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PREFACE

Wheﬁ the present writer attended a series of jectures on Peirce, James
and Dewey at the University of Louvain, what struck him about Dewey was
his rather ";:_)ractical," "concrete” or "simple" philosophy. There é;éemed to be\:
none of the "abstract" talk about being which characterizes many other philo-
sophers. On the contrary, his philosophy looked like a verbalization of common

everyday practice. The writer was so captivated by it that he thought it necessary

‘to investigate what this deceptively "simple" hilosophy has to offer..
g p

When he started, he did not really think/of anything specific such as Dewey's
metaphysics. theory of knowledge, social and political philosgip‘hy, or his philo-
sophy of education. He just wanted to "listen" to this "new", captivating philosopher.

*

However, on reading Schilpp's The Philosophy of John Dewey, the writer's interest

shifted f.mm being merely a good listener and admirer to such a sbeciﬁc sphere

as Dewey's social and political philosophy, and finally to his philosophy of education.
The wrner discovered that almost every book and article on Dewey’s phl]osophy

of education seemed to focus on the rather tautological and ambiguous nature

of growth leading simply to more growth. He could not but wonder what message
this "new", captivating and "simple” philosopher c;auld really be trying to convley

by his reference to growth. The thought of his being misunderstood or misinterpreted
kept on haunting this writer. Because of his previous interest in Dewey's social

and political p]'ﬁlosophy, the writer still had at the back of his mind Dewey's
emphasis on democracy as both a way of life, and as a form of government,

as well as his conception of democracy as characterized by freedom. The present.
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writer thought that if Dewey's conceptiém of education, or his educational
exemplar, is that of education in a democratic societ&QJch an_education could
be consié!ered as airning at the attainment ac;f’\ireedom, which Dewey views as
characterizing a democracy. But, since he specifically emphasizes g-rowth in

his philosophy of education,_the speculation took a slight‘ly different form. Could

\ 7]
growth be related to freedom, or could it even be synonymous with freedom?

If so, could it help 1o explicate what Iiew;—:y means by growth jeading to mere
.growth? ' '
These cogitations ‘led to the present research. | have learned that Dewey's

philosophy is. not-as "simple", "concrete" and 'fpractical" as it seemed to be.

Like rnany &ther philosophies, it is faced with the numerous perennial problems

and issues of philosophy. Like any good consistent philosophy, it has not been

able to avoid the "abstract" talk about being. Like many other attempts to resolve
“ the perennial problems and issues of philosophy, it has its strong and weak poi?rtf_\
its truths and falsities, as well as its ihconsistencies. I must confess, however, 7
that I am not at all disappointed by my findings. For, all through the various
stages of the investigation, I had never presufned that I would be able to reach
a clear, certain and evident solution that can be readily accepted'by all. Part
of my guiding ”p‘hi!osophy" had always béen that one cannot think, and ti\irfk
rightly, until or unless one is ready to hurt as wéll as to get hurt in the process.
I was always aware of the risks of waste, Ioss,"aﬂq error that are invslved in
engaging in specific doubting,inquiring, or creating ancli testing ten:ative hypothes:'és.
Not for once was belief in a guaranteed outcome entertaified. Neither was there

any naive presumption that the research would solve every problem associated

e
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with Dewey's concept of growth. Neverthele;ss, I do hope th.at'the conclusions

I have r;e'achéd will give rise to some further research along similar lines. If

Dewey is now percei\.fe'd as an advocate of "education for freedom", or of "freedom
in education",. ra:Iher than as just an apostle of educational aimlessness because

of his conception of growth as leéding éimp]y to more grow'th, then,Tcertaiply

have no regrets, no requests, and no apologies to make for having embarked .
on this research. . )
-
L}
>
=,



CHAPTER ONE

INTRODUCTION \

[
In one of his most authoritative books on the philosophy of education‘l

Dewey writes: "since gro'vnh is the characteristic of life, education

is all one with growing; it has no end beyond itself."2 This tends to

justify an undé?stan,ding of Dewey as maintaining that growth is the

end of education, and that it ultimately translates into educational
aimlessness. It has also led to a number of fheses, articles and books

that decry, as well as try to clear the confusion, ambiguity and vagueness
that becloud his concept of growth in education. In the following section,
such literature is briefly ::eviewed. The authors are selected as representative
of the various cdmplaints that have been made about Dewey's c‘oncept

of educative growth, and of the attempts that have been made to clarify
the concept, especially as such attempts suggest a link with Dewey's

notion of freedom, and thus lead naturally to the problerﬁ under investigation.

-

- Dewey writes: "... Democracy and Education.was for many
years thut in which my phllosophy, such as it is, was most fully expounded...
{("From Absolutism to experimentalism", in John Dewey on Experience,
Nature and Freedom, ed. by Richard J. Bernstein, New York: Liberal
Arts Press, 1960, p.14.

z. John Dewey, Democracy and Education. New York:-Free Press,
1968, p. 53. See also p. §9-5T, and Reconstruction in Philosophy. Boston:
Beacon Press, 1970, p. 177, 184, 185,
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I. Review of the Literature - ' e

| .The fuirst part of the revie.w concerns complaints that have been
made about the ambiguity of Dewey's meahing of educatioﬁ as growth. The
second part discusses individual efforts that have been made to ynderstand
Dewey's concept of growth in terms of social ae\'elopment, moral development
and int‘ejlectua] development. In part three, literature that coherns the self
as the focus for growth is discussed, and a few references to freedom as th.e
end of educétion are considered. The final part of the review is devoted to
& statement of the problem that emerges out of the literature concerning

Dewey's concept of growth in education.
A. Complaints about the Concept of Growth.

Dewey's conception of education as growth has led to some confusion
and complaints as to the meaning of growth leading simply to more growth.
Skilbeck, for example, expresses' the inadequacy of Dewey's conception in

the following terms: -
o

...by defining the aim of educationas
"growth leading to further growth" he (Dewey). .
appeared... to be offering a formal definition

which incorporated no criteria at all for
distinguishing between edugative and
miseducative experiences.

Arcl’%mbault, another Dewey author, nicely expresses concern about the
dxfﬁculuexﬁohmpanymg Dewey's concept of growth in education in the ?

follo(ufiﬁg illustrative passage: w

3. Malcolm Skilbeck (ed.), John Dewey. London: Collier-Macmillan,

c 1970, p. 19. Dr. Skilbeck is Professor of Education, and the Director
?f fhedEducation Centre at the New University of Ulster, Northern
reland.
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The tendency to insist upon experience alone
supplying its own ends, while denying the
validity of the admission of external goals,
clearly serves as the source of the difficulty
in the experimentalists' view in general,

and in the thought of Dewey in particular.
The inadequacy of this approach can best

be exemplified by pointing to the supposedly
complete and self justifying concept of
growth as an educational end. In spite of
attempted defenses of the view by Dewey
and his followers emphasizing the inadequacy
of distorted criticisms of the view,we seem
left with little in the way of tangible critgrion
which could direct the educative process.

This is a rather penetrating criticism. Yet one cannot dismiss Dewey's philosophy
in general, and his conception of education as growth in particular, as a mere
collection of disjointed, unorganized or ill-organized thoughts, given the rather
wide acceptance of his ideas in various fields.His critics suggest that since
growth can be indifferent, positive, healthy, destructive or malignant, some
Criteria are needed for distinguishing positive, healthy or educative growth.
Archambault represents this view when he writes:

In eséence, however, insistence upon education

to further growth is a negative concept in

that it merely calls for the abandonment

of imposed goals which might deter the

process. We can all admit that nothing rust

be allowed to interfere with healthy

development, but we are still left with the

" . need for establishing a standard for ascerta&ning
exactly what is healthy in a given instance.

4. Reginald D. Archamblault/(ed.), John Dewey on Education; Selected
Writings. New York: Modern Libtary, 1964, p. [77, Dr. ArchambXult has been
Professor of Philosophy and Education at Brown University, Rhode Island, since
1967. He is also the author of John Dewey's Lectures in Philosophy of Education,
and Dewey on Education: Appraisals, both published by Random in 1967.

5. loc. cit.
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it appears that Dewey's criteria of continuity and interaction as distinguishing

>

educative from miseducative experience6 do not answer the complaints arising

from his conception of education as growth. Accordingly, Dworkin writes as

if to justify the various complaints:

.

Even more complaints have been made about
the ambiguity of Dewey's meaning of growth
as an end in'itself. The dictum that education
ought to lead only to more education; growth
to more growth, has been criticized as without
precise meaning at best and as a justification
of aimlessness at worst. In a way, Dewey may
be'said to deserve whatever cor}fusions came
to be associated with his name.

In summary, Dewey's conception of growth as the end of education
{

seems ambiguous enough to warrant these.warious complaints. Several efforts

aimed at

wide variety of opinions being held as to how it should be conceived and interpreted.

critically analyzing and explicating the concept have led to a rather

This includes its conception as intellectual development, social development

and moral developmeng respectively.

Books, 1974, Ch. 3, p. 33-50. |

6. Vide John Dewey, Experience and Education. New York: Collier

7. Martin S. Dworkin (ed).} Dewey on Education; selections. New York:

Teachers College Press, Teachers College, Columbia University, {967 (c 1959),
/

p. 13-14.
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B. Growth as Intellectual,
Social and Moral Development.

Some writers on Dewey's concept of growth maintain that the essence
of the concept is to be found in Dewey's propositions concerning moral, intellectual
and social development. Skilbeck, for example, frequently refers to growth
as an "intellectual process" or. as "reflective inquiry."g Intellectual development
is perceived as both the means to growth, as well as a product of the growth
process. But, one wonders if the conception and interpretation of growth éS
intellectual dé\;elopment sufficiently covers other aspects of growth, such as
-the‘ social and moral aspects, which Dewey seems to attribute to the concept.
Does it fully expl.ain growth in its most pregnant and Deweyan sense as a rather
complex concept?>lf an individual grows by developing his intellectual capacities,
does he also and automatically grow socially and morally, for example? Is the
self exhausied by its intellectual dimensions? If it is admitted that growth is
reflective inquiry, z-:\s it seemns to be, may it not be asked what the inquiry is
all about? Is it superfluous or naive to ask what such inguiry aims at? Is it inquiry
into how best to develop one's intel‘lectual capacities only? May it not .also involvé
how best to develop the social and meral dimensions of the self, and thereby
attain the best possible all-round growth? This notwithstandipng, could Skilbeck's
insight suggest any relation between growth apd freedom that may warrant
the conception of growth as freedom? Has freedom anything to do with developing
intellectual capacities?

Brownson, who analyzes Dewey's concept of growth In terms of the

development agd refinement of habits, suggests that without thought, judgment,

8. Skilbeck, op. cit., p. 13, 14, 16, 18, 20, 20, 57, & 84.
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reasoning and'intelligenceDthe possibility of educative grpﬁ:th is' ]imited.9 The

implication is that thought or intelligence is necessary for the attainment of

educative growth. It is a condition for growth. But, one may ask, is it a sufficient

. - ) . " . . . . - - .,
condition, or is something more required? And if something more is required, FARE

\does the conception and interpretation of growth as involving thought or intelligence

include "this more"I that is needed? If not, is the concept of growth fully explicated,
tﬁen, by indicating that it involves thought? Should oné not look for a more
inclusive explication that embraces the element of thought, as well as "t|he
more™.that is needed to supplermient it? Can the conception of growth as freedom
cornbine both of these elements?

Edman, another author who emphasizes the intellectual dimensions

of growth, believes that there are "habits of judging and reasoning (which must

be acquired if growth is to be attained) as truly as of handling a tool, painting

. . . 10
a picture, or conducting an experiment.”

To attain educative growth, one
must acquire habits of judging and reasoning, just as he acquires those of handling
a tool, painting a picture or conducting an experiment. In this conception, growth

seems 1o be related to inquiry. It seems to involve the acquisition of habits

and dispositions necessary for inquiry. But, one may ask, is mere acquisition

9. Vide William Brownson, John Dewey's Concept of Habit and the
Dynamics of Growth. Ph. D. Thesis, Stanford University, I®0. vii — 292 p.

10. Irwin Edman (ed.), John Dewey: His Contribution to the American
Tradition. New York: Greenwood Press, 1976 {c. 1955), p. 143, quoting John
Dewey, Democracy and Education. New York: Free Press, 1968, p. 48. Before
his death in Sept. 195%, Dr: Edman was Professor of Philosophy at Columbia
University. He also taught or lectured at the University of California, at Harvard,
Oxford and the Sorbonne, and in Canada, Sweden, and Brazil.

w3
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of them sufficient for educatjve growth -as Dewey conceives jt? Suppose an
mdmdua! acquires the "habit of judging and reasoning" about how best to stop
being an alcoholic, and yet remains one himself, has he attained educative growth?
Does the arquisition of "habjts of judging and Eeasoning" therefore explain
sufficiently Dewey's concept of educative Erowth? And 'what of the conception
‘U‘ growth as freedom? Does such a conception include both theée habits, and
what "“more" may be needed to SUfflCIEﬂ“}’ explain the concept"

w lth respect to growth as social development, Archambault maintains
that Dew ey, himself, seemed to have been dissatisfied with his conception of,
growth as leading simply to more grouth and so he appealled to soc1eta1—values
in order 1o better explicate h15 conception of growth as the end of education:
"Dewey, in his later writings, seems aware of the need for such a standard to
serve as a d:rectmg force for the educative process." 1 But is it not possible
that Dewey's appeal to societal values is, after all, an attempt to supplement
_other aspects of the concept of growth? May it not indicate the complexity
of the concept, rather than fuIIy explicate it? Does Dewey not mamtam that
society should not determine educatlonal ends, despite hlS appeal to soc;etal
values? Could it be that the appeal onjy md:cates the social aspect of the complex
notion of growth, and therefore points to the need for an integrative approach
that includes this, as we]! as other aspects of the concept? If so, 'can\an analysis
of Dewey's notion of freedom, and the explication of the concept of growth

in terms of it, serve as such an integrative approach?

1. Archambault, op. cit., p. 179.
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In analyzing Dewey's "test of consequences” as offering the criterion -
by which to determine the growth that is a value, Childs touches upon the social

. . / - . N
dimensions of growth. He writes:

That which makes for continued growth

of flesh and blood human beings in their

social relations js the endﬁ the end of life
*~ and the end for education '

The Eonsequences that J'I.elp to déetermine whether an activity or an object
is a value, that is, whethef it makes for thé attainment of growth, are not the
consequences that the activity or object has for the individual involved, and
for hi_m alone. The consequenvces arg not purely individual or personal, but are
those established in grou]) and personal expérience. The "test of consequences”,
as a criterion for growth, implies social dimensions. But, one may ask, are
these social dimensions sufficient to adequately explain the concept of educati\f}e
growth? If-not, can the conception of growth as Ir;edom provide what rﬁore
may be needed in order to adequately explain the concept, as well as take care
of these social dimensions?

Axtelle seems to divert attention from these social dimensions, andr-
to point to the moral aspects of growth instead, when he lists a number of moral
concepts among the characteristics of growth. Asking what those characterif_;tics

are, he writes:

. 12, John L. Childs, "The Educational Philosophy of John Dewey," in
The Philosophy of John Dewey, ed. by Paul A. Schilpp. La Salle, lilinois: Open
Court, 1571, p. 834, Dr. Childs is an Instructor in the Philosophy of Education,
at Teacher's College, Columbia University. .
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They are "flexibility, openness to new insights,

new possibilities, hospitality to novelty, to

the imaginative and to the creative." Growth

involves, at the same time, "integrity, balance,

proportion, dynamic equilibrium; a unified .

wholeness of character. It involves the integral

expression o{3all the resources and powers

of the self." ,
Concepts like"'integrity" and "character" are clearly moral. Maintaining a
"balance", "proportion" or "dynamic equilibrium" is a moral expression that
goes as far back as Aristotle's advice to tread the middle course. Without doubt,
they are moral aspects of Dewey's concept of growth. They indicate an attempt
- to interprete the concept in terms of moral development. Such an attempt,

4

however, raises the question of how to determine what is a morally genuine
balance. Ad attempt to answer this question apparen’tlﬁ involves a consideration ~
of all the other aspects of growth, such as the social and the intellectual. The
implication is that all these various aspects need to be integrated if Dewey's

concept of growth is to b;e properly understood. The writer wonders if Dewey's

notion of freedom may not meet such a need for integration.

13. George Axtelle, "John Dewey's Conception of the Religious", as
quoted in Jo Ann Boydston (ed.), Guide to the Works of John Dewey. Carbondale
& Edwardsville: Southern Illinois University Press, 1970, p. 263, from Religious
Humanism, No. 1, 1967, p. 66-67. Dr. Axtelle is a Lecturer at the United States
International University and Professor Emeritus of the New York University.

He is the author of several articles on Dewey and on Dewey's thought. He was
the Director of Co-operative Research on Dewey Publications, at the Southern

Illinois University, from 1961 to 1966. He is also a Former President of the
John Dewey Society.
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As if aware of this need for integration, Emerson indirectly refers
14

to some of these aspects in his discussion of growth as moral development.

He thinks that moral growth is closely linked with intellectual growth. To grow
. <

morally, he says, the individual needs knowledge of alternative actions, as well

as of their consequences:

... the individual holds the key to his own moral
development. He possesses the freedom of experience,
to act, and above all 10 make moral choices. However,
in order to attain moral growth it is necessary for him
to use his freedom wisely .... He must be aware

of alternative coutses of action and re{lﬁect carefully
on the outcomes of these alternatives.

[t may Se noted that there is in this passage an indication of a relationship

or interaction between growth and freedom. However, it is not clearly worked

out to warrant our concep [on of growth as freedom, a conception which the

writer thinks will facilitate a better unde'rstanding. of Dewey's concept of growth

in education. Such a conception seems to demand a clear eﬁcposition of Dewey's

notion of {freedom, as well as an indication of how growth fits into such an exposition. |

But, more of this later.

14. Chapter four of his thesis is wholly devoted to an analysis of growth
as moral development. Vide Goldwin James Emerson, John Dewey's Concept
of Growth in Education. Ph.D. Thesis, University of Ottawa, 1975. XV-266 p.
Dr. Emerson has been an Associate Professor of Education, Policy Studies Department,
Faculty of Education, University of Western Ontario, Canada, since 1977. His
articles on Dewey include "Freedom in Education: A second look at John Dewey",
in Educational Courier, vol 6, 1975, and "Dewey on Indoctrination", in Teacher
Education, vol. 10, 1982.

15. Emerson, op. cit., p. 137-138. -
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In atternpting to understand Dewey's concept of growth, some commentators

focus on its cumulative nature. Axtelle and Burnett, for example, refer to this

-~

.~

cumulative theme when they write:

Dewey especially emphasizes these points... .
making the principle of continuity the criterion
for judging a truly educative experience:

Where does the experience lead? What are

its potentialiti?g for physical, intellectual, .
moral growth?

Comparing the educational process to the art-process, Morris similarly emphasizes

the cumulative nature of growth. Both education and art are conceived as a

I

cumulative movement that constitutes growth: .

The art-process easily becomes the paradigm

of the educational process: And indeed .

Dewey defines them both in the same way. i

"This cumulative movement of action toward

a later result is what is meant by growth.”

The only djfference is that whereas art

has an end, a finality, education has none,

since "there is nothing to which educggion .
is subordinate save more education.”

Much as it is important to bear in mind this cumulative nature when discussing

Dewey's concept of growth, the stated difference between art and education /

with respect to ends remains significant. Indeed, it is such a diffegence that

16. George Axtelle and 3oe Burnett, "Dewey on Education and Schooling",
in Guide to the Works of John Dewey, ch. 10, p. 260. Dr, Burnett is Professor
of Philosophy of Education, at the University of Illinois, and a former President
of the John Dewey Society.

17. Bertram Morris, "Dewey's Theory of Art," in Guide to the Works

of John Dewey, ed. by Boydston, p. 164. Dr. Morris was Profecsor of Philosophy
at the University of Colorado.
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has contributed to the various complaints about Dewey's conception of growth
: ..

as an educational end. Despite this, Geiger goes ahead to emphasize "the continuity
of experience and therefore growth," reiterating a "fusion of ends and means."!8
L

In his view, growth in both education and life is not a means to any ultimate

end, other than "more gr':w.f'ch."19 It is true that Dewey stresses a dynamic inter-

.relation between means and ends. The meaning of each becomes obscure because

of his emphasis on the cumulative, ongoing character of growth as the end of

‘education. It is this very obscurity. that partially explains the difficulty in understanding

the concept. A mere reiteration of the cumulative nature of growth, and of
the fusion of means and ends, does not therefore seem to particularly help in
better understanding the cfoncept. One wonders, however, whether the conception
of growth as freedom may not eliminate this obscurity.

| As if to eliminate the obscurity, Frankena emphasizes the moral dimensions
of growth as the end of education. He suggests that we can find the criterion
of gr;)wth "if we put what Dewey says about education as growth together with

what he says about the gbod."20 On this view, we are growing educationally

18. George Geiger, John Dewey in Perspective: a reassessment. New
York: Oxford University Press, 1958, p. 199. Dr. Geiger was  a John Dewey
Professor of Humanities, Department of Philosophy, Antioch College, since 1968.

19. loc. cit.

20. W.K. Frankena, Three Historical Philosophies of Education: Aristotle,
Kant, Dewey. Glenview, Illinois: Scott, Foresman & Co., 1965, p. 157. Dr. Frankena
was  an Emeritus Professor of Philosophy, University of Michigan, since
1980. He was a Guggenheim fellow from 1948-1949, and the President, Western
division of the American Philosophy Association, from 1965 to 1966.
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"if and only if our lives are becoming better .or ric:her.”_21 But, it seems legitimate
to ask what criteria help us to determine when and if our lives 5rs't_>ecoming
better or richer. Such a question seems to demand a consideration o; the other
aspects of growth. It seems apparent that some integration of these various
aspects is needed. The writer wonders if the explication of the concept of growth
In terms of Dewey's notion of freedom can provide such an integration, as well

as reveal the ideal according to which one's life could be said to become better.
As a matter of {act, it can be asked whether these efforts that in&ividually

focus on growth as intellectual, social, moral or cumulative do single~-handed[y
give a good or adequate understanding of Dewey's concept of growth in éducation.
Does any of them individually offer sufficient criteria for distinguishing educative
from mis-educative growth? Does any of them offer the ideal according to

which an individual may be said to be growing educationally? If not, can the
integration of these aspects in the conception of growth as seIf—develop.m'ent

offer such criteria and ideal? '

C. Growth as Seli-Development

-

Roth, who emphasizes self-realization in Dewey's philosophy, approaches
Dewey's concept of growth in terms of an ongoing, developing self. The self
is never complete at one particular moment. There is always something more

to learn or to experience, by virtue of which the self is to be developed. Roth

21. Frankena, ibid., p. 158. .

™
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maintains that this ongoing process of self-realization is dependent on "social

a\.a.ra.reness"22 and reflective inquiry. He suggests that it should be applied

every phase of human activity, such as morals, social issues, .as well as education.

Apparently, this approach, which focuses on an ongoing developing s;elf, indicates

that self-development provides_a focus for understanding Dewey's concept of

growth in education. And the writer wonders if it can also be perceived as lending

weight to the hypothesis that the concépt may be better explicated in terms

of freedom. It may be asked:whether freedom has anything to do witvﬁ an ongoing

developing self, or with self-realization? This, of course, will be found out later.
Brownson continues Roth's emphagis on self-realization by maintéining\

that growth in terms of self-development, results from the continuous reconstruction

of habits or of experience. In his view, such a reconstruction is feasible only

if the self interacts with society. The individual must communicate with others

if he is to attain growth understood as self-development. To illustrate this,

Brownson quotes with approval a passage from Dewey's Experience and Nature:

o

: 22, Robert J. Roth, John Dewey and Self Realization. Inglewood Cliffs: -
Prentice Hall, 1962, p. 57. Rev. Fr. Roth is Professor of Philosophy at Fordham
University. His articles on Dewey include "Is Dewey's Pragmatism anti-Jamesian?",

in International Philosophical Quarterly, vol. 12, 1965; "John Dewey: Social
Philosopher and Educator", in Proceedings of American Catholic Philosophy
Association, 1973; and "John Dewey's Moral Law Ethics", in International Philosophical
guarterli, 1980. '
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“... personality, selfhood, subjectivity are eventual functions that emerge with

complexly organized interactions, organic and s)ocial."z3

One wonders, however,

if Dewey's principle of interaction sufficiently explains his concept of educative
growth. If it does not, can the conception of growth as freedom augmentr it?
Mayeroff, however?s\.f)‘eaks Qeither of freedom nor of habits. lr‘.-stead, he views

“two Kinds of adjustment —/ac\t“iqve'and passive — asgssentia! for growth as self-
development. Active adjustment entails the modification of conduct "in accordance

with the particular state of affairs", and is described as ".':\daptation.z'[‘l Passive

édjustment, on the other hand, occurs when the individual cannot change external

; ‘conditions and therefore has to "accomodate" himself to them. It is exemplified

by one's acceptance of the weather or the colour of one's eves. 25 Both "accomodation™
and "adaptation", Mayeroff maintains, are essential for sglf-uhification and
therefore for growth. But, much as self-unification forms an essential part
of growth, it seems that the question may still be asked whether by itself it
sufficiently expresses and explains ISéwey‘s‘ concept of educative growth. It

makes the writer wonder whether Dewey's notion of freedom brings these active

~~

23, Brownson, op. cit., p. 250, quotifi'g John Dewey, E)Eperie;qgg,and
Nature. La Salle, Illinois: Open Court, 1958 (c 1929), p. 208.

~

!

24. Milton Mayeroff, John\Dewey's Concept of the Unification of the
Sel~" An E_gosmon and Critique. Ph. D. Thesis, Columbia University, 1961,
p. 3. Dr. Mayeroif is Professor of hllosophy at the State Umversn:y College
at Cortland, New York. .

25. Mayeroff, ibid., p. 4!
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and passive elements into. such a better perspective that the concept of growth.
may be best understood in terms of freedom.

Johnson tries to go further thén self-development by maintaining that
growth should be conceived in the broadest sense possible, especi.ally as Dewey
is critical of the attempt to reduce the explanation of hurnan beﬁaviour toa.
few, clearcut, unchanging mqtives\such as mastery, hunger or sex. In Johnson's

opinion, the basic urge’of an organism is to grow, and such growth is not only

-

of the self, but also of other members of society: ' .

It follows that each individual should be
encouraged to develop his distinctive
capacities in such a fashion as to contribute
to the "all-round.growth" not only of hin:z%elf
but also of all other members of society

A

- Johnson's suggestion that gt:owth should be conceived in the broadest sense
possible appears to be indicative of the complex nature of gfow‘th. It points

‘to the fact the;t it has social, intellectual, as we-IJ as moral conﬁotations. Jshnson
seems to inte’gf’ate these various aspects when he spéaks of the all-round growth
not only of the individual, but also of all other members of society. Individual
growth takes care of the moral and intellectual aspectsyiwiﬁl‘é/growth of all
other membe}s refers.to the social aspect. However,'the‘integration seems

to emphasize the social ‘dimension as only a consequence of indlividua! growth,

r
that is, the development of the individual's "distinctive capacities" contributes
: P _ 2p

26. Allison Heartz Johnson (ed.), The Wit and Wisdom of John Dewey.
New York: Greenwood Press, 1969, p. XXVII. Dr. Johnson has been an Emeritus
Professor of Philosophy, University of Western Ontario, London, Canada, since
1976. He was awarded the Nuffield fellowship in 1967.
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to the growth “of all other members of society." But the rather circular or spiralling -
relation between "the individual" and "the social" in Dewey's conceptioh of ‘
growth seems to be such that the individual needs the social in order to grow,
just as much as the social needs the individual in order also to grow. Despite
this, the present writer wonders whether Johnson's observation that growth
involves both the individual and others in the society, may not actually support
the hypothesis that growth may be better explained inh terms of freedom. Does
the latter concept not often arise within a context in which the individual is
considered vis-a-vis other individuals or society?

Childs, on the other haﬁd, emphasizes the importance of the i.ndividgal
in the conception of growfh, whil'e indirectly pointing to the conception and
interpretation of the concept of growth as self-development. He sees individual
growth as constituting the supreme moral end in a democracy. Since such growth
is relative to nothing e.,xcept_rnolre growfh, he continues, "there is nothing to
which education is subordinate save more education."27 He reiterates Dewey's
objection to interpreting this as implying the placing of too much erﬁphasis
or; the felt needs of children, and debending on their initiative in selecting those

experiences that would iead to educative growth:

’

27. John L. Childs, "Dewey and Education," in John Dewey: Philosopher
of Science and Freedom, ed. by Sidney Hook. New York: Dial Press, 1950, p. |55.
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He (Dewey) has emphasized that what are

often asserted to be the present needs and

interests of the children are superficially

derived from what may have been suggested

to them by the radio, the movies, the billboards,

the newspapers, or current developments 3

rin the life of the family and neighbourhood:
In other words, growth as self-development, and as relative to nothing save
moreAgrowth is not undirected growth. As far as children are concerned, it demands
adult guidance or direction. But what does adult guidance mean to Dewey?
Does it mean the imposition of adult needs, desires, impulses, instincts and
standards on the child? Can the conception of growth as freedom consistently
explain such guidance? Has it anything to do with individuality? Although Ratner
maintains that both the curriculum and the methods of teaching must be geared

to satisfying the needs, enriching the qualities, and maturing the powers of

the individual, he nevertheless points out that this "does net mean that the

- child is to be left to his own devices, so that he may unfold according to the

dictates of his own nature."29 Dewey's concept of growth in education, understood
and interpreted as self-development, leaves room for the recognition of children
as beings existing in.their own right. Each child is viewed as having his own

individual stage of growth or development. Nevertheless,~this does not mean

" that the children should be left to develop on their own without guidance or

direction. Neither does it mean, on the other hand, that their develof)ment

28. Childs, ibid., p. 157.

29. Joseph Ratner (ed.) Education Today. New York: Greenwood Press,
1963, p. X1. Dr. Ratner is Professor of Philosophy at Columbia University, and
has edited or written a number of works on Dewey's thought.
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or progress should be measured in terms of how closely they approximate adult

standards. The writer wonders whether the conception of growth as freedom

can provide the implied or n&;ede\d'balance. ;
To avoid judging the growth or development of the child by adult standards,

and in the attempt to provide a balance, Edman suggests that‘ attention should

be focussed on a positive conception of "immaturity.” He suggests that it should

be viewed, in a Deweyan sense, as "the ability to devejop", rather than "the

capacity of a quart measure' which is to be filled with liquid.Bo 'The latter is

a negative non-Deweyan sense of immaturity that leads to disre.gard for the

intrinsic worth of the child. It also encourages the setting up of standards that

relate to static ends. The implication is tha_t growth becomes-an accomplished

fact, or a static end, once it attains adult standards. This referenc‘e' to an"atcom—

plished fact” or "static ends" seems to be related to Dewey's emphasis on the

dynamic interrelation between ends and means, which obscures the meaning .

of each, and contributes to the difficulty in'understanding the concept of growth.

If the positive conception of immaturity suggested by Edman is linked with

this obscurity of the means-end distinction, as it seems to be, does it then help

very much in understanding the concept of growth? If not, can the conception

of growth as freedom possibly eliminate this obscurity?

30. Irwin Edman, John Dewey: His Contribution to the American Tradition,

p. 136.
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In summary, various authors maintain that'Dewey's concept of growth
in education may be understood as self-development. They suggest that growth,
understood as self-development, demands social awareness and reflective inquiry.
It is also indigated that such growth results from a continuous reconstruction
of habit through interaction between the self and society. The need for active
adjustment understooxd as "adaptation", and for passive adjustment described
as "accomodation"”, has also been emphasized as necessary for 5row1h. Individuality
is also emphasized as the basis of self-development. The individual, they maintain,
must be given a chance to develop; his ;:apacities and powers if he is to develop
himself. Some authors further point out that irnmaturity as a pferet;uisite for
growth should be understood'in its most positive connotation as an opportunity
for increased seI!—gro(.vth. They indicate that adult guidance or direction is
necessary if growth as self-development is to be properly oriented. In general,
these authors seem to agree that self-development or self-realization provides .
a focus for understanding Dewey's concept of growth in education. Each of
the author's efforts seems to contribute to an und'érstanding of the concept
of growth. But each also seems to raise a question as to its ability to fully explain
the Eoncept. The present writer therefore wonders if the conception of growth
as freedom cannot integrate these various aspects which the authors have examined,
provide the ideal in terms of which one may b;e said to have grown educationally,
and consequently explain more fully Dewey's concept of growth 'in education.

It may be noted that a few attempts have been made to relate Dewey's

conception of education as growth to his concept of freedom. These include
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the attempt.by HardlnBl, who seems to have moved away entirely {rom the
concept of growth to that of freedom. He sees freedom as the end, means and
criterion of education in Dewey's philosophy of education. However, he does

not explore or analyze the idea further, investigating perhaps the relation between

growth and freedom. Nevertheless, he suggests that Adler's The Idea of Freedom

should be thoroughly explored by educational phil.osophers for educational implications.32
In a similar vein and by implication, Hook relates education for growth with

‘education for {reedom. He starts with the premise that education for growth
goes hand in hand with education for derriocracy.33 The democratic ideal, he
points out, rests on the primacy of freedom.% He therefore admonishes that
"if freedom is to have a future, our phi]qsophy of education must help sustain

35

a passion for it by the arts of intelligence and imagination."”” 1f education

31. W.J. Hardiny Free Will, Determinism, and the Nature of Education:
The Philosophical Viewpoints of Benedict Spinoza and John Dewey. Ph. D. Thesis,

St. Louis University, 19/1. 100 p. J\’/—«

32. id., op. cit., p. 85

33. Sidney Hook, Education for Modern Man, a New Perspective. New
York: Knopf, 1967 (c. 1963}, p. 6. Professor Hook has been an Emeritus Professor
of Philosophy, New York University, since 1968. He was head of the Department
of Philosophy there from 1934 to 1968. He was awarded a Guggenheim Fellowship
in 1928-29, and in 1953. He was the President of the Eastern Division of the
American Philosophical Association in 1959-60, and received the Medallion
Award of the John Dewey Society in 1969,

34. Hook, ibid., p. 38.

35. id., op. cit., p. 53.
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for growth goes hanc in hand with education for democracy, and if the ideal

of democracy_ rests on the primacy of freedom, the present writer wonders

if education for growth is not education for freedom. Can educative growth

not be conceived as freedom? Can such :=_\ conception not offer the ideal of educative
growth, and help to reduce the ambiguity and confusion-that becloud the concent?

An attempt 10 answer these questions seems to form the core of the present research.

D. Statement of the Problem

1

Dewey's conception of education as growth has led to his maintaining
that education is relative to nothing save more education. Just as growth leads
to further growth, so education leads to further education. This seems to justify
our understanding of him as advocating growth as the end of education. But
this tends to translate ultimately into an advocacy of educationa! aimlessn@s}
It has therefore given rise to several complaints, as well as to a wide variety
of opinion regarding how growth is to be conceived and interpreted.

Several authors maintain that the concept is severally explicated in
Dewey's propositions concerning intellectual development, social development,
moral development as well as self-developmené. However, the particular
interrelationship of each of these aspects is ndt clearly worked out. They are
not integrated by some one specific concept that may provide a focus for
understanding the concept of growth. Much of the literature on the concept
tends to indicate further that part c;f the difficulty in understanding the concept
of growth as the <‘3nd of education stems from DeWey's emphasis on the dynamic
Interrelation between means and ends. Such emphasis obscures the meaning

of both means and ends, and tends to blur their distinction because it seems
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that they have to be distinguished or separated at _leas'é temporarily if

each is to stand for something specific in its own right. Some other commentators
have reiterated the cumulative ongoing character of growth, while others
emphasize adjustment to the environment or interaction with it as a
prerequisite for growth. Another group has viewed growth as self-development

through the reconstruction of habits. And finally; there is some indication
by. other authors that the conception of education as growth may be clarified
by exploring its relationship with freedom.

In other_ words, the present state of ideas concerning the concept

pf growth seems to suggest that more research is needed if a focus is
to be provided for understanding the concept. The writer wonders if a
clarification of the concept in terms of freedom may not meet the purpose
of such a research. Could the various aspects of growth such as the intellectual,
social, moral, as well as self-developmént or self.-—réalization, not be
int.errelated and integrated in Dewey's notion of freedom? Can the conception
and interpretation of educative growth as "growth in freedom" integrate
the diverse efforts r%ade at understanding Dewey's concept of growth
in education? Can such an integration offer a cornmon standpoint and

focus by which the concept of growth in education may be better and
further clarified?‘The' writer wishes to examine these possibilities by
confror;ting what Dewey says about education as growth with what he
says about freedom. The aim is to zsc:zrtein whether the cunception of

growth as freedom can help to clarify Dewey's conception of growth as

*
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the end of education, and whether it will_help to specify the method by which
this goal can be attained. Since Dewey maintains that "when it is said that
education is development (or growth), evervthing depends upon how deveijopment

. . 36 . . . .
Is conceived",” " the writer attempts to answer basica!ly the following questions:

I. Cen any evidence be found in Dewey's writings to support the thesis that

nis concept of educative growth should be explained in terms of freedom?

2. What are the main advantages of such a conception or interpretation
when compared to other individual efforts that have been made to explain
the concept in terms of its components, that is, in terms of social development,

intellectual development, moral development and self-developrnent?

3. Can such a conception solve some of the difficulties that are associated

with Dewey's concept of growth?
2. Method and Sources

- The approach to the problem consists of five steps. The first
.step provi'des a summary of Dewey's basic philosophy as a preliminary
background material that may be useful in understanding the exposition
of the concepts of growth and freedom. It includes an analysis of
Dewey's philosophic or intellectual development. his theory of knowledge

as involving his method of inquiry or the scientific method, his metaphysics,

36. John Dewey, Democracy and Education, p. 49.

“

3
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and his conception of democracy as an ideal society or as a way of life.
In the second step, a conceptual analysis or clarification of freedom and
growth is attempted. This is based on an intensive and extensive textual
analysis --- a sort of exegesis --- and, in the case of freedom, it is carried

out under the guidance of Mortimer Adler's synthesis of Dewey's concept

of freedom as contained in his book, The idea of Freedom. The third step

Is an attempt to correlate the various elements of the concepts of growth

and freedom, especially as they rela—te to the end and method of education.
The aim is to justify the interpretation and explanation of Dewey's concept

of educative growth in terms of his notion of freedom. In the fourth step,

an appraisal of the main findings is presented. An attempt is made to

indicate the advantages of explaining the concept of growth in terms

of freedom, ra_ther than in terms of any one of the components or traits

of growth. The fifth and final step involves a critical approach, which
indicates some of the difficulties that the conception of growth as freedom
cannot resolve,and which demand further research if they are to be‘adequately
resolved. Such difficulties are mainly tho§e which are inherent to Dewey's
philosophy in general, and which the interpretation reflects and makes

more obvious especially becausé it is an interpretation that is consistent

with Dewey's philosophy in general. These inherent difficulties inglude

the dualistic tension between fact and value, the individual and the sgciet‘y,
and between Dewey's recognition and use of metaphysics and his ode to-

" science. ‘Fia;mally, there 1s sought a justification of the conception of educative-

growth as {reedom, rat[er than as democracy, which seems to be Dgwey's
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ideal way of life. The method used can therefore be described as analyticél,.

Il

synthetical, correlative and critical.

The primary sources that are used in approaching the problem

are Dewey's own works, but with an emphas'is on the later works, especially
as these seem to be a refinement and sometimes even a rejection of his
earlier position. These later works contain what may be considered to

be distinctive in Dewey's intellectual development. Such wWorks include

The School and Society (1900), The Child and the Curriculum (1902), Ethics

(1908), How We Think (1910), Democracy and Education (1916), Reconstruction

in Philosophy (1920), Human Nature and Conduct {1922), Experience and

4
Nature (¢.1929), The Quest for Certainty (1929), Sources of A Science

of Education (1929), Philosophy and Civilization (1931), The Way Out of

Educational Confusion (1931), Experience' and Education (1938), Logic:

The Theory‘of Inquiry (1938), Freedom and Culture {1939). What is involved,
however, is mainiy a matter of emphasis, rather than of néglect. As a
matter of fact, any material that helps to éxplain Dewey's concept of
educative‘growth in terms of freedom is readily made use of, even though
the focus is Dewey's works, and especially his later works.

* The Secondary Sources to which the writer refers are mainly

those works on Dewey which further the explanation-of the concept of
growth in terms of Dewey's notion of freedom. They include such 'wbrks

as Adler's The Idea of Freedom, Bernstein's John Dewey on Experience,

Nature and Freedom, Ratner's Education Today, Schilpp's The Phjlosophy

of John Dewey, Dworkin's Dewey on Education, and Boydston's Guide to




INTRODUCTION 27

the Vlorks of John Dewey. Other works and journal articles, as well as
those theses that help to expound the concept of growth and its relationship
to freedom, will also be consulted. As a matter of fact, a more inclusive

detailed account of the sources is given in the bibliography.
SUMMARY

DeweY‘s conéeptlon of education as gr'owth tends to justify an -
understanding of him as maintaining that growth is the end of education.
Such a conception seems to translate ultirnately into an advocacy of educational
aimlessness. It has therefore given rise to several complaints, as well
as to a wide variety of opinion regarding how growth is to be conceived
or interpreted. Some writers maintain that the essence of the concept
is to be found in Dewey's propositions concerning intellectual, soci'al,

. moral and seli-development. However, these various traits are no.t integrated
by some one specific conéept that can provide a focus for understanding
the concept of growth, as well as an ideal in terms of which one may be
sald to grow educationally. As if aware of this lack of integration and '
ideal, some writers have tried to relq&e Dewey'’s concept of growth to
his concept of freedom. But such attempts are rather indirect, and the
suggested relation between growth and freedom is not clearly indicated.
Consequently, the much needed focus for understanding the concept of
growth, as well as the ideal in terms of which one may be said to grow
educationally, are not provided. It seems apparent, therefore, that fnore
research is needed if these demands are to be met. The writer attempts
to meet the need for such a research, by trying to find out whether there

is any evidence in Dewey's \ﬁritings to support the thesis that his c'oncept
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of growth can be explained in terms of freedom; what the main advantages

of such an interpretation can be when compared to other explanations,

such as the explanation in terms of intellectual, social and moral development;
and whether such an interpretation can help to solve at least some, even

tf not ali, of the difficulties that are associated with Dewey's concept

’
of growth. Such a search for evidence and advantages is, of course, carried

out within the framework of Dewey's basic philosophy. An understanding
of this basic philosophy is therefore essential for understanding the attempt

to interprete the concept of growth in terms of freedom.



CHAPTER TWO

+DEWEY'S BASIC PHILOSOPHY -

Dewey emphasizes the principles of continuity and interaction.
in his philosophy. Every one of his ideas or concepts seems to be related
to every other one in one way or another. Knowledge of -the~essentials
of his philosophy seems therefore to be necessary as a background againstv
which the interpretation of his concept of growth in terms of freedom
is to be understood.

In the first section of this chapter, Dewey's philosophic or intellé-ctuél
development is s;mmarily discussed. It is indicated how each phase of
his intellectual developmgpt contributes to an understanding of the inter-
pretation of his c.c.:'hée‘pj:-ﬁgrowth in te;ms of freedom. The second section
briefly deals with his theory of knowledge, especially as it is related to,

or as it facilitates, the conception of érowth as freedom. The third section

9

is devoted to a discussion of those of Dewey's metaphysical postulates
which are essential for the interpretation of the concept of growth in
terms of freedom. Finally, Dewey's conception of democracy as an ideal

society, or as a way of life, is discussed in section four, as grounding his
' 1

conception of freedom as an ideal. Democracy is ihdicated as providing -
a context within which freedom is a good, an Q\d, a value, or an ideal,

and in terms of which the concept of growth is to be ex;;lainéd.

v

" 1. Dewey's Philosophic Development.

&

There are in Dewey's philosophic development three rather dis- .
: *l . 0 . .
tinguisha'bl'e but continqet‘s phases. These are the theological and intuitional

\.’ - -
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~
phase; the Hegelian phase, and the experimental phase. Thesé phases are
not, however, sharply demarcatgd one from the other. Neither is there
a con_sciou's dropping of one phage in order to enter into a new one. There
~are instead shifts ir;'emphases hich seem to c‘haraCterize one phase and

distinguish it from others. Rathel than a total abandonment of one phase

'

for another, there appear a reexanination and critical analysis of earlier

ideaé. Like his concepts of behaviouy and inquiry, Dewey's intellectual
development exhibits some fl&xibility, readaptability and continuity. It
portrays a serial or sequential pattern in which one phase grows out of
another and leads ratner cumulatively to ;hé_next. Earlier conceptions

or positions seem to be refined and integrated in later ones. Indeed, ‘one

may surmise that but for Dewey’s death in 1952, he might have continued
this .trend of development as if in t;estimony of his recipé for "growth

in freedom" — a continuous reconstruction c;f experience through knowledge
(or inqluiry) and action. But rather than speculate, it seems that ‘Lhe presént
inquiry will be better advanced by an examinétipn of thé characteristics |

of each phase and of their implications for understanding Dewey's concept

of growth as freedem.

A. The Theological and Intuitiona} Phase

This phase may be dated from 1882 which marks Dewey's earliest

- k]

publications’l, although Dewey himself dates from "the late seventies"

1. John Dewey, "The Metaphysical Assumptions of Materialism"
and "The Pantheism of Spinoza", in Journal of Speculative Philosophy,
vol. 16 (April 1882), 208-13 and (July 1882), 249-57 respectively. Reprinted
in The Early Works of John Dewey, vol. I, p. 3-8 and 9-18 respectively,

hereafter referred to as "The Early Works".
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the "awakening of a distinctive philosophic interesr."2 The awakening
may, of course, have taken place in the late seventies but it was not until
the pubh’cation‘ of 1882 that the world knew what form it had taken. The
publications offer some evidence of the characterization of this phase
as theologico-intuitional. 1
The awakening, Dewey says, came through a rather short course
in physiology offered, with Huxley's book3 as the text, at the University
of Vermont where Dewéy did his undergraduate work. From it he derived

a sense of interdependence and inter-related unity which made him "to

desire a.world and a life that would have the same properties as had the

human organism in the picture of it derived from study of Huxley's treatment."

This craving for unity must have predisposed him for a ready acceptance
of Hegelian Absolute Idealism that seemed, to him, to have provided the

phi]oéophica! equivalence to this Huxleyan, physiological uhity.

While in the Unijversity. of Vermont, Dewey found that the teaching

of philosophy was influenced by the then dominant Scottish school. The

method of teaching was rather formal, and almost all the teachers were

clergymen. The main task of intuitionalism of the Scottish School seemed °

v,

2. John Dewey, "From Absolutism to Experimentalism", in On
Experience, Nature, and Freedom; representative selections. Edited with
an introduction by Richard J. Bernstein. New York: Liberal Arts Press,
1960, p. 4. - -

1866.

~ -
4. Dewey, "From Absolutism to Experimentalism", in Bernstein,
Op. cit., p. 4.

3. Thomas H. Huxler, Lessons in Elementary Physiclogy, London,

31
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to have been to defend the validity of religion or theology. The fate of
the latter was ?Omehow closely tied to the validity of Scoitish intuitional
ph_ilosophy which was thg dominant philosopy at that time. In its zeal
to "defend the faith", intuitionalism seemed to have plaé’ed down oﬁ the
empirical elements in life. Dewey learned c_mly too well the method and
spirit of this intuitional philosophy as evidenced by his earliest articlejsent
to Dr. W. T.Harris, the editor of the Journal of Speculative Philosophy
and one of the first major American Hegelians who influenced Dewey.
a

Couched in the language of intuitionalism, this article was highly schematic
and formal.

Déwey's study of intuitional philosophy seems to Have, painted
in his mind a picturé of religion as a rather pessimistic attitude to life.

Religion seemed to have considered man's knowledge and action so limited
g g _

that by himself, man always fails miserably in his struggles in life. This

32

is s0, not because God is malevolent but because man is only a finite creature

whose plight is worsened by the possession of a defective human nature.
His struggles are not considered unreal. Rather, they are as real as they
are futile. To overcome this futiiity, man needs the grace or sav.ing hand
of God. By implication, this view tends to derogate practiée, instituting

a dualism between soul and body, God and nature, spirit and matter, the

5. John Dewey, "The Metaphysical Assumptions of Materialism".
First published in the Journal of Speculative Phalosophy, vol. 16 (April
1882), 208-13. Repr. in The Early Works I, p. 3-8

\
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divine and the human, the 1nﬁn&and the finite, the efernal and the temporai,
theory and;éctice, as well as between subject and object. It thus became

the "problgmatic situation" that controlled or dominated Dewey's later
philosophical inquiry. His later philosophy seems to have originated from

concern for how to restore some unity bpetween the subject as huower
and the object as known. In terms of method or "logic", he tried to institute
the same method for both morals and the physical sciences. His naturalistic
metaphysics airned at restoring a unity between man and nature, while

his scicial and political philos'ophy became an attempt to unify the different
social classes through his conception of democracy as not only a form

of government, but above all as a form of life. In the sphere of education,
Dewey sought to establish unity between the teacher and the pupil, both

of whom are to be seen as involved in cooperative learning. He also sought
tc: establish unity betwéen subject matter and method. In morals, effort .
- was made to unite the ideal with the real, while the conception of freedom
" is such as to maintain some unity between the individual and the society.
Would it, then, be preposteroug to conclude that the intuitional philosophy
which Dewey learned in the theologico-intuitional phase of his philosophical
development was actually the "problematic situation' that propel'led him
into the late phases of his philosophical inquiry.? lApparently, his search

@

for unity must have cofftributed to his conception of education as growth.
B. The Hegelian Phase

Dewey states that three factors contributed to the appeal that '
.. Hegel's thought made to him. One was a person, the other an historical

movement, and the third a temperamental, subjective factor. The person

v
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was Professor George Sylvester Morris, under whom Dewey did a graduate
course in German idealism at the Johns Hopkins University. Professor
Morris attacked the dualistic theory of knowledge as presented in British
empiricism. The latter isolated the knowing subject from the object known,
mzintaining a rather "mechanical relation" between them. Against this,’
Morris opposed an Hegelian "organic relation" which unifies in "universal
cornséiousness"e, both the rather subjective, individual "empirical consciousness”
&nd the object of knowledge. This Hegelian approach of Professor Morris
to the problem of knowledge seems to have met Dewey's earlier craving
for unity, and to have attractgdahim at an early stage to Hegel's absolute
idealism.

The historical movement that contributed to this appeal of Hegel
to Dewey was the reaction against atomic indiﬁdualism and sensationalistic
empiricism. It found strong representation in such people as Thomas Hill
Green. It was, in Dewey's view, the only vital and constructive movement
in philosophy at the tirme that could sta'nd tts ground against the bludgeonings
and mistakes of both atomic individualism and sensatipnalistic empiricism.
The movement objected to the reduction of knowledge to mere sensations
or impressions, and thus reinforced the influence of Professor Morris.

The subjective factor that contributed to t\he appeal that Hegel's
thought made to Dewey was the belief by the latter that Hegel's philosophy

seemed to hold the promise of unification or “inter-dependence and interrelated

%

6. Morton White, The Origin of Dewey's Instrumentalism. New
York: Columbia University Press, 1943, p. 10-13. In these pages, White
relates Dewey's philosophy to that of Professor Morris.
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unity" for which a cr’A_ving had been awakened by Dewey's earlier study
of Physiology.7 Painfully oppressed or rather iﬁward]y lacerated by the
intuitional and theological isolation of subject from object, soul from
body, spirit from matter, and the divine I'r.orn the human, Dewey believed
that Hegel's synthesis of them in "universal consciousness" was more than
a mere inteliectual formula. It was, to the inwardly lacer‘ated Dewey,
"an immense release, a liberation."8 Moreover, Hegel's treatment of human
cu'ltur‘e, institutions and ‘thelarts had a special attraction for Dewey, not
only because it involved the dissolution of dualisms but because it involved
as well a systematic criticism of Western modern culture as disorganized .
because of a disintegrative individualism. This, Dewey maintains, heightened
the appeal which social interests and problems had for him right from
an early perjod.

'Certainly, 50 many factors could not but contqibufe to Dewey's
acquaintance with Hegel leaving "a permanent deposit" in his thinking.
It reinforced his earlier idea of organisrﬁ and led to the belief that the
application of the category of the "organic" or of Hegel's logi'c woula
dissolve all philosophic dt;alisms. This abhorrence of dualisms in all its
forms seems to be preponderant throughout Dewey's philosophic inquiry.
Thus, as early as 1884, he had published an article criticizing Kant from

an Hegelian standpoint that leaves no room for reference to "things and

7. Vide p. 31 supra.

8.John Dewey, "From Absolutism to Experimentalism", in Bernstein,
op. cit., p. 10-11.
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thoughts as two distinct spheres."9 He continues the critique of Kant

in the form of what he calls a "digression", in an 1887 article entitled
"Knowledge as Idea!iz’ation."10 Praising Kant for his recognition of "an
apperceptive unity-interpreting sensations through categories" as essential

or indispensable to experience, he criticizes him for conceiving the categories
"as purely logical and hente as 1’¢:>rmal."ll Dewey maintains that Kant

was unable to resolve."the dualism between his a priori form and his a
posteriori content" because he ignorgd the "material" or "psychological
content" of "self-consciousness", and "because he conceived of sensations
as furnishing meaning (whereas) in truth, the sensations supply no meaning."12
bewey's theory of knowledge at this stage seems to be summarized in

the title of the article — "Knowledge as Idealization." Knowledge is'conceived
as the idealization of exper.ience: "Experience begins when intelligence

projects something of itself into sensations.” It ""grows, or gets more meaning,

just in the degree-in which intelligence reads more ideal content into

9. John Dewey, "Kant and Philosophic Method", Journal of Speculative
Phllosoehy 18 (April 1884) 169- 71. Reprinted in The Early Works, I, p. 34-47.

)

18. John Dewey, "Knowledge as !deahzatlon“, in The Early Works,
1, 176-193 (First pubhshed in July 1887).

11. Dewey, ibid., p. 190

12. loc. cit.
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ool . . . . .
it, " 3 There is also in this articie a passage that seems to prefigure Dewey's

later distinction of experience into primary and secondary. He writes:

The experience as an existence, as a clustering
of sensations, is already there. The sole thing
is to find out what it means, and this can

be done only as there isiéupplied the mediate
reiational ideal factor.

It seemns apparent that "experience as an-existence" or "as a cletering
of sensations" is what.Dewey later refers 1o as "primary experience". ’
And, that which supplies "the mediate fe]ational ideal factor" or meaning
and significance seems to be what he later refers to as "secondary experience".
His "ipdjfferen"c description” of knowledge "as a process of idealization
of experience, or of realization of intelligence"15 is not very 'difl'erent
from his later conception of knowledge as belonging to the realm of secondary
experience, and as performing the function of enriching experience with
meanings and significances.

However, this Hegelian phase of Dewey's philosophic development
is more clearly reflected in his conception of knowledge as*the realization
of some universal e‘lement‘in individual consciousness. Knowledge appears
to be the process by which individual empirical consciousness mirrors

r— r

universal consciousness:

13. Dewey, op. cit., p. 191
14, loc. cit.
15. Dewey, op. cit., p. 192

T

7
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Knowledge may be defined as the process

by which some universal element ~ that is,
element which is in possible relations to all
intelligences — is given individual form, or
existence in a consciousness....- To obtain know-
ledge, the individual must get rid of the
features which are peculiar to him, and copform
to the conditions of universal intelligence.

Dewey similarly emphasizes, in his theory of knowledge, the principle
17

of continuity or the Hegelian relatedness of all t_hings in the universe.
Ht_e equally stresses the active roie of the self, the ‘organism or the individual
.in the knowing process: "... knowledge of particular things is not a passive
operation or impression.... The mind does not-wait for sensations to be
forced upoﬁ it, but goes out in sear_ch of them...."118

With respect td what one may call his metaphysics, we find De\.'vgy
already alluding fo a teleological category in this phase-of his intellectual
development. He speaks, for example, o_i a purposive mind, spirit or soul

19

which seeks to realize its own purposes by making use of the.body.”” He

also distinguished two senses of ends: "end as an actual last term occuring

16. John Dewey ‘Psxchololgz. New York & London: Harper, 1898,
p. 5-6. The first edition u:fas published in 1887. ' ‘

17. Vide Dewey, op. cit., p. 82, 145, 199, 204, 222, & 233.
18. Dewey, ibid., p. 158

" 19. John Dewey, "Soul and Body", in Bibliotheca Sacra, 43 (1886)
p. 239-263. Reprinted in The Early Works, Vol. 1, p. 33-TI5.
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at some future time, and as an ideal forever present in the way of a norm for
. 20 ... o
action.” " With respect to the latter, he maintains that,
There is in nature, as natyral, no end; there is
no final result; there is no outcome; there is
no tendency.... There is then unanimity of
agreement with Spinoza, that the idea of an
end in nature is a figment of the human
imagination. Final causes have no right in phys'ﬁa]
explanations, no basis in physical processes...."
Dewey therefore challenges the physicist's use of the concept of end in
physical explanations. Such use, he says, is compatible or consistent only
with a teleological conception of nature, "one which sees it (the world
or nature) as the embodiment of reason, and the 'manifestation of intelligent
22 . . .
purpose."”” In other words, Dewey conceives of nature as having no inherent
values, norms, ends, standards, ideals, ends-in—vlew,‘a'ims, goals or purposes.
Where, then, do these come from? How do they arise? Dewey maintains
that they have their origin in individual impulses, habits or needs. They
are "a projection" of the latter. They are "the self-consciousness of the

impulse" or "its self-interpretation; its value in terms of possible rea]ization."z3

. 20. John Dewey, "Ethics and Physical Science", in The Early
Works, vol. [, p. 220. First published in June 1887.

21. Dewey, ibid., p. 222
22. Dewey, op. cit., p. 224

23. John Dewey, "Interest in Relation to Training of the Will",
in The Early Works, vol. 5, p. 134. First published in 18%6.
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Thus originated, they function as "motives", a motive being defined as
"a power inducing to activity."zq If an ideal or end does not become or
function as a hotive, Dewey maintains, the indication is "that the ideal
itsel.f is not yet deﬁni_tely formed. There is conflict of ideals. The agent
has two possible ends before him (and) thought, reflection is not focused,
accordingly, in any single direction."25 In summary, Dewey relates ideals
or ends, from the point of view of their origin, to individual impulses, il
interests or needs, and to action or activity in terms of their function.
He rejects "the empty or formal ideal" which is not suggested by, does
not grow out of, or is not related to the agent's impulses, interests or
needs. This conception of ideals or ends evinces Dewey's objection to
ultimate ends, as well as to the imposition of ends. With respect to the
former, it is worth;vhile quoting a rather lengthy passage from an 1896 .
article that enables one to grasp the flavour, enthusiasm or spirit of Dewvey's
objection. He writes, inter élia:
Mr. D'Arcy then goes on to deal with the proximate .
end, this ultimate end being obviously useless
for the immediate guidance of conduct....
In other words, the real end is always the
content of some special act performed with
its own space and time considerations involved

in it.... it is of great advantage to the individual
to be aware of what he is really aboutin a

24, loc. cit.

25. loc. cit.
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special case, and any princip!e, however formal
and abstract, which aids him in doing this is

> justified thereby. But it is not the remote goal,
but simply a ia%er view of the present, which
thus helps one.

Dewey sees ultimate ends as useless for the guidance of conduct and therefore
has no place for them in his philosophy. The real end must take into consideration
present powers and conditions. It is an enlargement or development of
present ends, a better doing of what is aIready.being done. Unlike such
an end, an ultimate or fixed end "simply removes all value from the present....
It makes rainbow chasing the essence of the doctrine of moral ideas."’
. There is here an indication of Dewey's later objection to ultimate -ends
which probably contributed to _his conception of grou"rth as the end of education,
especially as growth seems to connote more of a process than an attained,
fixed or ultimate end.

Having established his ethical position in 1887 as involving "teleological
action", "volitional action" and "activity towards an ideal, that which

is not, but which ought to be",28 Dewey gives some clues the following

year to his later objection to the imposition of ends on education. He
26. John Dewey, "The Metaphys:cal Method in EtthS", in The
‘Early Works, vol. 5, p. 32. First published in.1896.
27. Dewey, ibid., p. 33

28 John Dewey, "Ethics and Physical Science", in The Early
Works, vol. I, p. 210
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expatiates on the democratic ethics, stating that it includes "the fact &

that personality cannot be procured for any one, however degraded a~d
' : 29 o,

feeble, by anvone else, however wise and strong.""” The individual, he

szys, Must make the choice 10 develop the personality that indwells ia

him as in evervone else:

you cannot say that he knows no law; you must
say that he knows no law but his own, the law

of personality; no law, in other words, 'externally
imposed, however spiendid the authority, and
ungpuoted the goodness of those that impose

1t.

Dewey's later conception of education as not being a preparation for some
future life, and as not having an end beyond itself, also' finds some expression
at this stage of his philosophic development. In 1893, he writes:

-if I were asked to name the most needed

of all reforms In the spirit of education, 1 should

say: "Cease conceiving of education as mere

preparation for later life, and rnahe of it the

full meaning of the present life."

Dewey would rather conceive of education as an ac<ivity that has an intrinsic

worth, that is, as an activity that has "worth enough to be carried on for

~

29. John Dewey, "The Ethics of Democracy", in op. cit., p. 24
30. Dewey, ibid., p. 244-245. Underlining mine.

31. John Dewey, "Self-Realization as the Moral Ideal", in The
Early Works, vol. %, p. 50. First published in 1893

S — s
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its own sake"; one that "is indeed, an end in itself, not a mere means to
32

Y

something beyond itself."”

Dewey's comj*nitrnent to democracy, not merely as a form of

»

“government but more as a way of life, had already taken some shape at

this stage. He contrasts democracy with aristocracy, indicates his preference
- ’ +

for the ﬁormér', and linKs.it with freedom or:liberty. He maintains that,

There is an individualism in democracy which .
there is not in aristocracy; but it is an ethical, R
not a numerical individualism; it is an individualism
of freedom, of responsibility, of initiative to and for
Lo AR : , 33
the ethical ideal, not an individualism of lawlessness.”™”

" 1]

There is in this passage, Dewezy’r's conception of freedom as an idéalkin

a democratic way of life. The Jatter seems to make no sense wlthéut liberty
or freedom. Indeed, Dewey avers that "'the democratic ‘idealm-ig'lcludes liberty,
because democracy without initiation from within, without a;\ ideal chosen
from within and freely followed {from within,.is nothing."% In other words,

the core of democracy is freedom; it finds whatever meaning it has in

‘the concept of freedom; it is nothing without freedom. As a matter of

32. loc. cit.

33. John Dewey, "The Ethics of Democracy", in Early works,
Vol. I, p. 243-244. For his conception of democracy as not "on% a form
of government", but as a way of life, see Dewey, ibid., p. 240 -

34. Dewey, ibid., p. 245
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fact, freedom is so central to Dewey's conception of democracy that he

equates the two. The "spiritual meaning" of democracy, he says, is freedom:

It God is, as Christ taught, at the root of life,
incarnate in man, then democracy has a spiritual
meaning which it behooves us not to pass by.
Democracy is freedom.... Democracy, as freedom,

- means the loosening of bonds, the wearing .
away of restrictions, the breaking down of barriers,
of middle walls, of partitions. ... D%nocracy
is, as freedom, the freeing of truth.

If Dewey's most authoritative book on philosophy in general, and on the

philosophy of education in particular, is titled Democracy and Education,36

and if "democracy is freedom", it does not seem\presu uous to suggest

- that there is found in the Hegelian Dewey some/evidence that supports

the hypothesis, which the writer intends to invest'igate, that Dewey's conception
of education as growth can be better conceived, interpreted or explained

in terms of freedom. Of course, Dewey himself offers some CIues—to his

~

later conception oft freedom as an "ethical ideal" that should guide the

;"6 ‘e

process of éducation, to his later conception of freedom as a potentiality,

that is, as an end that is to be attained, as well as to his linking of freedom

35. John Dewey, "Christianity and Democracy", in The Early
Works, vol. 4, p. 8. Fifst published in 1893. Underlining mine.

36. Vide ch. I, p. 1, footnote no. 1 supra.
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-

with action, reason or intelligence. A passage from an 1888 publication

sums up all these clues:

Freedom, in fine, is not a ready-made garment
with which all men are clothed to do with
as they will. It is the ethical ideal; it is something
to be attained; it is action in conformity with
reason...; ? is not the starting-point, it is

3
the goak

By 1891, he had worked out in summary form the rudiments of his concept

of freedom. He conceived of freedom as a "moral ca‘pacity", as "the ability
to conceive of an end and to be governed in action by this conceived 'end",38
or as "the power of conceiving ends and of realizing the i‘deal end in action.">?
He analyzed Ehe concept of freedom rather briéﬂy‘, ahd indicated that

it has three aspects or forms: "negative", "potential", and "positi\.'t';.."qO
Negative freedor;n is "freedom from the appetites and desires." It is oné

with "the power of self-government", which is the "capacity to control

‘and subjugate impulses by refiection upen their relationship to a rational

* 37. John Dewey, "Leibniz's New Essays Cohcerning the Human
* Understanding", in The Early Works, vol. I, p. 339. First publishegj in 1888.

38. John Dewey, "Outlines of a Critical Theory of Ethics", in
. Op. cit., vol. 3, p. 340. First published in 1891

39. Dewey, ibid., p. 342

40. Dewey, op. cit., p. 340-344,
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end." Potential freedom constitutes "freedom of choice", understood
-\?s "the possibility of thinking of many and various ends, alnd even of ends

which are contrary to on.e another." It is "the power to put various ends

before self." Dewey's emphasis, however, is on positive freedom which

he also calls "actualéreedom." This, he says, "lies in the realization of

that end which actualiy satisfies." It is the freedom enjoyed by "only

the good man, the man who is truly realizing his individuality." The other

aspects of freedom, Dewey maintains, "are simply means instrumental

to the realization of individ'uality." There are also in this Hegelian Dewey,

clues to his later conception of freedom as se{f-perfection through the

modification of Characterz”

, or as the realization of moral gOOd.u2 Needless
to say, much of Dewey's later conception and analysis of freedom seems

to be mainly a refinement and exposition of these early, rather suml;nary
cogitations. . And with respect to the other aspects of his philosophy, it

would not seem unreasonable to conclude that many of the theses of most

of his later-works, sﬁch as How We Think {1910), Democracy and Education

(1916), Human Nature and Conduct (1922), Experience and Nature (c.1929),

as well as Freedom and Culture (1939), had been sketched or even developed

41. John Dewey, "The Study of Ethics", in The Early Works, vol.
4, p. 343. First published in 1893. Published as a book in 1894 by Register
Publishing Co., Ann Arbor, and titled The Study of Ethics: A syllabus.

- 42, Dewey, ibid., p. 344
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. , . _
during the Hegelian phase of his philosophic development. It does not

seem apparent, however, that Hegel's logic, which deals with the formali
structure ‘of thougﬁt that is found within the organic totality of individual-
universal consciousness, left any "nermanent deposit" that can be readily
evidenced in Ijewey's logic, which seems to-describe the process of inquiry,

especially as it"was finally expounded in Logic: The Theory of ln’quiryg;

(1938). Whe;'t conjoined with Dewey's p_hilosoi)hic interpretation of D'élrwin's“
biological theory of evolution, one cannot but surmise that this rather
radical difference in methodology or logic must have contributed to Dewey's

A
drift away from Hegelianism to the exberimental, instrumental or naturalistic
phase of his philosophic development. But before investigating the characteristics
of this phase, it may be pertinent to reiterate a point that is very relevant
or central to the present inquiry, and which the exposition of Dewey's
Hegelian phase seems to evince. If “actual freedom lies in the realization
of that end which actually satisfies",#3 and if "educz?tion ... is concerned

with the formation of a character interested in ends that are \.'aluable",t'ull

. 1t would not seem ' Lresumptuous to deduce that education is concerned

with the attainment of freedom. It seems that the latter can be conceived

_ 43, John Dewey, "Qutlines of a Critical Theory of Ethics", in
The Early Works, vol. 3, p. 343. First published in 1391.

44. John Dewey, "Freedom of Will" (Contributions to Cyclopedia
of Education), in The Middle Works, vol. 6, p. 464
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as the end of education for Dewey. As a matter of fact, he allocates
the educator a threefold task with respect to freedom. He writes, inter

alia:

T With respect to freedom, then, the task of the
educator is threefold. First, to keep alive plasticity,
initiative, capacity to vary; to prevent induction
and fixation in fossilized automatic habits...
Secondly, to confirm preferences; to build up and

- strengthen positive and constructive interest in
specific directions... Thirdly, to make preferences
reasonable; that is to say, to develgp in :
individuals the habit of forecasting the consequences
of acting upon-a given preferential tendency,
of comparing one set of results with another, 45

and by these means enlightening preference....

Why does he say "with respect to ft"eedom"? Could he have stated the
tas;k of the educator differently if it was to be "with respect to groth",
for example?' Probably "yes", if the first task, for example, exhaﬁsts :
his analysis of growth. The implication would, then, be that the ﬁoncept
of freedom is broader than that of growth. In that case, it would offer
more criteria for explairﬁng the latter in'terms of freedom. Suppose,
however, that the concept of freedom is the same as that of growth.

In other words, what, if growth is freedom, and freedom is growtlh? Can

one still beexplained in terms of the other? How would a mere substitution

43

of words help one to petter understand a concept? Philosophically, perhaps,

'this may be a dilemma, but it is<common everyday practice. What are

the whole bulk of words that are called "synonyms" used for? If a person

~ knows the English words "door" and "chair", for example, and one talks

‘.145. Dewey, ibid., p. 466
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to him about an "entrance" and a "seat" -- words which he does not understand
-- would he understand if the wc‘)rd "door\ was substituted for "entrance",
and the word "chair" for "seat"? What happens if it is explained that the
"door" is an "entrance", and the "chair" is é "seat"? With respect to the
concepts of growth and freedom, however, the issue does not seem to
involve a mere substitution of words. Or, are Dewey's propositions about
growth, which are to be explicated, the same as those about freedom

in terms of which they are to be explaineld? Is it not rather a question .
of such relatidnshlp between them that one can be better understood in
terms of thé other? but, before trying to verify such a postulate, it can'
also be asked what happens if_freeddm as a concept has less connotations
than the concept of groxivth. Can it still,help to better explain the latter?
This, of course, is a possibility that has to establish its credibility in thé
course of inquiry. The point that is to be reiterated, howe.ver, is that
there is some evidence, in the Hegelian phase of Dewey's philosophic
development, in support of the hypothesis which the writer inte_nds to
examine, namely, that the interpretation of Dewey‘s. concept of growth

in terms of freedom can provide a focus for better understanding Dewey's

conception of education as growth.
C. The Experimental Phase

This was the period when Dewey rather slowly and imperceptibly

drifted away from Hegelianism. The key category in this phase is "experience",
~ : &
which Dewey conceives as revealing nature. This emphasis on experience,
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and on its relation to nature, seems to account for the publication of Experience
and Nature in 1925. The question that seems to have persistently haunted
Dewey at this time was whether eéiperlence finds its prifnary correlation

;n the Hegelian universal consciousness, or whether it is primarily correlated
with natural "events", undel:stood as inclusive :)'f human or-conscious acts,

as well as of organic states. Unlike Hegel; Dewey came to believe that

the starting point is the factual, rather than the logicai. Genuine analysis

has therefore to start from nature to the logical sphere, and not the réverse. 3

I

Moreover, Dewey had dt_ﬁicultles with Heée_f\'s conception of nature and

of man as a mere manifestation of an eternal consciousness, whereas _' g
natural events and an acts exhibited everywhere a distinctively tem‘poral
character. In other ir(}}ds, Dewey had difficulties with Hegel's idealism,

and such prop!ems prppélled him into the instrumental or experimental
phase of his philosophic development. In this phase, Dewey devotéd himself.

mainly to a revision or reconstruction of what he calls "classic philosophies." .

In the preface to one of his books, The Influence of Darwin on Philosophy,

he states why such a revision or reconstruction was necessary. He writes:

Classic philosophies have to be revised because

they must be squared up with the many social

and intellectual tendencies that have revealed

themselves since thgse philosophies matured.

The conquest of the sciences by the experimental
y method of inquiry; the‘injection of evolutionary

ideas into the study of life and society; the

application of the historic method to religion

and morals as well as to institutions; the creation

of sciences of “origins" and of the cultural develop-

ment of mankind — how can such intellectual
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changes occur andaléeave philosophy what it was
and where it was?

Dewey sees Darwin's theory of evolution as a major factor that necessitates

a reconstruction of past philosophies. The former involves proof of evolution

as a fact, and a description of its mechanisrfis. Darwin maintains that

because the tirnf: needed for the.\drigi,n_of a new variety in nature'is too

fong, we do not directly observe fhe process of evolutio;:. Nevertheless,

he continues, certain facts force us to conclude that there must be evolution.
Furihermore, adoption of the hypothesis engenders a rather uniform explanation
of a wide range of hitherto unconnected and rather inexplicable facts.

He gives the mechanisms of evdluﬂon as natura.l selection, sexual selection

and the inheritance of acquired characters.w ‘His theory of natural selection
appears to be a differential death rate between two variant subclasses

of a population, in which the better-adapted subclass has the less death

rate. He maintains that populations of plants and animals exhibit variations,
some of which give the organism an advantage over the rest of the population, .

in the struggle for survival. These favoured variants transmit their

advantageous characters to their offspring, so that in time they outnumber

46. John Dewey, The Influence of Darwin-on Philosophy, 'and
Other Essays in Contemporary Thought. Bloomington: Indiana University
Press, 1965 (c 1910),"p. v.

[

47. Vide Charles Darwin, The Origin of Species by Means of Natural
Selection, vol. I. New York:.D. Appleton, 1%97, p. 9/7-163.
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unfavourable varir:u'rcs.q8 As this evolutionary trend continues, new varieties,
species, genera, or even populations can result. In other words, natural
selection is an agency of change rather than of permanence, since some
varjations from the ancestral type represent better adaptations to the

. / .
environment.

With respect to sexual selection, Darwin argues that the males
or females ina population may possess unequally some characteristic
that increases their tendency to have off-spring. This characteristic influences
selection even thou'éh it may not be otherwise favoured by natural selection.
Such a characteristic may be the possession of a more efficient organ
of copulation, or of a behaviour pattern that engende:;s the fertilization
of a larger percentage of e_-ggs.'f119 He see§ sexuél selection as accounting
for the evolution of such things as mating rituals and secondary sexual
characterfsti_cs, such as breeding plumage in birds. In man, it accounts
for the loss of body hair which Darwin attributes to systematic choice
among man's ancestors, of mates that exhibited large regions of bare

skin.

As regards the inheritance of acquired characters, Darwin maintains

that some variations are due to the action of the environment on the germ

48. Darwin, ibid., p. 97-107, and 159-160.

49. id., op. cit. p. 107-110, and 160.
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p!asm, to the effects of use and disuse, or to both of them tog(-:ther.50

If a wolf develops its muscles by chasing rabbits, for example, its pups

may inherit larger muscles. It may be noted h_fere that Darwin was at

the time ignorant of the laws of heredity as explicated in the modern
theory of the origin of genetic variation in.population, such principles

of genetics being discovered b}l Mendel. It is also wor.th noting that several
rather damaging objections were raised against Darwin's theory of the
origin of species.ji1 But of immediate relevance to the p‘resent inquiry’

is a consideration of what form Darwin's theory could and did take in

Dewey's philosophy.

Generally, Darwin's tﬁeory gave a deeper meaning to the temporal
aspects of nature. Change was emphasized as a fL_mdamental feature
of ﬁature,-not merely as the reshuffling of pre-existing materials in accordance
with p.hysical law, but as implying that the magerials themselves are sdbject
to alteration. Thus, the species change in such a way that new regularities-
of behaviour replaceold ones. Indeed, even the laws of nature were conceived
as historically conditioned. This led to the post-Darwinian view of method,

with its insistence upon the inyestigation of origins. Man was viewed
BT

50. Darwin, ibid., p. 7-17, 167-173, and vol. 2, p. 249-250.

sl. See, for example, Gertrude Himmelfarb, Dérwin and the
Darwinian Revolution. London: Chatto & Windus, 1959, p. 221-15%.
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as continuous with the rest of nature and as subject to the laws of nature.
Even his mental, moral, and spiritual qualities were viewed as evolving
by precisely the same processes by which an eagle, for example, acquires

its talons. Darwin was interpreted, especially by German materialists,

as refuting all natural teleology. Some reformers, such as Karl Marx,

saw him as demonstrating that no particular economic or political institution

need be regarded as unalterable. Rather, the forms of sociéty are to

[

be viewed as local, temporary and functional. As such, they should be

r
changed for the better. Societies were viewed as undergoing a progressive
evolution akin to that of livi.ng organisms. In one of his books, The inﬂuence

of Darwin on Philosophy, Dewey himself gives some of the forms which

Darwin's theory took in his philosophy. He maintains that past ‘philosophiés
assumed a superiority of the fixed and final over the changing.j2 The
advent of Darwin's theory, on the other hand, meant a transvaluation

of such values. With his "Origin of Species"”, Darwin shifted such centrality
to the changing. The principle of transition became central. Dewey maintai
that before Dafwin, scientific or experimental‘method was limited to

the inorganic world, as investigated by the strictly physical sciences.
Rather hesitantly, it found its way into the kingdom of plants aﬁd animals,
or into the sphere of the strictly biological sciences. With Darwin, there

came an extension of the experimental method into the spheres.of mind,

life and morals, or into the realm of the specifically human sciences,

B
52. Dewey, The. Inflience of Darwin on Philosophy, p. 1. «

34
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4

as exemplified by psychology. There came with Darwin an emancipation

of "genetic and experimental ideas as an organon of asking questions and
looking Ioruexplanation;" in all spheres of inquiry.53 In other words, D§rwin
represents the institution of a new logic, "the Darwinian genetic and experirnenial
Iogic",sf1l which is to replace Aristotle's Organon. This new Jogic "outlaws",
"flanks" or "dismisses" one type of problems and substitutes for it another
type. Armediwith‘such logic, "philosophy forswears inquiry after absolute
origins and absolute finalities in order to explore specific values and the
specific conditions that generate them."55 Philosophical interest is transféerred
from the.fixed, permanent, or perfect to the changing, the concrete, or

the specific. The question is no longer how specific changes find their -
indiviciual meaning in the absolute, or in some "wholesale essence." The

issue becomes how these changes meet-or fail to meet the requirements

of concrete purposes:

Interest shifts from the wholesale essence back
of special changes to the question of how special
changes serve and defeat concrete purposes; shifts
from an intelligence that shaped things once for
all to the particular intelligences which things
are even now shaping; shifts from an ultimate
goal of good to the direct increments of justice

+ and happiness that intelligent administration

’

53. Dewey, ibid., p. 9
o4. Dewey, op. cit., p. 18 \

J5. Dewey, ibid., p. 13
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of existent conditions may beget and that present
carelessness or stupidity will destroy or forego.

. The realm of inquiry shifts from the absolute to "the facts of experience."
-Philosophical concern now centres on the hazerds of nature, and on how
they can be coped with or minimized, as well as on the potentialities in
nature that await realization through human effort. What the new logic
demands of philosophy is "insight into specific conditions of value and
into specific consequences of ideas", rather than an a priori formulation
of "the legislative constitution of the universe."57 It also demands the
abandonment of old questxons if any progress is to be made. They should
be allowed to disappear or evaporate. Hav;ng outhved their usefulness,
they demand no solution from the new logic. As a matter of fact, "we
do not solve them: we _Bet over them. w38 Thus, according to Dewey,
Darwin swept aside old philosophical issues, instituted new philosophical
problems, and donated a new philosophic method of dealing with them.
Dewey seems to have been so fascinated by this great movement that
he declared almost in.a rather solemn tone:

Doubtless the greatest dlSSOlVent in contemporary
thought of old questions, the greatest precipitant

56. Dewey, op. cit., p. 15

57. Dewey, ibid., p. 17

’8. Dewey, op. cit., p. 19.

56
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of new methods, new intentions, new problems

is the one gffect_ed by' the scien.tiﬁc revolut.ion 59

that found its climax in the _"Orlgm of Species."

- His later philosophy became a specification of the "new problems" and

of their solution _through application of the "new met?ods." He maintained
that the revolutionary substitution of new problems for old ones incluaes (5
the following: the emphasis on change as opposed to the fi)?éd, final or
permanent; the institution of the principle of continuity in place of dua'ljsms
of all sorts;. and the emphasis on human action as vital to the management

N

of human affairs, rather than the need to await the working out o‘f natural
‘law, to await the outcome of the slow evolutionary process, or?to slavishly
depend on providence. The first substi'tution implies a shift from final

-ends to ends-in-view. The second shows man as evolving from léss complex
natural beings,.and therefore as a being of nature that must actively

adjust himself to factors in his environment. In other words, man is continuous

with nature, and this continuity eliminates the dualism between man and

nature which previous philosophies instituteds

¥

In summary, it can be maintained that Dewey tries in both his
metaphysics and in his theory of kﬁowledge to meet the challeng:e of Darwin's
theory of evolution. He attempts to integrate the findings of evoluitionary
thought into a philosophical schema, and to free .morc;ll inquiry, for example,
from the constraints of misunderstaﬁdir{gs about the signiﬁcanée of the
facts of evolution. One such misunderstanding was that part of the theory
of evolution which was offered in a-contéit’ that formed part and parcel

of the prevailing scientific outlook of the late nineteenth century. Men

59. loc. cit.
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claimed, in the name of stience, to know"that man was merely a by-product
of nature, just as it v.;as ﬁtrongly suggeste‘d that nature, itself, could not
be regarded as an orderly and planned;'structure. Some room had therefore
to be left for novelty, change, becoming, order, or planning through human
endeavour. Inde'ed, one of the key elements that philosophers of that
time, including Dewey, tooI;D"I.rom Darwin's theory of evolution was the
element of novelty, change, or becoming. Dewey therefore tries to work
out the metaphys{cal implications of the theory of evolution, one éf which
would be the necessity for constructing reality as a de_ve]oping proce\'-ss
that has a place in it for novelty. He attempts to reintegrate man into
different kind of nature, sin;e he believes that the\Arism‘te!ian order

of nat{Jré, which involves natural ends and a theo!ogy‘ of providence, has
been abolished. N‘evertheless, he does not want to go to the opposite
extreme of inserting man into a purely mechanical form of naturé. His
ﬁr_sbmove in this rather grand enterprise, is to substitute "experience"

for the "tra'ditic;[;all'.' objects of knowledge, so that everything now takes
“place within thzt expérience. And, he presumes that his hierarchy of
experi‘ence, involving various levels and kinds of interaction or transaction,
allows for novelty, genuine growth, or for freedom. Experience, in his
view, is'rational, or it attains rationality through the control of impulses,
needs, or desires. In other words, it is rational because it is purposive.
The unity of man and nature 15 viewed as a unity of intelligible purpose,
and the attainment of growth as freedom .is considered to be impossible

in a mechanical universe, or in a conception of nature in lwhich everything

-

is considered to move or to tend towards its natural end. Butsince Dewey

4
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views growth as 1mproveg-e:t, or as pro§Le:_§5?within the same‘species,

rather than as a total transformation thatf(esults in a new species, his

concept of growth can be considered in %15 sense to be rather Aristotelian.

Neverthgless, such a rather partial similarit should not be allowed to

blur the close relation between Darwin's theogy of evolution and Dewey's

philosophy in general, as well as his pﬁi%&/sophy of nature in particu‘lar.‘

The latter ié neither Aristotelian nor me;:hanical. An understanding of

this chardcterlzanon seems to be necessary Ior understanding the issues,

problems, and dlff!CUltiES that are involved in Dewey\s concepts of growth
L

and freedom,‘ as well as in the proposed interpretation of the former in

terms of the latter. What should be noted 'in the present context, however,

is that Darwin's theory of evolution was a major factor in Dewey's ghift

from Hegelianism to experimentalism, naturalism, or to pragmatism.

He s\ét out 1o reconstruct the theory of knowledge, logic, and metal:;hysics

in this evolutionary context. And to further the interpretation of his

concept of growth in tervré of freedom, it is essential to investigate what

— oo .
form such a reconstruction took in each of these philosophical realms.

2. Dewey's Theory of Knowledge

Dewey's theory of knoewing is fundamental to an understanding

of the interpretation of the concept of growth in terms of freedom.

. Taken in its logical version, it forms the focus of Dewey's philosophical

A

reconstruction. In this section, a brief exposition of the problems that
necessitated his reconstruction of the theory of knowledge is presented. ™

The presuppositions and basis, nature and scope, as well as reliability
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of knowledge in Dewey’s theory of knowing are also examined. The distinction
and connection between knowledge and intelligence is discussed, and inquiry
as the process by which both knowledge and intelligence are obtained

is examined.

T

A. Need for Dewey's.Theory of Knowledge

Dewey thinks that a philosophical interpretation of evolution
demands two basic changes in the traditional theories of knowledge. The
kqower must be seen as an active pe{rticipant in nature, rather than a
mere spectétor_. The Vpbject of knowledge, on the other hand, must be
conceived as ;;roduced by or in the process of inquiry, rather than being
"an antecedently given reality. Dewey méintain-s that the classic theory

of knowledge, bequeathed to \i'estern phﬂosophy by Plato and Aristotle,
conceived of knowledge as "immediate .grasp and 'lncorpo;'ation oi ol:>jects",60
" as "immediate posse'ssion of buaing,",61 or as "insight into, grasp of, real

being as such."62 Dewey examines other theories of knowi_edge,.such

as idealism and épistemolﬁgical realism, and concludes that, |

The c.omrnon essence of all these theories, in

short, is that what is known is antecedent to

the mental act of observation and inquiry, and
is totally unaffected by these acts; otherwise

60. John Dewey, Experience and Nature. New York: Dover, 1958;
also La Salle, Illinois: Open Court, 1958 (c 192_9),_p. 108. ‘

61. Dewey, ibid., p. 135.

62. loc. cit.
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it would not be fixed and unchangeable....

A spectator theory %gkn'owledge 1s the
inevitable outcome.

The object of knowledge was conceived as fixed, final or unchangeable.

61

Logic was accordingly a matter of definition; classification and demonstration.
- .

The "demonstrative syllogism" remained the basic form of apprehension

of truth.eq

~As a matter of fact, there was a dualism of sense and reason,‘
in the sense that some philosophers appealed to experience in the form
of sense perception as the source of truth or valid beliefs, while others

appealed to reasen as the ultimate authorxty By the Eighteenth Century,

Newtonian science had ushered m a new method of acquirthg knowledge,

but i(still maintained the dualism between the knower and the known.

Dewey maintains that various theories of knowledge reflect the three

historical "levels of the organization and presentation of inquiry" which

he designates "Self—Actiond Interaction, and Transaction."®”

/Tﬁa_ory of knowledge, he says, belongs to the sphere of Self-Action "which

h)hes a knower 'in person', residing in, at, or near the organism to

he knowing.”66

Unfortunately, Dewey continues, both knower and

the known are "cut off from" each other. The development of physics,

The Aristotelian

63. John Dewey, The Quest for Certainty: a study of the relation .

of knowledge and action. New York: Mmton, Balch, 1929; also, New York:.
Putnam, 1960 (c 1929), p. 22-23.

64. Dewey, Experience and Nature, p. 152-153.

63. John Dewey and Arthur F. Bentley, Knowing and the Known.
Westport, Connecticut: Greenwood Press, 1975 (c 19839), p. 107, =

66. Dewey, ibid.,"p. 134, *
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with its conception of tausal connection, advanced this Aristotelian pi.cture

into the realm of "Interaction”. The latter "assumes actual 'real’ tﬁings

like marbles which impinge on certain organic regions such as nerve endings

or perhaps even brain s.egrma-ms."67 Dewey maintains that the dualism

of thé knowc_er and the known persists in this conception, despite the superficial

connection in "physical-ph)'siolégical orgdnization." And ‘yet, it remained

the theory of knowledge "up to the beginning of the last generation."68

As.a matter of fact, even Dewey's’phi!osoph)'l up to, and including about

1929, seems to belong to this phase. At that time, he entertained, for
example, the idea of vertical and horizontal interactions, involving "three

plateaus': ”physi.cal", "life", and "that of assoctation, communication,

par'cicipa'cior\."69 However, his use of the word "interaction", by then,

is only c;eceptive because his discussion reveals that what he actually

meant was what he later termed "transaction”. The latter, he maintains,

upholds no radical separation between the knower and the known. _His

theory of knowledge should therefore be viewed as se‘t in the sphere of

"Transaction". This, he says, is necessary to reflect the developments

in modern science and mathematics. In Knowing arid the Known, he shows

© w67. Dewey, op. cit., p. 135

1

68, Dewey, ibid., p. 108
)

69. Dewey, Experience and Nature,_ p. 271-272.

*
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how physics, 'physiology, ecology and taxonomy have emplbyed this

of observing which he calls "transactic\nal."70 Evdlutional biology, in particular,
emphasizes the genesis of man and of his functions from an animal basis,

and how these functioﬁs adapt man as an organism to his environment.

It makes it difficult to see man as just a passive recipient of impulses

from nature, while thought becomes no more than any other biological

process that adapts man to his environment. Logic and the theory ‘of knowledge
have to reﬂéct these developments in the scimf:nce:s71 by going "transactional."
Dewey undertakes this task.in that "logical version of pragmatism termed
instrumentalism", culminating in his joint research with Bentley i Knowing

. and the Knowrrr‘ﬁ‘}he latter, the authors set out a theory of knowledge

in which knowledge is considered as a natural behavioural event that is
to be investigated by methods which have been successful elsewhere in
the natural sciences.72.They outline eight differences between their theory
and previous ones.73 There is no dualism of subject an_d c—abject, sou] and

body, mind and matter, or self and not-self. Both the knower and the known

E— =

70. Dewey and Bentley, Knowing and the Known, p. 103-138.

:

. 71. Dewey emphasizes this point in his books, especially in' The
Quest for Certainty, (Chs. I, 111, IV, VII, VIII, IX & X1), and in Reconstruction

in Philosoehx.

bR

72. Dewey and Bentley, Knowing and the Known, p. 87.

73. idem, ibid., p. 120-121.

/



DEWEY'S BASIC PHILOSOPHY 64

belong to the same natura) realm. There are no names that can be considered

as expressive of "inner" thoughts. The whole knowing behaviour is conceived

as an organic-environmental transaction. In other words, their theory
A 74 . ) .

of knowledge is transactional,” * as opposed, to earlier theories which were

either self-actional or interactional. It reflects Darwin's evolutional theory

as it affected the development of the sciences. Being transactional, it

¥

is opposed to classical mechanics which Dewey sees as consistently interactional.
It is peftinent to note that mechanistic conceptions leave little or no

room for human freedom. Everything seems to have its fixed place, so

that there can only be action-reaction in which little or nothing is changed

off changeable. Human freedorn makes no sense, if at all it is conceivable,

in such a context. Dewey's transactional theory of knowled;g,e, as opposed

10 classical mechanics, therefore gives a hint of its connection with the

concept of freedom in terms of which his concept of growth is to be explained.

B. Presuppositions and Basis of Knowledge

.
”

Dewey's theory of knowledge does not involve the performing
of any Husserlian epoch 2. There is no bracketing of all presuppositions

in order to arrive a,t)pure consciousness and from which vantage point

, “
7%. For characterizations of "Transaction", see Dewey and Bentley,
Knowing and the Known, p. 121-124.

e

75. idem, ibid., p. 124.

75
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to investigate the essence of different phenomena as they appear to consciousness.
. N\Such an approach seems to be apprioriate to a spectator theory of knowledge,
" which Dewey seeks to replace with his trans¥ctional theory. The latter
accepts man as an acculturaied organism, or as a social subject ahd agent,
'which interacts with an environment that is rich in habits, attitudes, beliefs,
and institutions. He is conceived as embedded in a culture, and therefore
as entering with presuppositions'or with his past experience into the transactional
- process that constitutes knowledge. There is therefore no tabula rasa,
or pure consciousness, waiting and staring in the hope that things will
stamp their images on it:
The organism does not stand about, Micawber-like,
waiting for something to impress itself upon it
from without. The organism acts in accordance
with its own structure, simple or complex, upon
its surroundings. As a consequence the changes
produced in the environment react upon the organism
and its activities. The living creature undergoes,

suffers, the consequences of its own behaviour.
This close connection between doing and suffering .

or undergoing forWt we call experience.
Disconnected doing a disc%ected suffering are

neither of them exgﬁeriences.
Man plays an active part in acquiring experience. He goes into a transaction
with the environment. The latter inmulatesflim to act on it, se that he

acquires experience and effects other changes. The experience that is

. wey, Reconstruction in Philosophy. New York, Holt,
1520; New York, New American Library, ¢ 1950; Enlarged edition with
a new introdyction by the author, Boston: Beacon, 1970 (c 1948), p. 86. l

-t
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thus acquired, involves habits,‘attitudes, and dispositions which man carries
1into the process of knowing. As a matter of fact, it is‘.'this experience

that forms the basis of knowledge in Dewey's theory. It is broader than
knowledge, the latter being only one form of it. Dewey refers to it as

"gross experience", assigning it primacy and ultimacy: "primary”, he says, .
"as it'is given in an uncontrolled form, ultimate as it is given inla more
‘regu[ated and significant form -- a form made possible by the methods

and Iresults of reflective e.xperience:.“77 Gross experience, understood -
as exh'ibiting the rudimentary cognitive traits of cornrr;onsense knowledge,
.or of knolwledge by acquaintance, as well as non—cognitive'traits such

.as moral and aesthetic, is the basis of that which Dewey thinks should

be properly designat;d "knowledge", that is, scientific kr’:cnwledge.78 It

forms both the foreground and the background of such knowledge. Dewey
reiterates, in this respect, its importance "as a starting point and terminal

point, as setting problems and as testing proposed solutions."79 In other

words, gross experience is both the source and the testing ground of knowledge.
N

q

77. Dewey, Experience and Nature, p. 15.

78. See Dewey and Bentley, Knowing and the Known, p. 270-285.

79. Déwey, Experience and Nature, p. 3.
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The latter is therefore only intermediary, secondary, and instrumental.go

With respect to gross experience, the "scientific man" does not differ
/ ‘
from "the man in the street': "'stars, rocks, trees, and creeping things

o riater: , 81 L
are the same material of experience for both."®" Gross experience seems

—_——

-

therefore to be man's basic method of deafing with nature. It is the medium

in which nature reveals or discloses itself to man. Dewey, states that it

. . 3
"reaches down into nature",82 or "penetr into ne;'cure.“8 Knowledge‘,’/_

in such a conception, seems to be a particC or perhaps a specialized,

form of experience.
C. Nature and Scope of Knowledge

Dewey defines knowledge as "the outcome of special inquiriés

8

undertaken bedause of the presence of problems." 4 It is man's effort

R . .‘ . »

80. Dewey's divisiori of experience into "primary" and "secondary",
as well as the functions or roles of each, will be discussed in section three,
p. 90-99 infra.

81. Dewey, Experience and Nature, p. 2a.

&2. Dewey, ibid., p. 4#a
83. Dewey, op; cit., p. 1

&4. John Dewey, "Experience, Knowledge and Value", in The
Philosophy of John Dewey, ed. by Paul Arthur Schilpp. La Salle, liTinois:
Open Court, 1971 (c 1939), p. 521. See also John Dewey, Logic, the Theory
of Inquiry. New York: Holt, Rinehart and Winston, 1939 (c 1938}, p. 79, 21.
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to provide solutions to specific problematic situations as they arise in

. l.-' . - = d
gross experience. Dewey emphasizes the point that this link between knowledge
and problematic situations is vital to an understanding of his theory of

knowing. He writes:

the problematic situation is the context in which
everything 1say about knowing is placed and by
reference to which it is to be understood. It

controls my meaning of "ideas" .... It controls

my theory of the place and function of facts or
data.... It controls the nature and function of

... future experiences... Finally, it controls .
the meaning to be put upon the operations by means
of which the terminal conclusion "reliably ensues" ....
I have held that the relative defects of both

the idealistic and realistic epistemologies is

the result of their failure to set knowigg in
this context of problematic situations.

It should be notegi in this connection that, to Dewey, a situation designates
a "contextual whole" within which objects and events are experienced,

and within which judgements are made aboutlsuch events. The isolated
singular object or event, within this contextual whole, does not constitute

" a situation. Rather, it forms a special part, phase: or aspect of the situation

which is an environing experienced world. A situation can therefore be
viewed as forming both a foreground and a background for the individual
object or event. It is the backdrop against which the latter is experienced.
As-such, it could be likened to a visual field or horizon. It is this comph;x

* environment, and not the isolated singular object or event, whi&h presents

the problem of use, of enjoyment, or of whatever active and adaptive/

- 85. Dewey, "Experience, Knowledge and Value", in Schilpp {ed.),
op. cit., p. 560. '
' ¥

-
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response is rec‘iuired in order to carry on a course of behaviour. It is this
total or complex environment to which Dewey refers asa si*fuation.86

It should also be noted that a problematic Situation is noty to Dewey, an
unsettled or indeterminate situation that "comes into existence from
existential causes, just: as does, say, the organic imbalance of hunger."87
The existence of this Jatter unsettled situation, Dewey says, involves
nothing intellectual or cognitive. In itseli, it is precognitive, even though
1t is the necessary condition of cognitive operation or inquiry. It becomes
a sufficient &;c>ndition, that is, the unsettled or indeterminate sit‘uation
becomes a problematic sit‘;;ation, when inquiry is evoked. This evok\ir'\g

of inquiry results in the taking or adjudging of the situat.ion to be pr‘oblemazic.

e

In other words, the existentially indeterminate situation does not, by itself,
A

constitute a problematic sitgﬁon. Rather, the latter is instituted from
it. It is equally pertinent to note what the word "probrfem" means to Dewey.
He states that a problem, to him, "is not a task to be performed which

.~

a person puts-upon himself or that is placed upon him by ot'her.s..."88 Rather,

-

86. Vide Dewey, Logic, the Theory of Inquiry, p. 66-67. The apparent
similarity between this conception of a "situation'" and some of the tenets
of Gestalt Psychology may help to further explain the,concept.

87. Dewey, ibid., p. 107

88. Dewey, op. cit., p. 108
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it "represents the partial transformation by inquiry of a problematic situation
into a deterr.ninate situation”.3? What Dewey refers to as a problematic
situation, in this definifion, is apparently an existen-tially indeterminate
situation which is partially transformed by inquiry into a determinate

one. In other words, a problem is instituted. As such, it is not a datum.

But, neither is it self-set nor arbitfarily instituted. It is rooted, instead,

i'n an actual existential situation, that is, in an existentially indeterminate

situation. 0 . L

Knowledge is therefore a too! that enables man to restore harmony
to his environment. Whenever his needs and desires are fulfilled, man

remains content with gross experience. But, when these are thwarted,

he institutes inquiry, aimed at instituting knowledge that will enable him

to live in harmony with the environment, realizing his goals, and fulfilling
S :

his desires. Knowledge is therefore secondary and derivative, rather than

primary, separate, or self—sufficing. It is part of "the process by which
lifeis sustamed and evolved ~ It involves doing, and makes a difference
in, and to, things. It changes, and not simply mirrors, reality. It manipulates,

arranges, or re-arranges natural energies. Thus, Dewey maintains that

-

+

89. loz. cit.

90. For Dewey's meaning of the latter, see p. 68-69 supra. ‘

e Dewey, Reconstruction in Phllosophy, p. 87; and Dewey, -
The Influence of Darwin on Phllosophy, p- 106. -

-~
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science, his paradigm of knowledge, "is itself a form of doing, of*practice.”
As knowledge, it involves the noting, and formulation into "laws", of the

connections or felations that are found in the "doing-undergoing-doing"

. / Y ' .
which constitutes gross experience. When thus formulated, the laws are

used to control or regulate the course of chaﬁges or evenis in nature,
Dewey therefore emphasizes experimental or scientific knc.w.;]edge, not
becaus\e it is "the only kind of knowledge, but because its comparative.
maturity as a form of F;nowledge exemplifies so conspicuously the necessary

‘place and function of experimvs:n‘fatic:n."93 Indeed, Dewey conceives of

science as an enterprise that is concerned with the advancement of knowing%.

He maintains that this concern distinguishes scientific knowing from common
sense knowing, because the latter is concerned mainly with the affairs

of everyday life. . -

Although Dewey stresses the "place and function of experimentation"

"in knowing, it is importfnt to remember that experimentation is not limited
to what scientists do in Ye laboratoriés. Rather, it involves recognition

of the place of doing or actjon in knowledge. It indicates that an active

manipulation of the environment is necessary in order to transform the

~

92. Dewey and Bentiey,.vKnowing and the Known, p. 284.

\ 93. Dewey, "E"xperiehce, Knowledge and Value", in Schilpp (ed.),
op. cit., p. 527 . ? ‘

94, Vide Dewey and Bentley, Knowing and the Known,‘}. 281-282

. c . -'_'\‘i'ml..-p,
' e
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problematic situation into a determinate one. As problématic, the situation

challenges man to do soi;ﬁgthing, even if what is to be done involves nothing

more than the changfh‘g of his mind, dispositions, habits, attitudes, or

beliefs. In other words, certain "operations" of Inquiry must be carried

out if knowledge is to ensue. fﬁé emphasis on experimentation is therefore

Dewey's method of advocatiﬁg exp‘erimental knowing. Such knowledge ©

invplves doing, ac;cion; or transformation. It can therefore_be teste_d out

in experience, and is contrasted with knowledge as contemplation, that

is, -as an affair that goes on in-an individué] consciousness. In Dewey's

view, this emphasis on the place and function of experimentation in knowing

does-not necessarily subordinate knowledge to doing or action. Rather,

it indicates that "action is involved in knowledge, not that knowledge

is subordinated to action or 'prac_:tice’."95 |
‘ Dewey maintains that his’conc'eption of the nature of knowledgé

eliminates mind as the bearer of knowledge:

"Mind", ”faculty'.‘, "ILQ.", or what no't as an actor

in charge of bel]waviour if; a c’harlatap.... The 'jmind" is

wholly redundant. The living, behaving, knowing

organism is present. To add a "Mind" to him

is to try to double him up. It is d;:éjbletalk;

and doubletalk doubles no facts.

The transactional approac.h to the problem of knowledge seems to share, '

in thls respect, something of the rather holistic approach of gestalt psychology.

r

———— \

A 95. Dewey, “"Experience, Knowledge and Value", in Schilpp (ed.),
op. Cit., p. 528. See Ch. 3, p. 213-22T {infra), where Dewey's conception
of action is expounded on, especially as it relates to the present inguiry.

96. Dewey and Bentley, Knowing and the Known, p. 132.

(
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It is not mind, but the whole organism or man that-knows, and such knowledge
is possible-only in the context of some transaction with the environment.

. Mind, like matter, is only a character, rather than a cause or source of

P

natural events. It is "no absolute monarch; no principle of explanation;
no substance behind or underlying changes.... The name designates a character

in operation, not an entity."97 Mind and matter are both different characters »

of natural events. While mind expresses the order of meanings of natural
events.in their connections and dependencies, matter expresses their.sequential
order -- the realm of cause and effect. They are therefore functional
characters, rather than static structures, belonging to "the complex of

events that constitute nature.”" Indeed, Dewey predicts that the conception

of them as structures would no longer be maintained if men were banned,

for another generation, froﬁw using them as nouns.98 In his view, the conception
of mind as a kind of Being springs from "a substantiation of eventual functions.”

It is the fallacy of converting "consequences of interaction of events into

99

- causes of the occurrence of these consequences."”” Mind, on the contrary,

is a consequent function that emerges from the interaction of events.

100

It is the "function", or "{fruit and consummation" of behaviour; something

-

97. Dewey, Experiénce and Nature, p. 73,/ | ~

98. Dewey, ibid., p. 75
. .
99. Dewey, op. cit., p. 261 "

lOO[John'Dewey, Philosophy and Civilization, New, York: Capricorn,
1963 (¢ 1931); also, Gloucester, Mass. P. Smith, 1968 (c 1931), p. 303.

v - -
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&

that'is acquired, or is built up through interaction with the environment;
"an addéd property assumed by a feeling creature when it reaches that
organized interaction with other living creatures which is language, communication."

Ratherﬁthan denote an independent or an isolateq\’entity, mind is derivative,

mainly because it is "formed out of commerce with the wor]d.I03 As such,

it cannot be a bearer of knowledge.

—

It may also be noted that Dewey distinguishes "individuals with

minds", or "the mind that appears in individuals", from "individual minds"

or an "Individual mind." He defines the formq as: /‘ '

Ta

a system of belief, recognitions, and ignorances,

of acceptances and rejections, or expectancies

and appraisals of meanings which have been 'ilaﬁtituted
under the influence of custom and tradition.

Lo

It is the conception of mind that is exemplified by the man who cannot-
break loose from the weight of tradition and custom. Such a man cannot

initiate observations and reflections, or form designs, plans, and hypotheses.

——— [

.

- e —— o ¥

. 10}. idem, Human Nature and Conduct. New York: Modern Library,
c 1930, p. 138, 176-177.

102. Dewey, Experience and Nature, p. 258,

103. John Dewey, Art as Experience. New York: Capricorn, 1958
(c 1934), p. 263. , .

f
104. idem, Experience and Nature, p. 219.

o C
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from a‘ccepted doctrines and traditions.m5 Individual mind, on the other
hand, is an instrument or an agent of change. It has to do with individual .
thougl';t and désire, and therefore with freedom. It is exemplified by the
individual who has[a lively imagination, and who experiments with ideas
in order to modify thel objective order, dissolve old objects, and institute
new ones in their place. Such anindividt:lal uses old materials, such as
accepted doctrines, traditions, and customs, in order to modify them,

or to replace them with new and better ones. Thu\s, an individual mind

T oCcupies an intermediate position, and is defined by Dewey as "a mode
of natural existence in which objects undergo dir;ctive reconstitution.-"106

It is constructive, and has a "re-creative function in objects of industry,
art, and politics."107 Nevertheles?, it rer;wains der'ivative, intermediate,
and functional. [t is derived frc;m the transaction of the individual with

his social environment. It is therefore not an entity which knows, or which
can bé considered to be'a bearer of a/wledge. In othS} words, whether
mind is viewed as an "individual mind", or as r{he mind in individuals",

it i1s not, for Dewey, the ‘beatrer of knowledge. On the contrary, knowledge
is an affair, a doing, or a transaction between the whole organism and

“its environment -- an affair, a doing or a tra;'r'xsaction which is feasible“

because both participants are natural, and therefore share something

in d{)mmon. This conception, in Dewey's view;-eliminates the dualism

3

105. Dewey, ibid., p. 218-219

106. idem, op. cit., p. 220

107. Dewey, ibid., p. 227
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between man and nature, or between mind and matter. Consequently,
it eliminates the epistemological puzzle as %\o'w knowledge can ever arise
if and when each of these dsaligtic elements is conceived as belonging to different

realms of Being. _
h» 2

D. Knowledge and Truth .

How reliable, one may ﬁ,g;(knowledge as conceived by Dewey?
What is truth in such a conception cﬁ knowledge? How can an individual know
th.at his knowledge (or idea) is true? | When is his reasoning valid so that he can
at least hope to enjoy some iwkling Q} truth, These questiéns dem‘and an exam-
ination of the issues of validity and truth in Dewey's theory of knowledge. It
is pertinent to note, from the start, that Dewey offers no "correspondence
'theory of truth", in which truth is deﬁngd as correspondence with what is, or
with reality. In such a theory, truth and Being are viewed as interchangeable.
Being is, is true, or is the ground of truth. De'wey maintains that, in this theory,
truth is established by reference of our ideas to the antecedently exis‘tent, by
con‘wparison with what is alreasiy given, or by reference fo Being. But, he sees

the realm of Being, af the antecedently existent, of the already given, as the

. ]

sphere of having, usingl and enjoying or suffering, into which knowledge,

ds such, has not yet enteM "_m, knowledge is an outcome, a result, -

or a product of inquiry. It i's Gonsequent, rather than antecedent. The

realm of Being, of the antecede?a‘t, or oli the prior, therefore has little ¢
or nothing to.do with truth.. In thi_s_sbhere of Being, no questions arise

as to the truth or falsity of events. -Rather, man's basic concern is to

*

take, to use , and-to enjoy or suffer the consequence of his use, It is’
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- only when problems arise, in this process of using and enjoying, that questions

are asxed concerning the significances of thi_ngs, as well és their truth
and falsity, in guiding the individual successfully to further use and enjoyment.
In other words, truth finds its abode in Becoming, rather than in Being.
It is prospective, rather than retrospectivé; conseguent, rather than antecedent;
reflecting, in this way, Déwey's conception of knowledge as‘an outcome,
&s a result, or as a product.

It ‘ma.)' be nofed that this conception of{ruth tends to blur the
distinction between validity and trufh. Validity seems 10 become a form
of truth. It is the truth of -a particular proposition, as this is deterrnined,
here and now, by the resolution of a problematic situation. It is therefore
consequent and provisional, and subject 10 _yhe outcome of continued inquiries.
Truth,’on the other hand, is an abstract idea, and is dgfine& by Dewey |

108

as the ideal limit of an indefinitely continued inquiry. This definition

seems to PIIE.‘SUPPOSE the éontinuum of Mquiry, so that truth, as an abstract
idea, is attainab‘ge\only irf inqui.ry attalngits ideal limit. It se"ems, therefor_e,
that Dewéy hczxs*no I'/IOI-EOI‘I of validity, but has ihstead, two notions of truth,'
namely, the truthef a particular propc‘asition, and truth as an abstract

idea. In both cases, Dewey maintains-that truth is consequent rather, .
than antecedent,'%pmspeétive rather than retrospective. In order to

clarify the relationship between his theory of knowlédge and the interpretation

of growth in terms of freedom, it would be more advantageous, however,

i

108. Dewey, "Experience, Knowledge and Value: a rejoinder",
in Schilpp (ed.), op. cit., p. 572.

-~ | | "B
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to focus on the (ruth of particular propositions. It is important to remember,
in this regard, that Dewey considers things and events, rather than propositions,
as the material and objects of inquiry. Tc; him, propositions are only means

in inquiry. As the conclusions of a given inquiry,_their purpose is to help

- in carrying on {further inquiries. They are therefore modifiea, improveY, i
or refined in the course of their being used. Tl'lﬁs openness to modification

explains why they are not infallible, and why~their truth is provision‘al.

Since they are constantly refined in the course of 'mquiry,. t‘heir truth

is only a r;'natter of degrees. They come as near to the truth as inquiry

-has approached its ideal limit. In other words, the truth of e.v_ery proposition - A
1s subject 1o t‘he results* of futufe inquiries. When this is properly understood,

Dewey's conception of "truth as utility", or of "truth as satisfaction", -

M

seems to have its intended meaning. Such an understanding helps to indicate,
for example, that it is of the truth of a particular proposition as a means
to further inquiry, rather than of truth as an abstract idea, that Dewey

writes:

That which guides us truly is true — demonstrated
capacity for such guidance is precisely what is

meant by truth. The adverb "truly" is more fundamental
than either the adjective, true, or the noun, ,
truth. An adverb expresses a way, a mode of acting.
Now an idea or conception is a claim or injunction

or plan to act in a certain way as the way to

arrive at the clearing up of a specific situation..

When' the claim or-pretension or plan is acted

upon it guides us truly or falsely; it leads

us to our end or away from it..., in the quality

of af:ti\ibrgr induced by it'lies all its truth and

falsity.

L ! o

109. John Dewey, Reconstructionin Philosophy. New York: Holt,
1.920; also, New York: New Afmerican Library, ¢ 1950; enldarged edition
with an introduction by the author, Boston: Beacon Press, 1970 (c 1948),
p. 156.
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Truth, in this sense, is the truth of an idea.or"of a conception which is expressed
in a proposition as a means to the resolution of a problematic situation.

If the idea, éonception, or proposition is such that, in following it out in

action, an individJal is led to the.realization of his own ends, namely, the
resolution of a problematic situation, then such an idea, conception, or proposition
is true, The proposition can therefore be viewed as being literally a proposal,

and- its truth can be viewed as its ability tg resolve the problematic situation.

Itis a plan of action, a#d its truth lies in its being a successful plan, that

is, in its being the plan whi?, \{;hen executed, the problema‘tic situation-

is resolved. When Dewey‘conceives of truth as utility, he is therefore referring,'

in the first place, to the truth of a particular proposition, rather than to

truth as.an abstract idea. Secondly,ihe is referring to the ability of that

I

on, if fdilowed out in action, to clear up a specific, confused,

blurred, or problematic sithation. The truth of a proposition, in this sense,
can be [ikened to the genuineness, worth, or ’va'lue of a cheque, which is

- established by its being converted into cash. Thué, one can speak of the
Jtruth of a particular proposition, of an igea, or of a conception, as its "cash-
value". However, it has to be properly understood as not implying the value
or the utili.ty that an individual finds in an idea, for meeting purely personal
ends, or for making purely personal profits. This latter and false conception
would imply that truth is a subjective, personal, or individual affair, whereas

Dewey emphasizes the objective aspect of truth by maintaining that an

idea is true if, and only if, it contributes effectively and efficiently to the

N
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reorganization of experience, or to the resolution of the problematic slituation
which géve rise to the idea in the first place. The problematic situétion,_

as suéh, involves genuinely objective conditions, rather than being a purely.
subjective discomfort. The proposition, idea, or conception that contributes
to the reorganizaﬂ(l)n, transforrﬁation, or resolution of such alsituation is

therefore said to be "objectively" true. This same proper understanding -

~of Dewey's conception of truth, gives his conception of "truth as satisfaction",

-

its intended meaning. It does not mean "merely emotional satisfaction,

13

a private.comfort, a meeting of pufely personal need," but "a satisfaction

of the needs and conditions of the problem out of which the idea, the purpose
and method of action, arises. I"c{'includes{public and objective ccmdi'cions."IIO
Truth, in this sense,.is not an inherent prqperty of propositions, existing
prior to, and separate from, inquiry. Rather, an idea or a proposition "becores”
true, or "truth happens to it", when it becomes a verified or a warranted
assertion. The test of its truth is provided by those consequences which

are instituted in the operatioﬁs of that particular inquiry in which the idea

or the proposition is involved. Its truth is méasured, in other words, by its

ability to resolve the specific problematik sitdgtion that ga(«"e rise to the

operations of inquiry; The implication is, of course, that knowledge need

'

not bg absolutelz‘ertain or reliable. It is sufficient if an individual has
the best of grounds for his beliefs and claims, and goes on to act on such_ -
convictions, with the understanding that as he inquires further, he can come

L

~N

o

110, Dewey, ibid., p.-157 = °
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up with sufficient evidence which can enable him to review, or even to abandon
- o

altogether, such previous beliefs, claims, and convictions. In other words, .

there is no such thing as absolute knowledge or truth. Both are prospective

-and cumulative, requiring for their actualization and continuous improvement,
7/ - .

developmeaqt or refinement, some effort on the part of man. It is therefore

a conception of knowledge that involves doing, making, or action.

E. Knowledge and Intelligence
§ ' .
The cumulative aspect of knowledge forms the sphere of intelligence. y
Knowledge itself is the end, terminus, outcome, or the product of inquiry.
But the results of inquiry, which is knowledge, can be pooled in the form
of meanings and significances, for use in future experience. Dewey refers
to such a "pool" as "intelligence." It is the cumulative funding of meanings

.

and significances that are pbtained in the special inquiries that yiefd knowledge. : .
Such a ;und is maintained for the purpose of regulating, guiding, or controliin&h.sgﬁ _
future inquiries which, in turn, help to enlarge, guide, control, or idealize

future experiencés. Intelligence is therefore related to knowledge, even

though it is also distinct from it. Dewey, himsel{, maintéins thaf such a

distinction is necessary for an-understanding of his instrum_entalism. He,

therefore, emphasizes the distin tiop_ "between knowledge as the o;tcome T

of special inquiries (undertaken because of the présence of problems) and

intelligence as the product and expression of cumulative funding of the meanings

s
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reached in these special cases."“

! The denotative reference of both mind”
and intelligence, Dewey maintains,
-

Is to funding of meanings and significances, and

funding which is both a product of past inquiries

or knowings and the means of énriching and controlling
the subject-matters of subsequent experiences.

The function of enrichment and control is exercised

by incorporation of what was gained in past experience
in attitudes and habits which, in their interaction

with the environment, create the clearer, better, .
ordered, "fuller" or richer materials of later a
expeyience -113 Process capat?le of indefinite
continuance.

. . B, . cr
It seems, then, that while knowledge is the particular outcome of a specific

inquiry, intelligence gives a broader perspective by utilizing past experience

or the outcorne of past inquiry in present and future experienges. Intelligence

therefore refers to the realm of meanings and significances that have

been acquired in past inquiries or knowings, and which are funded for

use in future exberién(:e. It is apparent, therefore, that an understanding

of Dewey's‘con'ception of knowledge and iﬁtelligence' is essﬁent_i\aa} for the

interpretation of growth in terms of freedom, since kno;voledge' and intelligence :
seem to convert an otherwise randorn, blind, or impulsive preference i.nto

that intelligent preference which Dewey calls "choice". But sinc? there

can be neither knowledge nor intelligence without inquiry, it is necessary.

to investigate what Dewey means by the term "inquiry".

ke

LY .
e

4

. Rl .
111. Dewey, Expetience, Knowledge and Value", in Schilpp (ed.),
op. cit., p. 521. - . )

112. idem, ibid., p. 520. o '



R

B

- Dewey defines both knowledge and intelligence in terms of inquiry.
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F. Knowledge and Inquiry

113

%
And the definitions are such that they mdxcate that without inquiry there

is neithe‘? knowledge nor intelligence. An understandmg of Dewey's concepnon

@POf inquiry is therefore essential for understanding his theory of knowledge.

It may be noted, of course, that his theory of inquiry is part of his efforts

-

to reconstruct logical theory. He maintains that such reconstruction

is necessitated by the contemporary separation of scienle from morals. To
bridge the gap, he cgnceives of logic as a "method of effective\jnquiry", and
suggests that it should be a.\_pp_h'ed to the spher.e of science as well as of morals.
To him, the du?lism between a "ggic_of sciénce" at[-d a "logic of morals" is
untenable. He therefore tries to-construct a logic, or "a method of effective

inquiry", that will apply to both the spnere of sqience as.well as of morals.

As a matter of fact, his theory of inquiry is meant to be such a logic. It aims

at generalizing the method of the natural sciences so that it can be uséd,_as
well, in morals.. With.such an aim in mind, Dewey defines inquiry, itself, as
"the'con-ﬂ!b_lled or directe'd transformation of an indeterminate situation into

one that is so determinate in its constituent distinctions and relations as to
convert the elements of the original situation into a unified whole".im This
definition, as well as its relevance to the interpretation of the concept of growth

S

113. Vide p. 67, 81-82 supra, respectively.

J

114. Dewey, Logic, the Theory of Inquiry, p. 1042105.
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in terms of freedom, will become clearer in the exposition of the antecedent,

conditions of inquiry, the process of inquiry, and the cdnsequeﬁconditions

of inquiry. : ~ ' /_\J
(). The Antecedent Conditions of lnquii'y .

Inquiry arises when there is a disruption in thé habitual having, use,
or enjoyment that characterizes the orgdnism-environment interaction. Once
in a while, there occurs a conflict, or some felt difficulty, in the interactional
process. The situation "turns"” indeterminate, questionable, uncertain, disturbed,
unsettlea, trouBIed, ambiguous, confused, obsé:ure, or is full of conflicting ten-
dencies.“s Dewey maintains that this felt difficulty, which evokes inquiry,
is not something mental or personal. Rather, it is something inherent in the
existentidl situation. And the clearing up, straightening out, or putting in order
of such a situation cannot be attained by merely manipulating personal states

L}

of mind. Since the situation is that of an interaction between the organism

’

and its environment, it involves, not only the organism, but the environment

as v-%ll. Moreover, to say 'ghat the situation is conflicting, questionable, ‘cc'm—
fused or obscure, means that the outcome of the interaction cannot be ahtici- :
pated, or that its final consequences canr;)t be clearly made out. It therefpre‘
tends to evoke discordant responses from the organism. ‘In other wor.ds,._

~the existential conditions that make up the situation may be determinate

in themselves, ahd yet they remain indeterminate in their meaning and significance,
© L : , "

115. Dewey, ibid., p. 105,

LY
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that is, they remain indeterminate in what they import or portend in their
interaction with the organism. The problem, for the organism, is therefore N
hew to make responses that are 'appropria.ie ‘to the environing conditions.
Dewey maintains that such respéfises involve more than a mere manipulation
of personal states of mind. Besides such manipulation, it also)demands

an. objective transformation of the environment. Dewey therefore maintains
that inquiry is evoked as the anticipation of existential consequences,

and that it involves an examination of environing conditions with a view

1o using them as a means for transforrning the environment. It involves

the selecting and ordering, or re-ordering, of responsiv_é act.ivities in such

a way that one potentiality is actualized, rather tl.'lanvanother. Sim-ply
bec.ause‘a felt or practical difficulty-ordinarily occasions inquiry, it does

not mean that man should always wait for such occasions to arise on their

own. Rather, it is'a mark of Deweyan scientific spirit to deliberately

search out new problems.
(ii) The Process of Inquiry

Havin%been evoked by a felt difficulty, the nexf step in the process
ofl inquiry is to transform the directly felt difficulty into an articulate or specified
problem. An attempt is made to define the probiém, or to state it in precise:
terms. In other words, a problem is instituted. This definite, precise,
articulate, specific, or careful formulatfon of the problem guides the further
process of inquiry. It "decides what specific suggestions are entertainea

and which are dismissed; -whe}t data are selected and which rejected; it

is the criterion for relevance and ii’relevancy of hypotheses and conceptual
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structures™."™ It"aids the observation of those constituents of the situation

which are necessary for finding a relevant solution. As this observation

of the fa\‘gts of the situationﬁbecomes more deﬁnité, somie solutions or-ways
of dealing with the problercn are suggested. These, in turn, help in further
observation, and in diggiﬁg up more fé]evant'facts, u;'ltil_a particular suggestion
is finally accepted as bemg mQre-+elevant to the solution of the problem. i
This suggestion, which md:cates the operations that are to be performed,

4

is followed out until the problematic situation is resolved.
(iii) The Consequent Conditions of Inqu.i_ry

It has b.een indicated that inquiry begins in a situation that can
be ch;rgcteriz'ed_as questionable, uncertain., or unsettled. The process of
inquiry changes éuch a situation into one that can be characterized as determinate,
unified, unquestionable, cer:cain, or settled. Dewey maintains that this new
situation can be called knowledée, even though he would prefer to call it
warranted assertibility, "a term thaf designates a potentiality rather than
an actuahty (and whxch) involves recognition that all special inquiries are
parts of an enterpnse that is contmually renewed, or is a going concern" 7
In his view, the end of inquiry, understood as both end-in-view and as terminus, \ i

18 This is evident in his definition of knowledge as the outcome

is knowledge.
. >

t

116. Dewey, op. cit., p. 108
117. id., ibids, p- 9+
118. Dewey, op. cCit., p. 7

e . _ \
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of compet %and controlled ipqujry, 6r as "a name for the pro&ct of competent

inquiries".“? To him, every speciabcase of knowledge is the outcome of
somne specific inquiry, while knowledge as-an abstract term is a-generalization

i
of the properties that are discovered to belong to the conclusions or outcomes

of competent inquiries. Such a conception of knowledge, he maintains, points

to the conception of inquiry as a continuum.
{iv) The Continuum of Inquiry

Dewey's conception of khgwledge as the convergent and cumulative

effect of continued inquiry indicates that inquiry is a continuing process.

The settled conclusion of a particular inquiry, which resolves an unsettled
situation need not always remain so settled tﬁat it cannot be exposed to
further inquiry. Rather, it is only "so settled that it is available as a resource
in further inguiry".120 As a mediated outcome, it is subject to error whith
further inquiry has to correct. Moreov:r%iry itself involves an ;xistential
transformation, that is, it involves the.changing of environing conditions
which are the occasions and stimuli of fu:thef §xperiéncg§‘.\-lts conclusion

‘ ; . N

cannot therefore be isolated from what 'precedes it, nor from what ¢omes-
after it. Earlier conclusions Have*to prepare the way for later inquiries'
which, in turn, set the standards and conditions that are to be met by future -

: : % .
inquiries, and so on ad infinitum. This continuum of inquiry explains Dewey's

119. id., ibid., p. 8

120. Dewey, op. cit., p. 9
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conception of the self-corrective process of inquiry as the source of logical
forms and standards. The latter arise within the process of*inquiry which,

as it progresses, develops standards and norms to which further inquiry must
submit if a Eésired end is to be attained. As some m.ethods or procedures -
which are successful in attaining an intended end are,discdvered, they are
retained a.ndv extended, while unsuccessful ones are discarded. ‘When inquiry
proceeds for a considerable time, the postulates of these successful procedures
are extracted for future use. These postulates become logical forms, standards,
first prirgiples or "oughts", and are used for the guidance and regulation |

of future inquiry. Dewey's analysi\s of inquiry is, therefore, not me;'ely a
description of how inquiry is conducted. It is also normative, that is, it

is an amalysis of the method that is effective in gaining reliable knowledge

5o as to derive from it norms and standards that will guide further inquiries.

In analyzing a successful method of inquiry, he is indirectly indicating the

method or procedure that ought to be followed, just as an expert, in telling
a f_armi what he should do, "is instructing him in methods that have been
tried and that have prpved successful in. procuring rjesults".121 But even

" though logical forms thus arise out of the pfocess of inquiry, yet they are
not fixed and eternal. Instead, they are subject to change in the course
of further inquiry. It may be noted that in this conce.pﬁon, logical forms

are neither denied, overlooked, nor interpreted as apriori determinations

that are obtained through an intliiii’o\nﬁl act. Rather, Dewey’maintains that

121. id., ibid., p. 104.
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tﬁey are learned from experience, are refined in and by fLcher exberience,
and are used in reconstructing that very experience out of which they arose.
However, they are best developed and tested wjthin a community of inquirgrs;,
since the funded experience of such a community establishes c_:hecks and
bal\é{xces;',ﬁas well as'a test of such rules, norms, or logical forms. Dewey's
.conc\ept of growth seems to be, or to involve, this reconstruction of experiencé
through the application of rule,é,i‘princlplés, or norms that are learned from
experience, and which are refined in and by further experience, through

the process of inquiry. It involves the adjustment of impulses, needs, or
des’lres 1o consequences, means to ends, and vice versa. [t demands the

institution of intelligence or rationality, understood as "an affair of the -

relation of means and consequences, not of fixed first principles as ultimate
122

premises." ““ It involves the successful execution of intelligently chosen

ends. v
‘G. Implications For Growth As Freedom

The leading of one proposition, as the conclusion of a special inquiry,
to another, as itself the conclusion of a further inquiry, and so on ad infiﬁitum
se‘:ems' to exemplify the process of growth as conceived by Dewey. Propositions
"grow" in the continuum of inquiry, through the self-corrective process of
the latter. The propositions or conclusions of an earlier inquiry set the standards
or norms to ;vhich alater inquiry must submit. This later inquiry makes

use of such s;andardé, modifies them to meet its own needs, and consequently

”

#

122. Dewey, op. cit., p. 9.
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derives new and mpref?;\f_i'ged propositi;ns or conclusions from the earlier r
ones. It thus establishe.s, in turn, new and refined standards that must i)e
taken into account by further inquiries. The p;roc'ess seems to be cumulative
: and self-corrective, and can be viewed as a spiral. For, it'is a continuous
process of "growth™in the capacity of p.roposition‘s,‘ as the conclusio.ns of
inquiry, to resolve E)roblematic situations as they arise in human e‘x.periencgf
As such, it involves the eprighm;ent of experience with meanings and significances,
and entails the refinement of, nab-its, understoodlas the main guide of the ‘
‘organism—environment interaction. It would appear, therefore, that the
degree of refinement‘of propositions and of logical forms determines, or
corresponds with, the degree of growth. It also seems that knowledge, as
the outceme of inquiry, is essential for growth. It seems apparent, therefore,
‘ that an undersltanding of Dewey's theory of kno(vledge is essential for understanding
his conc.ept'-of growth and_, ultimately, for understanding its interpretation
in terms of freedom. It may be noted; however, t‘hat there are some metaphysical
. postulates which underil.je such.a theory of knowledge, and that an understanding

of them is dlso esssential for understanding the concept of growth, as well

as its conception as - freedom. .

3. Dewey's Metaphysical Po'stulates

“

‘ Dewey defines metaphysics as "cognizance of the generic traits
of existence",123'or as " a statement of the generic traits manifested by

- existences of al] kinds without regard to their differentiation into physical

123. Dewey, Experience and Nature, p. 51.
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124

and mental." Such a definition implies a belief in the existence of matter

end of the external world, so that metaphysics becomes a matter of dislcovering
the generzl features of experienced things that constitu.t;e the “'/orld or nature.
I also involves the interpretation of the significance of things and of their
feztures, for the intelligent gluidance of conduct. It should be noted that,

to Dewey, "existences of all kinds" constitte nature, and that the latter
inciudes the physical world as a whole,' human artifac;s, as well as man Himself.
I1s traits_, which_ métaphysics has to detect and define, are given in experience
which, to Dewey, "is such an occurrence that it penetrates into nature and

125 : . N .
In other words, experience reveals

expands without limit, through it;"
"the generic trailts of existence" or of nature, and is therefore the means

for coming to grips with it. An understanding of experience seems therefore
to be essential for understanding what it reveals, namely, the generic traits
‘of existence or of nature, whicﬁ metaphysics has to discover and to interpret.

Indeed, Dewey maintains that "nature and experience are not enemies or  * !

alien. Experience is not a veil that shuts man off from nature; it is a means
126

\

of penetrating continually further into the heart of nature.” “°" For the

purpose of the predent inquiry; therefore, it would seem essential to {ind

124, idem, ibid., p. 412.
., 125. Dewey, op. Cit., p. I}

126. id., ibid., p. X-xi ' .
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out what experience means 1o Dewey, as well as what it reveals as the generic’

traits of existence. )

As if to define experience, Dewey writes that “things interacting
in certain ways are experience; th'ey are what is experienced. Linked in
certain other ways Wiﬂ‘l another ne;tural object -- the human organism --

127

they are how things are experienced as well." Experience may therefore

be viewed as a matter of interaction between an-organism and its environment,

128 It has

and as involving a change in the character of either participant.
two distinguishable, although not separable, poles. These are what is expe;ienced,
and b&vy_ it is experienced. They make up what may be referred to. as the
objective and the subjective poles of experience. The former involves things

in transaction‘with'one another, whi]_el the latter includes the human organisn:n ‘

as a participant in this transaction. Sometimes, Dewey emphasizes the

objective pole, such as, when he focuses on primary experience. At.other

times, he emp_hasi,zes the subjective pole, such as, when he focuées o‘n the

' awareness of the hazards of nature, on anticipation of termini, or on teleology

in nature. In all these, there appears to be an yAresolved tension between

1
127, Dewey, ibid., p. 4a

128. Dewey later used the term "transaction", as against "interaction"
and "self-action", to reflect this change. It seems, in his view to be a more
fitting formulation of the category of the organic (Ci., Dewey, "Interaction
and Transaction”, in DeWey and Bentley, Knowing and the Known, ch. 4,

p. 103-115), ’
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the subject and the object. Howeve‘r, the development of self-awareness,
thought, reflection, reason or of intelligence, from the interaction of the
hurman organism with other things in nature, seems to be more relevant
to the present inquiry. In this section, an attempt is made to focus on such
de\"_eIopmeqt, by di.scussing Dewey's conception of primary experience,
teleology, and what he sees as the generic traits of existence, such as, ends ' » Y
and means, contingency and regularity, individuality and relations, as well
as interaction or transaction. .
It should be noted, from the start, that Dewey distinguishes between
two 1;:inds or levels of experiénce. The first is what he variously refers to

as "raw", "primary", "crude", "macroscopic", "ordinary”, "naive", "gross"
: Q
experience; "crude but total experience"; "experience in its primary and

?

vital modes"; ‘;'every-day primary experience"; or “crude, everyday experience".

. The other is referred to as "secondary, reflective expc:rience".129 Dewey's
synonyms fvor'primary experience seem to indicate that it is the observation

of everyday objects by the ordinary.man. It seems to be a matter of ha-vihg

and using things, with little or no thouéht at all as to their origin, meanings,
significances, or consequences.. Expectations in the sphere of primary exlperience

seem to be based on habits, rather than on intelligent, rational or reﬁecti_ve

control. Primary experience can therefore be viewed as the sphere of an

129. For these various terms that are used to describe the two
kinds or levels of experience, vide Dewey, Experience and Nature, p. 433 A
(passim). ‘
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integrated unity of activity, in which thought distinctions are not yet opérative.
It includes bofhv the organism and its envirpnment, and is an u_ndifferentiated | )
unity, in the sense that there is as yet no division into the one that is experiencing
as subject, and the other that is experienced as object:

"experience" is what James called a-double-barrelled

word...in that it recognizes in its primary integrity

no-division between act and material, subject

and °blef§0 but contains them both in an unanalyzed

totality.
This integrated unity, which Dewey calls primary experience, is the context
within which thought, -feflection, reason or' intelligenée, functions. Since
it contains or supplies the data for thought,. there can be Ao thought without
it. To better understand this, it should be notec;l that in primary experience,
things are had, used and enjoyed, and habits a-re formed. Such habits of
using and enjoying things, enable man to expect that things would continue “y
to be had, used, and enjoyed. However, the contrary often proves to be
the case. Things and events often surprise and confuse the individual, so
that he does not know what response to make. Ir_n Dewey’s terms, the situation
can be said to become problematic, uncertain,.indeterminate, or con.fused.. !
And to resolve the pfoblem, the individual must resort to thought, reflection,
reason, or to intelligence. Thus, Dewey maintains, primary experience - _' \
- the sphere of habitual using and enjoying of things — contains the common-

sense objects that set the problems for thought. It is therefore the source

of material for reflection, or for thought. But besides this originating function,

130. Dewey, ibid., p. 8.
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it also serves as-the testing ground for thought. Since the function of thought

is 'Eo resolve the problems that man encounters in his everyday primary experience,
its effectiveness can be best tested and prowed i)y reference to the actual |
'_experienced situation that characterizes primary experience. Thought has

to be referred to such an experience in order to find out whether it has énabled

-

the individual to know the kind.of response to make in the Indeterminate

situation in which he finds himself. It has to be referred .to primary experience
3 o o0
in order to determine its effectiveness in restoring the habitua] use and

enjoyment of things. In other words, primdry experience is both the foreground

.

and the background"qf thought. It is the source of. matéri‘al, as well as the

“

testing ground, for thought. Dewey summarizes this dual function of primary

experience in the following terms:

-

The subject-matter of primary experience sets the

problems and furnishes the first data of the reflection :
which constructs the secondary objects...; it :

is also obvious that test and verification of

the latter is secured only by return to things

of crude or macroscopic experience -- the sun,

ﬁrﬂTBPlants’ and animals of common, every-day

ife. :

In the integral unity of prirﬁary experience, things are had for us.e and enjoyment

32

"before they are things cognized.’ Sometimes, it seems that they cannot

even be cognized without primary experience.

131. id., op. Cit., p. 4-5.

132. Dewey, ibid., p. 21
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Dewey refers to the second kind or leve! of experience as "secondaryk
reflective experience".l” It is secondafy to‘the first kind of exper.ience,
namely, to primary experience upon which it depends for its data and for
testing. Itis not, to ‘Dewey,'a "_datum", or somgthing’given with human
nature, Rafher,. it waxes and waneg, comes and goes, or cin be cultivated
and improved. thwey maintains that it is acq;ire_d and sustained through
regulated, continuous, and reflective inquiry. It is a product of the constant
efforts that are made‘ 1o resolve the specific problems which arise in primary
experiehcé. It is knowledge, reflection, thought, or inquiry.“}t‘t In Dewey's
view, both science gnd philosophy belong to this sphere of experience.
f’hi]osophy, for example, ig viewed by him as a mode of knowing wherein
reflective thinking is much in play. It "is inherently criticism, having its
distinctive 'positi.on among‘various modes: of criticism in its generality; a
criticism of criticisms, as it were".DS It is a realm in which pervasiv-.:e, !
common, stable, non-temporal, or logical qualities are absfracted and‘ converted

into relations, or into temporal, numerical, and spatial order. These relations

then serve as tools or as instrumentalities for regulating the colrse of events.
4 .

.

133, See p. 93, footnote no. 129 supra.

134. Dewey variousl fers to this experience as "reflective experience",
4 P

"reflection”, "knowing" and lateh, more technically, as "inquiry". s

135. Dewey, Experience and Nature, p. 398..
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The distinction between'primary and secondary experience is also
evident in their subject-matter, or in their objects. The SUb]ECt matter of
primary experience, for example, is described by Dewéy as "gross, macroscopic”

or "crude", while that of secondary experience is viewed as "refined", or

136

as "derived™. " Moreover, the function of the "objects" of primary experience

has been indicated to be the setting of problems for thought, as well as the
s L]

testing of its ability to resolve such problematic situa‘ciﬂons,137 whereas the

role of the "objects" of secondary experience is to explain thosé of primary

S

experience:

They explain the primary objects, they enable

us to grasp them with understandmg, instead of
_just having sense-contact with them...they define
or lay out a path by whi¢hreturn to experienced
things is of such a sort that the meaning, the
significant content, of what is experienced gains

an enriched and expanded forge because P),fsthe
path or method by which it was reached.

The objects of reflective or secondary experience help to solve perplexities
or problems to which primary experience gives rise, but which it cannot -

resclve by itself. Secondary experience can therefore be viewed as the

means for controlling and enlarging the having, using, and enjoying of commen,

139

ordinary, or eﬁeryday things. In other words, knowledge, thought, reflection,

136. id., ibid., p. 3-4.
137. Vide p. 94-95 supra:

138. Dewey, Experience and Nature, p. 5.

. 139. id., ibid., p. 7. Herein lies Dewey's instrumentalism, that is,
the conception of knowledge s mstrumental namely, as a means or method
for en]argmg experience.

L3

)
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or secondary experience enriches with meanings the crude, impulsive, instinctjve,
or habitual having, using, and enjoying which characterize primary experience.
And such an enriching with meaning can be viewed as the institution of intelligence

in human experience, especially because meanings and significances constitute
intelligence. 40 ‘

To Dewey, therefore, there is some c'ontinuity between primary
experience and secondary experience. The former supplies secondary experienc;e
with the material on which to work. Indeed, it might.even be said that it
neqessitates the attainment of seéondary experience which, in turn, enriches
primary experience with meanings and significances. This enricﬁing with
meanings is ultimately tested by reference or return to primary experience.
Dewey.maintains, however, that such a spiralling relation between knowledge
and primary experience, should not be used to justify the philosophic fallacy
of looking for the generic traits of existence in the objects of reflection,
knowledge, or of secondary experience. In his view, these objects are secondary,
derived, or refined objects whose worth and credentials cannot be established,
except as they are referred to primary experience, from which'théy are
derived. To discover the traits of existence, therefofe,'attention must lbe
focused oh ‘primax:y éxperieﬁce, which De;:.'ey emphasizes as "a starting point

14}

and terminal point".”"" In other words, primary experience reveals.the generic

~

~

140. Vide p. 81-82 supra.

5

14#1. Dewey, Experience and Nature, p. 3.
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traits of existence which metaphy51cs has to note and describe, or which’
it has to detect and defme Some of these t’ralts include ends and means,
contmgency and regularity, 1nd1v1duahty and relations, as well as interaction

or transacti on.m 2

“A. Ends and Means

One of the major traits of existence which experience reveals is
ends, finalities, or consummations. In primary experie.n'ce, things have a . /
begiﬁnjng, as well-as an end. They are born, ofily to die after a time. They
come into being and go out of being. In other words, things are in process,

or in time. They are "qualitied" events or histories. And nature, constituted
. Yy

. by existences of all kinds, is "a scene of incessant beginnings and endings".

To Dewey, therefore, "the enjoyment...of things is a declaration that natural

existences are not mere passage ways to another passage way, and so on

ad inﬁnitum".m3 Rather, primary experience also manifests "objects which

142, Hahn states that "these traits or basic categories are variously
listed by Dewey and by some other phllosophers" (vide Lewis E. Hahn, "Dewey's
Philosophy and Philosophic Method", in Jo Ann Boydston (ed.), Guide to the
Works of John Dewey. Carbondale: Southern Illinois Umversxty Press, 1970,

p. 40} A fuller treatment of these traits can be found in John Dewey, Experience
and Nature, and in Sidney Hook, The Metaphysics of Pragmatism.

143, Dewey Experience and Nature, p. 85.
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are ﬂnal".ma To understand this, it should be noted that Dewey distinguishes
between “two sense of ends, the primarily natural and the secondarily natural,
or practical, moral. Each meaning is intelligible, founded, legitimate in

45 The

itself. But their mixture is one of the Great Bads of philosophy."l
primarily natural end is an end understood as a de facto ending. It is the
property of things as "directly possessed of irreducible and self-sufficing
guality, red and blue, pain, scz’h'dity, toughness, smoothness and so on through

146 End, in this sense, is a natural terminus, or "the boundary which

the list."
It is a limit or closure that has "no intrinsic-eulogistic quality", that is, a
limit that is-neither good, bad, perfect, nor perfecting. Rather, it simply
points to the fact that things, as presented in primary experience, have
some immediate and absorbing finality. It is a reminder that there is in

everything, "something obdurate, self-suificient, wholly immediate, neither

144. id., ibid., p. 80

145. id., ibid., p. 104. Note how this distinction corresponds with
that between primary experience and secondary experience (vide p. 93-98
supra). -

146. Dewey, ibid., p. 112.

147. id} op. cit., p. 395.

ey

writes 'Finis' 10 a chapter of history inscribed by a moving system of energies."m7
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a relation nor an element in a relational whole, but terminal and exclusive.”

There is, in this conception, an indication that things have something qualitatively
their own, and that objects are finalities or closures of change, and are therefore
objects of direc_t grasp, possession, use, and enjoyment. The primarily natural

end also refers to the qualities of things such as their being poignant, tragic, )
beautiful, humorous, settled, disturbed, comfc;rtable, annoying, barren, harsh,
consoling, 'splendid, fearful, hard, green, or hbt.w9 In other words, since

"any ‘quality as such is final; ...at once initial and terminal; just what it is

as it exists, ...then nature in having qualities within itself has what in the

literal sense must be called ends, terminals, arrests, enclosures."ljo Dewey
_therefore maintains that "nature is characterized by ends, the most conspicuous

|
i3l Such ends are "hit upon", rather spontaneously

of which is the life of mind.
and accidentally, in primary experience. There is no element of control,
that is, little or no intelligence, knowledge, reflection, or inquiry is involved.

Instead, these primarily natural ends are merely had, used and enjoyed, even

though experience rgﬁe:als' that they are rather unstable, irregular, or highly

148. id., ibid., p. 85.

149. Dewey, op. cit., p. 96. See also p. 108: "Things are beautiful
and ugly, lovely and hateful, dull and illuminate&, attractive and repulsive".’

150. id., ibid., p. 96-97.

151, loc. cit.

PN
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uncertain. Indeed, Dewey maintains that it is the instability of enjoyed
ends that makes man to form the second kind of ends, which he refers to

: N . . 152 S
as ends-in-view, aims, or purposes. = He therefore maintains that,

By "ends" we also mean ends-in-view, aims, things
viewed after deliberation as worthy of attainment
and as evocative of effort. They are formed from
objects taken in their immediate and terminal
qualities; objects once having occurred as endings,
but which are not now:in existence and which are

- not likely to come into existei%e save by an action
which modifies surroundings. ~ ™ . ' ’

These are the secondarily natural ends, and they correspond to Dewey's

~

secon.dary or reflective experience. They are objects and qualities which

are assessed, are found worth pursuing, and are therefore selected by secondary
or rg}lec_tive experience. In other words, they are objects and qualities

of reflective survey, as well as of choice. Having hit ;pontaneoﬁsly and
accidentally on some consummations in’ primary experience, and hav'ing-

found them to be fleeting, uncertain 01; problematic, man is faced with the

problem of stabilizing them for further use and enjoyment. Since experience

- N
152, Vide Dewey, Experience and Naﬁure, p. 101: "What is unique

is... the property of awareness or perceptians Because of this property, the
initial stage is capable of being judged in the light of its probable course
and consequence. There is anticipation....What is more precisely pertinent

“To our present theme, the terminal cutcome when anticipated...becomes
an end-in-view, an aim, purpose, a prediction usable as a plar in shaping
the course of events." .

153. Ijewey, op. cit., p. 104,
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reveals that these consummations are multiple, varied, and often conflicting,

the spontaneous enjoyment that charac'terizes primary experience has to.

be replaced by an enljglﬁened choice concerning which of the numerous
consummations should be stabilized for future use.. The criterion for Sgterminlng
which of themn should be stabilized, involves a considefation o'i the conditions

for their realization, as well as the consequences of realizing them.” In other
w'o;ds, spontaneous enjoyment through sense contact becomes a'mat;er

of dealing with things in their wider meanings. Man makes use of His intelligence,
so that his experience goes beyond the realm of mere "action—reactién“,

and into that of an inteliigent, contreclled, and free interaction. Instead

of being merely natural termini, things become the objects of foresight,.
inventibn, and industry. There is anticipation or foresight of the probable

course and consequence of events, which changes habitual expectations

into reliable predic‘ﬂlons. The regularity or orderly sequence of the occurrence

of consummations becomes a controlling principle when the sequential connections

6f things with one another are discovered. Mere regularity becomes causality,
and engenders the selec;tion and arrangement of things so as to enhance, |
enlarge, and stabilize enjoyment. Having come into contact with the conditions

of the occurrence of various consummations in primary experience, man

tries out various combinaticns and permutations of these conditions. Such

an effort enables him to discover new ends,\and to expand the realm of enjoyed
consummations. Instead of being neutral,.o'r "indiﬁerently an ecstatic culmination,

a matter-of-fact consummaticn or a deplorable tragedy", these newly discovered

ends acquire eulogistic and moral connotations. They become objects and
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qualities that are deemed worthy of selection and of human labour, objects
. : -
-of conscious intent, or conclusions that are attaihed through antecedent _ ...

Tt
-

I's

endeavour.
Thus, like classic thought, Dewey conceives of nature as te’lleo'logice;l,

- that is, as having its,finalities as well as'its relationships. But his concept

of teleology differs from the Aristotelian conception, because his primarily
natural ends a’re merely-termini of events, or things that are immed;ately'

had and enjoyed without consideration for their use. The appreciation of
them is mainly aesthefic, rather than rational. Moreover, such ends are
' not absolute or eternal. Neither'do they imply qn)" hierarchy of ends. Rather,
there ar‘e a multiplicity of them, with each being enjoyéd in.its own right '
or for its ox‘vn sake. There is therefore ﬁo such thing as the end, l_;ut an end.
Dewey contrasts this conception with that of ¢lassic teleology u;rhich, he

-

maintains, meant that nature does nothing in vain. Every change, or event,
was viewed as being - directed to something else as its unchangeable terminus.
The acorn, for example, was thought to grow inevitably to an oak as its
unchanging end. Moreovér, only the acorn was thought to be eventful and
temporal, wh_ile the oak was vi‘ewed as only an ehd, indeed as the end of ‘

the acorn. There was therefore a hierarchy of ends, which terminated with

the summum bonum. Dewey's objection to this classic concéption of teleology,
namely, that nature does nothing in vain, is based on his refusal to impute
mind, rationality, or intelligencé directly to nature. In his view, nature

has no purposes, goals or aims. Rationality, intelligence, and purposes enter

into the natural scene only through man. They are not given ready-made

A

.y
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in nature, not even in human nature. There are, ins'teac‘i, only rudimen.ts

of them in nature, since "consummafions have first to be hit upon spontaneously
and acé;dehtally -- as the baby gets food and all of us are warmed by tﬁe

sun -- before thgy can be objects of foresight, invention and industry."lsu
Nevertheless, Dewey maintains that-they are natural because man, through

whom théy enter intc the natural scene, is a part of nature. They can also

be viewed as natural because "natural processes must have actually terminated

in specifiable con-sequences..._before ends can be mente-tl‘ly entertained angd -

be the objects of striving desire."ljj

And because they are natural, they
cannot be considered to be an arbitrary creation of private mental operations
that are guided by Some personal desire. Rather, ';hey are, "iﬁtellectual
ana regulative means...employed as plans within the state of affairs."lj6
As such, they help secondary experience, reflection, or ir.rquiry' to enlarge

and enrich primary experience with meanings and significances.

B. Contingency and Regularity

Besides revealing that the primarily natural ends form the basis
of the secondarily natural ends, that is, of aims, goals, or ends-in-view,

experience also indicates that,

154. Dewey, Experience and Nature, p. 81.

155. id., ibid., p. 102.

156. loc. cit.
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We live in a world which is an impressive and
irresistible mixture of sufficiencies, tight com-
pletenesses, order, recurrences which make
possible prediction and control, and singularities,

" ambiguities, uncertain possibilities, processes
going on to consequences as yet indeterminate.
They are mixed not mechanically but vitally like
the wheat and tares of the parable. We may
recognize them separately but we cannot divide
them, for unlike wheat and tares they grow from
the same root. Qualities have defects as necessary
conditiong of their excellencies; the instrumentalities
of truth are the causes of error; change gives
meaning to permagnence and recurrence makes

- novelty possible .

In other words, existence is both precarious and stable. It is a mixture of

the perilous and the settled, or of the uncertain and the uniform. To Dewey,

- .
nature possesses a contingent character, for experience reveals that things

are uncertain, unpredictable, uncontrollable, and hazardous. In his view,

"Every existence is an event."28

Even though things remain what they
are, yet ‘Fhey also éhange. As a matter of fact, "the world is a scene of
risk; it is uncertain, unstable, uncannily unstable. Its dangers are irregular,
inconstant, not te be counted upon as to their times and seasons."lj9 The
world is, indeed, so precarious and perilous that man's actions can yield
both desired or enjoyed consequences, as well as obnoxious and undesired

ones. The present becomes ominous because the future is unknown and perilous.

The past, in turn, carries over into the present, its unwanted, and often

157. Dewey, op. cit., p. 47.

158. id., ibid., p. 71. -

159. id., op. cit., p. 41.
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unknown, consequences. This carrying over of consequences further deepens
the uncertainty of the world. And, to Dewey, it is an uncertainty which
science has failed to sericusly modify or to eliminate:
Through science we have secured a degree of power
of prediction and of control; through tools, machinery
and an accompanying technique we have made the
world more conformable to our needs, a more secure
abode. We have professionalized amusement as
an agency of escape and forgetfulness...(But)
when all is said and done, the fundamentally hazardous
character of the worltileid: not seriously modified,
much less eliminated.
In Dewey's view, reality is precarious and incomplete, and change is real,
even though it is not absolute. To him, nature is an intricate mixture of
the contingent and the regular, of the stable and the precarious, or of the
uncertain and the assured. There are relatively permanent, as well as temporarily

changing things in nature, both of which testify to the unfinished, incomplete,

or indeterminate character of nature.

. C., Individuality and Relations .

Another generic trait of existence, which experience reveals, is
individuality. The trait has both metaphysianl, as well as social and political
connotations. However, it will be considered, in this discussion, only metaphysically.
It has already entered into the discussion in terms of, or as "qualitied" individuality,
during a consideration of "qualitied” events as ends, terminals, arrests, or

161

enclosures.” But there is also an organismic conception of individuality,

160. Dewey, Experience and Nature, p. 44.

161. Vide p. 100~101 supra.
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in which plants aﬁd animals are considered to tend towards self-conservation.
Dewey maintains that the'y act "as if they were cdncerned that their activity,
their char;acteristic receptivity and response, should maintain i'fself.'-'162

In his view, such a trait stretches as far as to atoms and molecules, in the

sense thaE they alse tend to show some preferential behaviour, indifferences,
affinities énd repulsions, in the presence of, or when interacting with, other
events: "with respect to some things they are hungry to the point of greediness;

63 As a generic trait

in the pres;ance of others they are sluggish and cc\ld."l
of existence, this preferential action or selective behaviour is "the evidence
of at least a rudif‘nentary individuality or uniqueness in 'chimgs."l61+ It is the
basis of human individuality, which Dewey refers to as "an agency of novel
reconstructlbn of a pre-existing order™, or as "a mode of natural existence

165 _l_jiwgman individuality

in which objects undergo directed reconstitution."
can therefore be viewed as a quality that is rooted in nature, even though
it is not a natural endowment that is released in the absence of external

restrictions. Itis, instead, the uniqueness of the history or career of an

individual, that is, the series of interactions that enable the individual to

162. Dewey, Experience and Nature, p. 208.
163. loc. cit.

!
164, Brwey, "Philosophies of Freedom", in Bernstein {ed.), op.
cit., p. 265,

165. Dewey, Experience and Nature, p. 217 and p. 220.
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become what hé is, by the ways in which he respvonds to conditions c;r to
occasions, understood as "opportunities”. In cther words, it is a unique way

" >
of responding to conditions. It may be noted, however, that such a conception
of individuality does not rule out rela.t'i’onsrbetween things For, épar_t from
being ends, things are also means, or "passage ways" to other passage ways.
They arealso things cherished for the sake of other things. In other words,
fhere is féund in nature a simultaneous presence E_md cross-reference of

immediacy and efficiency, of the consummatory and the instrumental, of

ends and means, as well as of individuality and relations. . .
D. Interaction or Transaction

One other important characterization of nature, by Dewey, is that

it consists of events which are in inte'raction with one another. Indeed,

OI'.IE of his definitions of experience is‘ given in terms of interaction between
things. To him, "things interacting in certain ways are experience; they

are what is experienced."166 And distinctions in nature, such as those between
matter, life and mind, or between physical, psycho-physical and mental,

. . 6
are but "consequences of interaction of events."l 7

They are viewed as
characters of events that occur at certain different levels of interaction.
Each is a property that belongs to a particular field of interacting events.

Nature, as embodying all these distinctions, is therefore a series of events

166. id., ibid., p. #a

167. Dewey, op. cit., p. 261.
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which are in.interaction with one another. But interaction should not be

e

viewed as "wholesale" or as "homogenous". Rather, Dewey maintains that,

Interacting-events have tighter and looser ties,

which qualify them with certain beginnings and

endings, and wh&sh mark them off from other fields

of interaction.
In other words, events belong to,_/rélatively closed fields" of interaction
which range from the simpler, less organized, and more manageable field -
to the "more complete and highly organized". Dewey distinguishes between
three such fields or "plateaus”. These are the spheres of non-living things,
of living things, as well as the specifically human sphere. However, Dewey
refers to them as the realms of the physical, of life, and of association,
communication and participation:

The {first, the scene of narrower and more external

interactions, while qualitatively diversified

in itself is physical....The second level is that

of life....The third plateau is T;@:} of association,

cemmunication, participation.
It may be noted that/the sphere of physical interactions is the field that

is investigated by physics. It is the realm of matter in which "mathematical-

mechaniéai" properties are exhibited. The second plateau, that is, the level

of life interacﬁons, is the "psycho-physical" realm in which qualitative differences

become more conspicuous than they are in the sphere of physical interactions.

168. id., ibid., p. 272.

169. loc. cit.
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physicalinteractions. Such differences include those between plants and

animals, as well as those between the lower and the higher animal forms.

The third plateau is the specifically human sphere, where mind, intelligence,

or the poésession of meanings_ and the response tc; meanings, predominates.

Dewey maintains that this sphere consists of “"individualities". Morecver,

each level has cateéories ~- matter, life, mind — which describe the empirical
traits that are characteristic to it. However, they are not explanaf_ory categories,
because they.merely note and denote "characteristic qualities and crc‘m"sequeﬁces

peculiar to various levels of interacﬂon."170 r

!

o

Dewey thus seenjsfto indicate that there are two kinds of interaction
in nature. One of them can be referred to as "horizontal" interal. It

is interaction between events that belong to the same plateau or level of
irlteraction, for example, the physicai. The other can be referred to as "vertical®
interaction, and ;al\es place between the relatively closed fields, levels,

or plateaus of intelié;:ﬂon. [t is the sphere of iﬁcreasing complexities, of

critical alterations, or improvement, tra\nsformatior:, or of refinement.

When such an inferaction occurs, that is, when the relatively closed fields,
levels, or plateaus of interaction come into conjunction and interact with

one imother, "a new larger field is formed, in which new energies are released,

171

and to which new qualities appertain.” Thus, for example, the interaction

170. Dewey, ibid., p. 273.

171. Dewey, op. cit., p. 27.
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betwen the plateau of the physical and that of life, gives rise to a "new
larger field" to which appertains the new quality of the mental. Indeed,
Dewey maintains that the third plateau could not have occyrred without

the second, just as the second could not have occurred without the first:

— -
\’—\

e Mechanistic metaphysics calls attention to the
/ fact that the latter occurrence could not have
taken place without thg earlier; that given t
earlier, the latter was bound to follow. Spiri
metaphysics calls attention to the fact that th
earlier, material affairs, prepare.the way for
vital and ideal affairs, lead up to them; promeg ‘172
them. Both statements are equally true déscriptively....

Mechanistically speaking, the mental le.vel of interaction could not have.
occurred without the levels of life and of Zthe physical. Spirituausticall},
Vt_ﬁt_a levels of life and of the physical prepare the way for the sphere of the
mental. By containing these three platéaus gf interaction, and by geiting
them to interact with one anothér, nature itself "grows". It acquires new
qualities and energies. It becomes increasingly complex, critically altered,
improved, transformed, c;r refined. Such growth, that is, the acquirin‘g\o}f
new energies, qualities or properties, indicates that Dewey c‘onceiv‘es of

the universe as anjopen one,jin which there is room for novelty, for change, .

or for becoming./It indicates that it is a universe which contains rea! potentialities,

. . , v
and which therefare demands human action in order to change, modify, transform,

or to refine thingsi In such a conception, man is viewed as interacting with,

his environment: "external or environmental affairs...undergo

173

cquiring meanings and becoming objects of mind",”" ~ while
. A\ .

/
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CK';\;,_.;“
man himself is also modiﬁed, because anything changes according to the

interacting field it enters.

Later, and together with Bentley, Dev.'fey undertook "to fix a set
of leading words capable of firm use in the discussion of 'knowings' and 'existings'
in that s'peciaiize.d region of research called the theory of knowledge."im
This attem‘p‘p\led Dewey to characterize his interactional conceptioﬁ as
a "Transéctioﬁ"- An.ci the chang'e ma.my not be unconnected with what the
authors refer to a; "a large c;rop of imitations and del::asements",175 which
were con‘sgaq‘uent upon the success-of the use of the term "interaction".
However., it seems-that only the term was Ehanged, for the i%,fa lseems 10

remain basically the same. "Transaction" is basically a redescription or

a restating of the earlier notion of "interaction". The authors emphasize,
& , P

for example, Einstein's "transactional (i.e., free and open) treatment of

176'whi&h the writer indicates as one of the implications

physical phenomena",
of the interactional conception of nature, nama{y, a free and open universe.w?

The writer will therefore not go into aﬁy—déiailed discussion of this substitution

174. Dewey and Bentley, Knowih‘g and the Known, p.' Xi.

’

175. id., ibid., p. 108-109.

. 176. id., op. cit., p. 114, Underlining mine. Bohr's position, as presented
there, also indicates that "transaction" is-Dewey's earlier "interaction™.

177. Vide p. 112 supra.
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of the term "transaction" for "interaction. It is sufficient to note that

beth the eaﬂier term "interaction”, and the late_r one "transaction connote
an open universe that seems to be consistent with a _beljef in human fréedom.
They seem to make growth in freedom possible. Rather than discuss the
later characterization of interaction as transaction, the writer intends:to

consider some of the major implications that Dewey's metaphysical postulates

have for the explanation of the concept of growth in terms of freedom.I78

..

E. Implications For the Conception of Growth As Freedom

Dewey views metaphysics, the theory that detects and defines

the generic traits of existence, as "a groundmap of the province of t:riticlsm",179

w130

while philosophy is viewed as "a criticism of criticisms, as it were. And

since philosophy is also defined as the general theory of education, or as

181 metaphysics can also

the theory of education in its most general phases,
be viewed as the "ground-map" of the province of education. Such a conception.

of metaphysics is apparently relevant to the present inquiry, which attempts

178. For a detailed discussion of interaction and transaétion, please
refer to the book, Knowing and the Known, especially Ch. & & 5, as well
as p. 68-69, 270, 285.

179. Dewey, Experience and Nature, p. #13.

180. id., ibid., p. 398.

N

181. Dewey, Democracy and Education, p. 383, 386.
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to clarify the conceptrof growth-in Dewey's philosophy of education, by
interpreting it in terms of freedom. It indicates that Dewey's philosophy
of education is closely related to his metaphysics, and that an understanding
of this metaphysics is esseritial for understanding the concept of growth,
which is the key concept in his phi]osopﬁy of education. Since growth is ‘
to be interpreted in terms of fréedom, it Is apparent that an understanding
of Dewey's metaphysics is therefore essential for understandihé such an
interpretation.

The noting and defining of "end" as a generic trait of existence,
as well as its distinction into two kinds, seem to shea some light on Dewey’s
rather cryptic remark that education has no end beyond itse'lf.h It indicates
that such a .remark should be understood as referring to Dewey's conception
of education as a "qL:alitied everit", that is, as a natural event that has its
own aesthetic qualities, or as something consummatory, 'and which should
therefore be enjdyéd in its own right or for its own sake. It indicates that
the remark refers to Dewey's conception of education as a primarily natural
end. But the distinction of "end" imo two kinds indicates that Dewey also
has a conception of education as a secondarily natural end. In other wor'ds,
he also views education a;; having aims, purposes, goals or.ends, rather than
the énd. To him, education is no exception to the rn'uItipljcity and variety
of ends which experience reveals as one of the generic traits of existence.
Different centuries and philosophies had focused on a variety of such ends
in education, but Dewey focusés on growth which, the writer suggests, can

be advantageously interpreted in terms of freedom. An expaosition of Dewey's
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metaphysics indicates that such an end is a secondarily natural ohe, that is,

it is an intellectual and regulative means, which is used as a plan of action

within the state of affairs. In other words, it is an ideal that is used to guide

or to direct conduct.. As such, it cannot be actualized, attained, or realized

once and for all. Neither can it be jnstituted as an absolute, or as the end.
Dewey's conceptic;n of primary experience as the sphere within which

thought distinctions are not yet operativelsz, indicates that thought, intelligence,

or rationality is not a datum. It indicates that intelligence is, instead,

a late-comer on the evolutionary scene, that it plays a secondary role,

and that it therefore demands cultivation and nurture. And if intelligence

is essential for the,att‘éinrqent of growth and of freedom183 in terms of

which the concept of growth is to be interpreted, then Dewey's conception

of primary experience also indicates that neither growth nor freedom is

a datum. Similarly, a consideration of contingency and reguiarity indicates

that there can be no thought, knowledge, reflection, or intelligence without

the unstable or the precarious. The contingent is the source of problems

in primary experience, and reflection starts from this problematic situation,

and tries to clarify, ascertain, or to transform such a situation into one

that is more defined, systematized, or settled. Since,'as it shall be seen

later, there can be no "growth in freedom" without thought, knbwledge,

182. Vide p-93-94 supra.

183. Vide chapter 3, p. 153-154, and 205-209 infra respectively.
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reflection or intelligence,lsu the precarious or the unstable can be viewed .
as the bedrock of "growth in freedom". Moreover, Dewey maintains that

without the precarious and contingent, "the flickering candle of consciousness
would go out", since "the immediately precarious, the point of greatest immediate
rfeed, defines the apex of consciousness, its intense or focal r'nc_>de. And

this is the point of re-direction, of r_e—adapta/tion, {E-organization."lgj It

is therefore the précarious and contingent in nature that leaves room for

human action, since man has to redirect, readapt, and feorganize thé immediately
precarious and contingent. If nature were to be only,stable and unchangeable,
there would be no room for human action, because "a thing 'absolutely’ stable

and unchangeable would be out of the range of the principle of action and‘_
reaction, of resistance and leverage as well as of friction. Here it would

have no appliéability, no potentiality of use as ‘measure and control of other
events."]86 It seems that it could therefore be concluded that contingency,
precariousness, or instability is necessary for both choice and action which

187

will later be found to be vital aspects of growth as freedom. Indeed,

it seems that the possibility of actualizing freedom or of growth in freedom

184, loc. cit.

135. Dewey, Experience and Nature, p. 312

. 186. id., ibid., p. 71-72

187. Vide ch. 3, p. 203-224 infra.
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- depends on the presence, in nature, of the trait of contingency, precariousness,
or instability. Moreo;ver, since growth is viewed by Dewey as a secondarily
natural end, that is, as a plan or as an ideal for guiding or directing the proceés
of education, its actualization depends on the prfecarious or the contingent
in nature, which is "an indispensable condition of ideality, becoming a sufficient
condition when conjoined with the regular -and assu.red."188 If nature were
to be purely stable, Dewey maintains, there would be neiﬂ;er illusions ner
ideals. The world would simply exist because there would be no needs, desires
or wants, which are reflections or.continuations of nature's contingencies
and-incompletenesses. It canrtherefdre be hypothesized that without the

unstable, the pr'ecarious, or the contingent, there would be no room in nature

for "growth in freedom".

The stable, regular, recurrent, settled and uniform in nat-ure seems

to be equally necessary for growth as freedom. Without the regular,there

can be no fulfillment of the pdssible. Growth as freedom would remain

a mere potentiality if the stable cannot be used to control and regulate

the occurrence of the precarious and contingent. Thought, knowledge, or
«inquiry would be unattainable, because the doubtful has t.o be settlea by
reference, or by adaptation, to stable objects. Inde?_d, De\»;ey maintains

that the regulér and stable "are the instrumentalities, the efficacious conditions,

39

of the occurrence of the unique, unstable and passing."l The stable and

188. Dewey, Experience and Nature, p. 63

189. id., ibid., p. 116.
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the recurrent facilitate prediction and control of the unstable and precarious.’
|
The problematic is similarly mitigated and regulated by actively and intelligently

employing the regular and the stable. And without such predxctxon, control
and regulation, there can be no knowledge which is essential for growth

in freedom.

Together, the contingent and the i'egu]ar give rise to both science
and philosophy which Dewey views as two modes of inquiry that are necessary
for growth ih freedom. Philosophy -- and especially metaphysi¢s -- discovers,
notes, and defines the stable and precarious traits of nature, in order to
enable science to utiljze. the stable traits in the control of the unstable ones,

as well as for predictions:

Science seizes upon whatever is so uniform as

to make the changes of nature rhythmic, and hence
predictable. But the contingencies of nature

make discovery of these uniformities (by philosophy .
or rather metaphysics) with a view to prediction
needed and possible. Without the uniformities, .
science would be impossible. But if they alone
existed, thought and knowledge would be impossible
and meaningless. The incomplete and uncertain
gives point and application t?ﬁscertainment of
regular relations and orders.

This mixture of the stable and the unstable, or of the regular and the contingent,
is the condmon of all experienced satisfaction, just as it is the condition

of all predicaments and problems. It is the source of the defight which fulfillments

bring, just as it is the source of ignorance, error and failure. It is the basis

of the entire human predicament, that is, of the human situation according

to which the universe does not meet and satisfy our every wish:

190. Dewey, op. cit., p. 160,
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in nature itself qualities and relations, individualities

and uniformities, finalities and efficacies, contingencies

and necessities are inextricably bound together.

The harsh conflicts and the happy coincidences

of tifis interpenetration make experience what

it cohsciously is; their manifest apparition creates

doubt, forces inquiry, exacts choice, apﬂ imposes

liability for the choice which is made.
It seems therefore that it is within the context of the problematic, which
is posed by the intermixture of the contingent and the regular in nature,
that the interpretation of growth in terms of freedom is to be undertaken.
Together, all the generic traits of existence which metaphysics discovers,
help te root the concepts of growth and freedom in nature, even thougﬁ
they are not a datum, in the sense that they are not a ready-made endowment
that is given with human nature. Rather, each is an outcome, or a development,
consequent upen complex natural interactions.

In conclusion, it can be reiterated that Dewey's world-view is that
of an open universe which admits of novelty. The possibility of growth seems
to reflect this world-view, and it can therefore be concluded that his concept .

of growth, which the writer intends to explain in terms of freedom, is closely

related to what can be considered to be his metaphysics.

4. The Democratic Ideal
Dewey views education as a social need, or as serving a social
function. It perpetuates social life, just as nutrition and reproduction perpetuate

physiological life.192 Such a perpetuation is possible because "all education

151. id., ibid., p. 421

192. Dewey, Democracy and Education, p. 9, 321.
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proceeds by the participation of the individual in the social consciousness
of the race."193 Education is therefore the means by which a society perpetuates
_itself, even though such a conception of education does not befit every society.

It does not suit, for example, a conservative society that aims "simply at

194 -

the preservation of established customs." To make the definition or.

conception more specific and acceptable, "the kind of society aiming at
its own perpetuation through education", must be speciﬁed.lgj Such a society,
Dewey maintains, must be an intentionally progressive one, that is, it must

be a democratic society. Indeed, Dewey explicitly takes "the sort of education

)

appropriate to the development of a democratic community... as the criterion

196

of the analysis of education.” “7 As early as 1897, he had blamed many

of the then educational failures on the lack of conception of the school "as

a form of community life", the, ideal community life being, in his view, a

197

democracy. Moral education, discipline, and the curriculum which includes

-

193, Dewey, "My Pedagogic Creed", in Dewey on Education; Seleétions,
ed. by Martin S. Dworkin. New York: Teachers College Press, Columbia
- University, 1967 (c 1959), p. 19. See also ibid., p. 22 and 30.

194. Dewey, Democracy and Education, p. 322. See also p. 83, 86, 99.
195. loc. cit.

196. loc. cit.

197. Dewey, "My Pedagogic Creed", in Dworkin (ed.), op. Ccit., p.23.
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such subjects as history, cooking, sewing, manual training, the sciences,
work in wood and metal, a5 well as weaving, should be understood as centering
upon the "conception of the school as a mode of social life", or as a refined

<:le~mocracy.198

In his view, much of the education of that time failed because
i1.did not realize the significance of such a conception. In 1903, he reiterated
this point, and indicated that any school which does not respect and apply

the democratic principle in its organization, either drives away good qualified
teachers, or hampers them in their work. He defines good qualified teachers
as "those cf independent force or intellectual initiative, and of inventive

abjli'c)/."l 99

This disrespect for democracy in.the school organization, affects
both teachers and learners, and leads to the failures in education. Because
there is no room for experimentation, the child is subjected to "an outside
and ready-made material." This subjection restricts his intelligence because,
Full education comes only when there is a responsible
" share on the part of each person, in proportion
to capacity, in shaping the aims al}?’@ohcies of the

social groups to which he belongs.

"Full education”, in Dewey's view, is possible only in a democracy because

198. id., ibid., p. 23-27. See also "The School and Society" in op.
cit., p. 39 & 41,

-139. Dewey, "Democracy in Education", in Education Today, ed.
by Joseph Ratner. New York: Greenwood Press, 1969, p. 68.

f’ 200. John Dewey, Reconstruction in Philosophy. New York: Holt,
1920; New American Library, ¢ 1950; Enlarged edition with a new introduction,
Boston: Beagon, 1970 (c 1948), p. 209.
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the relation between democracy and education, "is a reciprocal one, a mutual

201

one, and vitally so." Democracy itself is an educational principle, measure

and policy, while education is in turn indispensable for its endurance and

development.202

'

and education is indicated in the preface to Dewey's book, Democracy and

This vital and reciprocal relation between democracy

Education. He writes that the book is,
An endeavor to detect and state the ideas
implied in a democratic society and to apply
these ideas to the problems of the enterprise
of education. The discussion includes an indication
of the constructive aims and methods of pﬂgﬁic
education as seen from this point of view.
Childs gives an insight into some of the democratic ideas which Dewey detects

204 The democratic bonception of the

and applies to the educational‘ realm.
individual as having intrinsic worth or dignity implies, for example, that

the learner's present experience, Lmiqueness, felt needs and interests must
be taken into‘account when drawing up a curriculum of studies. Moreover,

education in a democratic society should not isolate the various courses

that make up a curriculum. It should not assigh them separate individual

201. Dewey, "Democracy and Education in -the World of Today",
in Ratner (ed.), op. cit., p. 359. ’

202. id., ibid., p. 359-360 & 362.

203. Dewey, Democracy and Edacation, p. iii.

204. John L. Childs, "The Educational Philoso;;hy of John Dewey",
in The Philosophy of John Dewey, ed. by Paul Arthur Schilpp, p. 44 1-443.
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values. 20 The democ??atic conception of individuals as ends, or as "the .
ultimate locus of all value”, and the conception of institutions.as means,
imply genuine educational opportunity for all, as well as the education of
each iu:mdividual in such a way that he can competently judge of values, The
democratic objection to the principle of external authority is reflec.ted i}t
the sphere of education by Dewey's objection to the imposition of ends on
educati'on by any external authority. Similarly, the democratic method
. T
is viewed as one in which an attempt is made to resolve conflict without
resort to external authority or to some fixed standards. In other words,
. it Is the method of inquiry, discussion and conference, which appeals to
the priﬁciple c;f majoriiy rule. Dewey maintains that education must adopt
< T
this democratic method, if it is to be suitable for a democracy. o
¢

Dewey's philosophy of edu_catipn_ can theérefore be Newed as grounded
in the democra;ic conception of society. As a'matter of fact, one writer
thinks that the word "democratic" summarizes his wholei philosophy, and
sets the pattern for his educational design:

The philosophy of John Dewey invites

and challenges one-word characterization.-

It has been termed relativistic, evolutionistic,

naturalistic; an experimentalist, instrumentalist

philosophy, a pragmatic one. The invitation and

challenge to distinguish this philosophy with . '

one word 1 plan to accept. The word "democratic,"
in "my" Dewey, con-centers all the others. In

205. Dewey, Democracy and Education, p. 249.
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¢

his philosophy, this word is summary. For his

educational deib%n, it sets the pattern, is
architectonic.”"

L.

Apparently, there is no overemphasizing %’.e fact that there is suchl a close
link between Dewey's philosophy of education and his conception of democracy
that an understanding of the essentials of the latter is necessary for con.ﬂng

to grips with the former. It should be noted, however, that Dewey’s copcéi:tion
of\democracy is a rather vast spheré for research. The writer therefore
infends to indicate only the essentials of such a conception as they relate

to freedom in t;erms of which Dewey's concept of educative growth is to

;be explained. | It is hoped that such a discussion will disclose the type of
society in which "growth in Freedom™ is a value , an ideal, or an end. It

is equally believed that this will ultimately facilitate an understanaing and
appreciation of the explanation of growth in terms of freedom.

Ve

A. Dewey's Conception of Democracy

Dewey seems to have at least three different meanings for democracy.

He variously conceives of it as a form of political government, as religion,

207

and as a way of life, Its conception as a way of life implies that it can

, 206. Sister Joseph Mary Raby, "John Dewey and Progressive Education",
in John Dewey: His Thought and Influence, ed. by John Blewett. New York,
Fordham University Press, c 1960, p. 87-88.

207. For the origins of Dewey's faith in democracy see, for example,
"Biography of John Dewey" ed. by Jane M. Dewey, in Schlipp, op. cit., esp.
p. 19 & 29-30; John Blewett, "Democracy as Religion: Unity in Human Relations"
in Blewett, op. cit., p. 38-44.

&y
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-'World, ed. by Joseph Ratner, p. 400-401.
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. be viewed as a moral idea or as a moral concept. As such, it seems to ground

Dewey's philosophy of education, and to be closely related to his conception
of growth as the end of education. The discussion will theﬂefo;é'fo,cus on

“ ’ -
this meaning of democracy, and on its relation to freedom in terms of which

educative growth is to be uncierstc'od.?o8

As a ma.stter of fact, Dewe;F himself
constantly decries the limitation of democra_l'_cy to a special po_ll_‘tical form °
of government. He emphasizes its c0ncepqion és g way of life, social and
individual”. In his view, the various "factors-of dem.ocratic government",

such as universal suffrage, recurring elections and the responsibility of those
who are in pgalitical power to the voters, are but the "means that have been

209
As a matter of fact, he maintains that political democracy will continue

to beﬁi_ns ure unless democracy becomes a way of life. One hajor cause

o} {'H_eqd§ruction of ﬁolitical derocracy is, in his view, its exclusive conception

as political. He maintains that it fails because "it had not become part’

L]

208. For a discussion of historical or political democracy see, for
example, Dewey's The Public and Its Problems, chs. Ill & V. His conception
of democracy as religion forms the titie of Blewett's article referred to
above (footnote 207), p. 33-56. See also Dewey's "Religion and our Schools",
in Education Today, p. 86; "The Ethics of Democracy", in Early Works I,
p- 248; "Christianity and Democracy", in E.arlz Works &4, p. 7-9; "Reconstruction",
in 1b1d . p- 98-99.

209. Dewey, "The Dexocratic Form", in Intelligence in the Modern
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of the bone and-blood of the people in daily c_:onduct of its hfe."zm

He therefore
likens its exclusive conception as political to the conception of a home as
"a more or less geometrical arrangement of bricks and mortar", or to the

211 He

conception of a church as "a bui_lding with pews, pulpit and spire'.
_ points out that the error in both cases lies in forgetting that though they
- are these things, yet they are not 'only these, but infinitely more. Such rather
"partial" conception of democracy forgets that,

Democracy is a personal way of

individual life; that it signifies the

possession and continual use of certain

attitudes, forming personal character and

determining desire agfizpurpose in all

the relations of life.
In other words, democracy as a way of life involves personal or individual .
attitudes that constitute personal or individual character. It involves individual
attitudes to fellow human beings, as the individual interacts with them in

© the daily affairs of life. Itis therefore infinitely more than a form of government.

Rather, it is primarily @ mode of associated living, or of conjoint communicated

*

210. Dewey, ibid:, p. 720-721. See also Reconstruction in Philosophy,
p. 209. ‘

211. Dewey, "The Ethics of Democracy", in Early Works I, p. 240.

212. Dewey, "Creative Democracy—The Task Before Us", in The
Philosopher of the Common Man (Essays in honor of John Dewey to celebrate
his eightieth birthday), p. 222.™ '

2



DEWEY'S BASIC PHILOSOPHY 128

»

213

experience.” - And it is high time, Dewey warns, democracy stopped depending

on political institutions, and found expression also in personal or individual

21

attitudes.>'* To make this feasible, he assigns to those who still believe

in democracy, the task of declaring "that democracy is a way of life... a

way of personal life and one which provides a moral standard for personal

215

conduct." He maintains that such a conception of democracy, which

he advocates, is possible and tenable because of changes in intellectual and
.1
social conditions:

Democracy is possible only because

of a change in intellectual conditions. »
It implies tools for getting at truth

in detail, and day by day, as we

go along. Only such possession justifies

the surrender of fixed, all-embracing ~
principles to which, as universals, all',

particulars and individuals arﬁgubject

for valuation and regulation.” "~

The allusion here is to the replacement of what Dewey calls the "method
of authority", as the method of fixing belief or of acquiring knowledge, by
what he calls the scientific method of experimentation or by his logic defined

as the theory of inquiry. He points out'that other changes, such as the industrial

-

213.‘ Dewey, Democracy and Education, p. 87. -

214. John Dewey, Freedom and Culture. New York: Capricorn,
1963 (c 1939), p. 125.

215. id., ibid., p. 130.

216. Dewey, The Influence of Darwin on Philosophy, p. 267.
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ones resulting from the application of science, are involved.. For example,
&
the international market has grown because of cheap and rapid means of
~ communication and distribution. So also have grown the manufacturing
centers that supply this market, while even the physical forms of the earth
are altered, political boundaries are wiped out and moved about, and populations
are gathered {rom’ various points into cities so that lifestyles are also altered.
Other changes involve moral and religious beliefs, as well as household and
neighborhood occupanons, which are practically eliminated, On the other
hand, most employees become but appendages to the machines they operate.
Learning, knowledge, and the materials of knowledge are equally affected.
Learning, for example, is circulated or democratized so that "a distinctively
learned class is henceforth out of the question. It is an anachronism."zn
Social life has undergone a change, transformation or revolution, which
A\

education must reflect if it is to be related to life:

If there is special need of educational

reconstruction at the present time... it is

because of the thoroughgoing change in social

life accompanying the advance of science,

the industrial revolution, and the development

of democracy. Such practical changes cannot

take place without de:manchn§l gn educational

reformation to meet them..

The school has to be made an embryonic community life thr'&.@? which democracy

can be instituted as a way of life.

N

§
217. Dewey, "The School and Society", in Dewey on Educatxon,
ed. by Dworkin, p. 3438, 46-47 & 49

218. Dewey,,Democracy and Education; p., 331. i
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It may be pointed out that there are some principles or beliefs

which underwthe conception of democracy as a way of life. It is founded,

for example, on "faith in the capacities of human nature; faith in human

intelligence and in the power of pooled and cooperative experience.”219

It involves respect for individuality, or for the unique distinct qualities of

2

each individual.2 0 It includes a belief in the ability of human experience

to generate aims and methods by which further experience can be enriched

221

or enlarged. Dewey uses the case of racial, sectorian or political intolerance

manifesting itself, for-example, in racial prejudice against negroes, Catholics

- and Jews, 1o illustrate the intrinsic connection between democracy and

belief in the potentialities of human nature. He maintains that such forms
of intolerance indicate an underlying attitude of fundamental distrust of
human nature, or a deep-seated scepticism about the qualities of human

nature, both o'f‘ which are, in his view, highly undemocratic.222 The conception

219. Dewey, "The Democratic Form", in Intelligence in the Modern

" World: John Dewey's Philosophy. Ed. by Joseph Ratner, New York: Modern

Library, 1939, p. 402. See also p. 400,

220. Vide Dewey, The Iniluence of Darwin on Philosophy, p. 59.

221. Philosopher of the Common Man, p. 227. Freedom and Culture,
p. 126-128, Education Today, p. 368

222, Dewey, Freedom And Culture, p. 126-128.
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of democracy as a way of life is also based on pacifism, understood as opposition

to the use of force of any kind as a means of settling dispute:s.223

There
are also some Deweyan metaphysical principles or pestulates underlying

the conception. These include contingency, change and transaction, which

experience reveals as generic traits of existence. With respect to contingency,

for example, Dewey writes: . BN

A philosophy animated... by the strivings

‘of men to achieve democracy will construe liberty R

as meaning a universe in which there is real '
uncertainty and contingency, a world which is not

all in, and never will be, a world which in some

respect is incomplete and in the making, and

which in thege respects may be made this way

or tMng as men judge, prize, love

anddgbor. To such a philesophy, any notion

of a perfect or complete reality, finished, existing

always the same without r%ﬁrd to the vicissitudes

of time, will be abhorrent. :
As regards change, another metaphysical postulate that underlies the conception
of democracy as a way of life, Dewey maintains that institutional forms
and mechanisms must change in order to keep pace with the times. He quotes
varjous passages from Thomas Jefferson to delineate his emphasis on c:hangﬁ-.225

In terms of transaction, he maintaims that democracy is founded on the association

of individuals with one another, so that there is the possibility of "interaction -

223. Dewey, "The Class gtruggle", in Intelligence in the Modern
World, p. 449. ' )

N
224. Dewey, "Phjlosophy and Democracy", in Characters and Events,
vol 1l, ed. by Joseph Ratner. New York: Octagon Bocks, 1970 (c 1357), p-
851. :

225. Dewey, Freedom and Culture, p. 157-158.
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withput ljmit.":zz6 Each individual in the transaction is treated not only

as a rmeans, but mainly as an end, especially in the Deweyan sense of a primarily

227 In other words, the individua!l is not treated ‘merely as a

natural end.
passage way to another passage way, or as a means, but as possessing irreducible, -
unique and distinct qualities. He is seen as capable of taking individual

de'cisions, of enjoying individual experiences, or of having individual knowledge
which he brings into the transation that characterizes the democratic way

of life. Accordingly, he is treated as having something qualitatively his

own, and which should be given a chance to develop if thé democratic sharing

is to be enriched. But he is also treated as an end in the Deweyan sense

of secondarily natural end.228

In other words, he is viewed as having interests,
desires, needs and impqlses, whicf;.form the basis of ends-in-view, aims,
purpeses or goals. He is therefore considered to be capable of setting himself
goals, aims or purposes, as well as being capable of realizing them if given

a chance to do so. In other words, his individualirty is respected.

It should be noted that the democratic respect for individual qualities,

powers or capacities, goes hand in hand with the belief in their developrﬁent, .

226, Dewey, "Philosophy and Democracy", in Characters and Events,
vol. II, p. 854-855. See also Freedom and Culture, p. 159-161.

227. Vide p. 10G-101 supra.

228. See p. 102-104 supra.  * .
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growth or improvement, if only appropriate conditions can be prov'ided.
In other words, it involves a belief in novelty, change or becoming as a generic
trait of existence. Like nature, the individual in a democracy is viewed
as an intricate mixture of the contingent and the regular, the stable and
the unstable, or of the uncertain and the assured.229 He is"incomplete"
or "indeterminate", and thereforevis capable of change, growth, development,
or improvement.

Similarly, the democratic respect for individuality involves acknowledge-
ment of the relation of the individual with other individuals. As a matter
of fact, it is considered that the individual actualizes his potentialities,
powers or capacities, only as he interacts witﬁ the larger community, that
is, with other members of th‘e democratic commdnity. Thus, just as nature

exhibits traits of individuality and relations,zmthe individual member of

the democratic community is respected as an individual, without overlooking

“his relation with others. In other words, the world-view that underlies the

conception of democracy as a way of life, is a view of the world not as a
fixed hierarchical order of species, grades or degrees, but as a "democratic .
harmony" through interaction or txansaction between a community of interrelated

individuals, in which the life of each is enriched and made more distinctive,

" qualitative, and unique. It is a world-view in which beliefs are fixed and

229. Vide p. 105-107 supra.

230. Vide p. 107-109 supra.
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knowledge is established by experimentation and inquiry, rather than by
authority. It is also a worldview in which human activity counts as a factor
in the establishment or'realization of values:

There is an increased esteem, in democratic o ‘

communities, of whatever has to do with manual

tabor, commercial occupations, and the renderipg

of tangible services to society...'Laboyﬂsl extolled;

service is a much-lauded moral ideal.
Morally, such a world-view involves inquiry into the moral grounds 6f political
and soclal institutions, and into the principles that cap guide men in the
realization of individgéll freedom, in cooperation with 'cheir\_fellowmen.zzi‘2
It calls for the substitution of power over physical nature for power over
fellow-men. The issues of war, peace, and econcmic rel;-ations between nations
- are also involved. Physical interdepehdence, for example, has to be replaced,
supplernented, or transformed into moral or human interdependence. Scientific-
attinljdes‘ and dispositions have to be incorporated into the character of
every individual in the society. At the same time, the function of choice
of values and the enlistment of desires and emotions in behalf of those values
that are chosen, must be taken in-to accoufit-jn order to develop personal
responsibility for judgement and for action. Dewey maintains t.hat all these

issues form "the order of moral values involved in realization of democracy 233

"
.
——

¥l R - M

23]. Dewey, Democracy and Education, p. 313. See also Deweyy
"The School and Sdciety", in Dewey on Education, ed. by Dworkin, p. 42._

232. Dewey, Freedom and 'Culture, p. 164,

233. id., ibid., p. 163-167 and 172.
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In a rather lengthy paragraph in The Influence of Darwin on Philosophy,

he summarizes these varjous values, principles, or beliefs which underlie
the conception of democracy as a way of life. He maintains that,

Democracy... is not as much an addition to

the scientific and industrial tendencies as

it is the perception of their social or-spiritual
meaning. Democracy is an absurdity where

faith in the individual as individual is impossible;
and this faith is impossible when intelligence

is regarded as a cosmic power, not an -adjustment
of individual tendengies. It is also impossible
when appetites and desires are conceived 1o be the -
dominant factor in the constitution of most
men's characters, and when appetite and desire
are conceived to be manifestations of the
disorderly principle of nature... Democracy is
estimable only through the changed conception
of intelligence, that forms modern science, and
of want, that forms modern indus% It is
essentially a changed psychology.

Of particular interest to the present inquiry is the involvement
of the scientific method, intelligence, appetites, and desires, interests, as
well as of doubt and inq.uiry, in the democratic conception. The democratic
way of life, as involving these .elte:ments, p'oints somehow to its relation to
Dewey's notion of freedom in terms of which growth is to be explained.
‘But before coming to a discussion of this, i.t may be pertinent,to note that
it implies the application of intelligence to the resolution of human problems.

As such, it demands a resort to scientific methods which "give us an exact

. and concrete exhibition.of the path which intelligence takes when working

235

most efficiently, under most favorable conditions". The role of intelligence

234. Dewey, The Influence of Darwin on Philosophy, p. 59-60.

235. Dewey, "Democracy in Education", in Education Today, ed.
by Joseph Ratner, p. 69,
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in the democratic conception cannot be overemphasized because Dewey,

Himself, states that "the efficacy and responsibility of freed intelligence"

236

is "the spiritual basis of democracy". He reiterates this vital role.in a

passage in Intelligence in the Modern World, a rather well-chosen title that

seems 10 accentuate this central role of intelligence in Dewey's democratic
conception. Although it is rather lengthy, it is worth guoting in full because
of its relevance to the present inquiry. Dewey writes:

I have emphasized in what precedes the importance
of the effective release of intelligence in connection
with personal experience in the democratic way

of living. I have dene so purposely because democracy
is so cften and so naturally associated in our minds
with freedom of action, forgetting the importance
of freed intelligence which is necessary to direct
and to warrant freedom of action. Unless freedom
of individual action has intelligence and informed
conviction back of it, its manifestation is almost
sure to result in confusion and disorder. The
democratic idea of freedom is not the right of

each individual to do as he pleases, even if it be
qualified by adding "provided he does not interfere
with the same freedom on the part of others'.

While the idea is not always, not often enough,
expressed in words, the basic freedom is that of
freedom of mind and of whatever degree of

freedom of action and experience js necessary to
produce freedom of intelligence.

236. Dewey, ibid., p. 73.

237. Dewey, "The Democratic Form" in Intelligence in the Modern
World, p. 404. See also "Democracy in Education", In Education Today, p.
62 and esp. "Democracy and Educational Administration™, in ibid., p. 341.

-
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Democracy as a way of life emphasizes the life of intelligence. It involves

the institution of intelligence in the sphere of morals. Indeed, Dewey maintains
that to conceive of democracy as a way of life, rather than merely as a

form of government, "is to realize that democracy is a moral ideal and so

238

far as it becomes a fact is a moral fact." He even maintains that historically,

the idea has remained emphatically moral. He t er_{éfore considers Jeffersen's

- L
formulation of the democratic principle to be "moral through and through",
whether considered in its foundations, methods, or in its ends.239 And, he

views such a moral formulation as a proof that,

The source of the American democratic tradition

is moral—not technical, abstract, narrowly political

nor materially utilitarian. It is moral because

based on faith in the ability of human nature.

to achieve freedom for individuals accompanied

with respect and regard for other persons and

with social s}@&ility built on cohesion instead -
of coercion. :

Democracy as a way of life, rather than as a form of government, is "an
. ]

ethical idea"zul, a moral ideal, or a moral concept. And it is so now, more

238. Dewey, "Creative Democracy", in Philosopher of thé Common
Man, p. 226. - i

239. Dewey maintains that Thomas Jefferson "was the first modern
to state in human terms the principles of democracy". (Vide Dewey, Freedom
and Culture, ch. 7, p. 155),

240. Dewey, ibid., p. 162

241, Dewey, "The Ethics of Democracy", in Early Works 1, p. 248.

-
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tHan in the days of the ‘?frontiér" and of "going west,”" when democracy was
more or less "a gift of grace", rather than the result of conscious planning
and of intelligent execution. Dewey therefore maintains that it has to be
achieved now "by conscicus and resolute effort”, "of set purpose", as "a
mattér of deliberate effort”, "by deliberate and determined endeavor", or

42 Indeed, he sugge§t5 a method

"by inventive effort and creative activity“.z
which, in his view, can ensure that such efforts do actually help in attaining
democracy. It is what he refers to as "the method of democracy", or as an

q.243

"experimental" metho This suggestion is based on his belief that "if

there is one conclusion to which human experience unmistakably points it
is that democratic ends demand democratic methods for their rt*.‘a‘iiza'cion."zm‘t
He therefore objects to the use of aufhoritarian, monistic, wholesale or

absolutist methods, which he censiders to be a betréyal of human freedom,

no matter in what guise it presents itself. He advocates, instead, the use

242. Vide Dewey, Freedom and Culture, p. 173-174; Dewey, Democracy
and Educatjon, p. 87; and Dewey, "Creative Democracy--The Task Before
Us", In The Philosopher of the Common Man, p. 220-222.

N

243, Dewey, "Experimentalism in Moral The
in the Modern World, ed. by Ratner, p. 775, ’

or,

", in Intelligence

244, Dewey, Freedom and Culture, p. 175.
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of "plural, partial, and experimental methods", in order_;\co secure and maintain

245

"a freedom which is co-operative, One of such methods is the democratic

method, which is an experimental or scientific method that employs "scientific

246 It should be noted, however,

knowledge as it functions in men's occupations."
that the use of the democratic method does not necessarily ensure the attainment
of the democratic ideal. Rather, various democratic ends can be realized

once in a while, or every now and again, but the democratic ideal itself

cannot be attained once and for all, because it'is not an "ultimate” or absolute
end. It is, instead, an end which every generation has to accomplish for itself,

2

that is, "It must be continually born anew in every generation." 47 Dewey's

conception of democracy as a way of life, a conception which is operative

“in his philosophy of education,' is therefore a rather very complex one. But,

it is in the context of such a complex conception that the interpretation

of growth in terms of freedom is to be understood.

245..Dewey, ibid., p. 176.

246. Dewey, Democracy and Education, p. 229.

247, Dewey, Freedom and Culture, p. 176; "Academic Freedom",
in Intelligence in the Modern World, p. 721; "Democracy and Education in
the World of Today", in Education Today,/p. 365; Gorddn W. Allport, "Dewey's
Individual and Social Psychology™, in The/Philosophy of John Dewey, ed.
by Schilpp, p. 280. : -
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SUMMARY

The interpretation of Dewey's concépt of growth in terms of freedom,
the .search for evidence in éupport cf such an interpretation, and the attempt
to delineate some of the advantages of such an interpretation, are carried
out within the framewofk of Dewey's basic philosohhy. The létt.er is continuously
refined throughout the various phases of Dewey's p_hifloﬁophic det'é'l‘épment,

- which consists of the theological and intuitional bhase, the Hegelian phase,
and the experimental phase. Those aspects of his basic philpsophy which
are considered to be essential for an understanding of the interpretation
of the concept of growth in terms of freedom, are mainly his theory of
knowledge, his r;letaphysics, and his conception of democ.r;cy as an ideal
society, or as a way of life.

With respect to his theory of knowledge, it can be said that the
leading of one proposition to ano\gﬁer, and the consequent refinement of
logical forms, seem to exemplify the process of growth. It is also indicated .
that knowledge, as the outcome of inquiry, is esséntial for the attainmenIt
of growth, because it involves the enrichment of experience with meanings
and significances, and entails the refinement of habits, which are the main

*
guide of the organism-environment interaction within which growth takes
place. ;

As regards‘his metaphysics, Dewey's H:ﬁnition of it as the ground-
-map of,criticism, and of phil'é'sophy, which is the criticism of criticisms,
as the general theory of education, implies that metaphysics is also the

ground-map of education. Moreover, his conception of end as primarily and
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secéndarily natural, sheds son-1.e light on his rather cryptic remark that ~
e_ducatjoﬁ has no end beyond itsg?lf. Itis also' indicated that fhe inteébretation
of the concept of growtﬁ must be effected within the context of the problematic
that is posed by the interﬁixture of the stable and the unstable in natu're,
and that it must remain faithful to Dewey' view of the world as an opgn‘
universe which admits of novelty.

. With respect to his conception of derr;ocracy as an ideal society,
it is indicated ‘that freedom in terms of which the concept of growth is to
be explained, is an ideal, or an end, only or mainly within such a society.
It is also indicated that Dewey's phi]b.sophy of education is designed mainly -
for such a democratic soci ;:y.

It is apparent, theréfore, that an understanding of his basic philosophy

is essential for understanding the interpretation of his concept of growth
in terms of freedom. The next chapter is devoted to an exposition of these
two concepts of growth and freedom, in order to delineate and correlate ¢
such similarities as méy exist between thém, and as can justify t'he interpreta¥ion

of one in terms of theoth



CHAPTER THREE

DEWEY ON GROWTH, FREEDOM AND EDUCATION,

L]
With ;che previous chapter as a backdrdp, the pre n chapter is devoted
to an analysis of Dewey's concepts oﬂf. growth and freedom as they enter into
_his philosophy of ed.ucation.' The first section is an ‘analysis of the concept of
growth as found in various works of Dewey. It follows closely Emerson's exposition
of the concept which appears to be the best, the most relevant, and the la;est
of such investigations, discussing growth under its traits of intellectual, social
and moral development, and examining some of the problems that are associated -
“with the concept. The second section -gi\{es a similar analysis of Dewey's notion
of freedom based on Adler's characterization of it as consisting of three interrelated
aspects, namely, the natural freedom of self-determination, the circumstantial
freedom of self-realization, and th.e aﬁquired freedom of self-perfection. It
may be noted that Adler's analysis seems to be the best or the most thorough
analfsis that has so far been carried out with respect to the concept of freedom
in Dewey's philosophy. In the third section, an attempt is made to gather some
evidence from the analysis of both concepts and from Dewey's own works, in
support of the thesis that Dewey's concept of growth in education can be advantageously

viewed as freedom, understood as freedom, or interpreted in terms of freedom.
I. Dewey's Concept of Growth _ |

It should be noted that the concept of growth in philosophy is a biological
concept whose origin dates as far as Aristotle, and that Aristotle has a characteristic
and distinctive picture of the physical universe as.a whole. One writer describes

this distinctive Aristotelian picture in the following terms
S
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It is a picture of nature as seen from the

perspective of the various kinds of change

and motion that are appropriate to the '

different kinds of things or substances 1

in the universe
Thus, Aristotle maintains that the heavenly bodies, such as the sun, enjoy
an eternally circular motjon as distinct from what might be cal]edogynary At
zodi‘es and substances. Light bodies, for example fire and air, tend to
move upwards, while heavy ones; such as earth and water, tend to move
downwards. In other words, each thing or substance has its appropriate -
characteristic development, motion, or change. The characteristic development
or "change" of the acorn, for example, is development into an oak as its
natural and final end. It is within such a scheme of motion and change
that Aristotle considers "growth" to be the change which is characteristic
of4diving things or of animate substances. What is distinctive of growth

as the sort of change that characterizes living beings, is the peculiar way

in which efficient causes operate in such a change. With respect to non-

' living beings, the efficient cause, which is often an external force, has

to continuously act upon the physical body in order to move it and to keep
it in motion. In contrast, no external force can ever make a living being .
grow. Rather, the efficient cause of the growth, motion or change of

such a being is intrinsic to the being itself.” Aristotle refers to such a

cause as the "soul" or "psyche”, which he defines. as a substantial form;

- L. Henry B. Veatch, Aristotle: A Contemporary Appreciation.
Bloomington: Indiana University Press, 1974, p. 57. '

2. Veatch, op. cit., p. 58-59.
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the "what-it-is" of a certain kind of thing, or as that which brings

about a primary or an initial actudlization of a living body that can perform
such life functions as nutrition, growth, and reproduction. He writes: ,

The soul is the cause or source of the living

body. The terms cause and source have

many senses. But the sou] is the cause of

.1ts body in all three senses which we explicitly

recognize. It is {a) the source or origin of

movement, it is (b)-the end, it is (cLthe

substance of the whole living body.

‘.

Thus, in terms of Aristotle's four causeé, the soul i‘s'tfie efficient, final and

. formal cause of ihe motion, change or gro@th that characterizes man as a’
living being. It is fu‘rther distinguished from the soul or psyche of other living
beings such as plants and animals. Unlike the sou! of plants and énimals, thé. T
human soul is an intellectual or a rational.so‘ul. As such, it enables man to perform
not only such functions as nutrition, growth, and reproduction which he shares

with blants, as well as such functions as sensation and locomotion which he

shares with animals, but also to perform the distinctively. and the peculiarly

human functions that are related to rational knowledge or to cognition. These
ratAionai‘functions are, as far‘ as;man is. concerned, determinate ways of being,

as contrasted with mere ways of becoming. To Aristotle, they are man's natural
end. In other words, rational knowlédgé and cognition are "that toward which

man naturally tends", or that to wh_ich man is naturally ordered in his development,

or in his growth. -

. 3. Aristotle, De Anima II, &, 415 b 7-11, as quoted in Veatch, op. cit.,
‘p. 69. - ’ .
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It could therefore be maintainéd that Aristotle's view of nature is
one in which goal—direc}ted behaviour, that is, an activity which airr\*ls at some
end, is a fact of nature, and that the efficient cause of such an activity is intrinsic
to the organism. In such a scheme, "growth" is something done by the organism
under the guidance of a final cause or end. An organism is said to tgrow", in
this context, when and if it mbves along its natural path of development, that
is, towards its nafural end. It seems therefore to be' rather‘,qlfficult to maintalin
the idea of growth in the absen?:e of such an Aristotelian scheme. Some evidence
for this can be found in biology. Hoffman, for example, who describes the growth
of the "mouse tumor cell®, maintains that;

The cell literally pulls itself apart. There

is no external agency or source of power. Internal

molecular rearrangements determine when

and how the separation of the chromozomes

and the pulli,pg in of the cleavage furrow
will happen.

w2 .
It should also be noted that, in this Aristotelian scheme, ends and goald are.
intrinsic to nature, rather than extrinsic to, or outside of nature. They form
a part of the world of nature, so that there is no need to go outside such

‘a world in.order to discover them. In other words, they are simply facts

4. Joseph G. Hoffman, The Life and Death of Cells. Garden City,
New York: Doubleday, 1957, p. 278. This emphasizes the Mintrinsic” nature
of growth, and is very much in line with Aristotle's view (Vide p. 142-145
supra).




DEWEY ON GROWTH, FREEDOM AND EDUCATION 146

'of nature, that i.s, they are not hatural in the Deweyan sense of v’alues, ends,
and goals being natural because they arise from human purposes and designs,
and of these purposes and designs being natural phenomena because man

is a part of natu;-e. In Aristotle, instead, it is-sirnplly a fact of nature that

an acorn should devel:)p into an oak, that is, an oak is the natura! end of

an acorn. If the acorn were to develop into something e/se, perhaps into

a tadpole or a skyscraper, it would be considered to be/not only unnatural,

but rather magical or m;fsteripus. And if it falls on rocky ground, becomes '
d'iseased, or is eaten by a hog sc that it does net mature or develop to its-
natural end, it can be maintained that these happenings are "bad" fdf';'ihe

acorn because they prevent it from atte{ining its natural perfection or end. -

In other Wor-ds, thé "good" of the acorn is the attainmz’ent'o‘f its natural end

or perfection, that is, its growth or development into an ocak. The "good"

of anything, or what is of value to it, is revealed in ordinary human experience.
It is this experience which discloses the cal:;abilities, potentialit-ies or tendéncies
of things, and hence the ends or goals toward which they are naturally oriented
in their natural growth or development. In other words, the perféction or .
the good of a thing is deterArnined by the very nature of the being in question:
by the nature of the acorn in the case of the a.co.rn and the oak, and -by the
nature of man in the case of human beings. The concept of growth in the
Aristotelian scheme is therefore associated with an essential definition

of the organism, and involves the c‘onception of values, ends, and goals as

" facts of nature. More specifically, the Aristotelian concept of growth involves

&l
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a precise relationship between fact and value. It marries fact to value because
both are facts of nature. Moereover, it is a bi'ological concept that is rooted
in a metaphysics in which goal-directed behaviour is a fact of nature. This
Aristotelian conception of growth is the ba(':lzdroﬁ apainst which 10 comprehend
the Deweyan concept of growth, especia;lly as it seems to shed some l-j'ght
on the pfobIems and difficul';ies that accompany -Dewey's concept of growth.

It may be noted that, unlike Aristotle“s, Dewey's philosophy in general,
and his concept of growth in particular, are based more on concepts rooted
in Biology and psychology, than in metaphysics. He has a rather specialized
view ;n’ metaphysics in which there is no room for theJAristotelian conception
of final end as a thing's\natural end towards which it tends. Rather, Dewey
coins new phrases, such as "end-in-view", which is contras_téd with "end"
und_er'stood as a natural terminus.5 Thus, even if it is claimed that Dewey's
concept of growth is based on metaphysics, it must be .noted that such a
metaphysics does not belong to the Aristotelian scheme. It should also be

6

noted that apart from a chapter in Democracy and Education”, Dewey does

not exhaustively, systematically, or clearly discuss-his concept of growth

5. Vide' ch. 2, p. 100-104 supra. This seems to imply a division between
value and fact, the former being a human institution, while the latter is
a natural oceurrence.

<

6. J8hn Dewey, Democracy.and Education. New York: Frée Press,
1968, 1966 (c 1944), chapter &, p. 4{-53.

~
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in any one specific work, or at any one speéiﬁc place in any of his works.
Even in the chapter referred to, the discussion is by no means such that
it can free his concept of growth from ambiguities and confusion. However,
an attempt has been made to systematize the discuési.t)n by analyzing the

. s
concept in terms of its tre;its or components.:This is the éttempt by Emerson
who maintains that,

There are three main traits of growth, social,

moral,-and intellectual, which are interrelated,

and these three find their focal point and7their

_unity in the growth of the individual self.
In the present analysis of Dewey's concept of growth, the writer uses, as
a guide, Emerson's analysis which seems to be the best and the most relevant
inrelation to the problem under investigation. Following his example, it
is indicated that growth has three major traits, namely, intellectual, social,
and moral development. However, this approach differs from Emerson's

analysis, which sometimes refers to self-development or to self-realization

as a trait of growth. Quoting from Dewey's The child and the Curriculum,

for example, he concludes that "while educational growth may have a number

of traits of development, the above statement (that is, the quoted passag/\

7: George Goldwin Emerson, John Dewey's Concept of Growth
in Education. Ph.D. Thesis, University of Ottawa, 1975, p. 225. See also
p. 187,226 & 249. For more on Emerson's thesis see p. 189-194 infra.
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indicates that the overriding and unifying trait is self-r-s:aliza‘tion."8 By contrast,

the present writer intends to discuss Dewey's concept of growth as intellectual,

social and moral developrﬁent, and to indicate that all these traits involve

~a concomitant development of the self and of the society. Its pertinent

to point out, _howevér, thalt‘ these traits are interrélared, and that their separation
is mainly for heuristic purposes. But before considering these various traits,'
it may be useful to consider what Dewey offers as a definition of growth,
as well as what he calls "the conditions of grow.th.'"
Dewey defines growth as the "cumulative mox’eﬁeht of action
toward a later result."9 This definition implies that growth has an end, understood
as a terminus. If growth is a movement toward "a later result", it could
be asked what constitutes that "later result". If it is growth, and Dewey
insists that it is, then this definition is rather tautological. For, growth becomes

the cumulative movement of action toward growth, that is, toward itself,

8. id,, ibid., p. 198. Underlining mine. See p. 189-194 infra for more

.on Emerson's approach, and on how the present investigation goes further

than his approach.

. 9. Dewey, Democracy and Education, p. 41. See also Dewey", The
Need For a Philosophy of Education", in Education Today. Ed. by Joseph
Ratner, New York: Greenwood, 1969 {(c 1950}, p. 293: "But development
involves a point towards which as well as one from which; it involves constant
movement in a given direction". C{. ibid., p. 292: "In any case, development,
growth, involve change, modification, and modification in definite directions"
{underlining mine).
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and there can be no proceeding further, other than going in a circle.10 This

anomaly is remedied, to a certain extent, in Education Today, where Dewey
specifically raises the question, "Just what do we mean by grolwtrh,‘t.J)\{#1
deve]opment?"“ His answer may not be considered to be a d'efinition' in
the strict sense of the word, but it gives a bettér idea of the concept of
growth the;n the first definition. Dewéy states that "dgvelopment, ‘even with

a plant, is ¥ matter of the kind of interaction that goes on between itself
12

and the conditions and forces that form its environment.""“ As already

'Indicated, this shows more or less how growth occurs, but it neither defines

the concept nor specifies what it is. Nevertheless, it is a definite advance
over the rather ambiguous, vague, and ‘tau_tlologicai definition of growth
as leading simply to itself. What is to be noted, however, is the difficulty
which Dewey encountefs in his attempt to define the concept of growth
within the framework ¢f a metaphysics and an axiology that have no réoﬁw

for ultimate ends, values, and principles.13

10. This seems to indicate the need to explain the concept of growth
in terms of another concept, such as freedom, which the present writer
suggests. .

11. Dewey, "The Need For a Phiiosophy of Education”, in Ratner
(edd, op. cit., p. 289,

12. id., ibid., p. 289-29¢.

13. See chapter 2, p. 90-114 supra, for Dewey's metaphysics, which
dxffers from the Aristoteliah "scheme" referred to on p. 142-145 supra.

.
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It should also be noied that although Dewey's sub-title reads "The
Conditions (in the plural) of Crowth", he oﬁel'-s no more than one such clondition,-
namely, immaturity: ’l'THe primary condition of growth is immaturity".m
He defines immaturity as "a positive force or ability, the power to grow",lj

_— . . . coom 16
and maintains that "dependence and plasticity" are its "two chief traits".

' Dependence is construed in constructive terms as "accompanied by growth

in ability", rather than "by an ever increasing lapse into parasitism" or
helplessness.17 Plasticity is equally positively construed as "tHe specific
adaptability of an immature creature for gr-owth",_ an adaptability that entails
the ability to learn from experience, to modify qctior_ls on the basis of the
r.'esults of prior experiences, to develop dispositions, or to ac:quire habits.18

In Education Today; these conditions are presented in a rather different

manner. Having conceived of growth as a matter of interaction between
!

the individual and his environment, Dewey states that "there are two factors

14, Dewey, Democracy and Education, p. 41.

15. id., ibid., p. 42.

16. loc. cit.

17. id., op. cit., p. 43

-]

18. Dewey, ibid., p. #4. These definitions imply the Aristotelian
view of the "intrinsic" nature of growth (Vide p. 143-145 supra). .
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involved in the existence of any in'ceraction."19 He variously refers to the

first of these factors as "the diversity of capacities and needs that exists
in differént human beings",zo as "tendencies that arle urgent in the éxisting
make-up of an individual"u, or as "concrete differences in individuality",
that s, as "differences in needs, in desires, in direct1jc_>n of native interes'c."z2
The second factor is the environment:

While the raw material and the starting-point

of growth are found in native capacities,

the environing conditions...are the indispensable

means by which intrinsic possibilities are deve]oped.23

Dewey goes on to specify such an envirenment as a social, rather than merely
a physical one. He maintains that,

It must be seen to be dominantly human and
its values as social. Through the influence of
the social environment each person becomes
saturated with the customs, the beliefs, the
purposes, skills, hopes and igars of the cultural
group to which he belongs.

19. Dewey, "The Need For a Philosophy of Education", in Ratner
(ed.), op. cit., p. 290, ) :

20. loc. cit.
21. Dewey, ibid., p. 291.

22, loc. cit. The description of this factor is akin to the Aristotelian
scheme, in terms of what is intrinsic and natural to the organism.
S .

- 23, loc. cit.

24. Dewey, op. cit., p. 295. It may be noted that this corresponds
with his.conception of democracy as a way of life, rather than as just a
form of government (Vide ch. 2, p. 125-139 supra), and that the description
apparently relegates values to a separate sphere, namely, the social realm.
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It is in further examina.tion of these conditions and their implications that
the interrelated elements, components, or traits of growth stand out as
intellectual development, social development, and moral development. For
heuristic purposes, therefore, these traits will be analyzed before an attempt

is made to offer a critical overview of the concept itself.
A. Growth As Intellectual Development

The cultivation, preservation, and melioration of reflection &r thought form

—-—

a vita] aspect of Dewey's concept of educative growth. In his view, "all which

the school can or need do for pupils, so far as their minds are concerned
. E—
(that is, leaving out certain specialized muscular abilities), is to develop
their ability to think."25 Growth as intellectual development is variously
‘ 6

defined by Dewey as the increment or enrichment of life's perceptible meaning2 ,

. . . 27 . .
as "growth in the grace of intelligence”,” as "constant expansion of horizons

25. Dewey, Democracy and Education, p. 152.

26. id., ibid., p. 76.

4

27.id., op. cit., p. 153~
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and ‘consequent-formation of new purposes and new l-'esponses"zg, or as involving
the freeing of "intelligence" or of “the processes of mental grcmrth".29 Dewey
also offers what may be considered to be preconditions or L;rerequisites
of intellectual development. An’analysis of his various definitions, together
with these brerequisites, indicates that growth as intellectual development
involves, among other ‘things, active pa‘rticipation or sharing in an activity
by the individual, forma;tion of new purposes or modification of existing
ones, confrontation with probllefnatic situations, application of scientific
or experimental method, as well as affectivty. -

In his analysis of habit as an aspéct of plasticity, which is a trait
of immaturity understood as the primary condition of growth, Dewey defines
education as the acquisition of habits that enable an individual to adjust
to his environment. He points out, however,_thét adjustment must "be understood

- . ' s 30
in its active sense of control of means for achieving ends".” In other words,

. the habit that yields intellectual development-is not habituation, conformity,

or accommodation. Rather, it involves doing something to the environment,

28. Dewey, ibid., p. 175. See also Dewey, "Psychology and Social
Practice", in The Middle Works 1, p. 133 where Dewey conceives of the child
as "'concerned with arriving at specific ends and purposes'.

' 29. De\x;ey, "Democ}acy in Education”, in Ratner (ed.), op. cit.,
p. 71. Lo

‘-

30. Dewey, Democracy and Education, p. 46. ‘ '
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that is, it entails actively using and modifying it.31 Apparently, this implies
action, activity, or active participation on the_part-®f the individual who
is tq grow intellectually. This is stated in comparatively clearer terms in

. Dewey's analysis of "Thinking in Education." He maintains that "an individual

t
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must actually try, in play or work, to do something with material in carrying

out his own impulsive act1v1ty."3 He equally maintains that successful educational

- metriods, those that yield intellectual devélopment, are those that involve

doing, that is, those that "give the pupils somethiﬁg to do, not something .

10 Iearn".33

He therefore emphasizes "the need of (sic) active pursui 5”.34

The individual has to wrestle with his problems, that is, he has to find his

way out if he is to think or to attain growth as intellectual developrr} nt,

which can only occur if there is "participation, sharing, in an activity", both

A

i

7

a5

9

by the individual learner and by the teaéher.36"i'his emphasis on active participation

as essential for the attainment of growth as intellectual development, is

A

31.

32.
33.
34.
35.

36

id., ibid., p..#6-47.

Dewey, op. cit., p 154,

Dewey, ibid., p. 156.
id., op. cit., p. 160

. loc. cit.

loc. cit. Underlining mine.



/\.

-

DEWEY ON GROWTH, FREEDOM AND EDUCATION 156

also evident in Déwey"s analysis of the vocational aspects of education.

He maintains that "a calling (that is, a vocation) is also of necéssity an organizing

principle for information and ideas; for knowledge and intellectual growth"37,

-

because an individual's occupation, calling or vocation motivates him, often
4

~ unconsciously or unknowingly, to search for, classify, select, and to arrange

« . e . .

relevant information or?ac'cs.;“8 Tt should be noted that this reference to
search, ciassification, selection, and to arrangement”, emphasizes doing,
activity, or active -participation as essential for the attainment of intellectual

o oo . . .
growth. And it is reiterated, in Dewey's discussion of what he terms "theories

of knowledge", as characterizing his theory of knowledge, and as justifying

its being termed "pragmatic". He maintains that‘"wi‘thout the particulérs

as they are discriminated by the active responses of sense organs, there.

is no material for knowing and no intellectual gr.owth.“#o Apart from this

activity of discriminating the parficulars, there is also the activity of reorganjzing

7

38. op. cit., p. 310. vl

@

37. Dewey, ibid., p. 309.

39. Ci. Dewey, "Psychology and Social Practice", in Midd[g\vorks
1, p. 134: "...personal selection of means and materials..., personal adaptation
and application of what is thus selected....” L
i - | -
40.-Dewey, Democracy and Education, p. 343. The underlining is
the present writer's. ' ,

at
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experience in terms of placing the discriminated particulars in the context
of meénings that are derived from previous experiences. Such a reorganization
cannot be done unless the individugl has a genuine problem which he is trying

7 :
to solve. [n other words, growth as intellectual development implies some
a(;tivity that quifies the environment. It calls for active participation
on the part of the individual learner.

Besidés active participation or sharing in an activity by the individual,
intellectual growth also involves the formation of new purposes or the modification
of existing ones. As a matter of fact, Dewey defines intellectual growth
in ;erm; of such a formation or of such a modification. To him, "intellectual

- growth means constant 'expansion of horizons e;nd consequent formation v
- of new purposes and néw res;;onses".“ In other words, the rethinking, modification
or the replacement of the lndividqa]'s purposes which expands his horizons,
constitutes growth _und'erstrood as intellectual Hevelopment. However, when

Dewey refers to dependence and plasticity as stimulating "foreéight .and

- planning for the fu_tuu_'e"qz, this réferencg.to inte gctual development as
involviﬁg the formation of new purposes or thé modification of existing
ones, does not seem to be so apparent. And yet, this is what Dewey really

means by his reference to "foresight and planning for the future'. It entails

- the foreseeing of circumstances, and a consequent modification or replacement -

&1. id., ibid., p. 175.

42. Dewey, op. Cit., p. #6.
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~

of purposes'in accordance with such circumgténces. As such, it p;artially
explains Dewey's quarrel with what he refers to as fixed ends. In his view,
such ends give the individual the impression that whenever he cannot realize
his ends, the trouble must lie with the means rather than with the ends.
Accardipg”to Dewey, the trouble may lie with the means, the'end, or even
with both of them together. The end, for :examp!e, may be unrealistic in -

a given circumstance. To be realistic or to plan for the future-:‘ealistic;lliy,
the indi\\f}duai should therefore re-examine not only the means, but also

his purpo‘ses, aims, goals, or ends. He should rethink his purposes, modify

thern, or even replace them entirely with new ones, if the foreseen circumstanceS\}/IJ

so demand. This is what, Dewey really means when he states that dependence

. and plasticity stimulate foresight and planning for the fuw&i implication

is that intellectual development involves the formation of new purposes
*

or the modification of existing ones. This is made more obvious when Dewey,
.
refers tc!the child as “primarily one whose calling is growth. He is concerned
with arriving at specific ends and purposes, instead of having .a general framework
al‘r'eady‘dt'e\.'eloped."“t3 In other words, growth as intéUectual development

demands not only active participation by the individual learner, but also

the formation of new purposes or the modification of existing ones. Indeed,

" it is such formation or modification that can get the individual actively

involved in the learning situation from which intellectual growth is to be

derived.

43. Dewey, "Psychology-and Social Practice", in Middle Works |,
p. 133. See also p. 134 where he speaks of the "realization of pa/sonal ends".

-

Iy

-
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Another prerequisite of intellectual developmént, according to
Dewey, is the presence of or confrontation with problematic situaﬁons.i‘u‘L
Ina chapter which he devotes to a discussion of the place of thinking in
education, Dewey states:

That the situation should be of such a nature as )

to arouse thinking means of course that it should

suggest something to do which is not either routine

or capricious—something, in other words, presenting

what is new wand hence uncertain or problematic)

and yet sufficiently connected with existing habits

to call out an effective response...The most significant

question which can be asked, accordingly, about

any situation or experience proposed to induceqj .

learning is what quality of problem it involves.
- In this quotation, the reference to the "quality of problem" indicates that
it is not confrontation with just any problem, for example an arithmetical
problem set by the teacher, that engenders growth understood as intellectual
development. Indeed, Dewey refers to problems that are not conducive to
intellectual growth as "simulated or mock problems". They are either problems
of the teacher or of the textbook, rather than those of the individual learner.
As such, they are imposed from without, and such an imposition reduces
the learner's problem to simply meeting an external requirement. On the

g ~

contrary, problems that conduce to intellectual growth are genuine problems’

which naturally suggest themselves within the individual learner's experience,

44. For Dewey's definition of this, see ch. 2, p. 68-70 supra.
»

45. Dewey, Democracy and Education, p. 154.

'

\{
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stimulating and directing observation, and leading to the formation and

<>

) s . -
reiterates the role.of such genuine problems in intellectual

testing of relevant hypqt puch problems may be referred to as existential

or as emp.irical. Dewe
growth, when he criticizes what he refers to as a fundamental psychological
distinction between the child and the adult, with respect .to the conditions
which secure intellectual development for both. In his view, and with respect
to both :che adult and the child, "an attitude of personal inquiry, based upon

the possession of a problem which interests and absorbs, is a necessary precondition
r
6 ‘ =

of mental gro'wth";#
. It may be noted that both discussions involve a reference to the
scientific or the experimental method as the i;jeal method for srolviné such
genuine problems and therefore for the attainment of intellectual development.

- Dewey indicates that plasticity, one of the traits

of immaturity as the primary
condition of growth, implies that the human infant "has to experiment in
making varied combinations" of the reactions of his eyes, ears, hands and

legs, if he is to use them effectiveiy.w In other words, his method of learning

46. Dewey, "Psychology and Social Practice", in Middle Works i
p. 134. Underlining mine. He also speaks of the "realization of personal ends
and problems, through personal selection of means and materials..., through
personal adaptation and rag:q:']icatior'n of what is thus selected, together with
whatever of experimentation and of testing is involved in this effort" {loc.
cit.). '

47. Dewey, Democracy and Education, p. 45,
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is what.Dewey refers 1o as the expgrimental or the scientiﬁc method which,

to Dgwey, is the sole method that enables man 1o acquire the habit of learning:
"He learns to _learn-"“g And in learning tov ,]eérn, he grows intellectually.
Dewey's scientific or experimental method is therefore the method of reﬂeciivg
thinking that yields growth understood as intellectual development. Indeed,

he maintains that "thinking is the method of an educative experience. The.
essentials of method are therefore identical with the essentials of ref].ectlcm".‘r1L9

And he describes these essentials as follows: .
They are first that the pupil have a genuine situation
of experience—that there be a continuous activity
in which he is interested for its own sake; secondly,
that a genuine problem develop within this situation
as a stimulus to thought; third, that he possess
the information and make the observations
needed to deal with it; fourth, that suggested solutions
occuf to him which he shali be responsible for developing
in an orderly ways; fifth, that he have opportunity -
and occasion to test his ideas by application, t0
make their meaning c]ﬁ?r and to discover for
himself their validity. .

It should be noted that this description is compatible with, and even seems

" to be an outgrowth of Dewey's description of his scientific ‘experimental

method, which has been described as the antecedent conditions and the process

d

e e

J

48. loc. cit.
49, Dewey, ibid., p- 163.

. 50. loc. cit. See also John Dewey, How We Think. Boston: Heath,
¢ 1933, p. 12,

-
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A
-

of inquiry.j,1 In other words, Dewey regards the scien’tific method, or his.
method of inquiry, as the appropriate method of reflective thinking which
yields growth understood as intellectual deife'lopment.

Growth as intellectual development also has affective dime‘nsions,
"affective" referring to individual instincts, feelings, impulses, attitudes
and emotions, as they contribute to the attainment of intellectﬁal growth.
Dewey maintains that the human young, like those of the higher animals,
have to learn to utilize their instinctive reactions or-tendericies, if they .
are to achieve the flexible and varied control that enables them to acquirer
the habit of learning to le‘arn.j2 Besid;es this utilizatioﬁ of instincts, Dewey

also li3ts a number of attitudes which he considers to be essential for intellectually

[

dealing with af ubject.métter, and therefore for attaining intellectual

development-sB One of“these attitudes is open-mindedness which he defines
as,

Accessibility of mind to any and every consideration
that will throw light upon the situation that

51.’5‘}0 avoid unnecessary duplication, it may be noted that Dewey's
scientific method is the method of inquiry discussed in ch. 2, p. 83-89 supra. .

52. Dewey, Democracy and Education, p. 44-45.

53. id., ibid., p. 173-179. ®
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.peéds to be cleared up, and that will help ‘ ‘ v

determine ﬂ}ﬁ; consequences of acting this

way or that.
It is an attitude of impartiality, which is evidenced by the readiness or the
Iwillingness to actively search for, and t-.o welcome relevant suggestions and
information. As such, it is opposed to stubbon:nness o‘f mind, prejudices,
uniformity of procedure, and to excessive desire for prompt results.-[t involves,
instead, a kind of passivity, ;r a willingness to let relevant suggestions and'
information accumulate, sink in, and ripen. It is opposed both to ;':1 rather
hurried bJank-héaded accent, and to a procrastinated quest for cuertainty,
e;pecially for what may be referred to as absclute certainty. In other words,

it implies a desire to ever learn more and more, a willingness to accept

ngw truths, and to reject what had hitherto been cherished as truths, on

-
-

- }}e@is of new and more convincing evidence. As such, it involves a recognition
of intellectual gr'owth as a "constant expansion of horizons and consequent
.formation of new purposes and new resq:;onses.“55 As if to forestal] the risk

of misunderstanding that is involved in such a rather broad des-crip'tion, Dewey
forewarns that open-mindedness should not be confused with emp'ty-mincfednes's.,j6

which is characterized by mental sluggishness.57 He maintains»m’ah) empty-
)

54. Dewey, op. cit., p. 175.
55, loc. cit.
56. loc. cit.

- 57. Dewey, How We Think, p. 30-31.

-
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mindedness has nothing to contribute to grow;th understood asl intellectual
development. .

These two examples, namely, ‘i_nstincts and openfnindedness, help
to underscore the importance of affectivity for the attainment of intellectual

» a
development, understood as a trait of Dewey's concept of growth. Indeed,

/ Dewey maintains that there must be a "marriage of emotion with intelligence",

if a balanced or full growth understood as intellectual'development is to
ensue.j‘8 He therefore advises the individual who wishes to grow intellectually,
to "widen, not narrow, his life of strong impulses while aiming at their happy
coincidence in operation."59 It may be pertinent to note that impulsé, in
this context, denotes motivation or motive force, and that it is often the
starting point for intellectual development.

In summary, inteljectual development is a trait of*Dewey's concept

of growth. This is evidenced by his conception of plasticity as one of the

traits of immaturity, which is the primary condition of growth, and as_ involving

4

. habits. He maintains that habits include, among other things, the "formation

of intellectual and emotional disposition,"6o so that "there are habits of

58. Vide John Dewey, Liberélism and Social Action. New York:
Capricorn, ¢ 1935, p. 51; idem, A Common Faith. New Haven: Yale University
Press, 1934, p. 79-80.

59. John Dewey, Human Nature and Conduct. New York Modern
Library, ¢ 1930 (c 1957), p. 184.

60. Dewey, Democracy and Education, p. 48.
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judging and reasomng as truly as of handling a tool. w6l In his view, routine

habits are unthmkmg habxts, that is, those that are so severed {rom reason

that they oppose the conclusions of conscious deliberation and ciecisicm.62

As such, they indicate "the need of (sic) per's.istent care to see to it that

the function of intelligence is invoked to its maximum possibility.“63 In__—_

other words, intellectual dgvelopment through the constant exercise of intelligence

is a trait of growth. It is pertinent to note that growth, in. this context, and

as the "goal", "end"’ or "good" of h;Jman beings; arises out of human nature

and conduct, in a way that implies the Aristotelian idea of what is natural

and intrinsic 10 the organism.,slf It involves active participation, that is,

some activity on the part.of the individual, which makes it similar to Aristotle's
. . :

conception of the efficient cause of the motion, change or growth of the

organism as being intrinsic to the organism. In other words, the motion,

change, or the growth of the organism is not caused by some external force.

Rather, it is the activity of the organism, and by the orgamsrn To Dewey,

61. loc. cit. -
62. Dewey, ibid., p. 49.

63. loc. cit.

64. Vide p. 142-145 supra. See also ch. 2, p. 99 105 supra, for
Dewey on "ends".
/
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reason, rationélity, or intelligence is a form of human behaviour, or of practice,
that ;rises out of problem—sol\;ing situations. Therefore growth, as the development
of reason or of intel[igencé, retains some elements of the Aristotelian scheme,

in te'rms of what is intrinsic and natural to the organism. Indéed, Dewey

maintains that it is one aspect of "the dominant vocation of all human beings."65

It seems to belong to what may be rgferred to as the realm of facts and,

as such, it does not exhaust Déwey's concépt of growth, which is not only

descriptive, but also nermative. Growth, in Dewey's view, has also a social

- dimension which may be referred to a$ social dévelopment.
. ¢ ’ '
B. Growth As Social Development

' Other than sometimes and rather loosely identifying the social
with the mora%Dewey gives no definition of the term "social" as such. He_
only maintains that "the"social interest” is “identical in its deepest meaning-
" with a moral interest",66 and that "the lmoral and thr'e social quality of conduct /.
are, in"the last analysis, identical with eac;h cher.“67 It may be obsérved .
that this identification is a reaction to wllxat he calls the Kantian th'eory,‘

which identified the moral with the rational.68 But it could be asked whether

-
-~

65. Dewey, Democracy and Education, p. 310.

66. id., ibid., p. 288.
67. Dewey, op.'cit., p. 358.

68. id., ibid., p. 354,
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Dewey is virtually not doing the same thing. For, an analysis of his identification
of the soci‘af with the moral indicates that reason or raticnality, which he )

now views as creative intelligence in a modern world, looms large in the
identification. When Dewey stetes, for example, that "in truth, the problem

of moral education in the schools is one with the problem of securing knowledge-

n 69 is he

the knowledge connected with the system of impulses and habits",
not conceiving of man as rational, that is, as a being whose impu}ses and
habits are to b-e refined in the crucible of rationality if ‘they 'ar.e to serve
truly human purposeo? Dewey's criticism of the idyentﬁication of the moral

with the "rational®, and his subsequent identification of it with the "socjal,"

seem to indicate that either he is using language loosely, does not grasp ,

)

' the full implications of the identiﬁcation of the moral and the "rational", P
or that he has a rather vague or too broad a notion of the moral. The T

and last hypbtheses do not:seem fo be quite plausible. It seems more apparent
that he interpreted the identification of the moral and the rational rather

too narrowly, and therefore he set to work to remedy what he considered

to be its ills by identifying it wéth the social. One of such ills, in Dewey's

o

view, was the neglect of human impulses, instincts, desires, feelings and

69. id., ibid:, p. 356. See also John Dewey, Lectures in China, 1919-
1920. Translated from the Chinese and edited by Robert W. Clopton and
Twuin-chen Du. Honolulus University Press of Hawaii, 1973, p. 30: "l do
not deprecate emotion; emotion is essential, but it must be under the control
- of intelligence if it is to contribute to the solution of findamental problems'. .

”
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* ’

emotions, which constitute _the affective dimension. He pfobably thought
that the identification of the mox:él and the rational entails a depreciation,
neglect or s‘uppression rather than a sublimation, of the affective life of
man. Subljrr)ation', in this context, is to be understood in the psychological
sense of modifyi_ng the natural expression of an instinctual impulse in a socially
acceptable manner, what is socially accéptable being determined by
reference to rationality and consequently linking thfe moral with the rational.
In this sense, human affectivity is not destroyed or neglected, but is raised,
uplifted, elevated or ennob[ed.70 And this is compatible with Dewey's advocacy
of the use of human impulses for the formation of purposes, ends, goals,
/ ' » _or a.ims.71 7However, this similarity in identification does not eliminate

the dissimilarity between Dewey's identification of the moral with the social

and the Aristotelian conception of rationality or of intelligence as the natural

end or as the "good" of man. .In the Aristotelian conception, values, goals

v
or erjds are considered to be facts of nature. It is therefore a conception

‘that

rries fact and value. Dewey's identification of the moral with the

social, onythe other hand, involves a conception of values, goals, and ends ,

-+ " as desiderata, of.as states of affairs that are chosen from various possibilities,

~ Al

and therefore as creations of human beings. In other .wor'ds, it tends to relegate

. 70. Cf. "sublimare", to raise, and "sublimis", uplifted, as the Latin
roots of sublimation. '

¥

71. Vide p. 206 infra. See also p. 1'67,{ootnote no. 69 supra.

Y
o
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”

values, goals, or €nds to a separate realm, namely, the.sphere of social phenomena’

where social and political constructions are undertaken. This, of course, )
becomes more apparent in his discussion of growth as social development.

) A'Ir.,houg'h Dewey gives no specific definition of the term "social",

he neverthe]egs'givés a definition, éven if inadequate, of the term "society", .
which may help to clarify what he means by the terms "soclal™ and "socijal
development.” He points out fchat the term society, like community; is ambiguous,
having a normatlve as well as a descriptive slense, "a meaning de jure and

72 He maintains that social philosophy considers the

a meaning de facto".
former connotation to be uppermost, that is, it views society as one, ‘whereas
empirical evidence is to the contrary. Rather than revealing a unity or
just one society, empirical evidence reveals "a plurality" of good and bad
societies.73 Dewey therefore defines society as:

association; coming together in joint intercourse

and action for the better realization of any form of

experience whic?l‘is augmented and confined N

by being shared.”"

fo)

72. Dewey, Democracy and Education, p. 82.

73. loc. cit. Dewey also states that "Society is one word, but infinitely

. many things." (John Dewey, Reconstruction in Philosophy. New York: Holt,

1920; New York: New American, ¢ 1950; enlarged edition with a new introduction
by the author, Boston: Beacon, 1970 (c 1948), p. 156)

74. Dewey, Reconstruction in Philosophy, p. 160.
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.

Again, Society is the process of associating in such ways
-that experiences, ideas, emotioxﬁ values are
transmitted and made.common.

Such rather broad definitions enable Dewey to use the term "society" to
cover a lot of things:

It covers all the ways in which by associating

together men share their experiences, and

build up common interests and airns; street

gangs, schools for burglary, clans, social

cligues, trades unions, joint stock cya)orations, —

villages and international alliances. —
it should be noted that such a conception of society is rather amoral.
It implies no ideal society, or the society, to which other societies may be
compared. Aware of this, Dewey tries to institute such an ideal society,
basing his conception "upon societies which actually exist".?7 In other words,™
he tries to institute it empirically. His empirical search reveals two traits
from which-he derives his standard, measure, or criterion for determining
such an ideal society. These traits are the numerosity and variety of interests
consciously shared by membeérs of the society, and the fullness and freedom
cf interplay of such a society with other forms of association.78 Dewey

maintains that these two traits or elements of the criterion of an ideal society

[}

75. id., ibid., p. 161.

*76. id., op. cit., p. lSEi?)See also Dewey, Democracy.and Education,

p. 82.

77. Dewey, Democracy and Education, p. 83.

. 78. loc. cit.

v o~

[y
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- may serve as a "practicable" ideal. This seems to imply that the ideal involves
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4

point to dempcrécy.79 In other words, democracy understood as a way of
life, as a mode of social life, or as a form of association, rather than as
merely a form of government, is Dewey's ideal society: Apparently, the '

o \, . .
.term "social" should therefore be understood as connoting the "democratic”,

and "social developrﬁent" should be conceived as develepment along the
lines of Dewey's democratic ideal.go However, the manner of an;iving'at

democracy as an ideal society remains questionable, mainly because it is
-~

a conception that is based upon societies which actually exist, so that it

no more than a repetition of the traits of actually existing societies, which

are both good and bad, and can therefore not be viewed as providing any
ideal. Dewey himself is aware of this implication, and therefore he forewadrns
that,

"The ideal cannot simply repeat the traits which
are actually found. The problem is to extract

the desirable traits or forms of communi

life Which actually exist and employ them to ~~ _
criticize undeg{:able features and suggest ks

imErovement.

79. id., op. cit., p. 86. See ch. 2, p. 120-139 supra for Dewey on
democracy.

* ‘ -

80. Vide ch. 2, p. 120-139 supra, and ch. 4, p. 319-327 infra, for
what Dewey's-democratic’ ideal entails, especially in the educational context.

* ' »
81. Dewey, Democracy and Education, p. 83. The underlinings are
done by the present writer.

L
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Is De(vejx simply begging the question, or is he just going in a circle, even

if he chooses to call it a spiral? Let it be supposed that an empirical survey

 of "societies which actually exist" is carried out, and that a jumble of traits

is discovered. The problem then is to determine what criterion

" is to be used in sorting out this jumble into "desirable” and "undesirable"

traits, Desirable, in the first place, for what? By what standard? And if

they cannot be sorted out, how then can any improvement be suggested?
Moreover, improvement is.supposed to be along desirable lines. But there

is no criterion, in the circumstance, for de\?fnining the desirable. Probably,
Dewey would suggest an application of the t€st or criterion of consequence. -
But, is consequence actual or probable? If actual, is the trait of an actually
existing sqciety, such as "honor among thieves" 82, desirable because it
enables-a’society of "men banded together in a criminal conspiracy"33 (s}
enrich themselves? Or, is this not a trait of an actually existing society,

and is such akeyrichment ngt an actual consequence? To say that the trait .

. \/

or consequence must be socially desirable raises again the issue of deciding-

on the criterion for determining the socially desirable. Besides, what makes

the two traits or elements, from which Dewey de_t;ives his criterion of democracy
as an ideal society, i)herently deslrab‘le? By what stoandard, norm, or'criterion‘

are they considered to be desirable? What stands out in this analysis is the

_ o
' » . N ‘
- ¢ 82.ibid., p. 82. . o -
83. loc. cit.

s
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tension between Dewey's @g&edly empirical metaphysics, as well as his

axiology, and his tendency towards ultimate ends, valuei,- and principles
kY . w .
for which the former leaves no room. It indicates the difficulty which he
. . ! l
encounters in trying to maintain the idea of growth outside the Aristotelian

scheme of things.gk

Thesy?/gif}culties that are associated with'Dewey's view of ‘the

social and of society do not necessarily becloud the fact that social development

e

is a trait of his concept of grb.Wth. And although Dewey objects to the Hegelian

conception of society as an organic whole or as an organismgj, his description
of the wa’f,f that social development occurs seems to imply such a conception.
However, this is only a deceptive semblance. For, if both society and the
individual are organic to each other, ;che reform.fhat yields social development
can focus on one or ;che other. But, to Dewey, social development is attained
through changi'ng both society and the individual‘conjointly along the lines

of his democratic ideal. Bésides, and unlike the organic conception neither
the individual nor the society is a datum, "somethmg glven somethmg already

there” Rather, the mdmdual "In a social and moral sense is sornethmg

\(Mfé?p. 142-145 supra. - - ’

.J . . * R .
85. ¥ide Dewey, Democracy and Education, p. 60, and Dewey,
Reconstruction in Philosophy, p. T48-139.- ¢ .

-

86. Déw?/Reconstruction in Philosophy, p. 152. . W
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to be w‘rought out".87 Its characteristics include "initiative, lnveﬁtiveness,
varied resourcefulness, assufn;;tion of (esponsibilig in choice of belief

and conduct,".all of which Dewey views as achievements, rather than

as gifts.88 As such, they are attainable only in a democracy, which Dewey
views as an ideal society. Society, on the -other hand, 'is a procéss rather
than some solidified mass.89 It is the process of associated living, which
is ideally exemplified in democracy understood as a way of life. Social
development may therefore be’viewed as the institution.of those systemic

changes, both individual and social, which are required for creating a

- social life that meets Dewey's democratic ideal. And such development

Is an important trait of Dewey's educational ideal of growth. Indeed, =
one of his creeds is that the teacher is not merely tréining an individual,

. i . 0 o L .
but is forming "the proper social 11fe."9 In his view, education is a necessity

. : - 9 -
for the coptinued existence of a societyx : He therefore devotes a chapter

of his Democracy and Education to a consideration of education as a social

-

87. loc. cit.

'83. id., op. cit., p. 152-153 & 155.

. o , ‘ _
43 89. id., ibid., p. 160 & 16!. Vide p. 169-170 supra.

.+ 90. John Dewey, "My Pedagogic Creed", in Martin S. Dworkin
(ed.), Dewey on Education; selections. New York: Teachers College Press,
Columbia University, 1967 (c 1939}, p. 32.

91. Dewey, Democracy and Education, p. 2-4, 9 and 12.

s )
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function.92 He views educational practice as "a kind of social engineering"%,

/and education itself as "a regulation of the process of coming to share -
. . . 9 . .
in the social consciousness" 4 of the group, community, or society to

which the individual learner belongs. He states specifically that "social

La -

reconstruction is a function of education.""zgj There is therefore sufficient

evidence in Dewey's works to indicate that social ddvelopment is a traijt
of his educational ideal of growth. And it is a trait that is grounded in

his ideal of democracy, and in his belief that man is by nature a social

being. He maintains, for example, that,

Most chiidren are naturally "sociable".

Isolation is even more irksome td them than L
to adults. A genuine community Lgbe has its

ground in this natural sociability.

L3 N
In this passage, Dewey actually grounds his conception of democracy as

. Lo S
a way of life in man's inherent social nature. He views such an inherent

social nature as a natural "compensating power" for the human infant's

"dependence" or helplessness, which he stif)ulates as one of the traits

92. id., ibid., chapter 2, p. 10-22.

93. John Dewey, The Sources of a Science of Education. New
- York: Liveright, 1970 {(c. 1929), p. 39. '

94. Dewey, "My Pedagogic Creed", in Dworkin {ed.), op. cit.,
p. 30. See also Dewey, Democracy and Education, p. 10-11.

95. De\;vey, Lectures in China, 1919-1920, p. 301. See also p.
295, 297 and 298. o

&

96. John Dewey, Experience and Education. New: York: Collier,
1969 (c 1938), p. 56. Repr. 1971 and 197%.
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of immaturity understood as the primary condition of growth.97

He .maintains
that this inherent socia) nature constitutes the positive connotation of
dependence, which otherwise connotes mere helplessnéss, impotence,
or paralsitism.- In his view, human infanté, who are physically dependent
and helpless as ,compéred with the young of brute animals, are compensated

“by their having "social gifts", "social capacity", the "power tb .enlist the
cooperative attention gf othefs", or the capaﬁity "for sociél intercourse."98

lh fact, without this inherent social factor, there can be no social development,

no _eduyon‘ or no growth. There would be nothing to develop or educate,

betause "if we eliminate the social factor from the child we are left only

with an abstraction."g? It is this inherent social factor that must interact .

with the natural a;nd social environment if social development understood

as a tralt of growth is to ensue. Thus, even though ma.n is naturally Scia!,

aintains that such inherent social nature remains but a potentiality |

to be developed. Such deve'lopmgnt, namely, social development, is an
educational aim, and constitutes a trait of Dewey's concept of growth.

However, it is only constitutive of, rather than exhaustive of, the concept.

As such, it cannot by itself sufficiently explain the concept. A full and

97. Dewey, Democracy and Education, p. 42-43.

98. id., ibid., p. 4#3. See also p. 44: "dependence denotes a power
rather than a weakness; it involves interdependence". As such, "it provides
a further push to social progress" {p. 46). /

99, Dewey, “My,Pedagogiq Creed", in Dworkin {ed.), op. cit., .
p.22. . | ' SIS

~
e
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adequate explanation demands its integration with other traits of growth.
Apart from demanding an ‘integration with the conceptidh of growth as

intellectual development, it also calls for the conception of growth as

moral developrnent.

"‘
= . - -

C. Growth as Moral Development

It may br: pertinent .to note from the outset that Dewey‘s book,
Ethics, conjointly written with Tufts, is actually devoted to an analysis
of the concept of growth in terms of moral deve]opment.loo‘lt is thereforé
a rather vast sphere, and only those aspects of Dewey's analysis which
are considered to be essential for understanding the interpretation of

the concept olf growth/'n terms of freedom will be presented.

Dewey maintains that "in its widest sense, the term moral or
104

&

ethical means nothing more than relating to conduct", and that conduct
implies "purpose, motive, in‘tention",m;2 that is, it is more than an action
understood as anything taking place, such ds the working of a pump, the

growth of a plant, or the barking of a dog. This early definition of 1891

) .
100, Vide John Rewey and 1. H, Tufts, Ethics. Rev. ed. New
York: Holt, c 1932, especi . 10, titled "Divisions of-the Treatment",
and showing a d1v1snon of the work into three parts, part one dealing with
"the process of moral development in its general outlines", part two dealing
with it in "its inner, personal side", and part three dealing with it "as action
in society", or in its social-dimensions. See also p. 6-9- "The Moral As
A Growth" ) ' N

101, Dewey, "Qutlines of a Crmcal Theory of E‘tthS", in Early
Works 3, p. 241.

102. id., ibid., p. 242.

-
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is maintained and expatiated upon later in the Ethics. Dewey later states,

1
for example, that,

Condu::t or the moral life has two’obvious
aspects. On the one hand, it is a life of purpose.
It implies thought and feeling, ideals and motives,
valuation and choice...” On the other hand,
conduct has its outward side. It has relations
to nature, and especially to human society.
Moral life is called out or stimulated by certain
- necessities of individual and social existence...
And in turn the moral life aims to modify or
transform both natural and social environments,
to build a "kingdom of man® which shall be also
an ideal social order— a "kingdom of God."

‘This summary description of condLJct, or of the moral life, clearly indicates:
that growth as moral development has two interrelated aspects, which

may be referred to as individual and social. Although they are closely

related, they sEall be analyzed individually for heuristic purposes, taking

first the individual aspect before analyzing the social aépect. It may.

be noted that Dewé_y consistently and persistently maintains these two
aspects of moral develbpment throughout the period of his philosophig
development. This may be so because it exémplifies one g‘gﬁfhe key principles )
of his philosophy in general, namely, his principle of interaction. As early

as 1891, in the Qutlines, Dewey maintained that the development of moral

. ideals "has two sides: the satisfaction of wants leads... to the creation

e

of new capacities and wants; while adjustment to the environment creates
. . . . . 4 : Lo
wider and mote complex social relatxonshlps."lo The satisfaction of

L

~

103. Ijewey and Tufts, Ethics, p. 4. See also Early Works 3, p.
368-369, 370-371, and John Dewey, Moral Principles in Education. New
York: Greenwood, 1969 (c 1959), p. 47. -

H

) 1
104. Dewey, "Outlines of a Critical Theory of Ethics", in Early
Works 3, p. 368-369. ' L

N ]
. \u\,-/
, .
AR
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-refers to the social aspect of moral development. Dewey clarifies this
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wants representq the individual aspect, while adjustment to the environment

bifurcation in.his view of moral development as con

-

d

sisting "on one side

[V in a richer and subtler individual activity, in increased individualization”,
LY . -

" One of these works is his book, Lectures in China, in which he treats these

and on the other "in increase in number of those persons whose ideal is

a "common good", @r who have membership in the same moral community."

He further explai’ns it in his conception of history as a "record of growth

in the sekse of specific 17)()\).fc=:rs",l"’)6

of the widening of the social consciousness."

10

and at the same time as "a record

Z,_ It is therefore evident

that Dewey had a rather early notion of moral development as consisting

105

of an individual and of awsocial aspect. He later refers to these two aspects

when he conceives of moral development as raising "the collision between
. 1

self and others to the plane of personal rights and justice.”

108

In two

of his works, Dewey tries to specify what each of these aspects entails.

4

~

. aspects separately under the titles "Moral Education/The Individual Aspect",

'

and "Moral Education/.The Social Aspects", respectively.

entails the cultivation of habits "on the basis of reflection and desire.”

.
Dewey maintains that the individual aspect of moral development

o

105.
106.
107.

108,

109.

id., ibid., p, 370.

loc. cit.

-~

.,

Dewey, op. cit., p. 371. B

Dewey and Tufts, Ethics, p. 9. -

Dewey, Lectures in China, 1919-1920, p. 288.

L =]

.

109



-

DEWEY ON GROWTH, FREEDOM AND EDUCATION - 180

Those habits, which are to be cultivated, inclhde "open-mindedness, intelectual
110 Intellectual honesty "means recognizing
111

_honesty, and respoﬁsibility."
the value of facts, no matter where they point ‘or lead." It_imbiies

that an indi.vidual should have the humility to freely admit that he is wrbng

when he has made a m.istafce, and to properly credit éven an enemy when

he is right. Responsibility, on the other hand," means finishing a course

of action of which the consequences are foreseen, whether these cohsequences

" be advant‘ageo'us or otherwise pleasurable or painful."“z‘ [t entails the h

antjGipation of the consequences of Yecisions taken, and reliabitity in

carrying through such decisions at whatever cost. According to Dewey,

these habits or qualities ;>f mind, these moral qualities, or these attitudes
of‘dpen-minﬁ'gdness, int‘ellectlial honesty, and responsibilit‘y make up morality, -
arid the schod] must help to-cultivate them if growth as moral development

3 They constitute the ihdividua! aspect of_growth,

is to be attained.“
and the raw material for growth, understood as moral development. Dewey

also views them as constituting knowrledge,1 14 although he sometimes

110. id., ibid., p. 289. See p. 162-164 supra, for the meaning of
open-m{ndedness. .

111. Dewey, op. cit., p. 290. }
J12.id., ibid., p. 251.

I13. Dewey, op. cit., p. 2937

114. id., ibid., p. 286-291 . ) | : -

c‘\
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conceives of knowledge as "a means to ¢he end of cultivating" these habits,
115

In :his book, Moral Principles in E@ﬁation, Dewey refers to the

individual aspect of Toral development as "The Psyc@speﬂ

of Mora! Education."116 Having established that the moral is\the sphere
of conduct,-l”he defines conduct in terms of individual and social traits.
individeal-and-seciabtraits. Individual traits include "the attitudes and
Eilspositions of an indi\vidual", or "native instincts and impu!ses",llgas
well as "the individual's own ac';ivities, habits and desires‘»."l‘19 Dewey
lists three of these attitudés, dispositions or h.abits, and his Qescriptio.n'
of them indicatés that théy; are the same as those which have'already

120

been considered in _his book, Lectures in China. He mentions "force,

efficiency in execution, or bvert action" as "one necessary constituent

121

of character." He maintains that it involves the development of initiative,

Y

.

115. Dewey, op. cit., p. 293. This méy be viewed as an example

. of Dewey's rather loose use of language, which creates difficulties in )

understanding his concept of growth in particular, and his philosophy jn
general. . . '

116. Dewey, Moral Principles in Education, chapte.r 5, p. 47-58.

117. Vide p. 177-178 supra.

a

118. Dewey, Moral Principles in Education, p. 47.

t19. id., ibid., p. 48.

120. See p. 179-180 supra. g .
121. Dewey, Moral Principles imrEducation, p- 49.

-
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[y

insistence, persistence, courage and industry, % of "all that goes under

122

the name "force of character". it may be noted that this description

is compatible with DgWey's description of responsibility, especially as
responsibility relaltes.t;o ns-liat;ilit),r.123 It is therefore another description
of responsibility as one of the elements that constitute the individual
aspect of grow'th,‘un'derétood as moral development. Another constituent
of‘character which Dewey indicates as essential for moral development

is "good judgement", which he defines as "a sense of respective or proportionate

valum."lzl‘l

[t involves the ability "to size up a situation", seizing upon

factors that demand attention, while ignoring the irrelevant or the unimportant
. ! -

ones. As such, it may be identified with what Dewey refers to as intellectual

125

honesty. The third constituent is what he refers to as "a-prompt and

almost instinctive sensitiveness to conditions, to the ends and interests

126

" of others", or a delicate, personal and emotional responsiveness. This

description justifies the identification of the third constituent with what

Dewey elsewhere refers to as open-mindedness.l_27_

122. id., ibid., p. 50.

. 123. Vide p. 180 supra.

124. Dewey, Moral Principles in Education, p."51.
125. Vide p. 180 supra.

126. Dewey, Moral! Principles in Education, p. 52.

127. See Dewey, Lectures in China, 1919-1920, p. 289- 290 and
p. 162 164 supra.
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It may be noted that Dewey lists similar attitudes in his book, Democracy

and ‘E.ducation,‘ as essential for intellectual devlelopment. These include

directness andé;zingle-mindecines; which, to him, vir.ttjal]); mean the sa:me

thing, open-mindedness, and re'sﬁ;onsib'ili‘cy.128 The last two attitudes

f;aife already been ‘ana.l;,fzed,m.9 while .dire.c‘cness and single‘-mindedness

are the equivalence of what Dewe}; elsewhere refer‘s? to as intellectual
honesty.wo The important thing to note in all these, as far as the .present'
investigation is concerned; is that the individu‘al aspect of grochh as moral
development has to do with man's af.féctive'life. It emphasizes the importance
of man's spontaneous instincts, impulses, feeliﬁgs, attitudes and emotions

as the raw material for growth, understood in terms of moral development.
Affectivity, which is the working structure of tlhe individual, m@st neither.

be smothered, regressed, nor aborted if growth as moral development

is to be attained. Roth, who emphasizes self-realization in Dewey's philo¥ophy,
basically states the same ';hing when lhe maintains that, in-Dewey," the

task of morals is to organi;e man's desir"es and impulses so that there

131

might be a 'voluntary self'." His reference to organization, in this

quotation, indicates that the avoidance of regression or of the smothering

128. Vide Dewey, Democracy and Education, p. 173-179. ~
‘129. See p. 180-182 supra.
130, Vide p. 180 supra.

131. Robert 3. Roth, John Dewey and Self-Realization. Eng!ewbod
Cliffs: Prentice-Hall, 1962, p. 16.

o

;o
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of man's affective hfe, does not necessarﬂijmply the other extrer#é of
allowing man s 1mpulses and instincts tp run wild. Man's affective life

is neither to be smothered nor to-be allowed a.free rein. Rather, his
impulses and instincts are to be "intellectualized", that is, they are to

be developec in accord with rationality, or in accordance with in.telligence.
The individual aspect of moral development therefore seems to emphasize
growth as intellectual development.132 It seems to share something of
the Aristotelian conception of inter!ligence as man's natural end.

Besides this individual aspect, growth as moral development

also has a social aspect. This involves the creation of "wider and more

. . . 133 L . , .- i34
complex social relationships", or "the widening of the social conscilousness",

because "all morality (including immorality) is both individual and social."'135

In fact, Dewey maintains that the main texture of disposition or every
fibre of character and mind, is set in motion or is influenced by "current

social c>c:cu1:'atic>ns.“136 He maintains that thence is most marked

-

3

-

132 Cf. Dewey and Tufts, Ethics, P & and 9‘ Dewey, teetures
in China, p. 286-293; and p. 153-166 supra. b

133, Dewey, "Qutlines of a Critical Theory of Ethics", in Early
Works 3, p. 369. ,

&

134. id., ibid., p. 371. See also p. 315, 320-322
135. Dewey and Tufts, Ethics, p. 363.

136. Dewey, Democracy and Education, p. 17. He refers to this
influence as the "unconscious influence of the envirenment" {loc. cit.).

S
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X

-

" in the acquisition of habits of language, manners, good taste and of aesthetic
. - . . .

VTP . R : . . 137
appreciation. ‘And to hlm,_?lanners in particuldr "are but minor morals."

Ig-other words, man's deeper standards of judgements of 'value or his conscious |
estirmates of what is worth while and what is not, are formed "in the constant

. . C 138 . L &
give and take of relationship with others. " Morals, in. Dewey's view, -

—has a social aspect, and this is made clearer in his book, Lectures 4n China,

where he considers moral education in its social aspects. He states that
-] .
r ‘
"effective morality is a tripartite méttﬁr, involving knowledge, emotion,

and abili'cy."139 And in his view, all these three parts of morality shouid
: . v

serve :social:‘;aurposes:

Knowledge must enhance social sympathy;
training must increase ability to live
effectively and constructively in society.
AJ1 school subjects should serve all three
parts of morality — knowledge, emgQpion
and effort, all of which are social.

ot

.

The study of lan&uage in the school, for example, serves the main purpose
of promoting common ideals of associated living. In other words, moral’
education i its social aspect points to Dewey's ideal of democracy understood

more as a way of life, rather than as a form of gc:n,'e[‘nment.wl It involves

137. Dewey, ibid., p. 18.
138. loc. cit.

*139. Dewey, Lectures in China, p. 295. See ch. 2, p. 59-89 supra,
for Dewey on knowledge, or for his theory of knowledge.

140. loc. cit.

[

o 1#1.?d., ibid., p. 299, See ch. 2, p. 120-139 supra for Dev\;rey's
democratic ideal. '

L3
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the develdpment of individual potentialities in such a way that it broadens
each individual's sharing in social ideals, and increases the number of
individuals-who thus share in those ideals. It is therefore both a qualitative

and a quantitative development, that is, an intensive and extensive affair.

- It involves the percepticn that "the individual and society are two aspects

of a single process in democracy."“‘i2 The social aspect of moral developmien
L4 .
therefore indicates that the individual should not only realize his own

potentialities by developing his interests, but he should at the same time
g

develop some sense of the "social" by being aware of the needs and interrelations
of the wider society or of the community to which he belongs. He should

also realize that as a member of a community, he may sometimes have

to subordinate or sacrifice his own interests to broader social needs in

order te attain the demqératic ideal more intensively and more extensively.
.Dewey approaches this social aspect of moral development from

the perspeétive of subject-.mattér, ina chapter of his book, Moral#rinciples
143

in Education, which is entitled "The Social Nature of the Coursg of Study."

He maintainsg that,

142, Dewey, op. cit., p. 299.

-

143, Dewey, Moral Principles in Education, chapter 4, p. 31-44.

-2
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Ultimate moral motives and forces are nothing
more or less than sbcial intelligence — the power
of observing and comprehending social situations,
. — and soGial power — trained capacities of contIr‘ﬁ} —at
work in the service of social interest and aims.

Since the school can be viewed as a "moral trinity" in terms of its goals,
that is, in its search fqg; "social intelligence, social power, and social
s o ' e
interests", Dewey maintains that a course of study has positive ethical

import only when it is taught as atmode of understanding social life,l%'

or as a mearlls of bringing the child to realize the sv_:)cial scene of actitliii'm.w7
He therefore defines, cha_aracterizes and -describes a number of courses

of study in social terms. Geography, for example, is viewed as having.

to do with"'all those aspects of social life which are concerned with the
iqter_acfic;n 6f the life of man and néture", or "with the _worlé! consideréd
as the scene of social interacgion."w8 History is similarly viewed from

a social standpoint, "as manifesting the agencies which have influenced
social development and as present.ihg the'typical institutions in which

149

social life has expressed itself." Dewey also maintains that the severance

14%. Dewey, ibid., p. 43.
145. loc. cit. -
. 146. id., op. Cit., p. 40.
N * -,
147. Dewey, ibid., p. 31.

- 148, Qewey', op. cit., p. 34,

149. id., ibid., p. 39.

’
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2

of mathem@\tics from its reference to use in social life renders it unduly

abstract.lso

In other words, if these courses of study are to contrlibute
to growth as moral deveiopme.nt, they must be approached from a socielogical
perspective or from a social standpoint. The implication is that there -

~must be some recognition of the social aspect of growth as\:;'noral deve!_opment.
Roth, who emphasizes self-realization in Dewey's philosophy, takes into
account this implication by maintéining that "the self which is the concern
of mo-rals develops through interest in values that are shared by the community

131 .The social

.

which will contribute to the enrichment of the lives of all."
aspect of growth as moral development therefore involves some of the

elements of social development. It has to do with Dewey's conception
of values, goals‘aﬁd"endé as desiderata, as states ,o.f ‘affairs chosen from

vgr_ious possibilities, as social phenomena, as creations of human _béings,

or as somé B'y-prodilct of such creations. In this sense, it has more té

do with his social and political philosoéhy than with his metaphysics.
Hcls\lfever, his rﬁeta;hyslcs is not totally eliminated be;ause Dewey maintains -

"that goals, purposes, or aims are not facts of nature in the same sense
H‘ L1} 1 152

as "ends" understood as natural termini.

In summary, Dewey views moral development as an important

or probably as the most important, educational ali. It has what may

150. Dewey, cp. cit., p. 41.

] 151. Rofh, John Dewey and S’Elf—liealization, p. 16. See also
p. 114-115. ' ; : ’

152, Vide ch. 2, p. 100-101 supra.
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be referrgd to as an individual aspect aﬁd a social éspect.The individual
aspect h.as some elements which are similar to those of intellectual development,
whjle the soc;ial aspeét is akin to social development in.some respects. ‘

* . . .
Growth as nforal development therefore appears to be a product of the
interaction of fhe individual with his slc')cial environment.And in this interaction,
both the individual and his social environment develop Coﬁcommitantly.
Dewey is not of the view that in order to reform the society.or to attain
growth as social development, changes must first of all be initiated in
the individuals that‘maLe up-the society. Neither does he support the |
viéw that‘::zny changes in the individual pres'up;;ose some preceding chénges°

-—

in the society. He seems to consider both views to be a futile effort which
. P .

is made to solve the puzzle, "who fl_rst existed: the chicken or the egg?"

He therefore prefers to argue both of them conjointly and maintaihs that

" both individual and social development are only two aspects of one and

the same process, namely, the process of growth as moral development.

He seems to assume that the development of one aspect necessarily entails

153

the development of the other. Emerson's analysis of Dewey's concept

of growth, which emphasizes self-development as providing a focus for

growth,lj# and Roth's ar}a]yéls which views self-realization as "the dominant

153. See ch. 4, p. 300-304 infra, for a criticism of this assumption.

154, See James G. Emerson, John Dewey's Concept of Growth
in Education. Ph.D. Thesis, Umver51ty of Ottawa, 1975, p. 187, 225, 226,
253 (mlcroi 1m).
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theme of John Dewey's phi-!osophy",ljjgl are therefore a rather one-sided -

emphasis, even though they point out (in pasging) the essential role of
. the "social" in attaining sﬁch development. Since Emerson is representative
of the researches that are immediate—'ly relevant to the present in\.festigation,
the relevant portion of his thesis will be briefly presented in order to
indicate its weaknesses, which the conception of growth as freedom may
help to remedy.

- . The present invéstigation agrees so far with ;hat of Emerson
in its affirmation that grﬁw_th has three interrelated traits, namely, intellectual,
social, and rﬁoral development.ljsl But the similarities seem to end with
this affirmation. For, Emerson further states that "Dewey .hons that
the 'proper .focus‘.for growth and education is the self", 157 and that although
growth has various traits of development, "the overriding and unifying

w158

trait is self-realization. He rightly maintains that the Deweyan "self"

N .
is a changing dynamic agent that continues to develop towards self-realization,

and that self-realization occurs through the interaction of human nature

and culture, both of which lack a meaning when considered in isolaticm.159

B S —————

\

155. Roth, John Dewey and Self-Realization, p. 4.

156. Vide Emerson, op. cit., chapters 3-3, p. 68-186; and -p. 148-
149 supra. T _

157. Emerson, op. cit., p. 19.

158. loc. cit.

159, Emerson, ibid., p.200-212.
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He explains the Deweyan conception of human nature in terms of habits,

maintaining that self~growth, according to Dewey, "implies a continual

w160

modification and development of one's habits. In his view, such a

medification needs some guiding principles if self-growth is to be along

constructive lines, and he finds these principles in "Dewey's traits of social,

moral and Intelléé'tual growth."161 All these lead him to the conclusion

that "there are three main traits of growth, social, moral and intellectual,

whlch*-:are interrelated and these three find their focal point and their

unity in the growth of the individual self",162 or that "It is in the continual

development of self that social, rppral and intellectual growth find their

raison d'étre."163 In fairness to Emerson, it can be stated that there

is no denying the fact that, in Dewey, intellectual, social and moral development
lead to.‘ self-development. The bone of contention, howéver, is that this i
is only part of the story. In other words, Emerso;) is emphasizing only

one aspect of Dewey';\concept of educative growth at the expense of

the other aspect. He is emphasizing self-development at ‘the expense /

of social development, that is, the development of society, or the development

160. id., ibid., p. 211.
161. Emerson, op. cit., p. 212.

162, ibid., p. 225,

163. op. cit., p. 226.
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of culture. Dewey do€s not view one as occuring without the other, or as taking

P

precedence over the other. Rather, it is a tenet of his creed that the teacher
does not only train en individual, that is, he dces not on'ly help the chilt_j to
dttain self-development, but he attains cencomitantly the development of the
sociery ro which the child belongs. And he does this b'y forming "the proper

social Iife."léq

As a matter of fact, there can."be no self-developmient witheut

a concomltant social deveIopment, and vice versa. Reformanon of society dernands
changes in the character of the 1nd1v1duals that constitute the society; and
reformation of the individuals demands changes in social conditions. There is -
inrsuch a conception th& prdelem'of determir)i;g where to initiate changes.

But this does not justify the one-sided view, such as is held byb Emerson; that E
self-development prowde.s the focus for Dewey's concept of growth. To Dewey,

the focus for growth is both the self and whatever constitutes the environment

of such a self. And Dewey views such an environment as mainly a socia) or a
celtural‘one. Moreover, he maintains that the solution_to the‘prob]em of determining
where 1o initiate changes is to initiate them at both E les concomitantly. Changes :
in social institutions should go hand in hand with changes in the character of

the individuals that constitute the society. Emerson's emphasis on self-development

as providing unity and focus for the various traits of growth does not seem to

do enough justice to this conjoint development of the self and its erivironment.

A

164, Dewey, "My Pedagogic Creed", in Dworkin (ed.), Dewey
on Education, p. 32. See also p. 174-176 and 184-188 supra.

(
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Oy, SN
However, it delineates the need for another conception, such as the conception

L 9

of growth as "growth in freedom", which can take intg account this conjoint
<

' development. SN

Moreover, Emerson clearly realizes fhat even self-development,
itself, needs some guiding principles, which he finds in what he refers to

as "Dewey's\traits of social, moral and intellectual growth".165 Apparently,

he is raising the issue of determining the idea_l of growth in Dewey. Such
*'an ideal, if any, should also‘serve as an ideal for the various traits of growth.
"In other wor'qé, social, moral and intellectual 'd.evelc')pment, just like self- -
dévelopment, demand an i.deal;or some guiding principles, and cannot therefore
serve as guiding principles or as ideals for self-development. Perhaps, this |
problem is inherent to Dewey's concept of growth.'B'ut the analysis of the
concept so far indicates that he has 'a conception of an ideal society, and
that development should be in accordance with the dominant ideal of such
a society.166 Unfortunately, this is not all that apparent in Emerson's work. !
The present writer contends that the conception of growth as freedom does
.offer t?is dom-inant ideal of Dewey's ideal soéiety, which is to serve also
as his ildeal of growth. -
éesidés, there is. lacking in Emerson the more serious philosophicai

interpretation of Dewey's conception of growth as moral development. It

165. Emerson, op. Cit., p. 212. See also p. 191 supra.
“k

166. See p. 170-171, and 174-175 supra. See also ch. 2, p. 120-139
supra, for Dewey on Democracy, and ch. 4, p. 319-327 infra, for his democratic
ideal especially in the educational context.
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has been indicated that such a conception involves two interrelated aspects,

namely, the individual and the sogial aspects.167 It is philosopﬁi?:élly important
to note the similarity between this conception and the. Aristotelian scheme

of things, in which the idea of growth marries fact and value. Dewey's conception
of growth as resulting from the interaction between the individual and the

social may be construed as an attempt to use the concept of growth to simiiarly
bridge the gap between fact and value. However, since he had dgstroye?j

the Aristotelian "'scheme" whic-h involves ultimate ends, values and ‘prihciples,lsg
and which leaves no such gap between fact and value, his path is strewn

with problems arid difficulties, some of which form the theme of the next

“section.

D. A Critical Overview of the ‘Concept of Growth.

A number of problems must be taken into account by anyone who
attempts to interprete Dewey's concept of educative growth. One of them
is the fact that Dewey is a voluminous writer whose works cover a period

of at least seventy years, beginning from 1882 and lasting until his death

in 1952.169 Within this pericd, his ideas changed, developed, or evolved

167. Vide p. i78-188 supra.

~ 168. See chapter 2, p. 99-105 supra, where it is indicated that
Dewey's Metaphysics has no room for Aristotelian ultimate ends.

*
169. One of his earliest writings is his "Metaphysical] Assumptions
of Materialism", in The Early Works [, while one of the last is his "Introduction™
to E. R. Clapp's The Use of Resources in Education, N.Y.: Harper, 1952,
p- vii-xi.
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along lines that are not often easy to demarcate clearly, or even to understand
properly. This change, development, or evolution ofteﬁ takes the form of
Dewey using words in diffé'féﬁt‘and/or novel ways. He usually comes up

with rather "new" phrases, such as "means-consequences", "warranted assertibility",
or "ends-in-view". On the other hand, old \lvords such as "habit", "truth",
"reason" or "reflection" either lose their traditional me.anings entirely, or

they get a rather loose, more_inclusive and broadened ones, as they are
co-opted into Dewey's ever-changing philosophy. The result of all these

is that what he asserts at one point may. be so qualified at another that

it constitutes an apparent contradi.ction. Besides, thg_{e ensues a lack

. >,

of precise définitibn of terms which makes it more dif‘ficult to understand

him'. There arises the temptation to concentrate on rather superficial,
individual or isolated ambiguities and apparent contradictions, rather

than trying an integrative approach, such as using a concept which is explicated
at one point to aid the explanation of another concept which is more ambiguous
and confused at some other point. It is also easy to overlook the context

of the interests that preoccupied Dewey at the particular time he was |

. expounding a pa‘rticular idea. But even if these pitfalls are guérded against,
Dewey's rather ir‘nprecisé -writing style, the volume of his work, and the
constant change or review of perspe(':tives' as he batt!e‘d with various philosophical
issues, accentuate the difficulty ofwunderstanding his concept of growth

in particular, and his philosophy in general. His tendency to creaite' new
meanings for old words, while coining at "Lhe sameé time new ones that

can be adapted to his philosophy, makes it no less difficult to unwind the
intricate problems of philosophy that engagé his attention at a particular

time. . -
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Of more philosophical inte-res;c, however, are the pi'oblems associated
with his metaphysics. Dewey has a rather specialized- view of metaphysics,
wﬁich can be describf;d as hypotheiical, descriptive, and critical of notions
of fixed truths, ébsoiute values, ultimate reality and undhanging principles.’
If-fheré Is any ultimacy about metaphysics, in this view, it is only as it
describes thosel "irreducible” traits of nature with which science has to
deal, Cpnslequen:t.ly, Dewey leaves unanswered, most of the important
metaphysical questio;\s such as those of the origin, nature, and end of
beings. Moreover, his aversion to absolute value:;,, ﬁnchanging principles,
and ultimate ends leaves his concept of growth witho.ut clearly defined
terminus, and without evajuative standards. How is the direction of growth
determined if there is no end or goal towards which growth proceeds?

Dewey answers tﬁat growth has no goal; it is itself an end. But herein

h'e‘the ambiguities and confusion that becloud the concept. Besides, it

could be a‘sked by what ideal or sfandard growth can be measured or recognized.
It seems apparent, therefore, that Dewey's metaphysical abhorrence of

fixed airni and enduring .pr‘inciples Ieéves his concept of growth ambiguous,
confusing and rather incomplete. It.contributes in no small way lto the
diff'iculties assoctated with every attempt to understana the concept.

This. métqphysical problem is reflected in Dewey's epistemology,

which tends to emphasize the means or the method of knowing, tearning

‘and of growing, at the ex.pense of the ends for which these acts are performed.

As a matter of fact, ends and means are rather fused and confused in Dewey.

&
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Co.nsequently, growth seems to be both a process and a terminus, a means and

an end, or a method and an aim. It even features also as a norm. It is both descriptive
and normative. These various interpretations of the concept make it difficult

to understand what growth really means to Dewey. Based on a rather descriptive
metaphysics, one that simply observes and describes what occurs, Dewey's
epistemological method involves him in looking around for methodological
models that actually exist in order to select one as the most apppropriate

for his purposes. Accordingly, his epistemologiceltl method relies heavily upon
the scientific method as the best method that man has comelto develop for

the attainment of truths and for the solution of problems. The implicatic.m

i-s that the scientific method is, at least for now, the ideal epis.femo]ogical
method. But it would take a lot of_‘naiveté not to admit the various problems_}
and confusion that man has equally amassed through his use of the sci(ﬁ?
method. A similar problem dogs Dewey's theory of values based, as it is, more
on empirical methods than on metaphysical foundations. In trying to establish
his ideal society, for example, he looks for an ideal that is practical in the

170 The ideal

sense of its being gleaned from "societies which actually exist".

society, in his view, is the democra';ic, which is‘characterized by interaction,

- communication and harmony between the society and the individual, and
: » .

in virtue of which bath develop, progress, or grow. But there is assumed,

in this conception, -a com'p]ete identificatif)n of individual and social

interests which is lacking in any society,-even in the kind in which Dewey

170. Dewey, Democracy and Education, p. 83.
Y
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. N
lived and died. As a matter of fact, his conception of democracy indicates

that p;opular-Americén democracy, which assigns itself the task of defending
the cause of the "free" world, leaves much to be desired. His reference to
some social model from which to abstract rﬁora] principles, norms an'd' ideals,
therefore raises some doubts as to whether such an ideal model actually exists.
Probably, such doubts made Dewey leave his concel;t of growth rather open-
ended, sticking to‘no clear—cut_goals or ends, and fusing means énd ends.

But such a pc;sition leaves unresolved the problem of how growth should be
co::;éeived, recognized and measured. Ultirr;ately, if the word is allowed,
"Dewey's specialized, "non-Ar@sfotelian:' metaphysics that turns away from

a "quest for certainty;' in fixed truths, absolute values, ultimate reality, and
in fixed principles, to an exberiential description of the generic traits of
existence, is the source of much of the dii’ﬁculties, ambiguities and confusion
that becloud his concept of educative growth. His chief concern is human
exp;afience within which various entities are discerned, and his view of human
nature i; limited to various theses about the structure of this experience,

71

as well as about its ménner of changing.1 Unlike the Aristételi_an-philosophy,

his philosophy is based more on concepts that are rooted in biology and psychology,

than on those that are rooted in metaphysics. And being outside the Aristotelian
"scheme", it faces the problem of any enterprise that tries to maintain the

-

. idea of growth in the absence of the Aristotelian metaphysics. In other words,

. it faces the problem of coping with values, or more specifically, it faces

171. Vide,ch. 2, p. 90-99 supra.

l L]
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thé problem of reconciling fact and value. Dewey aims at bridging the g'ap
through the concept of growth. But having destroyed,fhe Aristotelian foundation
of the concept, he cannot but end up with difficultie‘s, ambiguities, and confusion.
The present writer posits that the conception of growth as Ireédom can at

least reduce some of these difiiculti;es, gmbiguities, and confusion. As part

of the attc;rnpt to substantiate this assertion, the next §eétion is devoted

1o an analysis of.De‘wely's concept of freedom, in-terms of which his concept

of growth is to be interpreted. .



-
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1I. The Notion of Freedom in Dewey
There is in Dewey's philosophy such a continui'tly of the humah,‘.animal,
172 that man seems to be taken as part and parcel

of nature. Dewey continually emphasizes a biological and cultural continuit? !

betweemnsman and his environrﬁent.173

And yet, he speaks now and again,
here and th.ere, of human freedom. One cannot but wonder: If man is continuous

with nature, if in some sense he is-the final stage in the evolution of nature,

what sense, if any, does it make t¢ talk of human freedom? How is such freedom

to be conceived? As if to answer the latter question, Dewey states that,

What men have esteemed and fought for in the
name of liberty...seems to contain three elements
of importance...(i) It includes efficiency in action,
ability to carry out plans, the absence of cramping
and thwarting obstacles. (ii) It also includes capa-
“city to vary'plans, to change the course of action,
to experience novelties. And again (iii) it signifies
the powerl?& desires and choice to be factors

in events.

Thus, freedom can be said to have three major aspects, namely, action, variation

of plans or course of action, and choice. Sometime Dewey emphasizes one

172. Vide chapter 2, p. 109-113 supra. -

173. See, for example, John Dewey, Experience and Nature. New
York: Dover, 1958; La Salle: Open Court, 1958 (¢ 1929), p. 261 and 265.

174. John Dewey, Human Nature and Conduct. New York: Modern
Library, ¢ 1930, p. 278-279.
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aspect; at other times he emphasizes anotherfand still at other times he
emphasizes all three together. Which of the three he so émphasizes often
depends on the context, and can best be understood within such a context.

But above all, the contextual méaning in turn can best be grasped if the three
aspects of freedom are always kept in mind. This would save people unnecessary
excitement, su;‘lprlse and confusion, on fiﬁding various apparently contradictory
and 'rather incompa‘éible definitions of freedom in Dewey. For exarﬁple, Dewey
speaks of freedom as consisting "in a trend of conduct that causes choices

to be more diversified and flexi—ble, more plastic and more cognizant of their

wl?5

own meaning, while it enlarges their range of unimpéded opération'. It

is obvious that, in this passage, the emphasis is on choice as an aspect of

freedom. But when Dewey defines freedom a‘s,"power_;i‘o a¢t and to execute

176

independent of external tutelage", the emphasis shifts to action as an

aspect of {reedom.-And when he states that,

Genuine freedom, in short, is inteljectual; it
rests in the trained power of thought, in ability -
to "turn things over”, to look at matters ‘
deliberately, to judge whether the amount

and kind of evidence requisite for decision

is at hand and-if not, t?ﬁell where and how

to seek such evidence,

o 175. John Dewey, Philosophy and Civilization. New York: Capricorn,
1963 (c 1931); Gloucester: P. SmmI'E, }968 {cT93T), p. 291. ,

176. John Dewey, How We Think. Boston: D. C. Heath, 1933 (1910),

:p. &7.

177. Dewey, ibid., p. 90 .

/
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it cannot be too wrong to conclude that the emphasis, this time, is on deliberation
as an aspect of freedom. But the issue is only a matter of emphasis, rather -
than a separation of the three aspects.
Neiff, who relates the concept of freedom in Dewey and Bode to
education, combines all these three aspects in his definition of freedom:
Freedom may therefore be defined as that
operation of individual capacities, when released
from oppressive restrictions, which originates
in reflective choice and culminates
ina consideredl ggtion which is ever mindful -
of social good.
This tripartite character of freedom, in Dewey, is confirmed by a group -
of researchers headed by Adler. To them, the three aspects involved are
the natural freedom of self~-determination which deals with choice, the

circumstantial freedom of self-realization which has to do with action, and

the acquired freedom of self-perfection which takes care of deliberation,

in terms of developing a certain state of mind or character. It is important

to note that despite the terms used, the researchers carefully and rightly

' point out that theése are not three separate freedoms, but rather.only three

a-spe'cts.o.f one freedom. They aver that, for Dewey, "there is only one freedom

with three distinct"aspec-ts ... self-determination through choice ..., seli-

178. Frederick C. Neff, A Pragmatic Interpretation of Freedom
and Its Meaning for Education: A Study of the Writings of John Dewey
and Boyd H. Bode. Unpublished Ph.D. Thesis, Los Angeles: University of
California, 1950, p. 74. Much as Nefi's definition combines all three elements,
it errs in maintaining that the "operation" culminates in a considered action.
Actually, it originates in choice, realizes itself through a considered action,
and culminates in individual growth or self-perfection. In short, choice and
action go into the forming of a more continuous highly-organized self.
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realization through unimpeded action, and self-pecfection through power

179

of growth." In the following sections, the present writer intends to borrow

Adler's classification in order to expound on each of the three aspects of

" ‘Dewey's conception of freedom.

A Natural Freedom of Self-Determination

It may be .pertine:_‘\(t to note that aithough Dewey does not locate
the basis of freedom in "free wili", one particular éspect of freecfom, in
~his conception, is rather similar to the notion of free will. That aspect is choice.
‘Wit’hclm; any mincing of words, he maintains that "choice is an element in
freedom and'(that:) there can be no choice without unrealized and precarious
possibi!ities."lso Like free will, choice is an "innate" natural capacity, and
therefore is the natural basis of freedom. But unlike free will which implies -
the possibility of setting maﬁ against nlature, choice assures continuity and
interaction with nature, and also distinguishes him from the rest of nature.

Continuity is assured through the concept of individuality understood as selective

181

behaviour. Individuality has its basis and conditions in the simpler events

179. Mortimer J. Adler, The idea of Freedom. New York: Doubleday,
1958-1961, vol. 2, p. 548, footnote no. 3.

180. Dewey, Human Nature and Conduct, p. 283

181. Vide Chapter two, p. 100-101 and 107-109 supra.
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in nature, or more specifically, in the selective biases or preferences which
even atoms and molecules show in their indifferences, affinities and repulsions
when exposed to other "events'" in nature. Of them, Dewey states: "with respect

to some things they are.hungry to the point of greediness; in the presence

182

of others they are sluggish and cold." In-short, even atoms and molecules

enjoy some form of individuality through their "preferential action" or through

their "selective behaviour", And this, according to De-wey, is true of all things .~

including even man himself:

Preferential action in the sense of selective )
behaviour is a universal trait of all things, atéms
and molecules as well as plants, dnimals and
man. Existences, universally as far as we can tell,,
are cold and indifferent irr the presence of
some things and react energetically in either
a positive or negative way to other things... -
As we ascend in the range of complexity from
inanimate things to plants, and from plants to
animals, and from animals to man, we find an
increasing variety of selective responses, due to

~ the influence of lif?é}istory, or experiences
already undergone. o

Choice, then, is anchored in nature. It finds its continuity with the rest of
nature through preferential action, which may not be exactly what we ordinarily
understand by choice. Indeed, it is not even what Dewey, himself, means

by choice. For, he maintains that nchoice is more than just selectivity in

182. Dewey, Experience and Nature, p. 208.

183. id., ibid., p. 265-266, See also Dewey, Philosophy and Civilization,
p. 274, ‘ o
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behawviour but'it is at least that."lsql

Without continuity of choice, or at least
an aspect of choice, with the rest of nature, the idea loses its meaning, genuineness
or reality. The alternative for restoring such reality is to isolate man from -
nature, and the:;eby treat him as a supra;natural being in the literal sense.lgs
But this would violate Dewey's key principle of con'tinuity. Therefore, he
rfnaintains that choice is rooted in nature and, through choice, fn’aedom also.
To him, "the fact that all things show bias, preference or selectivity of reaction,
while not itself fre_eclorn, is an indispensable condition of any human I'reedom."186
It is the indispensable condition that assures man's continuity with nature.
But despite such a continuity, there is "more" to choice which distiﬁguishes
man from the rest of nature. What is this "more"? . -

The key to answering that question seerns to lie in the adjective
”1ntel[ig§ant". Choice is not only a preference, but it is also a qualified pfeference,

[y

namely, "an intelligent preference". It is "a preference formed after consideration

187

of consequences.” Atoms and molecules, as well as plants and animals, -

do enjoy preferential action. They have their preferences. But these are

Y

184. Dewey, Experience and Nature, p. 266; Philosophy and Civilization,

p. 275,

+

185. Vide Dewey, Philosophy and Civilization, p. 274-275.

186. id., op. ci., p. 294

187, id., ibid., p. 286
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not intelligé'nt preferences. To better understand this, it is essential to know

-

188

what are the accoutrements, or the characteristics, of an intelligent preference.

Dewey, himself, seems to give some of these characteristics when he tries
to conirast the preferential selection of z stone, a‘dog, and of rman:

A stone has its preferential selection set by a

relatively fixed, a rigidly set, structure...and
no anticipation.of the results of acting one way
or another enters into the matter. The reverse
is true of human action. Insofar as a variable
life nistory and intelligent insight and foresight
efter into it, choice signifies a caplagty for
deliberately changing preferences.

(Again) The chief reason why we do not think

of a stone as free is because it is not capable

of changing its mode of conduct, of purposely

readapting itself to new conditions. An animal

such as-a dog shows plasticity; it acquires new

habits under the tutelage of others. But the dog

plays a passive role in tllfgbchange; he does not

initiate it and direct it.
What stand out, in these passages, as the characteristics of "intelligent preference",
or of choice, are flexibility, anticipation of results, insight and foresight,
and an active acquisition or formation of habits, which signifies the factor
of individual participati'on. These factors come into play when, and only when,
man is faced with the problem of making a préference'-but of various preferences.

In other words, they become operative when man is faced with a genuinely

1883. Vide chapter two, p. 81-82 supra, for Dewey on intelligence.

189. Dewey, Philosophy and Civilization, p. 276.

190. Dewey and Tufts, E_t.hics, p. 339.
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problematic situation.191

In such a sftuation, thepre:ference that reflects
choice is usually a new preference, made out-of a number of competing and
often conflicting preferenégs, rather than an indjfferent preferencc;. which
happens to be stronger than others.192 Such a preference reflects the mental
operation of forecasting the consequences of acting upon the various competir{g
preferences. This awareness, anticipation, consideration or foresight of
consequences, a mental operation, is- the "more" to choice which distinguishes

man from the rest of na‘l:ufe.193

It is evident that Dewey maintains his principle
of continuity by conceiving of choice as preference, bias, or as seléc‘tivity, |
while at the same time not reducing man al‘together to the lower realm of
nature. A distinction is majntained through the conception of choice as a
qualified preference, that is, as an “intelligent preference™ But the idea

of bias, preference, or selectivity also implies another principle, namely,

the princip‘]e of interaction'.l% Man is rooted in nature which, to Dewey,

is characterized by a mixture of the stable and the unstable, the certain and

the uncertain, the settled and the unsettled, the predictable and the unpredictable,

191. Vide chapter two, p. 69-70 supra, for Dewey on a problematic
situation.

192. See Dewey, Philosophy and Civilization, p. 276; Human
Nature and Conduct, p. 18T,

193. See chapter 2, p. 59-75 supra for furthef explication. ‘

194. Vide chapter two, p. 109-114 supra, for Dewey on interaction.
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-
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-

“the controliable and the uncontrollable, the hazardous, the precarious, as
well as the peril’ous.195 Such a mixed‘and ominously hazardous natural environment.
leaves man in a situation where he has to "set'; his aims, ends, of goals. Since
nature is indifferent as to good or bad, there are no pred.etermined en&s set
for man. He has therefore to determine his ends himself, being aware however
of the natural environment.‘ Since his needs are many, including physical,
social, ar.1d psychological needs, he has to "choose", amo'ng these often competing
and conflicting needis: which of them is going to be his immediate end. Having
settled this intelligently, he still has to determine the means of achieving
the set goal. In this respect, his social or cultural environment leaves hin_'n\
with a variety of means, or of tried ways, for coping with the hazardous in
nature, and of winning them over for the attainment of ends. It is his duty
to :'choose" one of these means that most effectively and most efficiently
meets his needs. Thus, the brinciple of interaction is a factor in choice. It
is man’'s interaction with an indifferent, mixed, highly perilous, natural and
cultural environments which sets the need for choice both of ends as welil
as of means. Such a choice demands intelligence or a mental operation. It
is not simply the issue of "choosing" an end or a means just because one's
forebears chose them. Neither is it a matter of responding to the unstable
in nature by habit. It demaﬁds insight and foresight, a unique transformation
of man's organic anclj social needs and 'concerns, or a picking and choosing

with an eye on alternatives and consequences. It demands that man-asks

195. Dewey, Experience and Nature, p. x-xi, 42, 43, 63, 69-70.
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himself certain critical questions, such as, "How did my forebears perceive
nature? Were they right in so perceiving it? Is there no better conception
than this? How did they cope with nature as they perceived it? Was this effective, °

or was this the most effective way of coping with the problems and issues

T
raised by nature?" In attempting to answer these and similar questions, man

.,

becomes aware df the complexity, indifference and hazards of nature, as
2 Y .

well as of the various means of coming to terms with them. This problemat{c
situation in nature sets man the task of choosing his ends and means among
various conceptions and means, or of rejecting them altoge-ther and developing :_
a new conceptual framework, creating new ideas, discovering new meanings, |
and learning new ways o resp.onding to ‘natur‘e. This is the basis of choice
as intelligent preferencexltinvolves the continuity and interaction of man,
with his natural and cultural environment. ,

Such a choige is an important e]t‘ament in freedom because "to foresee
future objective al'ternativlé's and to be able by deliberation to choose one

’

of them and thereby weight its chances in the struggle for future existence,.

196 -

measures our {reedom." Human freedom, then, is one with man's capacity -

is, a choice that is made in the awareness of alternatives

Y ~

for intelligent choice, tha

and consequences, or an/intentional preference that is based on consciousness

\

of values. Without such 3 choice, there is rmo freedom:

Without genyire choice, choice that when
expressed-infaction makes things different from -
what they othejwise would be, men are but
passive vehiclep through which external fq\rces
operate. This fdeling is neither self-explanatory /

196. Dewey,
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nor self-justificatory.- But at jeast it
contributes an element in the statement of
the problem of freedom. Choice is onelfé';){
the things that demands examination. ~

-

Choice, then, is an essential element in freedom. It is this element which
Adler considers when he speaks of the natural freedom of self-determination.

He maintains that it is "an innate or natural freedom”, and that it is natural

~because it "is (i) inherent in all men, (ii) regardless of the circumstances under

which they live and, (iii) without re‘gérd to any state of mind or character

which they may or may not acquire in the course of their lives."198 But it
might be added th'at such frgédom is innate 'because its b_asis, namely, choice
as intelligent préference, is an innate capacity. And it is natural beca%"se

this very basis is rooted in nature, and is continuous with the rest of nature
even though it is also distinguishable from i't-. Choice is thus a natural; rather
than a supra~-natural, cap.acity. This conception of freedom pL;;cs Dewey among

authors in whom Adler finds "an explicitly developed conception of natural

-

" freedom as an exclugi{'ely human power of ch-:)ice."'l?9 Choice, and therefore

the freedom associated with 'it, is an exclusively human preference. But it
is also a natural capacity because, as a preference, it is a trait (eventhough

qualified in this case) which man shares with the rest of nature. Nevertheless,
’ ’

197. Dewey, Philosophy and Civilization, p. 271-272.

~ 198. Adler, The Idea of Freedom, p. 149

199. id., ibid., p. 407, footnote no. 13

/
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it is only as a qualified preference that choice can be conceived as "the most

200

characteristic activity of a self.” When thus viewed, choice is seen to

sustain a double relationship to the self, revealing the existing self and forming
the future self. It reveals the existing self because what is chosen is found’
congenial to the desires and habits of the self as it'aIrea'dy exists. But this
choice also shapes the self, and thus makes or creates, in Somé dégree, a

-

new self because, . o

Every choice is at the forking.of the road,
and the path chosen shuts off certain opportunities
and opens others. In committing oneself to-.
a particular course, a person gives a-lasting
set to his own being. Consequently, it is
proper to say that in choosing this object
. rather than that, one is in reality choosing
Wh%bi(ind of person or self one is going to
be.

Although intelligent preference seems to concern jtself with the vah]es and
consequenées of particular alternate ends and means, in the final analysis, -

"it is a process of discovering what sort of being a person most wants to bt;,corne."202
The self is determined in choice just as ends and means in general. Hence,

the classification of the freedom associated with choice as a natural freedom

of self-determination. Choice is a power of self-determination. It is a creative

.
‘ 200. Dewey and Tufts, Ethics, p. 316.
201. id., ibid., p. 317

202, loc. cit.
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and selective power. It is creative because it brings a possibility into existence,
and it is selective because it extends to, and-it considers, alternatives. As

203 14 is

a power of self-determination, it is also a power of self-creation.
as the 'Jatterl that it has a link with growth. For, growth is one with self-creation,
self-development, or self-perfection. Thus,"choice as an element in freedom,

or as a natural freedom of self-determination, maintains some continuity

and interaction not only with nature, but also with growth. It serves as a

bridge-that links growth and freedom. It also gives freedom a positive connotation.

)

For, choice‘as a power of self-determination, or as a natural freedom of self-
detgrmination, is a power to determine what one shall do, be', or become.

The freedom associated with choice, therefore, is "fréedom to". It is a positive
conception of fre_edc.vm as the freedom to decide what one shall d.o or become.
But since Dewey maintains fhat "what men have esteemed and fought for

in the name of liberty...includes etficiency in action, ability to c'arry out
plans, the absence of crari\ping and thwarting obstacles", the conception of

" freedom is not exhausted by a ccnsid.erafion of choice. There remains to be

examined yet another element, namely, thdelement of action which Adler

dubs a circumstantial freedom of self-realizatiop.
B. Circumstantial Freedom of Self-Realization

One of the th_ree elements in freedom, according to Dewey, is the

power to act, a power which men posses when and so long as they are not

203. A?:Her, The Idea of Freedom, p. 493: "The power of self-determination
is one of choice and, through choice, of self-creation...”" See also p. 468.
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prevented from doing as the'y wish. This element is necessary because "choice
would h-ardlylbe significant if it did not take effect in outward action, and
if it did not, when expressed in deeds, make a difference in things."zou In
other words, the cap_a;)i-tf.of chpica alone is not enough to guarantee freedom.
Choice must issue forth in action if freedom is to be more than a capacity',
a power, a potentiality, or a possibility. Choice and action must co-operate,
unite, or interact if freedom is to be actualized. But before exploring the
nature of such interaction, an attempt will be made to investigate what type
of action or activity 1s a‘ necessary component of freedom. Or, is it just any
action or activity thaf is required? If not, what are the halimarks of a free
action? It seems rather difficult to separate action from choice, especially
ina philosophy whose key principles are continﬁity and interaction‘. But an
effort will be made to examine the one apart from the other, at least for
heuristic purposes. What, then, is action as far as freedom is éoncerned?
What are its characteristics and conditions? What is its basis?

It may be pertinent fo note that action, like choice, assures o:.'. maintains
man's continuity and interaction with the rest of nature. Action is elicited
by thé interjxtdre of the stable and the unstable in na’cure.z05 Such a mixture
makes nature indifferent to man's goals or ends. To realize his various needs',‘-

desires and impulses, man has to act. And action, in this case, involves using
: p

204. Dewey, Philosophy and Civilization, p. 285.

205. See chapter two, p. 105-107 supra.
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the stable element in.nature to control the unstable. It therefore demands

<
of man an awareness that he is a part of nature, and that he is subject to
her laws. For his own good, he has to understand these laws in order to use
or manipulate them if he is to attain his goals and his freedom. For, after

*

all, "men do not think about and gain freedom in conduct unless they run

206

during action againsf-‘}conditions that resist their original impulses." The

action which is a vital e}elment in freedom is therefolre that a'ction which
maintains man's continuity'\mth the rest of nature. It is that action which
reminds mén that he is a part of nature, that he is subject to her laws, and
that his best bet is to get to know these laws in order to use,sthem in meeting
his needs, desires, and impulses. In other words, it is an actior; which makes

man aware that there are no predetermined ends in nature, and that he has

to set his own aims and goals. In this sense, it is a "purposeful” action, that ’

is, an action undertaken because,-thrown into a problematic situation by a

hazardous, uncertain and unstable environment, man is faced with a vexing
questionable situation which demands his setting or determining of goals

and means for their achievement. That is why Dewey states that,

The individual who has a question which being
really a question to him instigates his curiosity,
which feeds his eagerness for information that
will help him cope with it, and who has at
command an equipment which will permit these
interests to take effect, is intellectually free.
Whatever initiative and imaginative vision he

206..John Dewey, On Experience, Nature, and Freedom; representative
selection. Ed. by Richard J. Berstein. New York: Liberal Arts Press, 1560,
p. 279.
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" possesses will be called into play and control
his impulses and hQB'&ts. His own purposes will
direct his actions.
When cne considers ends, goals or aims, the action whichris an important
element in {reedom must be a purposeful action, that is, an action arising
irom man's own purposes or ends. But when one shifts the emphasis 1o a
consideration of means, such an action exhibits another characteristic, namely,

"control". While action considered in relation to ends tends to emphasize

man's continuity with the rest of nature, action considered in relation to
08

I

means seems to emphasize interaction with the rest of nature.? It does

this through the notion of control. Actilon aims at controlling the flux or the
cf‘i‘anges ir;__nature. It is'more or'less an attempt to determine the time, place,
and the purpose of the occurrence of change, as well as the form it takes.
This involves man in tryin\g to control coﬁditions in nature as they refiect
the mixture of the certain énd the uncer‘cain.zo9 Such control is the means

through which man can realize his ends if he is to stay alive. Indeed,

Dewey maintains that "a living being (such as man) is one that subjugates

. and controls for its own continued activity the energies that would

otherwise use it up", and that "life (itself) is a self-renewing process

207. Dewey, Democracy and Education, p. 304.

208. Vide chapter two, p. 109-114 supra, for interaction as a generic
trait of nature.

-

209. See chapter two, p. 105-152 supra.

\
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~ through action’upon the environment."? 19

!
contmuously readapt the enwronment (natural and social) to his needs. And

if Iife is to continue, man must

he effects such a readaptation through control and interaction. It is in interaction
with objective conditions that man's impulses run against resistance. This
bIocking of impulses triggers the need for control of environrﬁ?ntal conditions
which promote or hinder, stimulate or inhibit, rﬁ.an's activities. Such control
takes the form of transforming hostile, hindering, inhibiting, or indifferent
coﬁditions into favourable ones. This is what Dewey meéns when he sltates
that "the activities of life are of necessity directed to bringing the\materials :
and forces of nature under control of our purposes; of making them tributary
to ends of Iife-"zll The action that is an jimportant element in freedom is
therefore one which involves control of environmental conditions. Dewey
maintains that such control is consequent upon _delibération and clﬁ\C/:e, and
that it is the core of human freedom:

The question is not what are the antecedents

of deliberation and choice, but what are their

consequences? What do they do that is

distinctive? The answer is that they give us all

the control of future possibilities which is
open to us. And this control is the crux of our

——— e g e = —

210. Dewey, Democracy and'Education, p.-2.

211. John Dewey, The Child and the Curriculum and the Schoo!l and
Society. Ed. with an intr. by Leonard Carmichael. Chicago: Umver51ty of
Chicago'Press, 1956 (¢ 1943), p. 136-137.
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fregdom. 'Witl)out ii, we are pl:lshed if??

behind. With it, we walk in the light. :
Act}on aims at-executing what man has chosen, and successful execution
depénds on his ability to control the flux, the changes, the events, and the
hazardous in nature. It is through such control that unrealized future possibilities
can be actualized. In other words, action aims at the realization of ends through
control of natural events. But such control cannot be achieved except where
there is knowledge of facts that enables man to employ them in connection
with desires, needs, impulses and ,a'm'ls.g13
The action that enters as an element into Dewey's conception of
" freedom is therefore an "intelligent" action. It is action that demands an
awareness of what one is dealing with. It calls for knowledge of facts, events
and their relationships.’In other words, it demands knowledge of laws understood
as expressive of naturai events and of their interrelations. It calls for such
knowledge as is possessed by the physician and by the engineer, and which
yields what D"‘ewq:y refers to as "better dding", that is, "one better co-ordinated
with the conditions that are involved in reaI.izing purp(:ses.."214 It is therefore
not just any kind of spontaneous activity which inevitably yields or secures

human freedom. Only intelligent action can achieve this. And, an intelligent

212, Dewey, Human Nature and Conduct, p. 311.
213. id., ibid., p. 304. See ch. 2, p. 59-90 supra, for Dewey on knowledge.

214. Dewey, Philosophy and Civilization, p. 287.
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action is one wﬁich considers consequences, putting the consequences of different
ways and lines of action before man in order to enable him to know what .

he is about. It is such a consideration of cénsequences which "converts action
that is merely appetitive, blind, and impulsive into imel!igen.t action."215

And only such an intelligent action is an essential. element in Dewey's conception
of freedcun.216

It has been indicated that free action involves control of the changes

that intervene between the beginning and the end of a process if the attainment
of ends and goods is to be rendered more secure and stable. Such control

can be achieved through art because, to Dewey, "art is a process of production

towards consummatory fulfillment through regulation of trains of events

wel7

that occur in a less regulated way on lower levels of nature. It can also

be achieved through science, which Dewey sees as "an art, at once instrumental
in control and final as a pure enjoyment of mind."218 Both give man the capacity

or the ability to control because, in both art and science, nature is organized,

215. Dewey, How We Think, p. 17 ' g

216. Vide ch. 2, p. 81-82 supra, for Dewey on intelligence, and
as an aid to understanding what he means by "intelligent action".

217. Dewey, Experience and Nature, p. XV

218. id., ibid., p. xvi
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. stmplified an:\d trans-forrned.to yield greater order and unity. It seems pertinen-t
to note, therefore, that it is not just any idea or form of contro'l that has
to do with free actiortgl'he issue invglves control of states of affairs, events,

(
processes, or of chang-es in nature, rather than thé contrel of fellowmen.
"It has nothing to do, for example, with the control which a slave owner exercises
over his bunch of slaves. Neither is it the sort of control exercised by; a dictator
over the citizens of his state. Such a misconception may be one of the reasons
for Dewey's derision of fhe economic conditions which,-in his view, relegates'
many men to a servile status. This situation, Dewey con;inues, renders illiberal
or unfree the intelligence of those practically controlling the situation because
"instead of playing freely upon the sul:Jjugation of the world for human ends,
it is devoted to the manipulation of other men for ends that are non-human
in so far as they are e:xclusive."219 The ohly aspect of the éon_trol involved
in a free action which is exercised over a human being ts that which has been
named "self-control™. It is the control that man exercises over his impulses,
inclinations and desires in the course of his interaction with the physical
and cultural environment. Childs, who touches on the experimental conception
of freedom, has a good gfasp of 'this when he states that,

219. Dewey, Democracy and Education, p. 136. Russell expressed
a similar idea when he maintained that "it Is more important than in former
times to cultivate the idea of co-operative enterprises in which the 'enemy’
is physical nature, rather than competitive enterprises in which there are
human victors and vanquished." (Bertrand Russell, Education of Character,
New York: Philosophy Library, 1961, p. 55).

r’ | . | . )
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To the degree that the individual becomes
conscious of the forces that have entered

into his own mental and emotional make-up

and percelves their deeper tendency and

meaning, so also does the possibility of intelligent
control over these forces develop. Freedom—
effectiveexpression of individuality — is in -
direct proportion to the degree of intelligent
understanding a%d:omrol which thus has

been developed.

1

This is the internal aspect, as far as man is concerned, of the control that

goes into the conception of freedom. It assures man's continuity and interaction
with nature. Control is not merely something happening to nature. [t is also
something happening i_g'nature. F.\nd man, as a part of nature, is no s'pec.tator

to this event. In the interaction that engendérs control, man’'s impulses, needs
and desires are challenged, re-pulsed or resisted. Proper adjustment, one that
ensures human freedom, demands control not only of the challenging or resisting
conditions, but also of the challenged or resisted impulses. Control, in this
sense of adjustment, involves all partners.in the interactional process: man
himself, as well as the rest of nature. The external aspect of this control

is that which is exercised over the natural hazardous conditions, while the
internal is exercised over man's very own impulses, needs, or desires. In fact,
the internal seems to enjoy somé priority as far as the concept of freedom

in Dewey is concerned. For, he maintains that "freedom is in turn identical

with s;elf-ccmtrol."2211 Self-control is therefore very essential for that action

220.]. L. Childs, Education and the Philosophy of E&ersmentahsm.
New York: Century, 1931, p. 243.

221. John Dewey, Experience and Education. New York: Collier,
1974 (c 1938), p. 67.
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which is considered to 'bé a vital element in Dewey's conception of freedom.

Indged,"it seems that such action could best be described as transaction, a

: ‘terrh which seems to best connote the interactional involvement of all partners

in the process, and which is even used by Dewey hims_elf.222
The freedom, or the aspect of freedom, which is connected with

such an action is what Adler rightly ca.lls the circumstantial freedom of self-

reaiization. It Ct;uld be, and Adler maintains that it sometimes is, referred

to as freedom of action.223 It is circumstantial because its possession depends

on the presence of favorable circumstghces, or negatively, on the absence .

of obstructing conditions, each of which helps man to realize his needs, desires,

and ends. It therefore calls for lack of coercion, duress or imped.iment, such

as arises from other men or from‘ resistant forces in the physical and social

environment. If the circumstance is such that man acts under ;:oercion or

duress, then, ;chere is no freedom at least in this sense o'f freedom of action,

just as there is no freedom if man is not in full control c;f the situ‘ation, and

is ‘instead at the mercy of appetites, impulses or desires. It is freedom of

self-realization, on the other hand, because action aims at executing what

man has chosen. In other words, its purpose is the realization of man's needs,

224

impulses, desires, aims, goals or ends. And in realizing his ends, man is

222. Vide chapter two, p. 109-114 supra.

223, Adler, The Idea of Freedom, p. 127

224. See chapter two, p. 100-105 supra, for Dewey on two senses
of ends.
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realizing himself to some extent. For, what is the self without needs, impulses
or desires.
It is worth noting that the consideration of action as an element

in freedom implies the negative aspect of freedom. It entails "freedom from",

‘and complements the positive aspect, namely, "freedom to!, which stands
out in a consideration of choice as an element in freedom. Freedom of action
involves freedom from the push and bul] of nature, or from the compulsions
and hazards of nature, which include spontaneous h“slman impulses, needs
and desires. It is freedom based on knowledge of facts and relations as a means
of attaining desired ends. This seems to make it susceptible of the criticism
that it is an aspect or one form of the rather trite saying tha.t knowledge,
and especially scientific or instrumental knowledge, is power. Such knowledge
is saild to llae limited to the seeking of appropriate means to achieve a desire
goal, and is criticized as being therefore iragment‘a\r),'.z:')5 But it is rather

P .
hard to see how such a criticism devalues the conception of a free action
as involving an element of control. Man's common everyday activities, as
well as those "specialized"” activities which are labelled as "scientiﬁé", seem
tome fact that the more knowledge man has of a certain event,
including its date, place and manner of occurrence, the more capable he is
of controlling such an event, and therefore the freer he is with respect to
the event. The knowledge_i-nvolved may be no more than the skill of the cook,

the physician or of the engineer. It cannot be considered to be all that there

225. See, for instance, C. F. von Weizsacker, The History of
Nature. Tr. by Fred D. Wieck, p. 4
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is to kn'owledge'. Neither can it be substituted for knowledge in all its

rarhiﬁcations.226 But this does not detract from the fact that-such knowledge
yields the contrq) which is essential for intelligent action as an element in -~
freedomn. Even the legal system utilizes this notion of control in establishing

liability. Lack of control, which incidentally.rheans a lack of freedom, is often
considered to be a mitigating, if nc;t an exculpatir&,-circ_umstan-ce.-'I'hus,-.

if a drunken driver hits and kills a man, hg is often viewed as not being in full
control c;f the situation. His offence is generally mitiéated by a lack of control,
and he is not held liable for murder. Instead, his offence is manslaughter because
he was free with regard to one of his actions, namely, his drinking. In other
words, he could control his drinking and not get drunk. Cc;ntrol of his drinking
implies c_:ontrol of his driving, and consequently of the killing. In other words,

he was irc,:e_w‘ithf pect to his drinking, but not with regard to hisAdriving.

He lost his c-i'.rc‘t;rnstantial freedom in the latter case because the circumstance
was not favorable to careful driving. There was an obstructing condition, namely,
the alcohol, which impairéd his driving. This lack of freedom is what is meant

by saying that he was not in full control of the situation. In sum, it seems that

a consideration of the idea of control cannot be totally avoided in é compn.ehen.si\;re
discussion of the notion of freedorﬁ. Dewey therefore seems to have béen right
in pointing out that the idea of control is esser‘tial when one considers at least
the circumstantial freedom of self—re?lzation. Such a conception of freedom * |,

%plies "freedom from", and Dewey clearly states that,

226. See chapter two, p. 5390 supra, ior Dewey s rather complex
theory of knowledge

I» ’ ) \

AN



DEWEY ON GROWTH, FREEDOM AND EDUCATION 224

Freedom from restriction, the negative side,
is to be prized only as a means to a freedom
-which is power: power to frame purposes, to
judge wisely, to evaluate desires by the
consequences which will result from acting o -
upon them; power to select and ordef peans
- - 2 .
to carry chosen ends into operation. : -

Freedom as the "powef to frame purposes" etc., i§ the natural freedom of
self-determination, or the freedom of choice. It demands freedom of action,
or the circumstantial Ireédom of self-realization, if it is not to stagnate

in the realm of mere possibility or pc;t-eniiality. To a}ctualiZe "choice", chosen
ends, or the natural freedom of sal.f-determination, action is callled for.But . °
action, the freedom of action, or the circumstantial freedom of self'-realization
.in turn presupposes'choice, the freedom of choice, or the natural freedom |

of self-determination. There is, then, such a continuity an& interactio-n between
the two aspects of freedom that the one needs the other if it is to be actualizefj,
It seems, therefor-e, that it is only when the two are taken together that a
correct notion of freedom can be had. It appears that the connection, continuity,
or interactiqn of ghcﬁce and action, of freedom of choice and freedom of

action, of' thé natural freedom of- self-determination and the circumstantial
freedom of self-realization, yields that genuine freedom wt;ich Adlérﬂ_.r,efers

to as the acquired freedom of'sélf—perfection. In t‘he next section, th'érefore;

the connection between choice and action will be examined as a preliminary

16 expounding Dewey's notion of the genuine "{reedom of self-perfection™

2

[

227. Dewey, Experience and Education, E‘J 63-64

. ‘-\Jk
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C. Acquired Freedom of Self-Perfection

The crucial difficulty in framing a philosophy of freedom is that
of discovering the connection, or the lack of connection, between freedom
defined in terms of ;:hoice and freedom defined in terms of a\c‘cic:nn.228 After
going through an exposition of both aspects of freedom, it cannot but be asked:
What clonnection, if any, can there be between. the two? Could a consideration
of just one of them give us a complete correct notion of freedom in Dewey?
Could man be consfdered as enjoying genuine freedom if he possesses one,
_.or the other of these two, or must he possess both of them at once? If the
two are“Connected, how are they connected? Must they alw;_;ys be so connected?
What, if anything, are the results, the outcome or the product of this connection?
These and simi!ér other questions demand to be answered.if a correct and
' compléte notion of freedom in Dewey is to be achieved. It is indicated that
choice must issue forth in action if it is not to remain a mere possibility,
a potentiality, or an unLlsed capacity.zzglt is also indicategi that action presupposes.
choice if it is to be considered to be an element in jreedgrrn. It has tobea
qualified action, that is, an intelligent ac‘cion.230 It is this view- which Dewey

_ expresses when he maintains th,at,

228, Dewey, Philosophy and Civilization, p. 285.

229. Vide p. 213 sLipra.

230. See p. 217 supra. |
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»

Choice would hardly be significant if it did not
& take effect in outward action, and if it.did not,
when expressed in deeds, make a difference in
things. Action as power would hardly be priced
if it were power like that of an avalanche or an
earthquake. The power, the ability to command
issues and consequences, that forms freedom
must, it should seern, have some connection with
that something in personality that is expressed
in choice. At all events; the essential problem
in freedom, it seems to me, is the problem of
the relation of choic%ﬂmd unimpeded effective
action to each other.

In ot'her words, choice as an element in freedom demands action, as much

as action as an e!ement in freedom demands choice. There is a mutual demand,

a continuity, or an interaction between them. And the relationship seems

to be a mutually bet:xeficial one in which choice confers some "graces" on

action, and vice versa. Choice, because it involves a_lternatives, widens the
fange of action, raising it from thé realm of_rnere spontaneoﬁs, appetitive,

or impulsive activity to that of free action. It converts an otherwise unhindered,
unreflective, or external activity into an action which is free, an action over
which ‘the individual has full control, rather than one issuing solely and merely
from appetites, impulses, or cirCLlrmstances. It changes an action which enslé;ves
into one which frees. 'ILhe free action in turn, because it demands a consideration
of physical and social énvironmental conditions L;nder which it is to be executed,
as well as of the consquences of following its lead, renders choice more intelligent
by demanding of it a more thorough gpplicafcion of insight and foresight to

our needs, impulses and desirelrs. This mutually beneficiaf, continuous and
interacting relationship is described by Dewey as a circle, an e.nl:arg.in"g ci‘rcle',

or a widening spiral:

23). Dewey, Philosophy and Civilization, p. 285-286.
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There is an intrinsic connection between choice
as freedom power of action as freedom. A
- choice which'ihtelligently manifests individuality

enlarges the range of action, and this enlargement

in turn confers upon our desires greater insight

and foresight, and makes choice more intelligent.

There is a circle, but an enlarﬁag circle, or, if

you please, a widening spiral.
Freedom defined in terms of choice alone seems to equate freedom with
individualism, in which the highest and final court of appeal is the individual,
or.what some have come to call individual "conscience". It is believed that
since the individual is endowed with choice as a native or an original right,
ali that is necessary for freedom is that the individual should be left alone
to choose what he wants to do, be, or become irrespective of conditions and
consequences. In this view, the individual remains the best judge of what
is best for him in terms of doing or being. Since choice is considered to be
a native poweér, the best that social institutions can do to assist the individual
in realizing his freedom through choice is to remove whatever may obstruct
the flowering, blooming, or the unfoldment of this native capacity. Probably,
they could also rerf®in passive, neutral or unconcerned, and watch that great
native endowment unfold from within. But Dewey did not spare any effort
in criticizing such a view as a fallacy, namely, the fallacy of classic liberalism
and of unbridled individualism. There may be many other insignificant fallacies
but, to Dewey,

The real fallacy_lies in the notion that individuals

have such a native or original endowment of
rights, powers and wants that all that is required

i

232. Dewey, Philosophy and Civilization, p. 286
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on the side of institutions and law is to eliminate

the obstruction:c. they oﬁqr to 'the "Irfgg play of

the natural equipment of individuals. .
Fréedb‘m as choice, therefore, overemphaéizes the individua) and his conscience,
and puts little or no obligation on social institutions. Its minimizing, or even
its total neglect, of the social aspect of freedom can lead at best to a. do\rmant,
inactive or ineffective freedom, namely, freedom as no rr.nore than a possibility
or a potentiality. At worst, it can only substitute license {or freedom, making
every man a law unto himself.

While freedom defined in terms of choice tends to overemphasize
the individual, freedor?’m defined in terms of action seems to commit the opposite
fallacy of overemphasizing the society. In some cases, such 'as in Hégel, it
tends to absolutize social institution}, which are viewed as a rnanifestation,
or as an objectification, of Absolute Spirit. The thesis put forward by this
fallacy, which may be referred to as the fallacy of instifutional absolutism,
is that the individual realizes himself and gains his freedom only through
submission to social institutions. The State becomes the dispenser of freedom.-J
To realize his freedoh, the individual has to co-operate with the‘_State by
obeying its laws, and by submitting to its auihority without question. It appears
to be a mundane counte,rp.art of the religious or spiritual freedom which man
gains by obeyi_ng God's laws, and by unqueétioning submission to His authority
and 'guidaq:\ce. The State, a dispenser of freedom, tends to become also a

deity. To realize his freedom, man must tailor his action to suit society. He '

is free to do what he likes so long as he ensures obedience to the rules and

233. id., ibid., p. 281
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laws of s'ociet?, as well as compliance with its standards, norms and régulations..
Such oBedience and compliance, it must be noted, need not spring from the
individual's own will, commitments or aspirations.rlt nﬁay be choice, but certainly
not an intelligent one. It could be called a preference, but certainly not the
intelligent preference which constitutes choice. The idealizing of society
effected by this‘conceptior‘w of freedom puts society above and beyond the
’ individu_al. Instead of being viewed as a group of individuals sharing commitments
and aspirations in a‘-give-and-take that demands concessions, obligations and.
responsibilities, society becomes pérjoratively abstract, beyond comprehension
and beyond definition. The individual becomes swallowed, buried or insignificant,
if at all existi.ng, in the absoluteness of such a society. And yet, he cannot
opt out of it if he is to gain that precious jewel for which men have fought
and die_d. That very society, according to the advocates of this fallacy, is
‘;he alpha and omega, or the source and life-blood of man's freedom. Nevertheless,
it is worth remembering that both freedom as choice and freedom as action
each contributes much that is necessary if we are to have a correct notion
of freedom in Dewey. But each also contributes much that had better been
dropped by the wayside if Dewey's notion of freedom is not to be distorted.
{t seems that this is why freedom as choice, or the natural freedom of self-’
determination, is only an aspect of, and subordinate to, genuine freedor;u
Similarly, freedom as action, or the circumstanti.;l ireédom of self-realization,
is considered to be only an aspect of, and suborglinate to, genuine freedom.

Both contribute to a correct conception of freedom, but by themselves they

Mne freedom. Genuine freedom seems to be a product of the interaction
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of choice and action. It depends on the successful execution of choice. This
is the freedom that Adler calls the acquired freedom of self-perfection, and
it Is its conditions, characteristics and conse‘quencé’s that will be examined
next.

It should be noted from the outset that the acquired freedom of
self.—perfectlion presupposes man's natural ability to choose, and favorable
circumstances under which to act. It is, in fac:t', the fulfillment of choice
and action. When choice oclcurs without action, there is only the illusion of
freedom, partial freedom, or a mere potentiality of freedom. Conversely,
when action occurs without de&iberaté cho'ice, the result is either partial
freedom, the illusion of ireedom, or freedom underst-bod as no more than
a potentiality. Complete or genuine freedom is acquired when choice is successfully.
executed. Such freedom therefore combines the conditions and characteristics
of choice and action. It u?:ites the posifive notion of freedom as choice with"‘
the negative implication of freedom of action. In the case of the natural |
freedom of self-determination, it has been indicated that thETﬁdivi_dual determines
‘what he wants to do or be. This aspect is reflected in the acquired freedom

O

of self-perfection which, even as the name implies, is the process by which

. . 234 . o
man becomes more rational, more social, and-more moral. 1t is the organization
]

234, Dewey and Tufts, Ethics, p. 7. See ch. 4, p. 291-292 infra for
the tension that this creates between his avowedly empirical values and his
apparent tendency towards a hierarchy of values, and towards ultimate or
absolute ends, values and principles. : '
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of choice in such a way that it becomes ha'bith énd character.235 The process
of acquiring freedom as self-perfection is, therefore, one with the process
of forming a highly-organized self, of building up a socia] self, and of acquiring
habit and character. In this process, the -apparent opposition between the
individual and society, which a consideration of chqite and action separately
gives rise to, vanishes. Laws, norms, rules and regulations are no more obeyed
willy-nilly or blindly. Rather,. they are deliberated upon, ass;essed,_ and _critic-:ally
analyzed before they are accepted as right and good, and therefore as valuable
for meeting individual needs. This process of interiorization is described by
Dewey as a prerequisité for attaining the acquired freedom of self-perfection:
" What is needed is that the more rational and

social conduct should itself be valued as good,

and so be chosen and.sought; or in terms of control,

that the law which society or reason prescribes

shogld be consciously thought of as rlgh%gsed

as & standard, and respected as binding. :
This process of interiorizing social norms demands knowledge if the valuation
of conduct it calls for is to be-successfuldy effected. An individual needs
such knowledge in order to be able to judge and accept the law as right, l.JSE
it as a standard, and respect it as binding. The a'c'ci{iir_i‘ng of complete genu'ine
freedom of Self—perfection, which comes from this process, therefore demands

a certain state of mind or character, namely, a knowledgeable, deyveloping

or growing mind. It calls for a mind that is equipped with the knowledge of

235. id., ibid., p. 9

236. loc. cit.
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law;, understood as relations in change. 1t must.be a mind which is aware

of its needs, the conditions of their realization, and the consequences of trying
to realize one or the other of those needs. In other words, it needs a mind .
that is disciplined by its experiences, or a mind which exercises self-contro.i.
The individual with such a mind is the virtuous knowledgeable individual,

who enjoys the freedom of self-perfection: "only persons who have developed

237 Almost

a certain state of mind or character enjoy a certain freedom."
" anybody can choose; almost anybody can act. But only the disciplined person
can choose and act in such a way that he realizes the ‘freedom of self-perfection.
Probab]y,.t'his is why Adler maintains that "authors who advance thec‘nries
of a'cq.Ltl-l’rei:l freedom usually seek to reform fnen, not sdciet} or the environment.
For them, no freedom can be gained, nor anyone become free, except by
a change in the individual himself."238 _Fortunately, Adler carefully squeezed
in the word "usually", which covers exemptions such as Dewey's theory of
freedom. For, Dewey-does not orﬂy seek to reform men, iaut also to transform
society or the environment. According to him, ther-e can be no change in
the individual, no reform of men, without interaction with the envir;nment.

'
It is such an interaction which calls forth adjustment, and the latter involves.
a change in all parties involved in the interaction. That is wh.y the _acquisiti.on

*

of genuine or complete freedom calls for more than the mere elimination

°

237.'Adler, The Idea of Freedom, p. 134.

238. Adler, ibid., p. 126.

e
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of oBsfructions. It also demands positive and constructive changes in social
arr@ngef’r‘neﬂ']ts.239 But such changes are merely opportunities to be utilized.

And they can be utilized only by the individual with the technical know-how,
that is, the individual who has the discipline or self-control. In this conception
of fr.eedorn, there .is a marriage of choice and action, a unity cﬁ the internal
and external aspec—ts' of freedom, and a meeting of Dewey's r;aquirement that
the "external and physical side of activity cannot be separated from the internal
side of activity; from freedom of thought, desire, and pn.lrpose."zl"O Such

a unity goes hand in hand with a view of the "self", éspecially of the growing
self, as the principle of freedom. For, freedom depehds on something that

' procéeds from the self (cﬁoice), and expreése’s itself in action which achieves
something for the self, namely, self-perfection. In this sense, Dewey's notion

of freedom is similar to the conception of freedom found in individualism,
which places emphasis on the individual. But it differs from it because the
principle of freedom is not, as in individualism, the whole individual understood
as opi)oséd to others in the society. To Dewey, the principle of freedom is

the better or higher self, that is, the growing or developing self. His notion
of‘freédom also differs from that of individualism because of its emphaﬁs

on the social aspect of freedom. In his view, the better, higher or growing

self, which is the principle of freedom,. is such only by virtue of its interaction

—

239. See Dewey, Philosophy and Civilization, p. 281-282.

240. Dewey, Experience and Education, p. 61
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with environmental conditions. Th;e requirement of interjorization of laws,

.
rules, norms and regulations emphasizes social responsibility without sacrificing
individuality. Obedience and compliance result only from the acceptance,
by intél!igence, of what is right or ,good.,241 rather than from the coercion
exerted by fear of what may befali the individual if he transgresses social
laws, norms' or regulations. This preserves individuality, but it is an individuality
that does not stand aloof from society. Dewey's conception of freedom is
therefore a coné:eption in which the dualism between the individual and the
society melts away because freedom, like morals, "is as much a matter of
interaction of a person with his social environment, as wa.lking is an interaction

242

of legs with a physical environment." Such freedom is not a datum, or

an integral aspect of human nature. It is a possibility which can only be actualized

through interaction with objective conditions.zu These objective conditions

include economic factors such as business and finance, as well as political
!

241. This reference to what is right or good raises the question of
a criterion or criteria of goodness and rightness, which tend to suggest a
hierarchy of values, and to imply absolute ends, values or principles. See
also ch. &, p. 291-292 infra. :

242, Dewey, Human Néture and Conduct, p. 318.
s

243, Cf. Dewey, Philosophy and Civilization, p. 297-298. See also
chapter two, p- 109-114 supra, for Dewey s conception of interaction as a
generic trait of nature.

1y
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factors or social condit‘ions whic'h are reflected in insti_tutions, laws, morals,

customs and culture. They also include the state of physical science as indicated
\by the knowledge of laws uriderstood as constant and uniform relations in

change, as well as fine and technological arts. Mora! life, which is expressed

in attitudes and dispositions, as well as friendships and family life, also constitute

these objective conditions.zw

Howé\-;ér, a more vital objective condition, one that preSupposes
a metaph—ysics, is that there must be contingency, which Dewey views as
"y necessary although not, in mathernaltical phrase, a sufficient condition
of fre:lredom".zt'(5 It is a condition which involves a metaphysics that does
not eﬁnphasize_ Being or Becoming, but Beir*:g—in—i'cs-becorning.zl1l6 It 1mblies -
a world-view in which constituents of the world are not completely tight
and exact, th‘af is, the world itself is not "already done and done for", or
¢ its character. is not entirely ééhieved. In other w&rds, it implies a world

in which change is genuine, and uncertainty is objective. Dewey maintains

that without such a world-view, there would either be no room for freedom

-

. 244, Dewey, Freedom and Culture, p. 6-13, and Dewey, Phl]OSOEhX
and C1v1hzat10n, p. 298.

245. John Dewey, The Quest for Certainty: a study of the relation
. of knowledge and action. New York: Minton, Balch, 1929; Putnam, 1960
(c 1929), p. 249. See chapter 2, p. 90-114 supra, for the underlymg metaphy51cs

246. Dewey, Experience and Nature, p. 123: "Things have potentialities
-or are instrumental because they are not Being, but rather Being in process
-of becoming." .
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at all, or there would be just enough room for freedom of efficieng\y in overt

247 To him,

action, which does not constitute genuine or complete freedom.
genuine freédom is possible, or it can be realized, only if the world is risky,
uncertain and unstable. It muslt be a worlgi with irregular, inconstant,
persistent, sporadic and episodic dangers, or a world in which past consequences
dog the present, rendering it ominous, and making the future more unknown

and perilous.zq18 In short, the underlying metaphysics is one that recognizes

as genuine the precariousness, incomplete‘n-ess, andd}he .contingency of

nature. Freedom is therefore looked for and is found "in becoming, rather

than in static being"zag

250

since contigency is an ultimate and irreducible
trait of existence. It may be pértinent 10 point out that becoming,

in this context, is contrasted with "static be@ng", whatever that may

mean, and not with "Being", in order to clear the misconception that
freedom is a part of human nature. The contrast serves to point out that "we

have no divine right to freedom. (That) we have only the moral obligation

to solve the moral problem: how can we continuously enhance freedom and

247. Cf. Dewey, Quest for Certaiaty, p. 209 and 249, and Human
Nature and Conduct, p. 284.

21{8. Dewey, Experience and Nature, p. 43. °

249. Dewey, Philosophy and CivilizatloV{, p. 293. -

ﬂ |

250. See chapter two, p. 105-107 supra.
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-
-

secure that freedom for more men"“251

In other words, it helps to indicate
that freedom is a potentiality, or a possibility, which awaits actualization
through hurr;an choice and action. Qutside of such a context, the term "static
being" is éither a misnomer or simply meaningless because once there is
Being, it is active, and it is this éctivity of Being which elementary metaphysics
recognizes when.it avers that there is Being in Becoming and Becoming

in Being. In short, there .is no such thing as "static being". Similarly, outside
the context of maintaining this contrast, and of emphasizing the potentiality
of freedom, it wou‘ld be wrong to say that freedom is looked for, and is found,
J'in becoming' because there can be no Becoming if there is not something
which becomes, that is, .if there is no Being. It would therefore be most
appropriate to state that ffeedom is found neither in Becoming nor in

Being, but in Being~in—its—Becoming.252 It may be important to keep this

in mind if the.statement that freedom is sought for and is found in beqSﬁTng,
rather than in static being, is not to be misunderstood. [t is another way

of calling attentidn to the fact that the underlying metaphysics of Dewey's

notion of freedom does not recognize only the precarious, incomplete and

-

251. L. P. Williams, "The Expenmentahsts Concepuon of Freedom",
in Educational Theory 4, April 1954, p. 111. A Similar ‘idea is expressed by
Dewey in Philosophy and thzanon, p. 35, and in Individualism: Old
and New, p. 124.

4

252, Vide p. 235, footnote no. 246 supra.
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.

the contingent in nature. It also recognizles the presence and the active

role of the stable, recurrent, settled or‘ the uniform. Indeed, nature is viewed
by Dewey as "an intersection of spontaneity and necessity, the régu]ar and
novel, the finished and the t:n=:ginning."253 He clearly réalizes that there )
can be no sett_ljng of the doubtful without its adaptation to stable objects.

Being, the universal, or the stable is therefore recognized as the instrumentaliﬂty,
or as the efficacious condition of the occurrence of the unique, unstable

and the passing.zsq This is Dewey's clear statement thét there can be no
Becoming without Being, just as he poinfs out that without Becoming, Being

is either dead or meaningless, when he speaks of "static being". He sees

ing. Prediction and control of Becoming,

Being_in Becoming, and Becomi él
change, the unstable and the precarious is facilitated by Being, or by the

stable and the recurrent. Nature is viewed as an intricate mixture of the
stable and the unstable. lndéed, it may not be too wrong to say that what

is often called aﬁa contrasted as "being" and "becoming" are none other

than two bhases or aspects o e and the same thing, namely, Being. "Being"
connotes the relétivelx static aspgct of Being, while "becoming" connotes

its a'ciive aspect. Neither one nor the other, by and in itself, constitutes Being.
Rather, Being is a product of the continuity and interaction of the relatively

static with the dynamic. It is this mixture, continuity or interaction, which

. 253. Dewey, Experience and Nature, p. 360. See also chapter two,
p. 105-107 supra. '

254, id., ibid., p. 116.

{

o
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sets the problems and issues of life, or of science and philosophy, the issue
of freedom being a particular instance of these problems and issues. It is
therefore a problem whose solution requires the genius of science, as well

as aof philosophy. It calls on philosophy to discover the stable traits of nature

so that science may utilize them in its predic'cicms.255 Philosophy is also ,

cylled-upon to declare that without the world being such a mixture, th‘ér’e _
wolld be neither <:on5ciou.<>ne55256 nor 1:hinking,257 and therefore there would
freedom. There would be no room for choice because "there can be

25% Neither would

no choice without unrealized and precarious possibiljties.”
there be room for action because "a thing 'absolutely' stable and unchangeable
would be out of the range of the principle of action and réaction, of resistance

and leverage as well as friction."%”?

The mixture of the stable and the unstable,
the continuity and interaction of Being and Becoming or, better still, Being-

in-its-becoming, is therefore the condition of individual or personal freedom.

255. Ci. Dewey, op; cit., p. 160
256. Dewey, ibid., p. 312
257. id., op. cit., p. 69-70

258. Dewey, Human Nature and Conduct, p. 283.

259. Dewey, Experience and Nature, p. 71-72.
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It cannot be otherwise because it is this mixture that sets the problematic
situation, which is necessary for actualizing freedom. Dewey maintains that

it 1s this mixture that "creates doubt, forces inquiry, exacts choice, and imposes
e . A n260
liability for the choice which is made.

" :
for the actualization of genuine or complete freedom thus presuppose a metaphysics,

The "objective conditions" necessary

not of Being or of Becoming, but of Being-in-its-becoming.
- . ! - ;
However, genuine-freedom understood as the freedom of self-perfection
demands more than just these objective external conditions. It also demands

that the objective external conditions be supplemented by what may be referred

‘10 as subjective internal conditions. These latter conditions may even be

-4

considered to be more vital to the realization of genuine freedom because,
to Dewey, "the only freedom that is of enduring importance is freedom of
intelligence, that is to say, freedom of observation and judgement exercised

261 The individual

in behalf of purposes that are intrinsically worth while."
who wishes to attain this genuine enduring freedom must therefore exercise
some power of reflection, knowledge and insight in forming his convictions

and attitudes. Dewey states that the exercise of such powers must be "more

. 9 ‘ ‘
personal in the sense of being more conscious in choice and more voluntary

260. id., ibid., p. 421 | . .

" 261. Dewey, Experience and Education, p. 61. See also chapter two,
p. 81-82 supra, for Dewey on intelligence.
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in executi'c;i'i."262 If the freedom te be attained is not to be a mere eninterrupted

and Lmimpede'd.ex-ternai activity, man must brace hi;_nself up to conquer,
: s

by personal reflection, those obstacles and difficulties which prevent intelligent

choice from overflowing into intelligent action and spontaneous success.

He has to call his power of thought into-play by foreseeing the possibility '

of the as-yet-non-existent, forecasting steps that will lead to the actualization

of such a possibility, and letting his ideas guide and be tested by his actions.

¥

The thought factor, or the reflective power in man, has a yi'ta'I role to play

in the realization of genuine freedom. It is in careful, thorough, and continuous

-

reflection that preference is raised to the intelligent preference which is -
choice. It is because of such reflection that action ceases to be mere external,
uninterrupted or unimpeded activity, and becomes the intelligent action which
.rea-lizes intelligently chosen ends. Reflection, then, introduces the idea of

an active, g-rewing, or developiiig self as an element in freedom. It enables

the self to "learn" from-its experiences, including even its mistakes. This
"learning' is one with discipline, self-discipline or. self-control. It reminds ‘
man that freedom is not a mere absence of extei’nal restraint. Rather, it
emphasizes the use of intelligence and. co-operation in assessing possibilities,

and in using such possibilities for purposes of self-recreation. This is why

the concept of discipline understood as sel{-discipline or seif-control, rather

™

than as the authoritative-imposition of purposes and of means of realization,

is important for a complete notion of freedom in Dewey. Discipline, in this

,

262. Dewey and_Tufts, Ethics, p. 353. e

-

-
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sense, involves allowing the higher self to have-thé upper hand in decisions of
purposes, and of the means of acﬁievement of such purposes. And the higher
self263 in Dewey,'- is a moving, developing or dynamic self. It is one that seeks
out and utilizes new demands and occasions, readapting and remaking itself
in the process, rather than mere‘!y.relying on past habits\. Discipline, in this .
sense, therefore demands knowledge on the part of the self, namely knowledge
of the conditiorfs under which a choice arises so as to be able to form choice .
intelligently, rather than haphazardly in a stupid and dumb manner, as well
as_knowledge of laws of nature, that is, of constant and uniform relations in
change, so as to use them in the realization of choice. Knowlecige ié therefore
intimately bound up with bewey's notion of freedom. It seems that knowledge
and/or intelligence is actually the key to freedom. Man is not freed by just
aﬁy choice realized through just any action, but by int'el'ligent choice executed
intelligently.

It ma')’rg be pertinent to ﬁote that this freedom, in jts tripartite character,
is the core of democracy as conceived by Dewey. It 15 Dewey's democratic ideal

without which democracy "is nc:J'ching."ZG!'l Sometimes, he even maintains {

263. This reference to a higher self implies some hierarchy of values,
and connotes absolute ends, values and principles, thereby creating a tenston
in Dewey's avowedly empirical metaphysics and axiology (vide chapter 2, p.
90-114 supra, for Dewey's empirical metaphysics).

~

i, 264. Dewey, "The Ethics of Democracy" in The Early Works I, p. 245.
See also chapter 4, p. 319-327 infra, for a more detailed discussion of the relation
between democracy and freedom, and chapter 2, p. 120-139 supra, for a :
discussion of Dewey's democratic ideal.
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that "democracy is freedom."zﬁ5 Later, in Freedom and Culture, he states

that his faith in democracy is one with his faith in man's ability to achieve
freedom for every individual. ]t is "based on faith in the ability of human

nature to achieve freedom for individuals... ."266

Thus, democracy is nothing
without freed;rm It is, mdeed freedom. And faith in democracy is one with
faith in the attainment of freedom In other words, freedom i§ Dewey's democratlc
ideal. And, as this thesis implies, it is also Dewey's educational ideal end

and method. The present writer therefore posits that it is in.terms of Dewey's ~
aerhocratic ideal of freedom that his concept of gfowth can be best explained.

To pursue this hypothesis further, an.attempt is made, in the next section,

to investigate whether there is actually any evidence in Dewey to support

it.

265. Dewey, "Christianity and Democracy", in Early Works 4,-p.
8-9. :

-

266. Dewey, Freedom and Culture, p. 162. This is reaffirmed in
various other works such as "The Economic Basis of the New Society", in
Intelligence in the Modern World, p. 425; "Democracy in Education", in Education

Today, p- 62, 73 and 363; "Academic Freedom“, in Intelligence in the Modern

World, p. 721-725; "The Social Significance of Academic Freedom", in Education

: Todax, p. 322; and Democracy and Education, p. 305.

(

N &
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ill. Growth, Freedom and Education

In Dewey's consideration of education as growth, there is found
the following rather suggestive remark: "When it is said that education is
development, everything aepends upon how development: is conceived."267
This section is therefore an attempt to indicate tl;at there is sufficient evidence
in Dewey to suppo:;t the thesis that growth could be advantageously conceived
as freedom, or as "growth in freedom™. Findinés .in the previous sections are
used to correlate the elements or traits of-growth and those of freedom.
Reference ié also made to some passages from Dewey's works, which are
. indicative of such a close relation between his concepts of grm:fth and freedom
that they tend to justify the conaaption of growth as freedom. Ultimately,
the aim is to resolve one of the two major problems of the thesis as stated
in chapte:; one,“namely, to verify th;at ther_e is sufficient evidence in Dewey
to support the thesis that growth could be advantageously conceived as freedom, .

interpreted as freedom, or explained in terms of freedom.
. A. Correlative Components of Growth and Freedom

It rﬁay_ be noted that the two previous sections reveal almost a one-
to-one correspondencé betweén the componer{ts or traits of growth, namely,
growth as intellectual, social and moral development,.and those of freedom,
namely, the natural 'f;rgedom of self-determination, the circumstantial freedc;m
of seli#ealizatio‘n, and the acquired freedom of self-perfection. Such a

correspondence or correlation may be presented in tabular form as follows:

267. Dewey, Democracy and Education, p. 49.
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y ‘
'TRAITS OF GROWTH. ASPECTS OF FREEDOM
1. Growth as intellectual I. Natural freedom of
. 268 L. 269
Development. Self-Determination.
Entails: Involves: ‘
A a) active participation, ‘a) preferential a"ct.lon,‘ active
. ' activity or action partigipation or activity
) (sect. 1, p. 155-157 supra); (sect. 2, p. 203-205 supra);
B b} cultivation, preservation b) development of thought,
and melioration of thinking or intelligence
reflective thought, {(sect..2, p. 205-206, 207-209
thinking or intelligence supral; '
(sect. I, p. 153-154 supra);
c) problematic situations ¢) problematic situations
(sect. I, p. 160-162 supra); (sect. 2, p. 206-209 supra);
d) formation of new purposes, d) setting of goals, aims, -
or modification of existing ends, and purposes
ones {sect. I, p.- 157-158 supra); (sect. 2, p. 206 supra);
e) affectivity, that is, impulses, e) affectivity, in terms of needs,
\.\_ attitudes, desires, needs, and preferences, impulses and /-\
emotions Jsect. I, p. 162-164 desires (sect. 2, p. 206, 208
4 .
p supra). supra). '

DEWEY ON GROWTH,

268. Vide Sect. 1, p. 153-165 supra.

269. See Sect. 2, p. 203-212 supra.

ir
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TRAITS OF GROWTH.

Il. Growth As Social Development.

270

ASPECTS OF FREEDOM.

1. Circumstantial Freedom of

Involves:

a) emphasis on activity,
‘a view of the individual
and society as correlative

to each other, and of

development as 6ccurring
through interaction between
oy , the two (Sect. I, p. 169-174 supra);

b) development of habits of
 judgement, of learning from
experience, that is, development

of intelligence

(Sect. I, p. 166-167 supra);

c) maintenance of balance
between the individual
and spciety
(Sect. I, p. 173-174 supra).

Self-realization.?’ !

Entails:

a) emphasis on action, and

a conception of the individual
or of man as continuous with

nature, and of freedom as

resulting from interaction
with nature and society
(Sect. 2, p. 213_—221 supra);

- b) development of the habit of

considering consequences,
that'is, development of

intelligence

(Sect. 2, p. 217-218 supra);

c) adjustment in terms of a

balance between the individual
and his environment, both
natural and social

(Sect. 2, p. 213-217 supra).

270. Vide Sect. I, p. 166-177 supra.

" 271. See Sect.. 2, p. 212-224 supra.
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TRAITS OF GROWTH.

I1l. Growth as- moral

DeveJoEment.272

Entails:

a) interaction between
individual and sg}cial
elements, or interaction
of the self with the
environmeri:p, ot of the
individual with the society
(Sect. I, p. 138-189 supra);

b) affectivity, in the sense that
impulses are the raw materials
for moral development -

(Sect. 1, p. 178-184 supra).

ASPECTS OF FREEDOM.

11l. Acquired Freedom of
273

Self-Perfection.

. Involves:

a) interaction between choice
understood as representative
of what is indivfdual, and
action understood as
representing social elements
(Sect. 2, p. 225-233, 235-240

supra);

b) affectivity, represented By -

choice as intelligent preference

and as involving the
sublimation of impulses, needs
or desires

(Sect. 2, p. 225-228

supra).

2A. Vide Sec,t??l, p. 177-189 supra.

o

. 273. See Sect. 2, p. 225-242.supra.
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It is apparent from the above table that the major traits, components
or aspects of growth and those of freedom do correlate. Among ‘other
things, both concepts involve intelligence, knowlédge, or the cultivation,
_ preservation and melioration of reflection, reflective thought or' reflective
thinking; action, activity or active part1c1pat10n on the part of the individual;
foresight and evaluauon of consequences, formation of new purposes
or modiﬁcation of existing ories; choice; the resolution of problematic
situations; affectivity, that 1s, impulses, attitudés, desires, needs, preferences
and emotions; as well as a view of the individual and of society as cc;rrelative
to, and'.as interacting with, each other. Such a correlation and close
relation apparen.tl_y warrant the interpretation; understa‘nding,‘expiénation
or conception of growth as freedom. Ancli since the correlation is a result
of an analysis of both concepts in'Dewey, it can be concluded that it
indicates some evidence in him-that supports the thesis that growth can
be viewed as freedom, understood as freedom, or explained in terms
of freedom. Such an evidence will be further specified by reference to
Dewey's conception of growth as the end of education, as well as to his
conception of educational method. It may be reiterated that the concern
in this section is not so much with critical issues involved in Déwey's
conception of growth as the end and method of education, asit is with

indicating some evidence in such a conception, which supports the thesis

that his corfcept of growth can, and should be, conceived as freedom.

. B. Growth, Freedom, and the End of Education
It should be noted that Dewey offers the prmmples of cont1nu1ty

and interaction as the crxterla for distinguishing between educative and
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miseducative experience, the former yielding educative growth, and
the latter stunting such growth.274 The principle of continuity of experience
" “rests upon the fact of habit, which Deivey describes as follows:

1

" The basic characteristic of habit is that
every experience enacted and undergone
modifies the one who acts and undergoes,
while this modification affects, whether 3
we wish it or not, the quality of subsequent
experiences. For it is a some\f;;t different
person who enters into them.

Of particular interest to the present inquiry is the c'oncept of self-modification,
that is, of forming or determining a new self, which is involved in Dewey's
distinction of educative from miseducative growth. For, in discussing

his conception of freedom as the natural freedom of self-determination,

choice was indicated to be "the most characteristic activity of a self",
revealing the existing self, and forming the future self. It was shown

to be a power of self-creation or of self-determination, and therefore

to justify the classification of the freedom associated with it as a natural
freedom of self-determination.?’® Dewey's conception of educative

growth as being distinguished in terms of the modification of a self,

of habit or of self-creation, is apparently this capacity of a self to choose

and, in choosing, to determine "what sort of being a person most wants

/

274. Vide Dewey, Experience and Education, chapter 3, p. 33-50.

275. id., ibid., p. 35.

276. Vide Sect. 2, p. 211-212 supra.
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to become."277 It is therefore to be uncierstood as that aspect of i-reedom
whioh has to do with choice. It col’hes thl;ough choice, which involves
;che reorgénization, reconst.ruc_:tion, and the transformation of personal
habits and dispositions;'a transforﬁatioh that yields order, unity, méanings
and significances in experienoe, making it more valuable and more perSonal.
As such it is to be understood as the natural‘freedom of self-determination, .
Wthh has been shown to be also anchored on choice. 278

Dewey further rnamtams that habit, a factor in hJS conoepf:c T
of growth can be acquired through repeated responses to recurrent s‘hmuh,
~ that is, without the individual being aware .of its import, or without his
knowing what he is about. Such a habit possesses, moves Dr controls the
1nd1v1dual and it is exemplified by a child who may be made to bow every
time he meets a certain person by pressure being applied on his neck
muscles so that bo»ﬁng beco‘mes automatic, or a habit in the sense of
habituation. Dewey maintains that habit understood as habituation does
not enter into his conception of educative g‘rowth- "There may be training,

279

but there is no education." To achieve growth the’ 1nd1v1dual must

be aware of what the habit accomphshes, as wel] as evaluate the consequence

+

277. Dewéy and Tufts, Ethi;:s, p. 317, quoted in Sect. 2, p. 211

supra. .

278. Vide Sect. 2, p. 203-212 supra.

279. Dewey, Domocracy and Education, p. 29.
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Sk

of such an accomplishment. He must know what he is about, perform

the act for the sake of its meaning, that is, with an end in view, and
‘ . 280 |

/

evaluate the consequences. In other words, the active habit that yields

educative growth has to do with intellig’ence, thought or reflection, that
is, it involves the formartion of intellectual dispositions: &
'A habit also marks an intellectual disposition...
Modes of thought, of observation and reflection, .
enter as forms of skill and of desire into the
habits that make a man an engineer, an architect,
a physician, or.a merchant. In unskilied forms.
of labor, the intellectual factors are at minirmum™.
precisely because the habits involved are not
- of a high grade. But there are habits of judging
and reasoning as truly as of handl'i‘ng a tool, 281
painting a picture, or conducting ‘an experiment.

To attain educative growth, the individual must acquire habits that involve
intelligence, thought and reflection. They must be habits of judging and

reasoning with respect to consequences because Dewey states specifically

-

that "active habits involve thought, invention, and initiative in applying

282 Apphrently, Dewey is referring, in this context,’

283

capacities to new aims."

to growth as intellectual development. And in analyzing his notion

280. id., ibid., p. 29-30. x
28]. Dewey, op. cit., p. 48.
282. id., ibid., p. 52-53.

283. Vide Sect. I, p. 153-165 supra.
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A

of freedom, choice was seen to be an’intelligent pr@ce that characterizes
freedom as the natural f_reedom of self-determination. It was seen to

be a preference that is farmed after consideration of consequences,zgq

and it was 1nd1cated that 1ts characteristics include fleXJblllty, anticipation

. ,\ -

of results, m51ght and foresight, and an active acqmsmon or formation

of habits, which signifies the factor of individual pax-t,lc_u:)aitlon.285 In

other words, it is characterized by the development ofd\rwtg!ligence. And

it is such choice that forms the core of Dewey's notion of freedom understood
as the natural freedom of self-determination.2> Since it is characterized

‘by intelligence, just as that habit which-Dewey specifies as yielding growth’

understood as intellectual deveIopme‘nt,zg? it serves as a piece of évidenc’é(
that supports the interpretation of growth, understood as intellectual
development, in terms of the natural freedom of self-determination.

The active formation of habits, the making of intelligent preferences

or choice, as well as the educational process are therefore processes

|
C

284, See Sect. 2, p. 207 supra.
285. Vide Sect. 2, p. 206 supra.

* -
236. See Sect. 2, p. 203-212 supra.

287. Vide p. 251-252 supra.
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288

of "continual reorganizing, reconstructing, transforming." There is

an indication that the first process yields intellectual development understood
x

as a trait of growth, and that the second yields the natural freedom of A
4

carle
self-determination, but a question mark hangs over the product of the

third process, that'is, the educational process. The present writer maintains,

. however, that the d_iscussidn up to this point indicatgs that there is some

L

evidence, in Dewey, which supporgs the viewing of the educational process
as also yielding a trait of educasti;'e gr_owth, namely, intellectual development,
and which supports the conception of S\L\J‘Ch growth as the natural freedom
of self—détermination. In other words, some ev';dence is found in Dewey
for conceiving intellectual deve]opﬁent, which is a trait of growth, as
the natural freedom of self-determination, which is an aspect of freedom.
o It should also be noted that Dewey distinguishes between the
internal and the ex‘cernal,289 or between the relatively passive and fhe -
active aspects of éxperience. The former "influences the formation of /

attitudes of desire and purpose", while the latter "changes in some degree

the objéctive conditions under which experiences are had.n?%0 It is pertinent

, to point out that the internal aspect of experience, to which Déwey refers .

A

283. Dewey, Democracy and Edugation, p. 50.

289. Dewey, Experience and Education, p. 39.

290. loc. cit.”
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in this context,-corresponcfs with choice understood as an element in

his concéption of freedom as the natural freedom of self-determination.
However, the present concern is wit,ﬁ the active or the external aspect
_of experience, which refers to action, or to the power to act, understood
' as an element in.Dewey's conception of freedom as the circumstahtial

291

freedom of self-realization. Just as the active aspect of experience,

which characterizes educative growth, indicates that "all human experience
292

is ultimately social", and changes objective conditions, so also does

action indicate the "social dimension" in Dewey's conception of freedom
.-as the ci.i'c'umstantial f-i;eedom of self-realization, and changes objective |,

conditions if the ends, aims.o;' purpose that are chosen, are to be realized.
) AAnd this power to act, activity, active participation or action, is necessary

fof the actualization of t.he circumstantial freedom of self-realization,just
as it is necessary for the attainment of growth understood as social

development.293 Moreover, Dewey emphasizes "contro]" as essential

for .growth.z?q Pointing out that a living befné ﬁses‘surrbunding energies

}

251. Vide Sect. 2, p.-212-244 supra.

232. Dewey, Experience and Education, p. 38.

293, See Sect. 1, p. 166-177 supra.

294, Dewey, Democracy and Education, p. 1-4.
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in its own behalf, turning them into means of its own conservation, he
states that,

Understanding the word "control" in this sense,

it may be said that a living being is one that

subjugates and controls for its own continued " C .

activity the energies that would otherwise

use it up. Life is a seIf-renewmg proc %

through action upon the environment.
The result of this control, which the organism exerts on its environment,
is that "it grows."296'lt appears therefore that control is essential for
growth. And with respect to freédbm,.control was also indicated as the
characteristic of that action which yiélds the circumstantial freedom

297 o : o '

of self-realization.?”’ Such an ‘action was viewed as involving some control

over man's environment, or as aiming at some control over the flux,

the changes or the unstable elements in nature. And Dewey maintains
298

" that "this contgol is the crux of our freedom". At the same time,

it is the source of the growth of the organism, making possible the actualization
of unrealized future possihilities. Since ¢ontrol is the Crux of man's freedom,

and-since it yields growth, the present wnter maintains that it serves

295. id., ibid., p. 1-2.
236. Dewey, op. cit., p. 1.
297. Vide Sect. 2, p.,215-217 supra.

1

298. Dewey, Human Nature and Conduct, p. 311. See also sect.

2, p. 216-217 supra.. : /
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as an evidence, in Dewey, for conceiving of growth as freedom. Such

an evidence is made mor€ convincing by an analysis of Dewey's discussion ,

299 - "

of "Habit.s as Expressions of Growth". His definition of habit, for

example, indicates that it is a form .of action:

A habit is a form of executive skill, of
efficiency in doing. A habit means an ability
to use natural conditions as means to ends.

It is an active control of the organs of action.

300
This definition virtually identifies habit with action. But while habit
"expresses" a trait of growth, action is an element in that aspect of freedom
which has been referred to as the circumstantial freedom of seIf—realization.:"01
Moreover, Dewey links this definition of habit with his conception of
education as growth. He writes:

Education is not infrequentlyﬂ' defined as

consisting in the acquisition of those habits

aj-effect.an adjustment of an individual

and his environment. The definition expresses

an essential phase of growth. But it is

essential that adjustment be understood in its

activsosfnse of control of means for achieving
ends.

299. See-Dewey, Democracy and Education, chapter 4; p. 46-48.

*

300. id., ibid., p. 46.

301. Vide sect. 2, p. 212-244 supra.

' : »
302. Dewey, Democracy and Education, p. 46. =
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.In other words, Dewey's definition of habit, as well as this frequent definition
of education, indicate that habit is aétion; or an active contro! of {he Y
environment; that education is the acquisition o£ such a habit, and that
tjhis definition of education expresses an ess.e_ntial phase of growth, namely,
growth understood as social development. This, of course, is in the co_htext.
of "education as growth". In the sphere of freedom, both definitions similarly
indicate that action is habit, or an active contro! of the énvirdnment;

‘that education is the;:acquisition of the power of such an action, and

' that this definition of education expresses an essential phase of-freedom,
namely, the circumstantial freedom of selfl—fealization. It can therefore
be concluded that both definitions offer an evidence, in Dewey, for me;ihtaining

*that his conception of education as growth, especially in' the sense of
growth as social development, would be best grasped if this link with
his notion of freedom is maintained. They in.dicate that educative growth
is not just an unqualified, directionless or undirected growth, but growth
in the circumstantial freedom of self-realization. In other words, they
indicate that Dewey provides the evidence that is needed to justify the
conception of social'development, which is a trait of grdwth, as the circumstantial
freedom oflﬁelf—realization, which is an aspect of his notion of freedom.

; i i
Dewey further points out that the significance of "habit's as
expressions of growth" is not limited to action. It has also an intellectual

element.303 He maintains that,
. / :

N

303. id., op. cit., p. 48.
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.Habits redu‘ce themselves’ to routme ways of
acting, or degenerate into ways of action to
which we are enslaved just in the degree in
which intelligence is disconnected from them.
Routine habits are unthinking habits: "bad"
habits are habits so severed from reason that
they are opposed to the cgpglusions of conscious
deliberation and decision.

In other words, Dewey has two senses of habit, _némely, habit as habituation,
which is acquired through mechanical routine or repetition, and which

gives tBe individual some external efficiency or motor skill unaccompanied
by thought, reflegtion, deliberation or intelligence, and active habit,

which fnvolves intelligence, deliberation and decision. Dewey maintains
that both senses of habit are needed for a proper; full or meaning_ful
understanding of his conception of education as growth. In his view, the
“one without the other "marks a deliberate closing in of surroundings

305

upon growth." If educative growth is to result, intelligence must be

fully and persistently invoked in the process of forming habits. The active
and passive or the external and internal aspects of habit must unite if

education is to be defined as the acquisition of habits, and if such a definition
}

is not to remain but a special phase of growth. If education is to be viewed

as growth, habit must not.be viewed as somethmg "apart from knowledge"

306

or frogn intelligence. This reference to the necessity of knowledge

304. Dewey, ibid., p. 49. .

[

305. loc. cit.

-~

306. id., op. cit., p. 339-340,
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or intelligencé, in the formation of habits, séems to be an apparent reminder
that neither intellectual nor social development exhausts Dewey's concept
of growth. It points to th_e.'need for the conception of growth as moral
development, which uﬁites the individual and the social elements qf both _
traits of growth.307 It also indicates a link or connection between Dewey's
concept of growth and his conception of freedom as the acquired freedom

of self-perfection. For, the a_cti\fe and passive or the external and internal

aspects of habit, which must unite if education is to be fully understood

as growth, find their correlates in the active and passive or the external

~ and internal aspects of freedom. These active and passive aspects of

freedom are action and choice, or the circumstantial freedom of self-

realization and the natural freedom of self-determination, which must

308

unite if the acquired freedom of self-perfection is to ensue. Neither

a consideration of choice nor of action individually gives a correct notion

of freedom in Dewey, justas neither intellectual nor social development

individually exhausts his cc;ncept of growth. Man does not grow only
intellec'tually or socially. Similarly, he is not viewed as enjoying gem-Jine
freedom if he possésses choice without action. Genuine freedom is enjbyed
only when the two unit_e or interact. And Devggy'v describes this unity

or interaction as “a circle", "an enlarging circle", or as "a widening .

307. Vide Sect. 1, p. 177-189 supra.

PP,

[}

k 308. See Sect. 2, p. 225-242 supra. /

~
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spiral".309 He also maintains that education, which he views as growth,

310 Moreover, he considers

is "by its nature an endless circle or spiral”.
interaction to be the second chief principle for interpreting an experience ‘l
in its educational function and force, maintaining that the word assigns
equal rigﬁts to both factors in experience, namely, objeqtive and internal
conditions, and that "any normal experience is an i'nterpla)-f of these two

sets of co'nditions."BH It should be noted that the {firs f rin(:iple,

eady been tonsidered

as it enters into the interpretation or conception of growth as freedom?y
Dewey views both principles as intercepting and as uniting, rather than

as separate from each other. And it is this active uniqp that provides

" 313

. :
"the measure of the educative significance and value of an experience".

It should be noted, in this context, that Dewey's reference to the union

- between the active and passive or external and internal aspects of habit,.

1 309. Dewey, Philosophy and Civilization, p. 286. See also sect.

2, p. 227 supra.

310. Dewey, The Sources of a Science of Education, p. 77.

311. Dewey, Experience and Education, p. 42.

312. See p. 249-254 supra.

313. Dewey, Experience and Education, p. 44-45.

<t
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as well as to the union between his two principles or criteria of educative
growth, corresponds with his emphasis on the union between choice ar.ld
action as essential for the acquired freedom -ofl self-perfection. The union
between the activg.and passive aspects of habit yields moral development
understocf as a trait of growth.3m Growth as moral development is
distinguished by this union, which also characterizes freedom as the .
acquired freedom of self-perfection. As such, it must be connected with
this aspect of freedom. In other words, it offers seme evidence in support
of the conception of moral development as the acquired freedom of self-

perfection. This becomes even more convincing when it is remembered

P |

{hat the acquired freedom of self-perfection demands a knowledgeable,
developir}g or growing mind, and that it is the process by which man
becomes more rational, i'ndre social, and more moral.315 In other words,
the acquired freedom of self-perfection epitomizes gréwth as intellectual,
social, |and moral development. And if, for Dewey, education is growth;
then, this interpretation pro#ides sufficient evidence for conceiving

of such'growth as freedom, or for interpreting it in terms of freedom.

It can be viewed as growth "in or toward" fre;edom. However, its conception

as‘growtﬁ in freedom is more faithful to Dewey's philosophy in general

than its conception as growth toward freedom, which can easily give

314‘. See p. 260, foétnote no. 307 supra.

315. Vide Sect. 2, p. 230-231 supra.
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the false idea of growth as "a movement toward a fixed goal", or as "having
an end, instead of b'iigg an c=:nci."316 In other words, freedom understood .
as-the principle or ideal that guides Dewey's educative growth, is not

an outcome that is guaranteed in advance. Rather, it is an eventual outcome,
an end that is tentative, prospective and expérimental, rather than u]tilmate,
retrospective and prescriptive. It is an achievement, rather than an innate
capacity, and it is aﬁ achievement that does not occur once and for all.

It is instead an ideal or an end that must be constantly rewon. As such,

it involves a constant renewal or re-enactment and sheds some light

on Dewey's rafher puzzling remark that the value of every experience

as a moifling force "C&I"'l be judged only on the ground of what it moves

317 For Dewey, what experience moves toward or into

foward and into."
is not a datum. Rather, it involves a constant setting of goals, purposes,
aims or ends, using impulses, insﬂncts, needs and desires as a basis. Ends,
in this sense, are more "man-made"” than "natural“.318 They are to be
"made", rather than to be "discovered". And it is in this senselof ends
that the Cbnceptio'n of educative growth as growth in freedom does not

contradict Dewey's conception of the ’process of growth, of improvement

316. Dewey, Democracy and Education, p. 50.

317. Dewey, Experience and Education, p. 38.

318. Vide ch. 2, p. 102-105 supra. - /

v,
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and pr.ogres‘s,.rather than the'static outcome and result, as becoming
the significant thing, or of ‘grow.t'h itself as being "the only more;l 'end'."319
OPI such a conception of end does jﬁstice to Dewey's conception of
growth as an educational end. And only such an understanding of end :
mekes growth an educational end that befits his conception of a democratic
society. It befits his idea of democracy because it is growth in freedom,
especially as freedom is understood in its tripartite character. To him,
educative growth must be viewed as "growth of individuals in the intellectual
springs of freedom.‘"32_q Growth, as the end of education, must be viewed
as growth in freedom becaﬂuge Dewey states rather nbrmatively that,

We sﬁSuld educate the young and the youth \

of the country in freedom for participation

in a {ree society... taking steps to make our

schools more completely the agents for
- preparation of free individuals j,?[ intelligent

participa’%n in a free society.
When Dewey conceiVes of education as growth, he is therefore not simply

. [y -
advocating educational aimlessness. To him,.education has an end even S -

though such an end may be considered to be inadequate. It is growth,
J . .

319. Dewey, Reconstruction in Philosophy, p. 177. See also
chapter 2, p. 90105 supra, for a fuller discussion of Dewey's conception .
of ends. Lo i

- , . . pY,

320. Dewey, Experience and Education, p.6l.

32}. Dewey, "Democracy and Education in the World of Today",
in Ratner (ed.), op. cit., p. 363. _
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L

but it is also more th_an an undirected or directionless growth. It is growth
in freedom. In other words, Dewey provides sufficient evidence for conceiving
of growth as freedom, at least in the sphere of his conception of educational

ends.

C. Growth, Freedom and Method
A )

- It should be noted that the issue of freedom in Dewey's conception
of educational method is a concomitant of the {:oncéption of growth
in freedom as the end of education. This is so bgdause existent ends have

to be reduced to indicative and implying means if they are to be multiplied -

and made se:cur&.322 Moreover, Dewey maintains that "mea:'ls—consequences .

constitute a single undivided situa’cicm."323 Any discussion of one wif_hout ,- C oy

the other is therefore likely to involve ::; misconception because, | ’ /
To talk about an educational aim when . ‘ a2

approximately each act of a pupil is dictated
by the teacher, when the only order in the
sequence of his acts is that-which comes from
the assignment of lessons and the giving 052#
directions by another, is to talk nonsense.

4 .
If any talk about growth in freedom as an educational aim is to be meaningful,
: < : .
“then, some room must be left for freedom in educational method. In

other words, any method that is to be used must be such that it can most

-~
»

322, Dewey, Experience and Nature, p. 131."
323. id., ibid., p. 397.

324. Dewey, Democracy and Education, p. 101-102.
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: . ‘
etfectively and efficiently attain growth in freedom. It must involve
th: learner in actively exercising choice and action, wﬁich are the two
vital components of freedom. It must be a method that takes into accounf
the three vital aspééts of Dewey's notion of freedom, namely, the natural
freedom of self-determination, the ci_rcumstan‘tial freedom of self-realization, -

and the acquired freedom of self-perfection.

With respect to the natural freedom of self-determination,

" Dewey delineates some fourfold impulses or interests which must be

taken hold of, directed and organized in order to obtain valuable results,

instead of allowing them to scatter or express themselves only impulsively.

These include "the interest in conversation or communication; in inquiry,
or finding out things; in making things,or construction; and in artistic

expression."325

He gives as an example of such an orga-nization of interests,
the case of a child who wants to make a box: Dewey maintains that what
is involved) in this ‘exar‘nple, is the making of the child's idea definite,

making it a ptan of action, as well as choosing the right kind of wood

discipline and perseverance, exercises effort in overcoming

.
»

“obstacles, and gains information.326‘ Another example of this organization

is that of the child who would like to cook. Dewey maintains that this

ot

325. Dewey, "The School and the Life of the Child", in Dewey
on Education, ed. by Dworkin, p. 61

1
L}

326. id., ibid., p. 55.

N
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is at first merely a desil:e to "mess around", perhaps just imitating adults.
Thus, a child gets impafient, for example, at having to experiment,
rather than\simply following a recipe in a cook-book probably as some
adults do. Dewey maintains that the role of the teacher in such a case
‘would be to exp_lr;\in thét it is not enough to cook, but also necessary
tq_undersfand the principle that is involved in the cook/ing. And such

an understanding cannot be achieved by simply following a recipe in

a cook-book. In other words, the child has "to realize his own impulse

by recognizing the facts, material and conditions involved, and then _

to regulate his iml[])ulse through that recogniticm'._"327 A third examplé

of the organization of interests concerns a child who wants to express

in picturesque form his conception c;f the primitive conditions of social
life whén people lived in caves. Dewey states that his picture depicts
“the conventional tree of childhood; a vertical line with horizontal branches

on each side."328

In his view, a child who is allowed to continue with
such drawings would merely indulge his instinct or impulse, rather
than exércise it. He therefore suggests that the child should be advised

to observe actual trees, and to compare them with that of his picture.

Dewey maintains that such advice would enable the child to make a better

¢ [ d

}

327. Dewey, op. cit., p. 56.

328. id., ibid., p. 57.
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drawing from'_combined observation, memory and imagination. He even -
maintains that this metﬁod, \i.r'hif.:‘h utiliz-es the impulses, instincts or

needs of the learner, changes the recitation from an examination of
knowledge already acquired to the free play of the learner's.communicative
instinct.329 In his view, such a change f‘ac'ilitates, for example, the teaching

of language. But above all, the examples of the organization of interests
/
or instincts, which Dewey gives, indicate that, '

It is possible to lay hold upon the rudimentary -
instincts of human nature, and, by supplying

a proper medium, so control their expression
as not only to facilitate and enrich the growth
of the individual child, but also to supply the .
results, and far more, of technical information

5 » | and discipline that hayg been the ideals of

education in the past.
In other words, attending to the impulses, instincts and needs of the
learner, as well as helping them to develop fully, pay dividends in terms
of the learner acquiring the discip.line, information and culture of adult

331

life, In Experience and Education, Dewey reiterates this point, even

though in a slightly different manner. He maintains that any subject-
I . .

matter must fall within the sphere of experience of the learner so that

the method of education becomes the method of progressively dexeloping
1)

- \j’

323%. Dewey, op. cit., p. 65.

330. id., ibid., p. 68.

331. id., op. cit., p. 69.
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what is thus experienced. In such a conception of method, the teacher

is assigned the task of selecting, within such an experience, things that

stimulate new ways of observation and judgement.332 What this implies
“

- ’ '.' . - - . . * .
1s made more explicit in Dewey's discussion of the meaning of purpose.
A Y

To him,

A purpose differs from an original impulse o
and desire through its translation into a plan
and method of action based upon foresight : -
of the consequences of écting under @ggn o
. - . ) . i
. observed conditions in a certain way. :
Educational method, in this view, entails the. guiding of the learner to
frame or form purposes,and to successfully execute such purposes. The
teacher has to be aware of the instincts, impulses and needs of the learner,

and to make suggestions concerning how they could be developed into

purposes that can be intelligently executed. Dewey delineates three

conditions that are essential for this transformation of impulses into

purposes. One of these conditions is the observatipn of ﬂrou%{ng conditions,
which the learner can do under the guidance of the teacher. Ti'?e second
condi'tion is some knowledge of past similar occurrences. Dewey maintains
that the learner obtains this knowledge by recolleption and by information,

as well as through the advice and waming of the teacher who has had

a wider experience. The third condition is judgement about what is observed

and recalled, and this constitutes the significance of both observation

i

332, Dewey, Experi-’gnce and Education, p. 73 and 75.

s 33g. id., .ibid., p. 69.
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and .recollection, in terms of the consequences that will result if what
is observed is__acted upon. It should be noted that this wholé€ discussion,
together with the examples that Dewey gives, indicates that Dewey's -
edufatiena-l method invelves the guidance of the'lea.rner in the framing
of purposes, using his instlincts, impulses and needs, and in successfully
executing such purposes. It should also be noted that such a conception
of method is very closely linked with Dewey's conception of freedom

as the natural freedom of self-dete;mination. It has been indicated that
this aspect of freedom involves'the transformation of jmpulses, needs

334

and desires into purposes, aims, goals or ends. Educational method,

according to Dewey, therefore appears to be the method of attaining
the natural freedon:n of self—determmanon Apparently, it is a method
that emphasizes the element of choice, especially as choice has to do
with man's affective imensions. And si‘nCe these dimensions are equally
emphamzed in the attgﬂ/ment of gré@th as intellectual development,3‘35

the method of'attaining growth as intellectual development can be v1ewed

also as 'the method of attaining the natural freedom of self-determinatjon.

" In other words, Dewey's conception of educational method provides some

- evidence for viewing intellect)ual development, which is a trait of growth,

.as the natural freedom of self-determination, which is an aspect of freedom.

o

b ]

334. Vide Sect. 2, p. 204-209 supra.

335. See Sect. 1, p. 162-164 supra. o : ‘
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It has also been observed .that Dewey's edﬁca‘tional méthdd"
emphasizes ac_tioln: activity, doib work. This seems to be tlge main
point of his story concern}ng his search for desks and chairs that are

suited to the needs of children. The se.arch is for something at which
the children may work, but Dewey finds that what is available is made

for listening or for s?;qgac;tudying lessons out of a book.:‘:'36

reiterated in Dewey's story about the’woman who searches the schools

This is

in order to see if she can find a school where the ¢hild initiates some
activity that p'rfecedes or calls for some information from the teacher.
Dewey maintaifls that she could find only one, after visiting twenty-four
different 'schools.337‘ In other words, the other twenty-three schools
adopt an educational method that emphasizes passivity‘, liste'ri'ing or-
absorption, rather than acﬁvity, doing or work. This implies that their
method places the telacher and the text-book, rathgr than the child, at
the centre of the educational proé:ess. Dewey's method contrasts rather
sharply with such a method because it emphasizes activity, work or doing,

and shift®fhe centre of the educational process to the child and his

immediate\instincts, impulses, needs and activities. His ideal school

A e
seems to be om the organization and the generalization of

" what obtains in an ideal home. In his view, the ideal home ‘would have
-" . . 1
a workshop and a nfiniature laboratory, and would extend the child's

336. Dewey, “Tpe/SchooI and the Life of the Child", in Dworkin,
op. cit., p. 50-51. , L

2

,
337. id., ibid., p. 51.
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life outdoors into the garden, surrounding fields and forests. Besides,

—

the child's participation in household occupations or tasks offers him

an opportunity for gaining.knowledge, as well as for developing the habits

of industry, order and respect f'()r',tt;e rights and ideas of others. The

method of the ideal school therefore involves "doing systematically and

in a large, intelligent, and competent way what for various reasons
can be done in most households only infa

w338

comparatively meager and
haphazard manner. It would entail the provision of a workshop,
laboratory, materials and tools with which the child can construct,

create and actively inquire, while participating in conjoint, common,

community or communal activities. It must be noted that the emphasis

271

is on action or doing as an essential aspect of Dewey's method of education.

Indeed, Dewey maintains that even language can be taught or-developed
as a consequence of experirgenta[ work that involves active participation

on the part of the learner.

e refers, for example; to some work that
L - r

* starts as a'simple experiment, and which involves the child in the keeping -

of daily and weekly records. The language that the child uses to record

his final findings is described by Dewey as "vivid", "poetic" and "scientific".

He maintgins that the child's language is vivid, poetic and scientific
-

18 . .
\ . - . 3 ’ . .
becaue has "a vivid experience" of what he is describing, or because

' 339

of "a personal realization which compels its own appropriate expression'.

338. Dewey, op. cit., p. 53.

339. id., ibid., p. 67. .
: -~ . \
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in other words, an active participation by the child, asA exemplified by

his keeping of daily and weekly records, facilitates the vivid use of language.
His action, activity, work or doing makes possible such a vivid use, which
would not have been achieved by merely listenifig to his teacher. Moreo;rer,
his activity does not only develop his use of lan‘.guage‘, but it also leads

him gradually into geological and geogra.w.p.hicall study. Dewey gives apother ‘
.example of this broadening of horizons, or of how a beginning with verf
simple material things leads on to larger fi'eld;'; of investigation. It is

the account of an experiment in which children make precipitated chalk
tlhat is used for pqﬁﬁhing metals, by using a siml::]e épparatus that consists
of a tumb&er, lime water ‘?.nd a gl;':lss,tube. Dewey maintains that the
e‘xpgrimenf leads the children into iarger horizons, such as,

Ll

A study of the processes by which rocks of
various sorts, igneous, sedimentary, etc., had
been formed on the surface of the earth and
the places they occupy; then to points in the

. geography of the United States, Hawali, and
Puerto Rico; to the effects of these various
bodies of rocks, in their various configurations,
upon the human occupations; so that this 3
geological record finally rounded itself
into the life of man at the present time,

Lo

The implication seems to be that almost anything can be taught through

a simple experirneni that .calls for the child's active participation, or |

that demands actlon, activity, doing or work on his part. It indicates,

in its own way, the emphasis on acnon, act1v1ty, work or doing that characterizes

Dewey's educational method. As a matter of fact, Dewey maintains that

¢

340. Déwey, op. cit., p. 68.
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discipline, order or control ensues from such an active participation
I

in conjoint activities. In his view, control over individual impulses and

actions is exercised by the participation of the individual in communal

projects, or "by the whole situatioh in which individuals are involved,

in which they share and of which triey are co-operative or interactihg
341

1

parts." Order, control or %iscipﬁne’ is not maintained or established

by the teacher exercising authority in a rather personal way, or by his

342

will or desire, but by "the moving spirit of the whole group." The

teacher speak}ahd acts firmly, or he exercises authority, if at all, "in

- behalf of the interest of the group, not as an exhibition of personal power."Bq3

In"short, participdtion in common activities provides the control or the

. order that constitutes discipline. And the emphasis, in this context, is

St
-

tion, actipity, work or doing as a vital aspect of Dewey's educational

method.BM Since action also forms the‘core of Dewey's conception of

, )

341, Dewey, Exper'ienée and Edutation, p. 33.

342. id., ibid., p. 5%

343, loc. cit.

344, This emphasis on action, activity or doing in method is
a concomitant or a corollary of Dewey's emphasis on action, activity

or doing in his theory of knowledge (vide ch. 2, p. 65-72 supra).
| . P /
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freedom as the circumstantial freedom of self—realizatio'n,%5 _‘y.;ﬁich

346 his edutational method

is sometimes referred to as freedom of action,
can be considered to be the method of attaining this circumstantial freedom
of self-fealization. Moreover, it has beerl indicated that action or activity
forms an important part of his conception.of growth as intellectual de'\'ielopment.
And since his educational method equally emphasizes action or activity,
suc_h.a method can be considered to be the method of attaining growth
as intelléctual development. Thus, the method for attaining growth as
'

intellectual development is also the method for attaining the circumstantial
freedom of 'sélf-real,ization. And this can be viewed as an evidence, in ,
Dewey, for c-onceiving of intellectual development, which is a trait of
growth, as the circukmstantial freedom of self-realization, which-is an
aspect Bf_ freedom. In other words, sbme evidence is found, in Gewey,
for the concption of grqwth as freedom, in the sphere of his educational
method. |

H-owever, neither the element of choice nor of action al;me

sufficiently explains Dewey's conception of educational method. He maintains,

for example, that action m e no more than an outward expression
' !

. 345. Vide Sect. 2, p. 212-244 supra.

.

346. See sect. 2, p. 221 supra.

- 387. Vide Sect. I, p. 155-157 supra.
; 'S

347
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of the child's impulses or instinctrs.‘ toward saying, making, finding out
and creating. In his view, "the real child lives in the world of imaginative
values, and ideas whi.ch find only imberfeét outward eml:>odimen't.“3“8
It Is pertinent to note that this worl& of imaginative values is the sphere
of, choice, or of the natural freedom of self-deterrhinat}on. Dewey's full,
complete or integ-rated educational method therefore calls for a union
of choice and action, which constitutes his conception of f-reedom as

:
the acquired freedom of self-pérfec:tior;- He gives two examples that
explagn this union. The first example is connected with .sewing and weaving.
Dewey states that the children make a type of pr1mmve Indian locnﬂ
. and wish to use it in producmg something else. They are therefore shown
some blankets woven by the Indians so that each child can make a similar
design. Dewey.mai'ntain's that the work "involved not merely discipline -
‘and information of poth a historical sort and the elements of technical
design, but also something of the spirit. of art in adequately conveying ~

an idea."349

In his view, this indicates the connection of the art«ii€tinct
with the constructive instinct. Such a connection.apparently finds its =
correlate in the union of choice and action which characterizes the acquired

freedom of sélf_—perfectioh. The second example of this union refers .

to'a picture of one of the children spinning, the picture being drawn

-

// g “ . . &

348. Dewey, "The School and the Life of the Cl’uld", in- Dworkm,
op. cit., p. 69.

349. id., ibid., p. 60.

’ -
- -
", .
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P

by oné of the younger chlldren. Dewey states that this happens in 'the

350

course of the children studgring "primitive s;pinning and carding." And

twa conclusion he draws-from it is that,

Where we now see only the outward doing and

the outward product, there, behind all visible
results, is the regadjustment of mental attitudey
the enlarged and sympathetic vision, the sense

of growing power, and the willing ability to

identi‘y both insight agglcapacity with the interests
of the'world and man.

It seems apparent therefore that Dewey's educational method, which
involves the union of choice and action, is the method of attaining the
acquired freedom of self-perfeetion, which depends on the successful

execution of chosen aims, goals or ends, and which therefore involves

352

a union of choice and action. It can also be .onsidered to be the method

of attaining growth as moral development, which similarly demands a
union of individual and social elements.z'j.3 Such a conception of method

-
therefore contributes to the evidence that is found in Dewey for conceiving

-

of growth as freedom. - .
/ o <

350, id., op. cit., p. 61.
¥

351. id., ibid., p. 70. See also DeWey, Experience and Education,
p.79.° ) — | :

. 352. Vide Sect. 2, p. 225-242 supra.

L} T LYy

" 353. See Sect. I, p. 177-189 supra.

| \:
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In summary of this section, Dewey's educational method is a

~ concomitant of his educational aim: It is adapted to what he views as

the ‘end of education, and can therefore be considered to be the method

of attaining growth in freedom. Such freedom is to be understood in
its tripartite character as comprising the natural freedom of self-determination,
the circumstantial freedom of self-realization, and the acquired freedom

of self-perfection. Dewey's educational method shares in this tripartite ~

character, involving choice, action and a union of the two,ﬂwhich constitutes
»

- a full, comf:]ete and effective educational method. In terms of growth,

it reflects the three traits of growth. It is the method of attaining growth
understood as hav1r§; three tran:s, namely, mtellectual development,
social devel_oprnent /a_md moral develo‘;&ment, which involves a union of
indi\;idual and social elements. In other words, the method of attaining
growth is also the method of attai-ning Ireedom. And such a method offers

evidence, in the realm of Dewey's educational method, for conceiving

of-growth as freedom.

!
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7/

SUMMARY
Dewey's g:qncepi of educative growth has three main traits,
namely, growth as intellectual devélopment,. growth as s_ociél development,
i X .\ N . /L’
and growth as moral development. The three traits are closely 'regi,

and are separated in this exposition for heuristic purpdses. Similarly,

his concept of freedom has three major aspects, namely, the natural

freedom of self—determinat{on, the circumstantial freedom of self-realization,

and the acquifed freedom of self-perge_ction. These closely interrélat_ed
aspects aré separated in the pre;sén_t discussion mainly for the purpose
of explanaﬁon.

The three m.';in traits of growth do correlate with the three |
" major. aspects of freedom, and this is takt;,n as some évidence that is
found in Dewey in support of the conception of growth as freedom. Su;h :
a conception is further support-ed by an analysis "of Dewgy's conception
of growth as an educational end, as-well as of his conception of edu'cation‘él
method. The .ana_iysis indicates that in both his conception of educatic’)r_mal
end and method, Dewey offers sufficient evidence in support.of the -thesis

: .

that grthh shoulq be cdnceived as freedom, understood as freedorm, ‘
or interpreted_ and explained in terms of' fieedom. This apparentl).r raise.;\
the question whether the concept of growth implies the concept of -freedom,
or whether it is coextensiv;e Or Synonymous v.;ith the conce;;t of.fréedom. -
In other words, is it sufficient to merely substitute the concépt of freedom
for the congept of gro@th, or are there any advantages in conceiving

of growth as freedom? In the next chapter, an attempt will be made

to answer this question, and to indicate what such ad\?antag_és may be.

L °
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CHAPTER FOUR B
A CRITICAL OVERVIEW OF GROWTH AS FREEDOM

This chapter is an attempt to appraisé the finding of the previous
chapter, namely, that Dewey's concept of educative growth can be advantageously
viewed as growth in freedom. It investigates the explicative vah:le of such
a conception for an understanding of the concept of growth. Does it at least
diminish, for example, the ambiguities that becloud the concept? Or, has.
it any parti‘a‘llar advantage over the e;(planation of the concept in terms

of intellectual development; social development, moral development or seif-

development?

~

' The second section of the chapter is devoted to some critical reflections -

-on the consistency of the interpretation of the concept of growth in terms

of freedom, with Dewey's philosophy in general. It i; indicated that the conception
of growth as freedom is not intended to solye all the problems that are associated
with the concept of growth, especially those that can be considered to ber
inherent to Dewey's philosophy iﬁ general. Rather, 'it is a mark of its consistency
with Dewey's philosophy in general, that the interpretation of the concept

-of growth in tern{ms of freedom reﬂec;s, specifies, or even makes more obvious

those problems, difficulties and ambiguities that can be considered to be

inherent to Dewey's philosophy in general.
I. Appraisal of Main Findings

It has been affirmed, in the previous chapter, that there is sufficient

evidence in Dewey to support the thesis that growth can, an'd'probably-should,
¥

A T
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/ : . .
be conceived as freedom. This raises the question whether growth therefore
implies freedom, is co-extensive with freedom, or is syrionymous with
& R -
freedom. The present writer maintains that-the conception of growth

as freedom, or as ggowth in freedom, entails more than a mere substitution

of one word or term for another. It is hypothesized that the éoncepticn
: ga

is more explicit than the idea-of growth feading sirlnply to more growth,

and that it has more explicative value than the attempts to explain

the concé;;t of growth in terms of its traits only, that mrms

of intellectual development, social development or moral development.
To clarify and confirm this hypothesis, it is Recessary to recapitulate
on the various issues and problems raised in chapter one. in conr;ecﬁon
with these attempts, and to indicate how the conception of growth

as freedom, or as growth in freedom, resclves some of these proble-rns. ,

In reviewing the literature devoted tQan explanation of the concept
of growth in terms o} intellectual, social and moral develop'ment, a number
of questions were raised as pointing to the need for some unity and focus
for understanding the concept of growth, as well as to the @Mme
ideal-according to which an individual can be said to érow educationallyl.

A review of the literature concerning the concept of g&o th as self-development .

also points to such a need.2 It should be noted that the conception of growth

as freedom includes intellectual, social and moral development, as well as

1. Vide chapter 1, p. 5-13 supra.

2. Se€ chapter 1, p. 13-20 supra.
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v L N
M Lot determination. whi is an
self-development. The natura! frefdo‘m of self-determination, which is an
aspect of Dewey’s notion of freedom, for 'exanﬁplg, has mainly intellectual
connotations. The emphasis, in this conception-of freedom, is pn the development
of intelligence in terms of converting blind, impulsive and animal-like preferences
into cho1ces understood as'intelligent preferences.” It involves the'transformation

»

of instincts, impulses, desires and needs into purposes so that an 'otherwisg
blind action is made more intelligent and more purposive.3 In other words,
‘the natural freedom of self-determination correlates with intellectual development
understood as a trait of growth. The circumstantial freedom of self-realization,
on the other hand, mainly has social connotations. It emphasizes interaction
between the individual and the society, and involves the interiorization o-f
the laws of the society by the individual. It entails, more or less, the development
of the social potentialities of the individual, that is, a gradual development
of the individual as a social being.q I;l other words, the circumstantial freedom
of self-realization includes social development, which is a trait of Dewey's
concept of growth. The acquired freedom of»«self—peffection, in turn, involves
both mojra] dévelopment and.self-develc')pment’,. whic_EQare-'also_ L@‘i:s ‘of growth.
Like moral development, the acquired freedom of self-perfection has individuat

e

and social elements, and demands interaction between the two.” Its classification
act

3. Vide ch. 3, sect. 2, p. 203-212 supra.
4. Ch. 3, sect. 2, p. 212-224 supra.

5. Chapter 3, sect. 2, p. 225-242 supra.
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.
as the freédom of self-perfection, on the other hand, implies that it involves.

se -developmentf In summary, the va}rious traits of Dewey's c;)ncept of growth,
namely, intellectua_l, social and moral development, find a place in Dewey's -
conceptmn of freedom as consxsnng of three aspects, namely, the natural |
freedom of self -determination, the c1rcumstant1al freedom of self- r,gahzation,

*

‘and the acquired freedom of self~perfecnon. In other words, the notion

of freedom unitnes all the traitsl of Dewgy's concept of growth. The -
conception of growth as freedom therefore provides the unity and focus,

which are sugéested b).,' the h")‘cerature concerning the concept of growth

as essential for ubﬂerstanding the"concept. However, it might seem superfluous
to locate in freedom, the unit); and focus for understanding Dewey's concept

of growth, whereas the concept of growth, itself, provides the needed unity
and focus. Apparently, the concept of growth comprises all these various
traits, and therefore unites them. But it is pertinent to note that. the demand
for unity entails more than just the whole being equal to the sum of its parts.
What is needdd is a unifying principle that can also function as an ideal according
" to which'an individual can be said to grow educatmnally, and it should be

an 1deal that does not involve the amb1gu1ty and vacuity of growth leading
simply to more growth. The conception of growth as freedom entails such

N . 6 ..
an ideal because freedom turns out to be Dewey's democratic ideal.” Given

his emphasis on democracy as the type of society that education should '
T

6. See chapter 2, p. 120-139 supra, and p. 319-327 infra.

/\
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.

help to perpetuaté itself,?‘:;is well as his emphasis on freedom as ‘characterizing
that society, especially in its educational as.pec:ts,8 it should not be preposterou$

to conclude that the co‘nception of growth as freeaom does not only unite éhe
varjous traits-of g-rowth, but also provides the ideal according to which an individual
can be said to grow educationally. In other words, educative growth, according

to Dewey, is growth in accordance.wi,th his demnocratic ideal of freedom, that
Fa

is to say, freedom constitutes the ideal end and method of education that beﬁts o

hlS conception of democracy as the ideal society, or as the ideal way of life.
Growth,-as Dewey's educational ideal, does not therefore lead simply to more
growth, and so on ad infinitum. It can only be understood as leading to more

growth if such an understanding means that the attainment of growth understood

as the natural freedom of self-determination can facilitate the attainment

of growth understood as the circumstantial freedom of self-realization.

But it has.been indicated that both the natural freedom of self-determination,
and the circumstantial freedom oI'self—reélization, are merely aspects

of Dewey's conception of freedom.9 Genu;ne freedom, 0}1 the other hand,

is attained when both of these aspects are combined in the acquired

freedom of self-perfection. In other words, even if growth understood as

7..Vide p. 319-320 infra; Dewey, Democracy and Education, p
iii; and chapter 2,p. 120- 139 supra.

8. See p. 325-327 infra,

9. See ch. 3, Sect. 2, p. 225-242 supra.

fexin ek
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one aspect of freedom can facilitate the attainmeﬁt of growth understood
és another aspect of freedom, Dewey still has an ideal in terms of which
an individual could be said to grow fully. That ideal is freedom understood
as comprising all its intel:refated aspects, namely, the natural f.reedom o_f
self-determination, the circumstantial ireeddfn of seli-re_aiization, and the

-

acquired freedom of self—pei‘_fection. There are stages of gro@th which can
\ -

be discerned by reference to this ideal. One grows partially, for example,

by attaining the natural freedom o% self-determination. As a matter of fact,

it might be maintained that growth in or tt{rough the varjous aspects of freedom
is sequential, so that an individual first atta:ins the natural freedom of self-
determination; which then facilit&tes the atfainment of the circumsténtia!
freedom of self-realization, and both of them in turn.facilitate the attainment

of the acquired freedom of ‘sel_f-perfection. There are, however, no clear-

cut lines of demarcation. The transition from one stage tc; the other may N\
not be as open to gbservation as this discussion impljes: Nevertheless, it seems

that educative growth is grm‘wth in freedom, as well as towards freedom,

despite’ Déwey's objection to its conception as a movement toward a later

result. Growtzh in freedom fefers to the continuousvstriving to ﬁass through - "_ v

the various stages, or to attain the various aspects, of freedom. Groﬁvth towards
freedom, on the other hand, e;'nphasizes the ideal function of freedom in
sustaining the striving.- Although Dewey, himself, would object to this description .
or interpretation, it is apparent that there is this tension, in his condeption

of growth as the end of education, between emphasiziné growth as a continuous
process and indicating some ideal that sustains the process. His emphasis

on growth as a continuoUslprocess blurs :che indication of this ideal of growth,

.
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or makesit merely implicit. The conception of growth as freedom does not
only maintain this emphasis on growth as a continuous prc;cess, but it also
makes more explicit the implied ideal of growth. Growth in freedom is a
continuous process mainly for Iwc; reasons. [t is the sequential process of
attaining the various aspects of freedom, the attainment of one aspect
facilitating the attainment of the other. And the attainment of one aspect

is always a matter of degree. The transformation of preferences into choice,
which characterizes the fatural freedom of self-determir{ation, for example, '
could be considered to be so graded that there_%s always room for some
improvement.l And, if this is true of the various aspects, then it is much

r:nore true of the ideail of freedorn taken in its total tripartitg character.

The éttainment of freedom becomes a life-time affair in which‘g‘rowth,
development or movement through each of the various aspects is sustained

by having an eyefon‘the total pictufe or "gestait", that is, on freedom taken
“in its tripartite‘character. Thué, the conéeption of growth as fréedom, or

. as growth in freedom, does not only'unite the various traits of growth, but

[}

alsa gives a more explicit and precise)content to Dewey's educational

ideal of growth. ' . .

It seemns apparent that since Dewey views growth as a moral concept,

any other concept in terms of which it is to be explained must, itself, be
a moral one. The conception of growth as freedom also meets this demand
because freedom turns out to be a moral concept. It involves, among other

10

fhings, the conception of growth as moral development.*” It has not only

r -

10. S%e chapter 3, sect. 2, p. 225-242 supra.
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3 L R .
descriptive, but also normative, connotations. Growth in freedom.is not just
the end of education. It should be the end of education. In other words, it

is the ideal end and method of education. The conce.ption of growth in freedom
as the end of education thus provides both the unity and the ideal, which

the various attempts that have been made to explain the concept of grow{h

in t"erm.s of its traits suggest as essential for undersfanding the conc:ept.ll

it has been indicateq that Emerson is representative of t.he' best, the most
relevant and the latest of these a'ctempts.12 And he maintains that "the
overriding and unifying trait" of growth "is self-realization", and that sels-
realization finds its guiding princii::les in "Dewey’s traits of social, moral
-and intellectual'gr‘ow'.fth."13 This interéretation is rather restrictive because.
self-realizatic;n is, even according to Emerson, only a trait of growth. By
contrast, the interpretation of the concept of growth in tlerms of freedom
is apparently more inclusive because freedom is a category tha.t includes

1

self-realization as one of its aspects. “ The conception of growth as freedom

is a rather holistic conception that reflects Dewey's rather gestalt approach.

11. Vide chapter 1, p. 5-20; and p. 281-283 supra.
12. Sée chapter 3, sect. I, p. 148 supra.

13, Golciwin James Emerson, John Dewey's Concept
of Growth in Education. Ph.D. Thesis, University of Ottawa, 1975.

LS

14, Vide ch. 3, sect. 2, p. 212-224 supra.
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As sucI{, it provides a better unity for the various traits of growth, and a .
“better focus for understanding the concept, than do the interpretations,
such as those of Emerson and Roth,ls which see only one trait of growth,
namely, self-realization as providing such a unity and focus. Moreover, such
interpretétions do suggest, but do not provide, the ideal of growth, or the
ideal according to which an individual can be said to grow educationally.
Apparently, this problem may be inherent to Dewey's concept of growth.
But a thorough analysis of the concept reveals that it is closely linked with
Dewey's conception of democracy as an ideal society, and that growth or
&evelopment should be in accordance with the dominant idea!l of such a
society.l\6 That dominant ideal turns out _to be freedom.l? Anc! the present
writer maintains that it is the ideal according to which an individual can
be said to grow educationally, and that the concept of growth can
therefore be advantageously explained in terms of it. Although it may not

solve all the problems associated with Dewey's concept of growth, nevertheless

the conception of growth as freedom, in which freedom is viewed as the ideal
, :

-
b

15. Robert J. Roth, John Dewey and Self-Realization. Englewood
Cliffs: Prentice-Hall, 1962. vi1 and 152 p.

16. Vide chapter 3, sect. 1, p. 170-174 supra. See also ch. 2, p. 120-
139 supra, for Dewey on Democracy.

17. Vide p. 319-327 infra.
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in terms of which an individual can be said to grow educationally, goes further
than fhe inte;'pi'etations, such as those of Emerson and Roth, which do not
make such an ideal apparent in Dewey's philosophy of education. It can therefore
be considered to go at least a step further than the rather ambfguous and
vacuous conception of growth as leading simply to more growth, or as having
no ideal or guiding principles. The interpretation of :che concepf of growth

in terms of freedom therefore entails more than a meré substitution of the
concept of freedom for the concept of growth, reduces the ambiguities that
becloud'Dewe‘y's concept of growth, and has more explicative value than

the variogs'éttempts that have been made to explain the concept in terms

of its traits, such as intellectual, social and moral development, as well as
self-development.

Such advantages and advancement .notwithstanding_, it should be
noted that the conception of growth as freedom does not solve, and is not
intended to solve, all the problems and difficulties that are associated with
Dewey't's concept of growth, especially those that can be considered to be
inherent to Dehwey's philosophy in general. On the contrary, and especially
if the thesis that growth should be conceived as freedom is consistent with
Dewey's philosophy, it shduld make these inherent probler;ls and difficulties
more specific, precise, or more obvidus. It is in this light that the conception
of growth as freedom should be understood as reflecting most, even if not

18

all, of the problems associated with the concept of growth.”” For example,

18. Vide ch. 3, p. 194-199 supra.
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it shares in the difficulty posed by the volume and time-span of Dewey's works. ) -

L “

T.ﬁis.'problem is evident in a consideration of .De'wey's notion of freedom,
which reve.ﬁls that Dewey emphasizes one aspect of freedom at one time,
anbthe:: aspect at some other time, and even all the aspects together at yet
another time. This emphasis often borders on a rather confusing, apparently
contradictory and incompatible definitions of freedom in Deweylg. Neédless

to say, this difficulty is made no less glaring by Dewey's characteristic imprecise

| writing: style, which usually opens crucial passages to several rather plausible

interpretations. His notion of freedom, in terns of which growth is to be
explained, could therefore be easily misunderstood or misinterpreted. The
problem cl>f meaning and definition also rears its ugly head in a consideration
of Dewey's notion of freedom understood as the acguirgd freedom of self-
p.erfection. It is ﬁot at all easy to understand what Dewey means specifically .
by the "self", or by the "individual", which constitutes the principle of freedom.
The burden is made no lighte.r by Déwey's appeal to the principles of continuity
and interaction in his attempt to maintain an antidualistic position with respect
to the r‘elation betweeén the self and its environment, or between the ir;dividual
and the society. The principles tend to be so omnipotent and omni-present
that it empties the self, individual and the society of any identity and meaningful
content. ' - . ‘ , ' - ' ;,,
The conception of growth as freedom also reflects the problems S ,u

associated with Dewey's metaphysics, his theory of knowledge, his conception

19. C{. ch. 3, p. 200-202 supra.
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of democracy, as well as his theory of values. It is pertinent to note that ol .

his rather descriptive, empirical and non-Aristotelian metaphysics20 leaves

no room for absolute ends, values and principles, a.nd that his theory of -
Knowledge emphasizes. method, or the means by which one knows, learns or
tinds the truth, at the expense of ends, goals or aims. Sometimes, ends and
means ar.é fu;ed, confused, or are rid of their individua! logical meanings.

" Growth can therefore be only growth‘i_n freedom, ratHer than M_ard freedom.
In other words, it is a tentative end, g6a1 or aim. Similarly, his values a;\d
principles are empirical, that is, they are spun‘out of the web of "experience".
Ani yet, they imply a hiera'rchy of values, especially in-the éonception of
the acquired freedom of self—perfection'as the process by which man becomes
m r';;cional, social and moral.zl This implication is also evident in his

22 23

reference to what is righft,

or to a better or higher self.”” It should be noted

that both the conception, as well as the references, are not inherently opposed

i
b N

! 20. See ch. 3, Sect. I, p. 142-147 supra for the non-Aristotelian
charactet of Dewey's metaphysms, and ch. 2, p. 90-114 supra for his meta-
physical postulates.

N
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21. Dewey and Tufts, Ethics. Revised edition. New York: Holt,
c 1932, p. 7.

N |

22. id., ibid., p. 9

23. See ch. 3, Sect. 2, p. 242 supra.
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MY

to the conception of absoltjte ends, values or principles.ﬂ 5ut'ha,ving started

with a metaphysics that vows from the beginning not to admit them, or having
destroyed the Aristotelian scheme that formied the basis of a rheaningful

or tenable conception of growth, he cannot but have a rathe;' vacuous, ambiguous
‘and tautological conception of growth as leading simply to more growth,

This problem that arises f-rom his metaphysics is also reflected by the conception
of gr;)wth as freedom, so that the ideal end of education is growth in freedom,
rather than growth toward freedom, because freedom, itself,\i\a tentative
" end. It is also an empirical ideal, namely, the ideal of democ-racy, which is
_derived from an empirical a\n'alysis of soc.ie'_cies that actually exist, and by
searching for a society that will serve as a model in terms of its maintaining
an harmonious, mutual and interactional relationship between the individgal
an-d the socie‘ty.zl+ But such a mutual relationship presupposes an ideal or --
pe;'fett co‘lbncidence of individua! and-social interests, which is lacking in .
' any society that actually exists. The search for ideals, or for ideal models,

in societies that actually exist is therefore likely to bela futile one. Besides,

it seems to l;eg the question. For, it can also be asked from where such an
exemplary society derived its own ideals. The appeal to experience, uﬁderstood
as generating its own guiding princ-:iples, norms, values, ends or ideals, is not

as convincing as Dewey makes it to appear. Experience, if the term is to ) /

be used at all, is too open-ended, and turns out good and bad indifferently.

»

24, Cf. John Dewey, Democracy and Education. New York: Free
Press, c 1944, repr. 1966, 1968, p. 99.
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It therefore demands some guiding principle, within or outside such an experience,
that can en;ble an individual to sort out the,good from the bad within it.

ltl could also be asked what criteria are used to determine what is "more",

"right", "Better" or "'higher" in a given circumstance. In other words, experience,
like other Deweyan concepts such as growth, educatioh‘and freedom, remains

so open-ended that it can hardly be recognized, gradéd, or measufgl. It cannot
therefore generate guiding principles that can be used to determine’;he ideal
society. In short, the conception of growth as freedom reﬁec{s mostv of the
problems,‘difﬁculties and ambiguities that can be ?‘prisidered to be inherent

to Dewey's philosophy in general, and wfrxich becloud his concept of growth

in particular. One of such inherent problems and difficulties, which the conception
of growth as freedom reflects and makes more obvious, is the rather dualistic
tension between facts and values, and between the individual and the society,
which cannot be ignored in view of Dewey's general, antidualistic phi[lcosophical

outlook.

2. Anti-dualism and Growth As Freedom
)

Dewey has persistently objected to d{.:alisms, whether they appear
in mordls, metaphysics, théory of knowledge, or in the phil-osophy of education.
These objections, as well as the-solutions to the problem of dualism which

are suggested by him, form a part Sf his major works, and thereby reflect

Hegel's influence on his thinking.25 In Democracy and Education, for example,

Dewey objects to at least thirty-five forms of dualism, although some of

25. Vide ch. 2, p. 33-36 supra. .
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them are reformulations of the ot.hel"s. These include forrr;s of dualism that
‘can be classified as moral, metaphysical, epiétemolc;gi;:al or educational,
although each has implications for the others.

| In the sbhere of morals, hé ‘objects to the separation of human nature,
inits m‘oral aspects, from the rest of nature. He rejects the conception of

.the world as corﬁposed of the _actual and the jdeal spheres, or of the human
and the physicél spheres, each sphere in both pairs being unrelated to the

other sphere.26 Dewey rests his objection on the fact,that such a conception /,
. v /’

.of the world forms the basis for conceiving mofafs as a purely subjective
. affair, and for setting up "a solitary self without objective ties and sustenance".27
-He similarly objects to the separation between habit and thought which, in

his view, is the basis for conceiving habit as habitu.ation, that is, as something
acquired by the frequent repetition of some mechanical exercises that produce
skill apart from thought, rather than its being conceived as an intelligent

affair. Tl';e division between work and leisure, or between practical and.intellectual

activity, is equally abhorrent to him because it forms the basis of the dualism

between freedom and sociai control.z8 To him, freedom sheuld not necessarily

*

26. Vide John Dewey, Human Nature and Conduct. New York: Modern &

Library, ¢ 1930, p. 8, 12. 2 : 5‘
%

) £

27. Dewey, ibid., p. 55. ' i

28. Dewey, Democracy and Education, p. 262, 291, 323.

-
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exclude social control. In a similaf' vein, he attacks what he refers to as "our
customary dualism between two separate kinds of value, one 1ntrms1ca11y

higher and one inherently lower." 23 Probably, the words "intrinsically" and

"inherently" are meant to whittle down the implied lack of hierarchy of values,

which would'be inconsistent with Dewey's practice of speaking, for example,

of a higher or better self.BO'It also supports his objection to absolute ends,

values and principles. Dewey also rejects the division of activity into an inner

and an outer, or into spiritual and physical which, in his view, leads to the -

conception of morality as either an inner state of mind, or as an outer act

and r"esul'cs.31 But above all, he considers the dualism between the moral

and the non-moral as a serious philosophical blunder that relegates some ¢
acts perpetually to the moral domain and others forever c;utside it.32 More

specifically, this is the division between moral and natural science to which

Dewey attributes all "social t:leficiencies".33 And in the metaphysical realm,

, 29. John Dewey, The Quest for Certainty: a study of the relation
of knowledge and action. New York: Minton, Balch, 1929, p. 32.

30. Cf. chapter 3, p. 233 and 242 supra. a -t

31. Dewey, Democracy and Education, p. 347.

32. Dewey, Human Nature\'and Conduct, p. 40.

33. John Dewey, Reconstruc'aon in Phﬂosophy New York: Holt,
1926, p. 173. :
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he objécts to such dualisms as the separation of means from end, the conteption
of nature as mechanical, that is, as wholly fixed or determineq in opposition

to the conception of mind as wholly open or indeterminate, thé separation
between contingency aﬁd necessity,a-l’l as well as the dualism between man

and nature.3 d In the sphére of knowledge, Dewey r;jects the separation of"
doing, activity or practice from knowing,36 as wel] as some educational
theories such‘as the Lockean, which involves what Dewey.views as an
unnecessary dualism between method and t-hg curriculum..B?_In his view, there
is no separation between t];e end, method and the curriculum in educa’cicm.38

In summary, Dewey objects to all forms of dualisms, searching instead

for a philosophy whose principles-can be so formulated and interp,retéd that

34, Dewey, Human Nature and Conduct, p. 275, 309; John Dewey,
Experience and Nature. New York: Dover, 1958; also La Salle, Illinois: Open
Court, [958 (c 1929), p. 56, 58. :

' 35, Dewey, Experience and Nature, p. 393; Democracy and

Education, p. 291, 334, : )

36. John Dewey, Philo-sophy and Civilization. New York: Capricorn,
1963 (c 1931), also Gloucester: P. Smith, 1968 {c 193I), p. 233; Democracy -
and Education, p. 262, 291-292, 334-336.

37. Dewey, Democracy and Education, p. 65.

38. id., ibid., p. 334-336, 291.
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they can be convertible, inglusive rather than exclusive of one another, and
therefore capable of being ysed interchangeably. In his view, the solution

to philosophic;al dualisms can be found by instituting a new philosophy, or

by reconstructing old existing phi!osophies-39 He maintains that such a philosophy
or reconstruction must involve conceptions-that are based on the principles

of continuity and interaction.w It should, for example, conceive of mind

as continuous with nature, and as participating in its ongoing events, the
evidence for such"a continuity and interaction being found in what Dewey

refers to as the advance o.r development of physiology, psychology, biology

41

and the experimental method.” " It should not limit the scientific experimental

"method 'coI the physical sciences, but should extend it into the realm of morals
in particular, and. of philosophy in general. [.t is pertinent to point out that
this brief analysis is not so much an extensive critical analysis of Dewey's.
concern withA philosophical dualisms, as it is an indication of hi; antidualistic

phil_osophic&il outlook, which therefore raises the question whether the conception

of growth as freedom is consistent with such an outlook. It has already been

IR

indicated that Dewey's conception of growth as resulting from an interaction

39. The title of one of his books, Reconstruction in Phllosophy,
almost self-explanatory in this regard. .

-

e AR LR AREITE O

40. See, for example, Dewey, Democracy and Educatioh, p. 323.

s 4l id., ibid., p. 336-338.
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between the individual and the sdciety can be construed as an attempt to
use the concept of growth to bridge the gap between fact and value,"‘(2 a
purpose which the concept served rather effectively in the Aristotelian scheme

Fal

of things.q3 It should be noted, however, that Dewey tries to bridge the gap

by uprooting or transplanting the concept of growth from the Aristotelian,

.or even the Hegeli;\n, metaphysical, transcendent context to a predominantly
biological, psychological and ;'natural" context. Apparently, he presumes
. that such a transplantation refutes the theologico-intuitional conception

of values as not being a part of nature, and therefore of man ‘as not having

a direct il:tuition of them. In his view, values belong to, or are within the
natural order,'and this natural order of values is discévefed only i_f there

are freq agents, such as human beings. The growth of the organism, as a value,
is therefore as natural a fact as‘ Darwinian evolution.w And Dewey apparently
presumes that such a conception 6f growth marries fact and value, reconciling
the tenets of transcendentalism with those of naturalism. However, a close
examination or analysis of his éonc’:ept'of growth reveals that there is a tension,

} D .
even if it is rather dialectic, between the biological and the rational nature

42. Vide chapter 3, p. 193-19% supra.

43. See chapter 3, p. 142-147 supra.

. 44, Vide chapter 2, p. 50-57 supra, for the relation between
Dewey's philosophy and his interpretation of Darwinian evolution.
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of man, the free agent whose presence is necessary for the discovery of the
natural order of values. His concept of growth, as well as its interpretation
in terms of freedom, emphasize the development of the rational, rather than

of the biological nature of ma.n:qs

There remains, therefore, a dualistic tension
between the biological and the rational nature of man, or between facts ‘and
values, which Dewey's transplan'tation of the concept of growth does not

seem to resolve. It ap'pears that in order to consistently maintain his general,
antidualistic philosophical position, Dewey would have to adapt the Aristotelian
world-view, in whicn growth is. the characteristic motion, change or development
of living things or animate substances, in which the growth of the human

being goc.es beyond the merely biological growth of plants a;wd animals to include

functions that are related to rational knowledge and ‘cognition, and in which

fact is married to value because both belong ,{o the .natqral order.® The other

45. Dewey's concepts of growth and freedom both emphasize the
development of intelligence, or the transformatior of impulses, needs and
desires into purposes, aims or goals (vide chapter 3, section 2, p. 203-212
supra). . '

46, Vide ch. 3, p. 142-147 supra, for the conception of growth in
the Aristotelian scheme; p. 147 for some of the differences between this
Aristotelian scheme and that of Dewey; p. 145 for the difficulty associated.
with an attempt-to maintain the idea of growth in the absence of the Aristotelian
scheme; and p. 196-199 supra for the problems and difficulties specifically
associated with Dewey's attempt to maintain the idea of growth after having
destroyed this Aristotelian basis of the concept. ’

w:“‘a(‘,; .
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.

r

alternative seems to be that he should keep apart to some extent, fact and
value, or the biological and the rational nature of man, and thereby rnaint_ain
the dualistic tension between the two. This alternative would, of course,

be inconsistent with Dewey's apparent' antidualistic philosophical outicok.

And both alternatives indicate that, despité the advantages of the conceéption
of gro@th a.s freedom, the concebtion is mainly palliative, and cannot therefore
compensate Dewey's failure to bring fact and value together, to marry the
biclogical and the rational nature of man, and to give the concept of growth

a natural root. In other words, the conception of growth as freedom reflects
the dualistic tension between fact and vaiué, which is inherent to Dewey‘s;
phiJos;aphy in general.

s also pertinent to note that the issue of freedom, in terms of
which the present writer m::iaains that growth can be advantaggc».isly explained,
often arises in a context where the‘)individual is considered vis-a-vis other
individuals or the society at-large. In such a context, the individual seems

to contrast with the larger society to which he belongs.” His rights, interests

and needs seem to be'in opposition to those of the society as a whole. If a
governmenf is faced with the need to salvage a sagging economy, for example,

should the individu_ﬁl be denied his right to material well-being? Should a

system of taxation, designed to curb the intemperance of the rich, be enforced?

Does this constitute a deprivation, ot at best a limitation of individual freedom?

Conversely, because each individual conscience should be respected, must

*

society be left in a state of anarchy? These, and similar questions, indicate

that the notion of freedom involves some clash or opposition between individual

r
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needs, rights and jnterest‘s and those of the society at large. It tends to imply

a confrontatior‘x, division, separation or a dualism often expressed as "individual
versus society", or "freedom versus social control*. This is also evident in Dewey's
notion of freedom because freedom begins with something in the individual (choice
as an intrinsic individual capacity), and attains something (self—defermination, A
self—real-ization and Self-peffection) for him. It therefore seems‘to emphasize
individual needs, rights and interests, at the expense of those of the society.
Freedom of ac.tvion, for example, ihpﬁes a negative asﬁeﬁt e#presﬁed as "freedom
from", that is, freedom;‘f the individual from unnecessary interference and demands
on the part of the society. Freedom of choice, on the other hand, gives the impression
that the individual has his fate in his hands, determining what he wants to be,

do or become, so that the sﬁciety should not interfere in this decision. Moreover,
Dewey clearly emphasizes the individuality of the child in his analysis oi the

role of thinking in education. He maintains, for example, that the child must

do his own thinking, solve his own problemé or find his own way out, rather than
depend'on the teacher.?’ It should be noted that there is, in all these examples,
some duhlistic tension between the individual and the society, which seems to

raise the question of Dewey's consistency in advocating freedom, while at the

same time trying to maintain an antidualistic outlook.

Dewey, himself, seems to have been aware of this tension, and therefore '

refers to the principles of continuity and interaction in his attempt to resolve

the dilemma. His concept of freedom involves, foy example, the idea of the control

~

47. Vide Dewey, Democracy and Education, p. 160.
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of nature understood as bringing several natural factors into associated behavior,
and as.transforming them "into instrumentalities of action, into means for
securing’ ends."‘l'18 Dewey maintains that such a conception of control indicates
that freedom is not an individual isolated affair, but implie§ instead a continuity
and in;ceraction between maln and nature. In other words, man attains his
freedom through interaction with nature, and he can interact with nature :
because he is continuous with it. A similar reference to.thle principles of
~continuity and integaction is presumed by Dewey to resolve the dualistic

tension between the individual and the society, which the concept of freedom

otherwise implies. He insists that the attainment of growth or freedom presupposes

a social setting because "the power to grow depends upon need for others™.*?

In other words, the attainment of growth in freedom understood as the end
- of education, is a product of interaction between the native impulses and
tendencies of the learner and the customs and traditions of the community
to which he belongs.50 Freedom is therefore not only an individual affair..
Rather, Dewey maintains that it involves an interaction in which there

i
is such a perfect or ideal coincidence of individual and social interests, rights

48. id., ibid., p. 36.

49. id., op. cit., p. 52. It should be noted that "the power to grow"
is what Dewey refers to as "plasticity" (loc. cit.).

A .

50. Vide Dewey, Democracy and Education, p. 295, and John Dewey,
"My Pedagogic Creed" in Dewey on Education; selections, ed. by Martin S.
Dworkin, New York: Teachers College Press, Columbia University, 1967 (c 1959),
p. 19.
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and needs that the realiza:tion of those of the individual necessarily coincides
with the realization of those of the soéiety. Although this is more of an assumption
than a reality, Dewey maintains that it yields the conception of the relation
between the individual and the society as a circle, spiral, or as a widening

spiral, rather thaﬁ as involving a division, separation or a dualism.51 The
implication seemns to be that his notion of freedom, and therefore the conception
of growth as freedom,_is antidualistic, and therefore is consistent with his
general, antidualistic ﬁ.r\ilosobhical_.outlook. It may be noted, however, that

his principles of continuity and interaction are rather so omnipresent and
omnipotent that it becomes almost an insurmountable task to specify whét
exactly he means by the self, the individual, or the society. The principles
.are used in Sﬁch a manner that they emnpty the self, the individual, |

énd the society of whatever content or meaning ljewey might have intended

for them. The terms therefore become rather slippery, elusive and lacking
in'precise meaning, content and deﬁni‘tion.52 Moreox"er, Dewey's conception

of society seems to be a rather peculiar one. Moﬁt individuals tend to think

of society as substantial, that is, as a body of institutions from which laws,
norms, rules and regulétions are derived. But Dewey views it instead as a
process, namely, "the process of éssociating in such ways that experiences,

ideas, emotions, values are transmitted and made cor'nmon.“s3 Society thus

Y

. J
. 51. See Dewey, Reconstruction in Philosophy, p. 207-208, and
Dewey, "My Pedagogic Creed", in Dworkin {ed.}, op. cit., p. 22.

52. Cf. ch. 3, p. 195 supra.

33. Dewey, Reconstruction in Philosophy, p. 209.




A CRITICAL OVERVIEW OF GROWTH AS FREEDOM 303

becomes an interaction between individuals, including'fhe interaction that

exists in marriage between a man and.a woman,jq and reflecting Dewey's
conception of democracy as a way of life, rather than as a form of government.‘.j5
But this leaves the concept of society so open-ended that it_can_hardly

be specified what it means to Dewey. And this difficulty is by no means
mitiga;ed by his reference to the principles of continuity ‘and interaction,
especially as such a reference is based on the assumption of an idea!l or

perfect corréspondence or reciprocity between individual and so.cial needs

and interests, which hardly exists in reality. In other words, Dewey has

not successfully resolved the dualistic tension between the individual and

the society, which his notion of freedom seems to involve. If he attempts .

" to resolve the tension by _reference to the principles of continuity and
interaction, the terms "individual" and "social" are emptied or deprived

of any meaningful, specifiable or specific content and definition. If he

" leaves the dualistic tension unresolved, he makes himself susceptible of

the accusation of inconsistency vis-a-vis his general, antidualistic philosophical
outlook. Both positions seem to indicate the rather palliative nature of .

the cor'léeption of growth as freedom. In other words, the conception does
not solve, and probably cannot solve, all the problems and difficulties that

are associated with Dewey's concept of growth, especially those that are

inherent to his philosophy in general. On the contrary, and because the

conception of growth as freedom is consistent with Dewey's phildsophy

" 34. Ci. Dewey, Human Nature and Conduct, p. 56.

55. Vide ch. 2, p. 120-139 supra.
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in general, it reflects and even makes more obvious these inherent problems
~and difficulties. It should allso be noted that the conception of growth

as freedor.n entails more than a scienﬁfic ;:onception of nature, despite

Dewey's emphasis on science and the scientific method in his conce;;tion

of growth. The question is therefore raised whether the conception of growth

as freedom, which seems to go beyond science and the scientific method,

is consistent with Dewey's apparent emphasis on science and the scientific

method.

3. Growth As Freedom and Dewey's Conception of Science

If Dewey's philosophy in general, and the conception of growth as :
freedom in pafticular, were to be nicknamed, it would probably be most appropriate
to dub them an encomium, eulogy or an ode to science and the scientific exberimental

method. For, such an ode seems to take various forms in most of his writings.

In Intelligence in the Modern World, for example, Dewey maintains that "the

entire modern industrial development is the fruit of the technological applications ’
of science", and that "the economic changes of recent centuries have been parasitic
upon thb advances made in natural science". 56~ }n his \'.riew, historic liberalism, |
which almed at securing and protecting mdné!ual freedom, erred because it

did not "recognize that the true and final source of change has been, and now

is, the corporate intelligence embodied in science".57 One of such changes, which

science is to effect, is to make nature a friend and ally of man, rather than his

s

56. Dewey, "Scxence and the Future of Society", in Intelligence in
the Modern World, ed. by Joseph Ratner, p. 360.

57. id;, ibid., p. 361.
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iy
‘grim foe-j8 Leaving this sphere of man-nature relations for that of inter-human
relations, Dewey. views science as one of the major sources of moral theory,

which provides moral theory with "a bédy of dependable data, and a set of intelligible

working hypothese.-s“.j9 He continues this eulogy to science in D'en-'uocra'cy and

Education,60 in which science is viewed as the agency of- progress that has broken
down physical barriers, widened the area of intercourse, brought about interdepencience
of interests, as well as control of nature in thé interests of mankind. The advance

of science is viewed a$ coinéiding with "tpfwdeal of progress" because science
subjugates disease and abolishes poverty, using past experiences as the servant,

rather than as the master of mind. ]%s "experience becoming rational”, orl'an

;
indispensable factor in social progress". Representing the office of intelligence

pursued systematically and intentionally, science is “the sole instrumentality
of conscious, as distinct from accidental, progress".elMoreover', Your important
social concerns" are viewed as being directly dependent upon the methods and

the results of natural science.62 For example, in order to find out the facts of

58. Dewey, "Socializing Intelligence®, in Ratner (ed.), op. cit., p. 458.

~ 59. Dewey and Tufts, Ethics, p. 190 and 191-192.

60. See Dewey, Democracy and Education, p. 223m228.

t

61. id., op. cit., p. 228.

62. Dewey, ibid., p. 285.

\
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the-world, ‘man must go to the sciences, which alone will "say v;rhat generalizations
are tenable about the world and what they specifically are."63 Dewey condemns
theories of knowledge for not proﬁdin_g dependable aids like the srcienc;s,' for
example, theg{ﬁ.cient use of its technical names, which gives 'the scientific
investigator the V;Il;ﬁity;.tqknow what is properly named both in his investigation,
as well as in the discussion with fellow sci@ntists.w Indeed, Dewey seems to

have gone so far in his ode to science that he reinstates contemplative knowledge

or "pure" knowing, as well as the dualism between common sense knowledge'

~‘or knowledge by acquaintance, that is, the practical knowledge needed for carrying

on the necessary affairs of everyday life, and scientific or pure knowing, which

is necessary for "advancing}i&éystems of knowings and knowns".65 He maintains
.that science is concerned with "the conduct of inquiry as inquiry", that is, "the
conduct of knowing as its own end and proper 1:erminus".66 Such knowing is "pure",

K

or is free from alien ‘concerns-and interests:

63. id., op. cit., p. 325.

64. John Dewey and A. F.\Bentley, Knowing and the Known. Westpbrt,
Connecticut: Greenwood, 1975 (c 1949), p. 47. -

_/" 65. Dewey and Bentley, ibid., p. 281
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Scientific knowing is that particular form-of -
practical human activity which is concerned
with the advancement of knowing apart from
concern with other practical affairs. The
ad]ecnve oftegfihxed to knowing of this

kind is "pure™.

Could this be a reinstatement of contemplative knowledge, which Dewey so much
decries? Or, is it justified simply because it serves as an ode to science? Probably,
Dewey thinks that it is justified. After all, he uses "science, scientific", in his

eulogy, "to designate the most advanced stage of speciﬁcation of our times—
1 .

n68

the ‘best knowle’ée' by the tests of employment and indicated growth.">° He

therefore admonishes philosophy which, in his view, claims to Ja(céntempla_tive

or "pure" knowing, to learn from the sciences: b

Philosophy must go to school to the sciences;
must have no data save such as it receives at
their hands; and be hospitable to no method of
inquiry or reflection not@k.m to those in daﬂy
use among the scxences

To Dewey, science is the exemplar of all intelligent endeavours, or the paradigm
of all human concerns.
Specifically relevant to the present inquiry is his conception of science

]
as the only warrant of individual freedom. Discussing "the place of science in

- education", he-states that "actively to participate in the making of knowledge

n . ’
} ‘ .

67. id., ibid., p. 282.

68. Dewey and Bentley, op. cit., p. 301.

69. John Dewey, The Influence of Darwin on Philosophy and Other
Essays in Contempaorary Thought. Bloomington: Indiana Umversxty Press, 1963
"~ tc 1910), p. 269.
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¢

(which, in his view, is what happens in sci.entific inquiry) is the highest p;rerogative
of man and the only warrant of his Ireedom".?0 The continuous, regulated a.réd
-self-corr_ective proéess of inquiry, which enables an individua! to grow in freedorﬁ,
is considered by Dewey to be best exemplified in the scientific experimental
method. And those who struggle to extend its application to the larger field -
of human relations are viewed by him as exemp!i‘fying one of the first principles
of the rr{ethod of scientific intelligence, namely, the principle of "projecting
into events a large and compfehensive idea by experimental methods that correct
and mature the method and the idea in the very process of trial.."71 Dewey
also maintains t,hat. a record of the advances in science would be a record of
the process of inquiry, by which an individua! grows in freedom:

The record would be an account of a vast

multitude of cooperative efforts, in which one

individual uses the results provided for him

by a countless number of other individuals, and

uses them s to add to the commeon and
public store.

A\

In both quotations, Dewey is apparently referring to inquiry understood as the

process by which an individual grows in freedom. In Democracy and Education,

70. Dewey, "Science and the Education of Man", in Characters and
Events, vol. 2, ed. by Joseph Ratner, p. 775.

71. Dewey, "Science and the Future of Society”, in Intelligence in
the Modern World, ed. by Ratner, p. 362-363

72. Dewey, "Socializing Intelligence", in Ratner (ed.), op. cit., p. #57.
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he states that "science...aims to free an experience from all which is purely’

personal and strictly immediate".73 However, his most copious expression concern-

ing science as the only warrant of freedom is found in Knowing and the Known,

in which he views science as "the example, par excellence, of the liberative effect

of abstraction."n He writes:

The liberative outcome of the abstraction that

is supremely manifested in scientific activity is
the transformation of the affairs of common
sense concern which has come about through the
vast return wave of the methods and conclusions
of scientific concern into the uses and enjoyments
(and sufferings) of everyday affairs; together with
an accompanying transformation of judgement
and of the emotional affections, pre%encés, and
aversions of everyday human beings.

But, Dewey does not only maintain that science is man's only warrant of freedom,
he also views it as ‘elimir;ating or "dissolving" the dualism between the individual -
and the society, or betweeﬁ freeddm and authority, a cliualisrn which often bedevils
the discussion of freedom. in his view, "the operation of cooperative intelligence

as displayed in science is a working model of the union of freedom and authcn'ity“.?6

The emergence of the experimental method of science means that man can,no

! -
longer cling to the idea of an inherent opposition between emotion and intelligence.

Rather, science eliminates such a dualism by intimately uniting ideas with

’

/3. Dewey, Democracy and Education, p. 226.

74. Dewey and Bentley, Knowing and the Known, p. 282.

75. loc. cit.

76. Dewey, "Science and the Future of Society", in Intelligence in
the Modern World, ed. by Ratner, p. 360. .
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ac‘cion.77 Dewey tries to explain how science attains this feat of dissolving
unnecessary dualisms, and of serving as a working model. He states that although
scientific advances have been initiated by individuals who freed themselves
from the bonds-of tradition and custom, yet "the authority of science issues
from and is based upon collective activity, cooperatively organized."78 The
development of science depends upon individual initiative, invention and enterprise.
But the method used is public and open, and individual contributions are collectively
tested, developed and, if confirmed, becomes a common fund, namely, the funding
of meanings and significances which Dewey refers to as intelligence. He therefore
concludes that science eliminates the dualism between freedom and authority,
the individual and the society, or between em(Otiwon and intelligence:

What is pertinent, what is deeply significant to the AN

theme of the relation between collective authority

and freedormn, is that the progress of intelligence—

as exemplified in this summary story of scientifi;,9 »

advance--exhibits their organic, effective union.

Since science is such a working model for the dissolution of dualisms, Dewey

decries the limited or totallack of participation of the sciences in the formation

B

of socia'll and moral ideals. He views scientific progress as being, to a considerable .
extent, only technical. Science provides the means for satisfying ends, for example,
without.modifying the quality of such ends.soHe refers to the warship as an example

77. Dewey, "Socializing Intelligence", in Ratner (ed.), op. cit., p. 46%.

i
&
4
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78. Dewey, "Science and the Future of Society", in Ratner (ed.), op.
cit., p. 359.

FAELET

-

79. id., ibid., p. 358,

80. Dewey, Democracy and Education, p. 224.
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of the position of science in this regard, maintaining that the warship could not
exist without science. However, science does little or nothing apropos of the

aims or ideals in whose service the warship is used. From this follows the gener:;;;l"
s.tatement that "science has as yet had next to nothing to do with forming thé' :
social and r;moral ideals for the sake of which she is used."S! Since this seems‘ :

to ridicule Dewey's ode to science, he advocates the active participation of science

Y -
in the determination of socfal and moral ideals: "if ever we are to be governed

[

by intelﬁgence, not by things and by words, science must have something to say

aboit what we do, and not merely about how we may do it most easily and economically."82
Science and scientific experimental method have to be exter;c,jed into the sphere

of the human sciences, determining ends as well as the methods by which they

are to be realized. After all, “scientific method...represents the only method' '

of thinking that has proved fruitful in any subje‘c:t",83 rather than being pursued

in a specific realm for purely technical reasons. It shouid, therefore, be-applied

to human relations in their political, economic and rnorall manifestations,

rather than being restricted’ to the technical realm of the natural sciences. i

In'deed, Dewey maintains that sﬁch an application "would mean nothing less E:
than a revolutionary change in morals, religion, politics and industry."sq And B
. 81. id., "Science and the Education of Man", in Characters and
Events, vol. 2, ed. by Ratner, p. 775. o ko
82. loc. cit. :

&

83. Dewey, ibid., p. 774.

84. Dewey, "Socializing Intelligence", in Intelligence in the Modern
World, ed. by Ratner, p. 459; Dewey and Tufts, Ethics, p. 375-376.
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the application is possible because there is no gulf dividing non-moral knowledge
from that which is truly moral. As a matter of fact, "the great need of
the present time is that the traditional barriers between scientific and
moral knowledge be broken down".gjln short, because man is a part pf nature,
he should be investigated just like any ott.ler part of nature, using the
experimental method of the sciences.86 Since man has been blessed with
such an effective or fruitful method, he can no longer live with "social deficiences",
which the separation of natural and moral science has bequeathed us.87

In summary, Dewey's phijoso'phy offers sufficient evidence in
support of its béing viewed as some forra of ode to science, and to scientific
experimental method. Science is viewed as the agency of conscious, rather
than of accidental, progress. It.is experience becoming rational. It is "pure"
knowing, as well as the only warrant of freedom. The ideal of progress coincides
with its advance, and it changes man's dream of subjugating disease, and of
abolishing poverty, into a realify. It gives man the facts of the world as,they
specifically are. Indeed, it is the best knowledge, as wel! as a working model

tor the elimination of dualisms. Its method, the scientific experimental

method, rfiust therefore be applied to every sphere of study. It has already

85. Dewey and Tufts, Ethics, p. 313. See also ibid., p.'312.

86. (E:E- Dewey and Bentley, Knowing and the Known; p- 79.

& 87. Dewey, Reconstruction in Philosophy, p. 173. Compare Dewey's
own attempt to marry natural and moral science, or fact and value, through
the use of the concept of growth in education {vide chapter 3, p. 198-199 supra).
LY
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been indicated that It is considered by Dewey as the ideal method for solving
problems, and therefore for attaining growth as intellectual development.88
But he is not naive enough to view the concept of growth as a scientific concept,
rather than as a moral or' philosophical c.oncept. Instead, Dewey has a philosophy
that includes a theory of knowledge, a metaphysics; a theory of v‘a]ués, as

well as logic. As a matter of fact, he even gives the impression that philosophy

is "beyond science" in terms 6f its comprehensiveness and generality, and in
terms of its determining the ideals that should guide the conduct of science.

In a typical passage, he assigns to philosophy the task of investigating what
scientific knowledge about nature implies and entails "with respect to the
guidance of our emotional and volitional !ife",89 as. this is exhibited in desires;.
aifections, preferences, needs and interests. As regards morals, De\.\;y maintains
that science is amoral or indifferent as far as values are 'concerned..It Qan

be of military value, of technological, commercial, philanthropic or just of
conventional value.90 While science enables man to predict and control the
occurrence of events, it ignores the qualities of such events, even if it does

91

not exclude them from reality.”” And Dewey views these qualities, which

science ignores, as "what is most interesting and most important to mankind."92 '

88. Vide ch. 3, p. 160-162 supra.

9. Dewey, The Quest for Certainty, p. 44.

90. Dewey, Democracy and Education, p. 240.
91. id., ibid., p. 284.

92. id., op. cit.; p. 285.
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In other words, science ignores precisely those things that are of utmost interest

and importance to man. If it tries to dabble in such a realm, "it merges into

93

philosophy™.”” A rather lengthy passage in Knowing and the Known seems

to be worth quoting in order to reveal Dewey's concessions to philosophy,
when he is not singing his ode to science:

A reference to the return of scientific method and
conclusions into the concerns of daily life is purely
factual, descriptive. It contains no implication of
anything honorific or intrinsically desirable. There
is plenty of evidence that the outcome of the
return... is a mixture of things approvable and to be
condemned; of the desirable and the undesirable.
The problem, then, concerns the possibility of giving
direction to this return-wave so as to minimize
evil consequences and to intensify and extend good
consequences, and, if it is possible, to find out how
such return is to be accomplished. °

Whether the problem is called that of philosophy
or not is in some respects a matter of names. But
the problem is here whatever name be given... I
philosophy surrenders concern with pursuit of
Reality... it is hard to see what concern it can take
for its distinctive care and occupation save th%
of an attempt to meet the need just indicated.

Although Dewey reduces philosophy, in this passage, to no more than
morals, it is pertinent to note that he admits "the complexity of moral situations",” :
which contrast with scientific situations. Moreover, he does not limit philosophy,

in practice, to morals. Instead, he has a metaphysical co-nception of pature

as an intricate mixture of the certain and the uncertain, the necessary and

- 93. Dewey, ibid., p. 324, 325, 329.

94. Dewey and Bentley, Knowing and the Known, p. 284-285.

95. Dewey and Tufts, Ethics, p. 192,
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the contingent, the determinate and the indeterminate, and of man as continuous

~.with nature, and in interaction or transaction with it. In nature, itself, he considers <

. every existent to be an event. And such postulates constitute the underlying
metaphysics of his notion of freedom, in terms of which his concept of growth
is interpreted.96 Growth, underst.ood as growth in freedom, is not attained
because there is Being or Becoming, but because Being becomes.”’ The
attainment of growth, understood as freedom, demands the principles of
continuity and interaction because there‘must be Being if there is to be
Becoming, just as there must be Becoming if Being is not to remain but a
dead or inert mass. In other words, the attempt to specify Dewey’s educational
ideal, by conceiving of growth as freedom, makes more explicit the metaphysics
which otherwise remains merely implicit in Dewey's conception of growth
as the ideal end of education. The conception of.growth as freedom therefore
makes more apparent Dewey's recognition and use of what can be referred
to as something other than science, more complex than science, or even beyond
science, namely, metaphysics. In other words, it reflects and makes more
obvious the tension, inherent in Dewey's pﬁilosophy, between his recognition
and use of metapﬁysics, which is beyond and more complex than science,
and his eulogizing of science as the paradigm of all human endeavours. It
seems that Dewey is conceiving science too broadly and philbsophy too narrowly,

or that he is going overboard in his attempt to make philosophy as narrowly

96. Vide ch. 2, p. 90-120 supra.

97. See ch. 3, sect. 2, p. 235 and 236 supra.
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or technologically "useful” as the sciences. In either casé, his_achievement
seems to be contrary to his intention. For! _given his world-view in which
multiplicity and change p'ir}dominate, or in which transaction and continuity
are key principles, it seerr;s that his basic aim is to émphésize the interrelation
between the various disciplines, such as the natural and the social sciences.
Such an emphasis is not compatible with the subordination of one discipline

to another. Rather,'it goes hand in hand with the advocacy of a relation of
mutVa] respect, help, and cooperative effort in the great tfxsk of 1mpfoving

the lot of mankind by freeing man from false beliefs, conduct and practice.

1 Dewey intends anything other than this by his ode to science, he is merely
demanding of science and its experime'ntal method more than they can afford
to offer. If the extension of scientific method into the sphere of morals would
be revolutionary, as Dewey presumes that it would be, it should probably

be pointéd out that it would be no more than a revolution of confusion, disarray
and disaster. Dewey, himself, admits to the comparatively more complex
character of moral situations, which he assigns to the philosophical realm.

At the same time, however, he suggests that science should usurp philosophical
powers, and should intrude into the sphere of social and moral ideals. If he
were to be consistent, he would have realized that the complexity of the
situation would render such an intrusion nothing but a moral blunder. It is

one thing to drag a horse to water, and ar.mther thing to make it drink. Science
can, and often does, try to intrude into philosophical realms. But the result

is usually a blund?p, from which arises neither science nor philosophy. It seems

to entail a demanding of science more than it is equipped to offer. And this
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rather dialectic tension between science and metaphysics, which is made

more explicit in the interpretation of the concept of growth in terms of freedom,

. .

contributes in no small way to the am_f:iguities and difficulties. that Seclo'ud
Dewey's concept of growth. For example, since science thrives on tentative
ends, Dewey is apparently tempted to maintain that philosophy has no need
for ultimate ends. Rather, it should go to school to the sciences, and learn
from them the big lesson that success lies in dealing with tentative ends.
Scientific, cumulative or progressive achievements must have suggested to

8
Dewey how growth leads to more growth.9 Moreover, Dewey was not unaware

of the scientific demand for an accurate and detailed description of the method

by which the conclusions or findings of a scientifc experiment are reached,

so that any other scientist can repéﬁt the experiment using such a description,
and can compare his findings with those claimed. This apparently indicates
the scientific emphasis on method as justifying conclusions, findings or ends

attained. In order to confirm or refute the conclusions or findings of any

scientist, all that is needed is to repeat the experiment as strictly as he describes

it. The emphasis is apparently on ﬁethod._i\nd if Dewey views science as
the paradigm of all human endeavours, it should not be surprisiné that he
often fuses and confuses means and ends. In his view, thérefore, growth is
both an end and a process, or a goal and a mealms, a conception that turns
out to be one of the sou.rces of the difficulties which is encountered in the

attémpt to understand his concept of growth. In other words, the interpretation

98. Probably, the idea can be likened to the aphorism that nothing
succeeds like success. '

®
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o,
of the congept of growth in terms of freedom does not only reflect the tension,
inherent in Dewey's philosophy, between his recognition and u.se of a metaphysics
and his eulogy to science and the scientific experimental method, but it also
indicates fhat this tension is one of the sources of the problems, difficulties
and ambiguities that becloud his concept of growth. It also emphasizes the
properly metaphysical components of Dewey's philosophy, wh.ich help to identify
him truly as a philosopher. But despite the advantages of conceiving growth
as freedom, and in spite of its consistency with Dewey's philosophy in general,
it could be asked whether the interpretation of the concept of growth in terms

-of another Deweyan concept, such as democracy, may not have similar advantages,
and whether it may not also be consistent with Dewey's philosophy in general.

If this is so, why then should anyone insist on interpreting the concept of
growth in terms of freedom, rather than in terms of some otf‘:er Deweya.h

concept such as democracy?
4. Freedom or Democracy?

i Given Dewey's emphasis on democracy as the type of society
that education should help to p'erpetuate, an emphasis exemplified by the
title of one of his mosf authoritative books on the philésophy of education,
and summarized in the preface th'erein,99 it might be wondered whether his
concept of educative growth would not be better explained in terms of democracy,
rather than in terms of freedom. If his rather complex conception of democracy
as a way of life is operative in his philosophy of education, what justification,

Vs

s . r

99. See Dewey, Democracy and Education, p. iii.
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if any, is there for the-attempt to explain his concept of educative growth

in terms of freedom, even if it is democratic freedom, rather than in terms

of democracy as a way of life? Callan, in his study of Dewey's concept of
growth, seems to raise such a question in his reference to Scheffler's observation
that criticism of Dewey as an educationist has tended to take two contradictory
directions: "he has been castigated as an apostle of conformity who did not
value individuality, and he has been rerounced as the champion of permissiveness '
in the r:lassroom."100 C;allan upholds both criticisms as véﬁd, indicating however
that "each is based on an incomplete picture of Dewey's educational thought
sir:ce one focuses on the idea of democratic socializ_ation while the other
concentrates on the abstract idea of education as growth."101 In his view,

a complete picture of Dewey's educational thought can be had by building

"the democratic ideal into his growth theory".102

However, he does not cIearly7
speéify what that democratic Ideal/might be for Dewey. But a clue to such
a specification can be found in his belief that emphasizing "the process of

demaocratic socialization” will reconcile "the constrictive ideal of the democrafic

problem-solver” with "a view of the educational process (viz., the growth ‘ f\-‘
- :
103

P

theory) which often appears excessively liberal." Although the democratic

LRty e

ideal seemns to remain elusive, there is some indication that Dewey's concept

100 Eammon Callan, "Dewey's Conception of Education as Growth",
in Educational Theory, vol. 32, No. 1, Winter 1982, p. 26, quoting from Israel
Schetfler, Four Pragmatists, N Y.: Humamnes Press, 197#, p. 248.

101. loc. cit.
102. loc. cit.

103. loc. cit. Underlining mine.
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of growth could be advantageously explained by reference to, or in terms
of democracy, or by emphasizing the process of democratic socialization,

which involves the“acquiring of scientific intelligénce. Apparently, an article

N
“

" such as Callan's, which emphasizes the importance of the democratic ideal

for understanding Dewey's concept of-growth, but which does not-clearly

specify such an ideal, raises the issue of the relatimﬁ)etwéeh freedom and
democracy, especially in the context of the present investigation. Moreover,
in comparing and contrasting aristocracy and democracy, Dewey himself

states that,

~ There is an individualism in democracy which
there is not in aristocracy; but it is an ethical,
not a numerical individualisrm; it is an individualism
of freedom, of responsibility, of initiative to and
- for'th hl%ldeal not an individualism of
lawles S5.

If Dewey's democratic individualism is an individualism of freedom, or of

x

responsibility and initiative to and for the ethical idea!,.could such an ethical .

ideal be considered to be freedom? When Dewey maintains that "the democratic

ideal includes liberty" because without liberty democracy "is nothing",mj

could this be interpretéd as meaning that freedom or liberty is Dewey's democratic
or ethical ideal? In other words, is the democractic or ethical ideal, which

i

L}

is to function as Dewey's educational ideal, democracy or is it freedom? Or,

104. Dewey, "The Ethics of Democracy", 1r‘1 The Early Works
of John Dewey, vol. I, ed. by Jo Ann Boydston, Carbondale Southern Ulinois
University, 1967-1972 (5 vol. ), p. 243-244, ) w

#

105. Dewey, ibid., p. 245.
SN
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is it both of them togethér so that they could be used interchangeably, especially
~'when Déwey states that "democracy is ‘freedom"?loe Moreover', Dewey indicates

the intimate connection between freedom and democracy in a number of his

works. In Freedom and Culture, for example, he maintains the;t th;'a conception

-of dernoéracy as a way of life is "moral because based on faith in the ability

.of human nature to achieve freedom for individuals";w? As a moral Cohcept,

it involves the role of war or peace among nations, as well as the role of economic -
relations understood as factors that can con_tribute to the realization of either

"human freedom or human subjectic»n“.108

Although the chapter is titled
"Democracy and America", Dewey states that it could probably be
maintained "that all past history has been a movement, at first unconscious

and then conscious, to attain fretf:clom”.109 In Intelligence in the Modern World,

he refers to "the urgent and central question at the present time", namely,

whether socio-economic changes will preserve and develop or just destroy

~

at least for some time,

All that was best worth conserving in older
democratic ideas and ideals: intellectual and

*

106. John Dewey, "Christianity and Democracy", in The Early Works,
vol. &, p. 8-9. ‘

o
&

107. John Dewey, Freedom and Culture. New,York: Capricorn, It
(c 1939), p. 162. .

[

108. Dewey, ibid., p. 165.

109. id., op. cit., chapter 7, p. 173.
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moral freedom; freedom of inquiry and expression;

freedom of association in work, recreation

and for religious purposes; the freedom of

intercourse among nations.... '
This passage indicates still more clearly the intimate relation between democracy
- and freedom. It indicates, for example, that freedom may be, after all, the
core and life-wire of democracy. For, "all that was best worth conserving in
older.democratic ideas and ideals" turns out to be but a series or various forms
of freedom. However, it does not specify whether democracy or freedom is
L)'e'wey':redﬁ'cational ideal, that is, the ideal end of education. This notwithstanding,

the intimate relation between democracy and freedom is again emphasized

in various articles in Education Today. Dewey states, for example, that

e naturally associate demodracy, to be sure, with freedom of action,
but freedom of action wittiout freed capacity of thought behind it is only
chaos".l 1 He advocates the establishment of the democratic principle or

- 112 SR :
meaning in education, - and seems to specify this principle or meaning

-~
-

! 110. John Dewey, "The Economic Basis of the New Sociéty",
in Intelligence in the Modern World; John Dewey's Philosophy, ed. by Joseph
Ratner. New York: The Modern Library, 19?9, p. %25.

111. John Dewey, "Democracy in Education", in Education Today,
ed. by Joseph Ratner, New York: Greenwood, 1969, p. 62. See also Dewey,
"Democracy and Educational Administration", in Ratner (ed.), op. cit., p. 341,
reprinted in Joseph Ratner (ed.}, Intelligence in the Modern World; John Dewey's
Philosophy. New York: the Modern Library, 1933, p. 40%.

112. John Dewey, "Democracy in Education™, in Education Today,
ed. by Ratner, p. 73. See also, Dewey, "Democracy and, Education in the World
of Today", in Ratner {(ed.), op. cit., p. 363.
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when h%states that America cannot endure half free and half slave politically,
and therefore she should not perpetuate "dependence upon external authority"

113

in the educational sphere. He maintains that democratic education should

be education "in ‘freedom for participation in a free society", or the "preparation

.of free individuals for intelligent participation in a free society."lm
In summary, va:ribus passéges from works by Dewey indicate

an intimate relation between democracy and freedom. They therefore indicate

that if educative growth is to be explained in terms of freedom at all, it must

be in terms of democratic freedom understood as distinguished from the "noble

idea of freedom embodi‘éd, both openly and disguisedly, in classic philosophies".”s

Dewey maintains that the idea of freedom embodied in ¢lassic philosophies

is consistent with varioué forms of absolutism, materialistjc or idealistic,

and not with democracy. It is an idea of freedom that works for,.defends

or promotes the principle of authority and of the absolute.116 This contrast

between Dewey's idea of democratic freedom and the idea of freedom that

is embc;died in classic philosophies does not, however, resolve the problem

of determpining whether the concept of growth should be explained in terms

113. Dewey, "Democracy in Education®, in Ratner (ed.), op. cit.,
p.73.

114. id., ibid., p. 363.
e

_ 115, John Dewey, "Philésophy and Democracy", in Characters
“and Events, ed. by Joseph Ratner, New York: Octagon, 1970 (c 1957), vol.
-2, p. 831, :

116. id., ibid., p. 853.
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of freedom or of dem cy. It only indicates the intimate connection between
'demo?:rac.y and freedom, and distinétjishes the kind of freedom that is so

related. In order to determine whether the concept of growth should be explained
in terms of freedom or of democracy, it would be more appropriate to specify
the discussion by locating the intimate relation between democracy and freedom
in the context of Dewey's conception of education. And it should be noted

from the outset that, within the educational context, Dewey again emphasizes
the intimate connection between freedom and democracy,“7 stating that

"the American faith i;*a education has been grounded in the belief...that of

all the guarantees of free development, education is the surest and the most
.effect'ive".l 18 Grouping together the various forms of freedom that‘characteriz'e
democracy under the title of "intellectual freedom" or "moral freedom",

~ he maintains that "the ultimate stay and_support of these liberties are the
schc}ois".“9 He éxpects the schools to turn out individuals "who will stand
actively and aggressively for the cause of free intelligence in meeting social

problems and attaining the goal of freedom."“20 The schools should promote

!

117. Vide John Dewey, "Academic Freedom", in Intelligence
in the Modern World, ed. by Joseph Ratner, p. 721.

118. Dewey, ibid., p. 722.
119. id., op. cit., p. 723.

120, id., ibid., p. 724.
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a liberation that does not only take the form of "economic freedom", but also
of "cultural ireedorn".lz'1 Finally, Dewey lists the role or advantages of
ireedom‘i’n realizing individua! potentialities for the attainment of social
progress, and states that "the schools should be the ceaseless guardians and
creators"” of eternal vigilance, which "is the price of the conservation and N
extension of freedorn".122 In his view, intellectual servility or subjection
befits authoritarian non-democratic societies. The democratic socigty, by
contrast, must aim at, allow and defend intellectual freedom in its philosophy
of education.123 As a matter of fact, Dewey states more explicitly that "since
freedom of mind and freedom of expression a_re the root of all freedom, to
deny freedom in education is a crime against dernocra_cy."lzl'l It seems apparent,
therefore, that Dewey emphasizes freedom as both the ideal end and method
of education. It is the ethical ideal, the democraticlldeal,_ as well as the R
educational ideal, that is, the ideal end that guides the process of education-
as well as the method of education. But it h.as to be viewed as an ideal within
the context of democracy understood as a way of life. For, it is within such

‘a context that it aids and furthers the conception of growth as freedom. It

is pertinent to note that this conception of growth as freedom goes further

121. loc. cit.
122. Dewey, op. cit., p. 725.

123. Dewey, Democracy and Education, p. 305.

.124. John Dewey, "The Social Significance of Academic Freedom",
in Education Today, ed. by Joseph Ratner, p. 322,




A CRITICAL OVERVIEW OF GROWTH AS FREEDOM 326

. than Callan's attzmpi to "explicitly build the democratic ideal into his (Dewey's)
growth theor_y“.125 For, the democratic ideal of freedom is not only or mérely
inserted or built into Dewey's concept of growth, but the concept of growth
is actually viewed as freedom, interpreted in terms of freedém, or is understood
as freedom, rather than just by reference to freedom or democracy. |

In summary of this chapter, the conception of growth as freedom
apparently has certain advantages over other attempts that have been made
';0 explain the concept. With respect to Emerson and Roth, for example, who
emphasize self-development, self-realization or self-perfection as providing
a focus and unit} for understanding the concept of growth, it has the advantage

-0f-being a more inclusive category because self-realization, self-perfection
or self-development turns out to be just one aspect of freedom. Moreover,
the conception of growth as freedom specifies and clarifies the ideal, even
if a.n unsatisfactory one, in terms of which an -individual could be said to grow
edﬁcationally. In other words, it specifies the ideal of growth, which is lacking
in the other attempts to clarify Dewey's concept of growth. That ideal, as
the present investigation has shown, is freedom understood as consisting of
three aspects, namely, the natural freedom of self-determination, the circumstantial
freedom of self-realization, and the acquired freedom of self-perfection. o b

Nevertheless, the conception of growth as freedom does not ‘purport to have

solved all the problems, difficulties and ambiguities that are associated with

Dewey's concept of growth; especially those that can be considered to be

g ——y

125. Callan, op. cit., p. 26.
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inherent to Dewey's philosophy in general. On the contrary, and especially
because the conception is consistent with Dewey's phil'o-sophy in general,

it reflects and makes more specific, precise, or more obvious such inherent
problems, difficulties and ambiguities. For example, it reflects and makes
more obvious the rather dualistic. tension between fact and value, the individual
and the society, and between Dewey's use of a metaphysics and his ode to
scienc;e, which ére all inherent to Dewey's philosophy in general. Ilndeed,

the interpretation of the concépt of growth in terms of freedom emphasizes
the properly metaphysical, logical, epistemological and axiological components

of Dewey's philosophy, and thereby helps to identify Dewey as a true philosopher.
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SUMMARY AND CONCLUSION

The ambiguities, problems 'and difficulties that obscure Dewey's concept
of growth have led to several complaints, as well as to severz;l attempts to
determine how the concept should be interpreted or understood. Some writers

) 1
maintain that the concept is severally explicated in Dewey's statements concerning
intellectual, social and moral development, as well as self-development. They
also maintain that some unity and focus are needed for understa_nding thekconcept,
and that some ideal must be specified as guiding the proc;:ss of gro_wtb, or
as the ideal in terms of which a.n individual can be considered to grow educationally.
Other writers indicate indirectly that there is a close ‘rela‘tio'n between Dewey';
concept of growth and his notion of freedom, and thereby imply that the concept
of growth can probably be advantageously explained in terms of freedom. The
present writer investigates thi‘s hypothesis by first expounding briefly Dewey's
basic philosoph.y as the framework within which this interpretation of the concept
of growth is to be effected. The implicaticns of i)ewey's theory of knowledge;
logic and metaphysics for the interpretation of the concept of grow_th in terms
of freedom, are indicated. An analysis is then ca’??ic.ad but, of Dewey's concepts
of growth and freedom respectively. It is indicated that -the concept of growth
has three main traits, narﬁely, intéllectual development, social development, -
and moral development. The concept of freedom also consists of three major
aspects, namely, the natural freedom of self-determinatioﬁ, the circumstantial
freedom of self—realization,. and the acquired freedom of self-perfection. The

_three traits of growth and the three aspects of freedom are correlative. Thus,

intellectual development correlates with the natural freedom of self-determination

IREAITE T
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because both emphasize the development o intel.ligence. Social development
correlates with the circumstantial freedom of self-realization mainly because
both focus on interaction be'.cween the individual and his environment, whether
natural, cultural or both. Moral development and the acquired freedom of self-'
perfection, on the other hand, are correlative mainly because they emphasize
urjity, interaction or the maintenance of a balance between individual and
social elements. Since this correlation between the traits of growth and the
aspects of freedom is the .result of an analysis of Dewey's concepts of growth
F°

and freedom.respectively, the present writer maintains that it serves as an
evidence, which is found in Dewey, in support of the thesis that his concept
of. gquth can indeed be interpreted in terms of freedom. A similar evidence
is derive.d from putting together Dewey's statements concerning grpwth with
his statements concerning freedom, especially as these statements relate to
his congepﬁon of the end and method of education. This approach indicates
that in both his conception of the end and method of education, Dewey provides
sufficient evidence in support of the thesis that his concept of growth can
indeed be interpreted in terms of freedom. Such an evidence raises the question
whether the concept of growth is, therefore, merely synenymous or coextensive
with the concept of freedom, or whether the conception of gfowth as freedom
has any advantages over the various attempts that have been made to explain
the conceptrof growth in terms of its traits, that is, in terms of intellectual,
social and moral development.

The present writer posits that it is more advantageous to explain the

concept of growth in terms of freedom, than to explain it in terms of its traits alone.

- Itis indicated, for example, that the conception of growth as freedom provides
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.

the unity and focus, which the various attempts to explain the concept in terms
of its tfaits ‘suggest as essential for understanding the concept. The unity and
focus are found in the fact that freedom comprises three aspects, which include
all the three traits_of growth. In this regard, it'is pertinent to note that self-
realization, which both Roth. and Emerson consider as providing the needed
unity and focus, is or‘lly an aspect of freedom, namely, the circumstantial freedom
of self-realization. ‘The conception of growth as freedom is therefore more inclusive,
and provides a better unity and fdcus for understanding the concept of growth,
than doé‘s self-realization ;or any other trait of growth. Moreover, the conception
of growth as freedom does not only provide the unity and focus that are needed
for understanding.the concept of growth, but it also provides the ideal that
guides t‘he process of grc;wth, an ideal which the various attempts that have
been made to explain the concept of growth in terms of its traits also suggest
as essential for understanding the concept. That ideal is freedom understood
as consisting of three main aspects.

In view of Dewey's emphasis that'ﬁﬁ conception of education does not
befit just any society, but only democracy understood more as a way of life
than as a form of government, freedom is delineated as his democratic ideal,
‘and there'fore as the ideal of education that befits his conception of democracy.
‘Further evidence in support of tl':liS ideal is found in various statements by
Dewey concerning democracy, education.and freedom. In other words, sufficient
evidence is educed from Dewey to support the conception of freedom as his
democratic ideal, as his ethi_cal ideal, and as his educational ideal, that is, as

i

the ideal according to which an individual can be considered to grow educationally.
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The conception oi;_growth as Ireedoml therefore gives a more precise or explicit
content to Dewey's educational ideal of growth. Moreover, the interpretation

of .'Dewey's concept of growth in terms of freedom, indicates that one of the
major sources of the ambiguities and difficulties that becloud the congept,

is Dewey's attempt to transplant the concept of growth from an Aristotelian,
metaphysical land rather transcendent framework, in which ultimate ends and
values find their appropriate place, to a predominantly biclogical, psychological
or scientific framéwork, in which ends, values and principles are tentative. This
creates, for Dewey, the problem of reconciling fact and value, which the concept
of grov&th had-helpéd to solve in the Aristotelian framework.

However, the delineation of the advantages that are derived from the
interpretation of Dewey's concept of growth in terms of freedom, does not
necessaril?eme.an that all the problems that are associated with the concept
have been resolved, especially those that can be considered to be inherent to

'
Dewey's philosoph.y in general. On the contrary, and especially because the
con'ception of growth as freedom is consistent with Déwey's philosophy in gene.ral,
it reflects and makes more precise, specific, or more obvious these inherent '
problems and difficulties. For example, it reflects and ma‘k‘gs more obvious
the rather dualistic tension between fact and value, the individual and the society,
‘and between Dewey's use of a metaphysics, theory of knowledge, logic, an axiology
and a social and political philosophy,.and his apparent ode to science and to
the scientific experimental method. It is pertinent to point out that these rather

dualistic tensions indicate the need for some further research if suitable solutions

are to be found to these problems, difficulties and ambiguities that are inhecenz
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to Dewey's pﬁilosophy in general. lf is also pertinent to point out that the Eonception
of growth as freedom shifts the emphasis from the characterization of Dewey

as a philesopher or an advocate of education for growth, to a characterization

of himas a philqsopher or an advocate of education for freedom. Such a shift

of emphasis demands some further research, which can delineate Dewey's distincti\{e
contribution to the understalnding of the concept of freedom understood as an
educational end or ideal. He could, for example, be compared and contrasted

with other philoso‘.pher-s or advocates of education for freedom, such as Jacques

Maritain or Boyd H. Bode.

re
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ABSTRACT

The thesis interpreted Dewey's concept of growth in terms
of freedom in the hope that such an interpretation would provide the
unity, focus ,énd ideal that the literature on the concept suggests as
essential for understanding it. In order to provide the framework within
which the interpretation was carried out, Dewey's basic philosophy
was e)'cpounded, ana its implications for the interpretation were indicated.
His concepts of growth and freedom were then individually analyzed,
and their various traits or aspects were shown to be correlative. Such
a correlation was taken as an evidence, which is educed from Dewey,
in support of the thesis that his concept of growth can indeed be interpreted
in terms of freedor-n. Fu.rther evidence was deduced by putting .together
Dewey's statemnents concerning growth and free&om, especially as
these statements relate to his conception of the end and method of
education. 'However, the evidence raises the qulgstion whether the
concept of growth is, therefore, merely synonymous or coextensive with
the concept of freedom, or whether the conception of growtl}:ﬁs freedom
has any speciﬁc' advantages over the various attempts that have been
made to explain the concept of growth in terms of its traits, that is, in
terms of intellectual, social and moral development. The writer posited
that the conc.eption of growth as freedom provid’es the unity, focus aﬁd
ideal that thle literature on the concept of growth suggest§ as essential
for understanding the concept. Freedom was specified as Dewey's democratic

ideal, and therefore as the educational ideal that befits his conception

oty
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of democracy. In other words, freedom was indicated as the ideal according
to which an individual can be considered to grow educationally. Unity
and focus were found, on the other hand, in the fact that freedom consists
of three main aspects, which include the three traits of growth. For example,
self-realization which Roth and Emerson consider as providing the needed
unity and focus, was s_l;;own' to be only an aspect of freedom, namely, the
circumstantial freedom of self-realization- The conception of growth
as freedom was therefore indicated as being more inclusive, and as providing
a better unity and focus for understanding the concept of growth, than
does self-realization or any other trait of growth.

. It was suggested, however, that some further research is needed
in order to reconcile the -dualistic tensicn betwlee‘n fact ‘and value, the
individual and the society, and bet_ween Dewey's use of metaphysics and
" his ode to science, which the interpretation reveals as inherent to Dewey's
philosophy in general. Some further research was also suggested as necessary

to compare and contrast Dewey with other philosophers or.advocates

—_— N N . . .

of eduéation for freédom, in order to delineate his distinctive contribution .
to the understanding of the concept of freeaom understood as an educational
end or ideal. This was co'nsid.ered to be necessary because the conception

of growth as freedom shifts the emphasis from the characterization of .

Dewey as a philosopher or an advocate of education for growth, to a characterization

of him as a philosopher or an advocate of education for freedom.






