry Paroush with a Puorpose. Dowey
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congiders persistonce in pursuins o activity in the face of

Huch discizline is nscoessary for

ntly chosen cowrse of aztion., Breed bellevss

>

necessery in order that the cultural heritapge ve transuitied te the

student., Horns holds that some things ore oblig

be done, regardless of individual prelerence
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of digciplineg that lcads to doing the disagreeabls but necessary. Such
diseipline, he concludes, may be developed by the scheol through
activities carried on by the student both within the classroom and

i thoutb.

3. Through Development of ﬂeﬂBLtiVPﬂGG“ ¢r Gonscientiousness.

Dewey believes that a sensitiveness towards the legltimote claims of
others should be developed by cach student., This is a e gpongi veness or
compassion for the lnterests of others. DBreed favors ithat which would
be conducive to the general welfare, the well-being, or happiness of
society, Those attitudes which have proved te be of most worth to
humen personalily are to be murtured. Horne says the individual is to
become adjusted to his envirenm@nt, which ineludes all relaticms in
which man stands to his fellow-man., Such adjustment wonld include a
sensitiveness to the legltimate claims‘tha% other members of socisty
make upon the individual., The study of history and literature would
provide & “ﬂui for an objlective otudy of social morality in the
developing American tradition. The social sciences provide opportunities
for atiention 1o secial values.

4e Through Development of Intellecitual Honesty. Dewey comnits

himself to the use of the sclentific method in the sclubion of provleus.
The development ef intellectusl honesty iz neecessary in the use of the
scientific method., Breed is alsc committed to the scientific method
which necessitates the development of intellectual honesty 1f the
results are to be valid., Horne favors the tralmivg of ths capaelty for
judgment. Such judgment is to report facits as they are, to see their
neaning., This means that intellectual honesty must be devaiomed if the
judgment is to be wvalid. This kind of norality scan baesbt be taught in

the natural sciences where the recults of honesty and dishonesty can
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best be illustrated., In the social sciences and literature an objective
stiudy of the types of solution of problems of psrsonal morality would
develop an understanding of objectivity and evaluationviﬁ suzh problem-
solving.

5. Ihrough the Development of Heflection. Dewey considers reflec-

tion as part of the scientific approach to knowledge. Through reflection
the individual can use his intelligence in considering his eonduct.

Breed favors the use of the seientific nmethod in the atiempt to diéc@#er
the nature of reality. This means that there wmust be a carsful evalu-
ation of all available data, and s procesding on the basis of vwhat the
data revealed, Such a process would involve reficction as one of its
nethods. Horne believes that an ability to form judgment should be
developed, Reflection is part of the ability to judge well. Such
ability helps the studeni to report facts, to develop & foresight that
»enables hin to foresse consequences., The school can give the student
opportunities to form judgmenits and to reflect upon th@ir,donsequenceso
This cen be done through an emphasis upon activities that require student
initiative., Through the study of historical or literary characters the
student would see the result of seleeting certaln courses of éction, and
would develop a refleciion upoé consequences when sirilor cireumstances
oceur in his own life,

6. BEffective Social Participation. Dewey says the moral end of

the asshool 1s to develop the student to partieipate in soeizl experiences,
The skills which the school helps to develop are to bevput to uge in
shared social experiences., Breed bolieves that to morally participate

in socledy one must &6 those things which contribute to the genoral
welfare. Horne bolleves the student mmust be prepared to take his place

in soclety, to beeone adjusted to his environment. This enviromment
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includay all relations in whiech wman stands to his fellow man., The school

[

can contribute to the effesctive socialization of the studont through the
vogetional subjects which prepares the student to take his place in the
geonowic scene, Further, the schools may provide elubs, seeicties, or
other organizations which glve opportunity for sceial intercourse among

the studenis. Student participation in class and group projects will

allow opportunities for the student to lsarn social participstion.

Thus it can be secen that there is actual agreement among the
philosophics in certain ayeas which pertain it the noral development of
the stndent. Furithermore, this agresnment can be identificd and expressed.
It is clear from the ovidence presented That these polnts of agreenent
offeyr grounds for a common school progran in the asvea of moral develop-
ment. Suchk a program if initiated would probably go beyond what is
peing Jdone at the present. %he possibility should be considerod that
out of such & preogram might come further compromise and expension in
thls important funelion of the publie school.

ihe net eonclusion io that there is agreement asmong the philosophers
whose philesorhies have been aaslyzed in this thesis that {1) a good
public school progran would include provision for moral development;

{2} thet the features of such merul development would include the
exergise of sume contrel and the development of (a) diseipline to esrry
through with a2 purpose, () intcllectusl honesty, (e} sensitiveness to

the ¢lains of others, {d) reflection, and (e) social participation;

{3} thet such fealures would not sirictly ke aims of cducation, for

and Breed would not object te calling then aiuns, Dewey

wonld object to regs r particuier values as alue of edusationg
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(4} that moral development would ocour in a good publie school



educational program as en ineidental result of a program irvelvias

problex-gsolving.

Possible Applications

o

-

A publie school program congerdal to the conelnsions suemarized
above wight be crparized in various waye and nipght include a wide

2.

variety of conient. 7

ollowing is an example of a {type of possible
application to a publie school program of these conclusions. It should
be eaphasized that the progras described is an illustration oly of a
possible application; surely not the only possible acceptable applicam
tion,

1. It would be a program in which as full advantage as practicable
would be taken of the experiences that hupan beings have had in coping
with thelr envirommenl, social and physical. Oppeortunity would be
afforded at every level for the student to share in the experiences not
only

a/

of hig lmmediate asscciates or even of his contemporaries, bud in
the experiences of those who have gono before hin, of thoso who have
struggled with difficuliies comparable in varying degress with his own,
aud who have reached sclutions 4o the:.r problens which were more or lass
successinl, Broad aves inquiries of a fype suggested by the followlang
possible titles would provide one aceepteble way of accomplishing t.ne
result deseribeds "an and Civilization,® Man and Hature,® “Con-
temporory Givilization,™ ®an's Struggle Toward a Better Life.® Such
inguiries would concentrate the atiention of the student, nol primerily
upopn & seguent of 1ife or a limited aspect of 1ife, such as political
history, history of art, or economic history, but upon the interrelated-
nesg of the various feabures of ¢0nter§g)0r&,u”y civiligation., Attention

would be directed to the backgrounds that have most deeply affested the
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eifort to ilud or erests sclutious to thelr problems, vhieh would in-

wolve the problens both of the immcdiate gro
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s oG of the larger group
By

wnat is scclety. Fall attention would be given to the imporitance of the

adividual in dealing with the probloms of the modere werld. activities

ga*e

with little, if any, bearing upon the more funismentsal personal aod
soeial problems would bo discouraged. In other words, all 1ife in the

A ° * L3

school and all ectiviiies in tho school would be purpssefal, would have
4 gorious purpose, and ong recognized, insofar as possible, by the
student as of concern tw hin

3. It uould be & progran iu which emphasls would be placed upon

the developusnt of an gppreciation of persenal merality. It would in-

% R

volve a consideration of the maln types of solution of probless o

&

personal morality that have been used in eavlicr and other sonioaporary

\u‘

societies ao well zs those present in contemporary Arerigu. sebivity

be stressed in studying such soilublons, This purpose would be

&
E
C‘;

acconpliched prisarily as o dlmeonslon of other conceras
& separate gourse. It would be assumed

overtones, has woral bearings, and the
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noral overitones sad bevarings would



relationships, 17 any, between the types of solution of problems of
pergonal morality in the lives of others and problens of such nature as
might arise in the life of the siudent.

4o It would Bo a progrem in which the siudent acquires an under-
standing of hig regponsibility in the society of which he is & part and
an appreciation of the imporiasnce of soclal participation, Imphasis
wonld, *hhe:i‘efora," be given both to the subjecic of social rights and
obligations, It would involve attitudes concerning pubile morality,
such as those pertaining to classes of soclety and to attitudes with
respect to religion, occupations, and rage., Attention would be given o
the developnenl of social values in history, to such matters of broad
hupan eoncern ag the tasis of medern conceptions of law, the develcopment
of the ides of humen rights in general and of particular human rights
suah ag are expressed in the Bill of Rights, the soncept of laissen
faire, and other related voncepis. OSuch a program would stress the fact
that participation in soelety invelves contributing to the social wel-
fare, 1% would stress the point that t recelve the benefits Ifrom
society imposes obligations to contributs to society. Hers aguin, such
topies would be considered as & part of and in connsction 1&*&1 glher
~ problems., They would be regarded as aspects of problems as they appear,

5. It would be a program in which there would be the develcpuent
of an understanding and appreciation of ccouomic morality.  Gonslderation
would be give_n te the relationship between social partiecipaticn and
sconomic production. Bvery individual would be encouraged to develop his
abllitles and polentialities for cconomic participation to the fallest,;

not only for his own benefit, but for the benefit of soelety. In his
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developing appreciation of economic morality the student should learn
that the recipient of the benefits of any given economy owes to that
economy his own participation,

6. It would be a program designed to develop in the student the
-ability to judge well, As the student, in dealing with coantenporary
provolems, ié introdused to the experiences of the race, botia past and
present, cuphasis would be placed upon his deveioplng skill in julging
betwoen alternatives, in maling cholces in every-day matters, 48 he is
confronted with a multiplicity of choices he gradually acquires ability
to choose more wisely. Practice in making decisions ﬁoﬁld » therefore,
ke a part of the program. Such a program in the public schoclé would
present opportunities for evalualing facts, for maldng and ﬁésting
hypotheses, for developing an attitude of éarefﬁzi reflection upon
passible choices. The program, noreover, would be designed to btrain the
studeni to u‘tilize‘ all available data in formulating hypoﬂwseé. On the
basis of these data and other pertinent information, the student would
learn to Jjudge and select those courses that will serve well in neeting

his own needs and those of soclety.
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