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b. Their Application
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3. As Regarde the #ill of the Child.
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AB IDEALISTIC INTERPRETATION OF THE EDUCATIVE PROCESS.

_ Qurs is sn sge of meschinery, Hend production in

the home hes been supplented by machine-like corporastions

end factories, The simplicity of farm 1life hes been swal-
lowed up in the complexity of time-seving wmechanlcal devicew
desipgned to incresse production end output. The personal
touch of face-~to-fsce interviews hee largely been lost through
the incressing use of the televhone end telegrsph. ZEven home
life hes become more snd more transformed into the "bLusiness
of living", es families hove been stored swey in epsrtmente

a8 in 8o meny filing-cespes - esch an isclsted unlt surrounded
by 80 many other isolsted units - 8ll for the purpose of econ-
omizing epace, time and energy, by being &t the hesrt of the
mechinery of the grest city, 41l this is evidence of the won-
derful strides msde by mep in bhis ingenious uss of nsturel
resources snd bie incresging control of the forces of neture,
end, if kept in ite place, hae within it great poesibilities
for future progress. But is it not elsc evidence of the fect
thet men himself is becoring g0 entengled in thie machinery

of hie own meking, that there is dunger of his misteking it
for en end in itself inetesd of ¢ mesns to an end; snd that
there is dsnger of hie thereby losing his sensibility to the
finer things in life? Hss he perhups created a Frsnkenstein?y

Unguestionebly, one of the manifestations of the
extent Lo which mechinery hee gripped our dsy ie the wave of
meterieliem thet ie sweeping over the world. 1In businese, in

- commerce, in sociely, snd even in church sre found evidences

of the seme trend, but nowhere ere¢ they stronger then in the
realm of the sciences, especielly in peychology end philoso-
phy. It is only naturel, then, thet our educetion should re-
fleot the same spirit. "Behevioristie psychology end prege
metism, inetrumentslism, nsturslism, and meterislism in philose
ophy," runs & ststement published by the HBoston University,
"are fmfemﬁly influencing the scedemic life of smerice to-
day."" Bmphseis is more and more being placed upon meterial
velues, while spiritusl velues ere being ridieuled or ignored
by meny ss too visionery for these practicsl, matter-of-fact,
modern times of ours.

- But, fortunstely, 1l thie ie not going on umnoted
or unchellenged. Voices esre being reised in protest - the
volces of those who refuse to let life be reduced to rere met-
tor end force, not beceuse they wish to delude themeelvee but
becsuse they sre convinced that when 1ife hes been reduced to
metter end force there ie etill & "plus” that hee not been

RS
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teken into sccomnt. These sre the ideslists who, with Psul,
ere looking "npot &t the things which sre seen but &t the
thinge which sre not seen," deeming with him thet "the things
which sre seen sre temporsl, but the things which are not seen
sye eternsl.” %hile this msy sound imprecticel, 13_1{ not
borne out by fects? A4s one of these idesliste says:

"Hobody should heve to live long without finding
ﬁﬁt thet behind everything we cen lsy our henie on is some~
thing elee; e&nd it ie thet 'sowething else’ that does &ll
the counting. The pen in your vest pocket hsen't the slight-
est significence in iteelf. Ths only mesning it cen heve for
life it nmust scoulre frow the gpirit which drives it. The
point will run eec emoothly to forge & check &8 to write & ser-
mon, to give pesce 88 to take 10 B8WEF. o o o o o @ 1f there
ig one lesson tiet life hss been trying to pound intc us it
is that & men 18 bound to come st the world on its spiritusl
gide, or he nay e8 well not come gt it &t 8111 It ie fssh-
icned for thst kind of hendling. The very theory of evolution
seeme to point to it. It ie ebsurd to suppose thet thetl proc-
ess hees meent nothing more then the survivel of snimels fittest
to conguer eneries snd to overrun the esrth! ®On such a bere
hypothesis', writes one of its greet exponents, 'men himselif
ie imposeible to explain. XNo one reslly attempts to explsin
himw except on the tscit supposition thet neture wes not setie-
fied with such sn esrth-over runner &s the rebbit, or such an
invincible concueror ss the influenzs microbe.'™ ‘

These veérying interpretstione have & decided vesr-
ing on educe tion, Whatever the sttitude tusken, whatever the
philosophy of life sccepted, be it essentieslly meterislistic
or ideslisgtic, it follows iﬁﬁvit&hly thet the educstionsl phi-
losophy held will be profoundly sffected snd will perteke of
the nature of the other, After sll, one's educalionsl philos-
ophy is but & part of one's philaaayhy of 1ife.

lesving for the time being the guestion of peterisl-
ism sné its kindred systems of thought, we shall confine oure
selveg to the study . f ideslism a&ndé endesvor to find out whst
are the educsztionsl i&pii&&ti@ﬂﬁ involved in this waey of thiﬁﬁw
ing., This we ehell do in five steps:

I. An Outline of the Rducstive Procesns.
II, fThe Definition of Tdeslism.
III, The léeslistic Interpretstion of the Universe.
IV, The Interpretstion of this Process from the Idesl-
istic Viewpoint.
V. An Ystimete of this Interpretstion.

l?ﬁa Hev. Peul X, Scherer, l.D., in & Bermon on Religion &nd
Iife, printed in Trinity Frosrese for Novenmber 1925 (s monthly
bﬁllﬁtiﬁ issued by the Evengelicesl Lutheren Church cof the

Holy Trinity, Hew York Cityl.
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1. AR OUPTLINE OF THE :DUCATIVE PROCESS,

S8ince thig process remsine fundementelly unchanged
end constitutes the tools sveilable for eny educstor, whether
ideslist, materislist, or pregmetist, we shell confine our-
gselves here to 2 review of the fscts involved, leeving the
interpretstion of these facte for our next step. Our investi-
gation of the educstive process will be centered upon the fol-
lowing phsses:

4. The Importence of the REducstive Process,
Be The Dats of the RZducetive Proocess.
€. fThe laws of Procedure Governing the Zducstive PFrocess,

PREducstion in ite broedest sense means Jjust this: sc~
guiri experiences thet will serve to modify inherited =d just-
mente.” The lower enimels, and, to & grest extent, the higher
snimale slso, sre fully scuipped gt birth to meet the exigencies
of 1ife. They sre prepared by instinet to procure food, to find
ghelter ané protection, to mete end resr thelr young. The com-
rleteness of this eoulipment varies inversely se the specles sd-
vence in the ecsle: that ie, those st the lowest end of the
gcale, such g8 the insects, sre sghle to develop to t e mature
etege independent of perentsl aid, their reactions to various
stimuld being fixed; those st the upper end of the scele, such
a8 the anthropoid spes, ere, to & certsin extent dependent upon
paerentel cere sné protection. In men this helplessness st birth
resches its climex end extends in greduslly lessening degree
over g long "period of infency.” Hand in hené with this help-
lessnaess, however, goeg & corresponding degree of cupacity for
development spd chenge. In the lower enimal forme gll is "in-
stinotively"” mechsnicsl with no poseibility of modificetion; in
the higher forme & degree of plestieity in the orgenienm allows
for some modificetion; snd in men this edvcability, this capsc~-
ity to profit by individuel experience, ie precticelly unlimited.
While s smell percentsge of snimels might profit by educetion, =
treining, rether, ie the proper word in thie connection - in
he case of man, elone, ie educstion an sbeolute necessity.

, The twentieth century infent comee into the world
with ebout the seme native esulpment se that of the infknt of
primitive timese, snd if left slone st birth cesnnot poseibly sur-
vive., 7The infent's native eguipment is not ecuwal to the task
of getting food and shelter. JNore then thet, if these neces~
eitiee coulé somehow be provided, end & child were then left
elone to meture independently, without sny humsn intercourse,
he would, regeréless of hig perentage, grow up se & savage.
#hile #till & mooted uuestion among sclentiste, ¢ great mase

~ of evidence pointe to the non-trensmission of scquireé ohar-
g#%@x&gﬁi&a, The experiences of a parent do not to sny notice-
eble extent sffect the germ cell, which is the seat of trans-

zWﬁgwﬁg Begley, - ?ha‘ﬁﬁﬁéﬁtivtfﬁraceﬁe - Pede
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mission, end therefore, are not psssed on to the offepring.

In like menner, the experiences of the rsce, ever sccumulst-
ing and bromdening &g they &re, leeve esch succeeding geners-~
tion of i1:7snte precticslly unche nped.

Yet, somehow, esch generstion does profit by the
experiences of sll preceding generstions. GSomehow, trese
producte of experience sre trensmitted. By some short cut
men begine where hls forefsthers left off snd in turn pe kee
his own contriiution to the genersl store of kinowledge. This
genersl store is the - soclel heredity of the rece end the mezns
by which it is preserved snd hsnded down is educstion. With-
out it, progress would scsrcely be possible, or, st sny rte,
would be peinfully slow. #ith it, msn’'s eculpwent fer excesds
thet of any snluwal, snd sdequately fite him for his struggle
with his environment. "It ie hardly too much to say,” is
Begley's opinionl, "thst educetion is the largest word in the
voeasbulery of 1ife, for it symbolizes &1l those forces thst
heve reised msn from the plane of the brute, s#l1l those chsr-

- scterietice thet differentiste hinm frow the speechless snthro-

poid, the Homo slslus, with which, not so very long sgo, he

wee to be ldentified.”

Since, therefore, without educstion, man coulé not
survive in his precent environment, &nd since, without 1t, he
could not, even if he 41d menege to survive, maske spprecisble
pgﬁgzsa&, the ednestive process is indigpenssable to the welfere
of men.

48 the artist, in the process of peinting, hes his

rsw meterisls with which to work, - his canvas, his colore,

eané his brushes, - 80 the tescher, in the process of educeting,
hsg certsin rew neterisls svelilsble for his tesk. In the latter
eage, however, they sre fsr more complicasted, for instesd of
being mere lifeless utensils, they comprise a living orgsnism -
the originel neture of the child with its inherent "mechanics”
ené "dynsmics;” en environment to be modified; & will to Le
teken into sccount; snd, finelly, & wide renge of subjects from
which to choose.

In the firet plsce, then, the tescher hee before him
the child himeelf, with s nsture both physicsl sné peychic. 4nm
enslysie of the "mechenies,” or physicel structure underlying
81l humsn behsvior revesls thet there sre three types of mech~
epiems 8t work in every reactlion made by the child: receiving
organs, connecting orgensg, and rescting orgsns.

"Hind is informed of the conditions of the vsrious
perts of the body snd the happenings in the externsl world by
mesne of genssetions."® Sensstions oripginete in the excitstion
of the nerve-ends in the receiving orgens, or sense orgend, &8
b ‘

ﬁyg g&t g""?'zﬁ
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they sre cslled. These sense orgsns sare hiphly specislized,
esch being sensitive to & psrticulsr type of etimmli: those

in the eye to light sné color; those in the eer to sounds;
those  in the nosge to odore; those in the tongue to tastes;
end those in the skin to temperature end ypregspre. 48 onue

of thesge gtimuli sete upon the respective sense orgen &dapted
to it, & perve impulse is initieted in the end of the nerve
which i8 contained in thet sense orpsn., Thie impulse ie con-
éucted through the pervous system until it reeches the proper
responéing mechenism where & regponse of some kiné tekes plsce.
Sometimes the route is short sndé direct, se in s sinple reflex
ect, end sometinmes the route ig round-sbout s in complicsted
gcte invelving resson. The whole ig known e & "etimulue~
response upit” (S9K). :

: These genge orgens srye minute snd numerous, those
in the skin - "peinp spots®, "touch spote”, "cold spote”, "warm
gpots™ - running into the millionse. Othere, similer to these,
gre distributed in the lipings of the internel orgsne of the
body - the stomech, intestines, gullet, snd othsr orgens.
"The reslly sensitive orgens ave very minvte sné, in sppesr-
ence, feirly simple sensory cells. In trem the stimulus
srouses the nerve impulee which ie contucted into the centrsl
nervoue gystem, there to be redirected to the crgens of re~-
eponse. The stimuletion of the sense orgene ie the firet of
the series of events which nekes possible sctive &d justment
te the enrironment.”

L3

The second type of wmechsniem, consisting of the con-
necting orgens, linke the firet typre, the receiving orgesns,
with the third type, the rescting orgene. These connscting
orgene, or thresd-~likke fibres ozlled neurones, constitute the
nervous system. They fell into three clzeses - the sensory
neurones which sre connected with the pgense orssne, the central,
or inter-connecting neurones in the ceontrel nervous systen,
which comprises the brein, mid-brein, end spinel coré, £nd the
motor neurones which sre connected with the orgene of regponse,
as, for instence, the muscles of the srms &nd legs.

"Intellect, cherscter, uné¢ skill heve their physio-
logicel baesis in the structure epd sctivities of the neurones
&né accessory orgens which compose the nervoue system. The
originel nature of msn in these respects depends on the originel
gtructure snd sctivities of the neurones.

"The neurcones sre essentislly thresds of specislized
protoplaem esch connecting one pert of the body with snother.
Iike other elements of the body, they est, excrete, grow end
éiey but their specisl functions in the snimel's life sre
sensitivity, oconductivity, end modifisbility. Sensibivity
mesng the cspscity to be excited to sction at one end by ons
or many &gencies. Conductivity meens the cepacity to trensmit

A+ 1. Getes ~ Peychology for Students of Zéuestion - PebZ.
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the sction thus excited, or some consecmnence of it, to the
other end of the neurone. Nodifiasbllity meane the capscity
to change in sceordsnce with UBE. «ase

"rhey are arrsnged in en elaborste system of recep
tors, essily sccessible to importent influences within &nd
‘without the body, effectors in intimste connection with orgsns
for sction, and connectors which lesd from the receptors to
the effectors., Hech neurone of this total system hse its
gpecisl connections with the outside world, T;th the outer
orgens of the body, or with other nemrones.” _

“hile differing in sppesrence and size, sll peurones
have these common elements ~ & ¢ell body, & number of thresd-
like fibres 8t the receiving end, known s dendrites, a long
thread-like fibre st the discharging end, c¢elled the axonse,
which "freys out” &t the ené into so-cslled end-brush. They
are 50 errsnged thet the end-brush of the sxome of one neurone
is in close prozinity to the dendrites of snother. The place
where they meet ie cslled the synepse. Trevelling from sxone
to dendrite the nerve impulse originated in & sense organ mskes
ite way scross various synspses until it resches the rescting
orgaen. The course this impulse tekes is determiuned by the
amount of resistance offered st the synspse. HZxactly what
takes plesce st the synspse, or what ceuses & high or low re-
sistence is not se yet known, slthough it is generslly conceded
the t the proximity of the neurone endinge must have s direct
besring on it. Some of the psths of conduction sre slresdy
estsblished at birth, while countless others &re maga a8 the
result of leaming. Ostes sume it up ss follows: "ohe nerve
impulses, becsuse of conditions which must &t present be de~-
scribed rother veguely ss differences in resigtance at the
Bynspses, do not become scattered snd diffused throughouti the
whole centrsl system, &#nd, 8s & conseguence, throughout the
whole bodily ecguipment of resceting mechsnisme. On the contrary,
they tske perticulsr, limited courses sné evoke responses by
certein orgens only. There sre predetermined routes from
perticulsr eenge orgsne; routee determined by conditions st the
synsptic connections. ©Some of these routes sre short; some sre
round-sbout; some sre inherited Just ss bones &nd eye~-color sre
inherited; some sre scquired through expetience as wrinkles and
table mennere are sequired.”

Ae hee been indiceted, stimulus-response units vary
in complexity. The simplest is kvown se & reflex set, or set
of the first level. It ie inherent st birth snd is prectically
unchangesble, It often involves only & sensory neurone, s cen-
trel connection in the spinsl cord, & motor neurone, &nd a
muscle, slthough usvally seversl orgens of response sre involved.
Such resctione se the knee-jerk snd winking fasll under this
hesd. Resctions of the second level, which sre slso unlesrned

1z, 1. Thorndike: Edéucationel Psychology - Vol I. p.209
20p. Cit. p.50
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but somewhst more complex snd more resdily chenged, involve,
in sddition to firet level resctions, more cowpliceted con-
" nections locsted in the mid-brein snéd the cerebellum. Turn-
ing the hesd, shouting, and verious emotions, such &g snger
end fesr, belong in this clase. Pimelly, there are scts of
the thirdé or brsin level which depend upon the neursl orgeni-
zation of the cortiesl eres of the two cerebrsl hemispheres.
411 lesrned resections, which sre the result of the modifice~
tion of the synsptic comnections in the cortex, &re in this

group.

The thiré type of mechanien constituting the phys-
icel structure -~ the "mechanics” of humen sction - is the re-
scting mecheniem, This coneiste of wsuscles, glesnds, end cor-
ticel neurcnes.

There sre two kinde of puscles, the striped or skel~
etal, verying in size end found in sll psrts of the body - in
the srme, the legs, the shoulders, the vocsl orgens, &nd others =~
sné the smodth muscles, which sre found meinly in the viscersl
orgene, ~ the intestines, the disphregm, the wells of the gul-
let, the stomech, snd other internel orgene.

The glendse, it ie becoming wore snd more evident, are
of vitel importsnce in humen behsvior, - in the matter of
tempersment snd in the control of the emotions, s& well as in
physicel functions guch se digestion and sssimilstion. The
duct glends, smong which sre the tesr glende, the swest and
oll glends of the skin, and the salivery glends of the mouth,
gecrete either to the surfsce of the body or into some body
cavity. The ductless or endoorine glesnde, on the other hsnd,
gecrete directly into the blood. jimong these sre the thyroid,
the psrsthyroié, sné the pituitsry glunds. '

"Our knowledge of the functions of the glsndulsr
mechanisme,” says Gotes ,*"is es yet very insdequate. They
form s complex system. A chenge in the smount of secretion
of one affects meny or &ll1 of the others. . « « « The whole
complex of chemicsl resctions doubtless provides for msny sub-
tle ud justments, whose influences on humen behsvior we sre jJust
beginning to sppreciste.” :

In sdéition to these tenpible resctions in the form
of movement snd glandulsr secretion, &re the intangidble, yet
i portsnt, resctions such es sensstions, thoughte, enéd fesl~
fnge. These srye the resctions which tske plece in the cerebrsl
cortex ené constitute the mentel stetes of the individusl.
%hile secience is unsble to explain the relstion between the
physicel snd the mentel, the reletion is uncuestionsble., Con-
sciousness depends upon & physicsl beels, nemely, the sctivity
of the neurones in the cortex of the brein. There cen be "no
psychoeie without neurosgis.” The partisl destruetion of the

1op. cit. p.71.
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cortex inevitsbly results in the pasrtiel lose of coneelous-
ness., ¥%hen one aree is injured or destroyed, the loss of
visusl sensetion results, even though the eye snd sensory
nerves sre intsct. The injury of snother sres results in
inability to detect sounds when the esr iteself is uninjured.
The removel of other eress destroye the sbility to sense pain,
pressure, temperéture, teste. In the event of the injury or
removel of 8 wide expsnse of the cortex, the loss of mesory,
or of the ability to visuslize msy slso result in spite of
the unimpsired condition of the sense orgene, the spinel cord,
the muscles, snd the glendée. Thie proves, while it does not

. explsin how or why, that nerve impulses flowing through the
cortical peuronee sre essentisl fectors in consciousness,

Prom the standpoint of educetion, the most important
fecet in the petive equipsment of men is the modifisbility end
retentiveness of the neurones upon which lesrning depends. The
degreae of modifisbility, se well s the sensitivity of the
neurones deternines the extent of the cspacity to lesrn. This
ie & metter of netive endowment which veries in individuals.
The development of the cspacity to lesrn snd retsin is s gred-
ual process. To & large extent, development depende upon
favoreble opportunities, but the limits of this development
are predetermiped by nstive endowment. 80, &lso, but to a
lesser extent, is the "netursl bent” of the individual deter-
mined by the aptitaéaﬁ with which he is endowed at birth.
Hence the epigram, expreseing but helf the truth, “"Poets are
born &nd not mede,”

Sueh, then, sre the "mechsnicse™ upon which the work
of the educstor depends: recelving orgsns, which "pick up”
impressions from the outside world or from some lamner condi-
tion; connecting orpgens, which csrry these impressions slong
to the proper "exchenge"; snd rescting orgene, which meke the
response needed to sd just the individusl to conditiocrs re-~

& veasled by these impressions, snd sre themeelvee modified through
having mede that response. ind becsuse thie physicsl structure
is the foundstion of &ll sctivity, it is of vitel importence in
the educsutive process.

. "Dy~ Having reviewed the "mechsuliecs” of the child's orig-
nemics”. insl neture, we shall now proceed to s considerstion of its
"éynspics.” These mey bve cleseified sg the instincte end oripg-~
insl tendencies snd the emotione. Of necesgity thie cen be but
& brief survey of the outsteniing faets. Volumes heve been
written upon these phagee of humen neture from é¢iffering points
of view, setting forth conflicting opinions end theories. There
is, hawaver, s sphere of fairly genersl egreement snd it is to
this we shall confine ourselves.

v
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An inmstinct Eﬁy be defined &8 “gn inherited forn
of nervous orgsrizetion.” That is to ssy, the neursl connec-
tione responsitle for en instinctive resction sre formed be-
fore birth. kost instinets, however, sre not present st
birth, but develop grﬁéaalmy, gome making their sppesrence s
few ésyﬁ gfter birth, others somewhst lster. The lset to put
in an eppegrance is tha sex instinct. It is now generslly
conceded thet inetincte sre, on the whole, stable snd, in &
more or less modified form, permanent. Their 1m§artanaa lies
in their driving power, for precticelly sll humsn conduct hae
one or more instincte ﬁt its roots. 4ie& Gates ststes it:
*Stimull, whether they srise in some externsl situstion or
in some inner condéition of the body, arouse tendencies or
drives to sctivity elmply becsuse original peture is whet it
is. 4 msn wante to eat, to sleep, to be praeised, to bs looked
at spprovingly, or to &dd new iteme to hie collection of stemps
or pictures, fundementslly becsuse he is nsturelly B0 orgsnized.
Instincts, then provide & large number of the determining or
dynemic forces in behsvior. They sccount for forms of resdi-
ness to sct, or in leegs technical terme, for meny particulsr
drives, motivee, deeires, ineiin&tieﬂs.'nrgaa. To understand
the instinctive egulpment of men i8 to comprehend the direc-
tion in which sctivity is likely to run to perceive in some
messure, whﬁt kinde of esctivity individuels are likely to seek
and avs&d.

?ha readiness to act which sccospanies an instinet
ie & physiologicsl stete tsking plsce in the neurones involved.
i8 8 rerult of thie preperstory resction of the neurones a
psychic stete ie experienced in the form of &n impulse or con-
gcioue wieh to sct. The whole organism is "get" towsrd & cer~
tein end or e@nﬁummatary resction.

‘ Claesification of inetinets hss been made slong veri-
ous lines gith different criteris. The following one ie taken
from Gates

1. Instinctive reeponses to bLodily or orgenic conditions:
guch ss, esting, drinking, bresthing, sleeping, voiding,
getting cool when too werm, snd getting werm when tao
co0l.

2. Instinctive responses to objeote or eventes in the environ-
ment: These include gross bodily sctivities - &8s, walk-
ing snd olimbing; menipuletion; vocelizstion - laughing
and weeping; svolding resctions - dodging, shrinking,
cowering; overcoming obstructions; mastery; fighting;
submiesion - when mestery is out of the guestion; end
collecting snd hoarding.

1op. cit. p. 124.

20p. Cit. Chap. VII.
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‘2. Inpstinctive responsss to presence sni sctivities of other

humsn beinge, sometimes celled the social instimcts: pa-
réntal bvehevior, meting behsvior, gregeriousness, desire
for socisl epprovel, sné svoidesnce of scorn.

‘ 70 these might be sdded these other instinctive ten-
dencies: to be curious, to imitete, to be religiocus, ené to
find eome ststes of effeire sstisfying end others annoying.

The firet three need no explenstion; the lset, perhepe, does.

Thie tendency ig 8 Tfemilisr phenomenon in the cese of snimsls,
for the fondnese of ducke for water, of dogs for humen compsnion-
ship, of mice for cheese, is proverbiesl. §So humsn bveings, too,
bave netive likes spé dislikes which in some instences sre uni-
versal, snd in others vary smwong individusls. Commenting upon
thie in&@r¥ tendency to prefer some things to others, william
James seysi:

"#hy does the hen, for example, submit herself to
the tedium of incubsting such s fesrfully uninteresting set of
objecte ss & nestful of egge? Why do men slwsys lie down, when
they csn, on soft beds rather then on hardé floors? Why do they
8it round the stove on & cold dey? ¥why, in & room, do they
place themselves, ninety-nine times out of & bundred, with their
faces towsrd ite middle rether then towasrd the wall? .+ « «
Hothing more c¢sn be ssié thsn thet these are humtn weys snd that
every cresture likes ite own wsys, snd tekes them 5 & matter of
COUrE8. + « » o it is not for the sske of thelr utility thsat
they ere followed, but beceuse &t the moment of following then

we feel that it is the only sppropriete &nd naturel thing to do

« o » o to the sninsel which obeye it, every irpulse 1 every
step of every ipstinct shines with its own sufficient light, end
seemg st the moment the only eternslly right end proper thing to
do0. 1t ies done for ite own seke exclusively.”

While we have no wey of snalyzing the comsciouns states
of sapimels, we know thet in humen beings & satisfactory stete of
affeirs ie sccompenied by & feeling of plesssntness s¢né an un-
setisfactory or smnoying stste of affeire, by s feeling of un-
pleasantness.

‘ "The orisinel beeie of the wepts which so truly do
end should rule the world is the originsl setisfyingnessof some
states of affsire and sunoyingness of others. o0Out of such
originel setisfiers snd ennoyers grow sll desires &ﬁg aversions;
&nd in such sre found the firet guides of learning.”*

There is, of course, in this clessificstion of in-
stincts, #e in sny other, & grest desl of overlapping. lost
ipetinete inclule s number of elements thst sre common to other
instinets. 4nd rsrely, if ever, ie & resction the result of
pure instinct. Human behsvior is such & complex combinstion
of nmetive e2nd scquired tendencies thet it is usuelly difficmlt
to éistinguish them.

liuotea by Gates - Op. Cit. p. 150.
2%- L. Thorndike - Op. Cit. vol.I, p.123.
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' ¥We hsve mentioned the feelings of plesssntness and
unplesssntness in conneotion with sstisfsction sxd snnoyance.
These, strictly spesking, differ from the emotione which sre
8ls0 known &8¢ feelings, in genersl usage. Hmotione sre so-
compenied by &8 feseling of plesssntness or ugplessentness sc-
cording to the circumetances srousing them. The seme emotion
mey &t one time be pleasent snd st snother time unplessent.

’ 48 yet mno sdequste explsnstion, on & physicel besis,
hse been found for the emotions. Thie, however, does not de-
tract from their importsnce. There sre, sccording to leDougsll,
seven different fundsmental types of emotione: fesr, dispgust,
wonder, anger, subjection (negative self-feeling), elstion
{positive s=lf-Teeling) snd the tender ewotions.* Violent emo-
tione, especislly snger snd fesr, sre sccompanied by inner dis-
turbences which have & dissstrous effect on the bodily func-
tions and elso on the genersl mentsl efficiency. Kild forms

of the plessurable smotions - mirth, Joy in plessant compsnion-
ghip, in musiec, or in conversstion, tend to produce & genersl
sense of comforteble well-being. It is this state which Vest
fite the individusl for the tesks of deily living. ¥hile srous~
ing the emotions unduly is harmful, nevertheless, it is upon the
successful eppesl to the emotione thet sction lasrgely depende.
Ir. Horme, in hie discussion of the importsnce of interest in
education, (interest being “aug of the many feslinge of possible
sarvice to the teacher™) says: : :

"It i8 sn open question whether the feelings sre not

the grestest motive powers in life., Ho ides which the feelings

feil to welcome ocsn sbide in the home of the mipd. . . . - The
educator who would instruct the intellect and fashion the will
maet slso win the feelings."

We have, up to this point, touched upon the component
parte of the nutive eguipment of the child -~ the physicel struc-
ture underlying snd determining the mentasl cspsecitiesg, the in-
stincte synd nstursel tendencies, snd the emotions. Tsken ag s
whole, thie constitutes, the heredity of the child &nd is &
powerful influence in the shsping of his charscter. is such
it ie of fundszentel inportence &= one of the dsts with which
the teecher has to deal in the educetive process.

. The second of these dets, the environment, is like~
wigse of the utmost importence, some writers claeiming it to be
of gven more significsnce than heredity. The Stepnderd Diction-
ary+ defines environment se "sll the externsl circumetances of
an orgenism.” It can reedily be seen that these fell nsturslly
into two clseses: the physicel, such sg climete, soil, &ir,
light, hest, food, emd so forth; aend the socisgl, besed upon as-
socistion, such as langusge, customs, conventions, morsl stend-
ards, idess, public opinion.

1p.L.Thorndike, @p. Cit., p.154.
£pnilosophy of hducetion, p. 192f.
Spunk snd Fegnells.
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4in orgenism containing within iteelf the capmecity for
developuwent reguires opportunity for this development to take
place. It ie the environment thst provides this opportunity.
"shet 8 soul once born most needs is just opportunity. 7The
grain of whest hse life in itself, but soil end sunshine, the
dow snd the rein ere its opportune enviromment. 5o the soul
hee 1ife in itself, but the home, the echool, the church, snd
sociaty, ere its opportunities. The environment must invest
the cspitel that heredity hes bestowed; without investment, the
cspital cennot grow; without the cspital, investment is impos-
geible. In the home snd the school pesrents and teschers provide
those opportunities thet inherited cspecities must hsve for
their reslizstion.”™™

The opportunities provided by the physicel environ-
ment coneist in neturel resources thet cell out inherent cusli-
ties in men, ss, for inetance, the lure of the ses and ite in-
fiuence upon the sncient Fhoeniciaens, the besuties of CGreece
end their effect upon the chsrscter of the Greeke, the Hile
River snd ite chellenge to engineering fests on the psrt of
the old Egyptiens; snd in seenming dissdventages that by their
very sntagonism "meke™ the man who overcomes them and spur him
on to progress. In some circumstences the physicsl environment,
by meking survivel too essy, hinderse development, &s is in-
stenced in the enerveting effect of the climste in the tropiocs.

- The sociel environment provides opportunity end in-
centive to schievement in the very fect of the presence of }
others. Thie stimulstes competition and drews ont talente which
might otherwise heve leln dorment. It provides opportunity for
development - which may be desireble or undesirsble ~ in setting
up standsrds sné models for imitstion in the home, the community,
the school, snd the church. 1t stimulstes development by pro-
viding cultursl opportunities, not otherwise aveilable for meany,
in its libraries, museums, snd churches. Finslly, it provides
vast opportunities for development in the comservation of the
zariﬁﬁgﬁ of paset generstions for the use of the present geners-
ion.

; While heredity estebllishes the boundsries beyond which
ne development is poesible, environment lsrgely determines the
éirection which this development shell tske. 4 wholesome en-
vironment csn do much to overcome inherited wesknesses; so0,
vice verss, 88 hss been demonetrsted over snd over sgsin, csn
& bed environment 4o much to counteract and degrsde en heredity
that is potentislly good: There is room, then, for the educetor,
who in desling with thie vital force, must utilize the good
points end countersct, wherever possible, ite bed points. The
environment, like heredity, 18 & most importsnt detum in the
educstive process, but unlike heredity, it is not sbeolutely
fixed. It is susceptible to modificetion.

1&:; H.H.Horne, ldeslism in Educstion, pp.67-68.
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Po teke the will into sccount snd to trest it
geparetely sc one of the dete of the educstive procees is
to commit s greve error in the eyes of msny molern educeatore
snd scientists, who feel thet when heredity snd envirconment
heve been teken into sceount =& the forces meking & men, all
thet is necessary hae been seid and done. 4iné yet, they them-
gelves must end do, often rerheps unconsciously, teke sccount
of the will in the senee inm which the term is used here: not
&s 8 feculty in itself, but as the while individuslity in ac~
tion. "By will,"” ﬁr,‘ﬁarae explains,* "we mesn the psrt the
inéividual himself plsys in his own ssking snd in the msiing
of society.” It ie in this scense that even thoee who would
exclude it, cen socgrecely fall to recognize the willé Ir.

- Sslecby, for exsmple, in Parenthood &nd Rece-Culture™ ssys,

"Grented thet the highesl of &1l otjecte 18 Lhe making of
worthy humen beinge, it is quite evident thet we must attend
eguelly to the two fasctore which determine £ll humsn life-
her-dity snéd emviromment.” He also, however, guotes DIisrseli,
‘lien sre not the crestures of circumstences; clrcumstences are
the cresiures of men', end himeelf meakes this ststement: "we
muget look elsewhere than smongst the inherent spnd necesssry
factore of racisl 1life for the csuses which determine these
tragedies (grest netionsl trasgedies of history); end we shall
be entitled to sesume sg conceivelle the proposition thet,
notwithetsnding the consistent fsll of our predecessors, the
csuseg sre not inevitsbvle, but, being externsl s nd environ-
mentzl, may possibly be controlled: msn being not only creature
but crestor also."

The following pussage 1& teken from cates®: " A%
this point, a very importent distinction msy be drswn between
capecity snd schievement; between growth &né sccomplishment.
Chiléren of the same ege will, on the bssie of endowment,
pogsess different sptitudes. Eut sptitude does not insure
schievement. ¥het ie done with one's capscity, whether it be
high, medium, or low, depends on how persistently, how vigor-
ously, end in what directions it ie spplied.”

In other words, whet is done with one's capscity
depends upon the will of the indiviéusl. 7The cholce ig his:
on the one hand, development of hie inherited cepecities
through volitionel effort, and, on the other hsnd, feilure to
realize his cspecities through wi}ful neklect. MNen himself,
in conjunection with heredity and environment, plsye en impor-
tent pert in molding hie cherscter - in becoming "all that
nsture intended him to be,"

iiﬁealiam in Zducetion, p. 96.
3p§.$§, 149, Eﬁ?, £b8 - (uoted by Ir. Horne - Ibid. p. 7.
%0p. Cit. p.116.
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The fourth and lact datum of the educative process
i3 the subject matter to be tanght. No detailed dimcussion
of this phase need be undertaken here, however. 3Suffice it
to say that there are various theories conceming the nature
of knowledge. To some it has cultural value - they advocate
knowledge for its own sake; %o othera it has instrumental
valune ~ they would use knowledge only as a means to an end;
to atill others some knowledge, at least, has disciplinary
value - they would teach it for the formal training it pro-
vides. pecause the accumulated knowledge of the race is &0
extensive, it 18 necessary that seleotion be made, whatever
theory may be held. There are certain types of information
which, in the process of civilization, have become essential
for intelligent participation in soclety. Beyond these the
selection must largely be determined by the natural aptitudes
and the needs of the individual. "The knowledge that countse,
the knowledge that ie power, ig not mere acquaintance with
facta, but experience of facts in their relation to each
other. True knowledge must consist of signifieant facts,
facts that mean sonmething %o the individual and can be agpiiaé
by him in some way advantageous to himself and to others.”

To sum up the materisl) with which the sducator must
work: There is, first of all, the original nature or heredity
of the child; secondly, the environmenti, which constitutes the
opportunity for the development of that heredity; then, the
will of the child as he reacts to these two forces; and, fi-
nally, the agoumulated knowledge of the race, from which se~
lection is t6 be made. Theee are the data of the educative
process, With such data, the question confronts ue, how is
the educator to proceed in his task of molding the child?

This brings us to our next step: the laws of pro-
gedure governing the edncative process. These laws of pro-
cedure are, of course, dependent upon the nature of the learn-
ing process in the child. No longer is leaming conceived as
& passive process in which the child, like an empty veesel, is
filled by the teacher with desirsble information - desirable
from the teacher's standpoint, that is. It is & recognized
fact that no learning takes place without some reaction in the
child. We shall therefore consider first the laws of learning,
and then thelr application. According to Thomrmdike, there
are three primary and five secondary laws of learning.

The primary laws are the Law of Readiness, the Law

- of Exercise, ani the Law of %5?&&%.

The Law of Headiness he states as follows: "When
any conduction unit 18 in resdiness to conduct for it to do so
is satisfying. VWhen any conduction unit ie not in readiness to
conduct, for it to conduet is annoying. %hen any conduction
anit §a in readiness to conduct for it not to do so is annoy-
ing." A simple illustration of this is found in the matter

;Iﬁakﬁ Adams: The Zvolution of Aducational Theory, p. 188.

3@?» Cit. Vol.II, p. 1.
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of esting. For & hungry man to est is setisfying snd to be
kept from esting iz annoying. On the other hsnd, for & men
setisted with food to be forced to eet mwore i smnoylng. Ex-
sctly whet neurel chamges tzke plsce to produce states of
sanoyence or satisfsction is unknown. Thorndike's explana-
tion is bessed upon the sction thaet takes place, unot upon the
conscious state involved: "By a satisfying stste of sffsirs
is mesnt roughly one which the animsl does nothing to avoid,
often dcing such thinge s sttein sxd preserve it., By an an-
noying stete of affgim,w meent roughly one which t{he animsl
svoide or changes."  However in genexsl, it mesy ssfely bs

gaid thet, st lesst in respect to human beings, & "satisfylng
ptate of effairs™ is equivelent to & feeling of plessantnsss
snd sn "snuoying stasts of aiffsirs™ to s feeling of unplesssnt-
ness.

?iw?ﬁf. The Lsw of Exercise Thormilke divides into the Lews

of Use axd Disuse: "PThe Lew of Use 1s: Wher & modifisble con-
nection is mede between & situstion and s reeponss, that con-~
(1) The Dnection’s strength is, other things being agual, incressed. Ry
Lew of the strength of & conneetion is mesnt roughly the probsbility
Use. tmt the connection will be mede when the situation recurs.

: Greater probability thst a connection will be mede meane 8
greater probebility for_the ssme time, or sn egual probadbility,
but for & longer time."® Por instsnce, the connection heving
been mede between the situstion 7 x ¢ and the response 42, the
strength of that comnection hes been increased. Thet iz, the
probebility thet the response 42 will be evoked by the esitna-
tion 7 x 6 i8 grester. This may meen thset the probability hes
been incrsssed from sixty out of & hundred to eighty-five out
of a hundred for the ssme length of time, say, for thirty days
hence; or it may mesn that the probebllity, sixty out of &
bundred, hss been extended to continue for fifty deys hence
instesd of for thirty dsys hence. :

EX ag

{2) The "?he Tszw of Disuse i8: When a modifisble connestion
lLaw of i8 not msde between s situation and s response during & length
Disuse. of time, thet connection's strength is decreamsed. The explsna-~
o tions =nd gmﬁﬁ&aﬁgm stated ip connection with the Law of
Use spply here slso.™ ,

a) The The law of Effeet Thorndike stetes in thece words:
Isw of "fhen a modéifiable conmnection between s situation snd a response
Effect  is made and is accompenied or followed by & satisfying etats of
affaire, thet commection's etrength is increased: When nade
and sccompsried or followed by sn snnoying state of sffaire,

its strength is decreased. The strengthening effect of satis-
fyingness {or the weaskening sffect of snnoyingnesa) upon & bond
vaeries with the closeness of the conneciion between it and the
bond. This closeness or intimascy of aseocistion of the setim-

1op. Cit. Voi I, p.123.
21bvid. Vol.I, p.2

%1via  Vel.II, p.d.
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fying (or snnoying) siate of sffsirs with the bond in question
msy be the result of nesrness in time or of attentiveness to

the situstion, response &snd satisfying event in cquestion.
'Strength' mesns the same here ss in the Lsw of Use."* Count-
less 11lustretions of this law &i work may be found both in
human sné snimsl behsvior. 4 Yaby thet ie picked up snd fondled
when it c¢ries soon lesrns toc repest the crying in order te have
the sstiefection of the fondling. 4 child thet burns hie fingers
when he touches & nol stove learns to inhibit the impulse to
touneh 1t. 4 rat thet in ths courss of &n experiment receives

gn electric shoek esch time it tries getting to some food through
8 cortsin pethway, greduslly lesrns to avoid that route. In the
Pirst case the conuection is sirengthened; in the other two it

is weskened.

The secondsry lswe of learning sre designated by
Thorndike &s the lev of !mltiplse Response, the Law of the learn~-
er's "Set™ or Attitule, the Law of Pertiel sctivity, the lLawd -
Assimiletion or 4nsliogy, sad the Law of sssociative Shifting.

he Taw of Multiple Response is thst to s certsin ox~
ternsl situstion & number of varied responsee mey be mede. PFrom
these nuserous poseiblliities the child or animel mekes selections
until the response which produces & aat%aiying gtete of affeirs
is hit upon. ™That is,” says Thormdike*, "the situaetion pro-~
vokes, not one fixed response, but any one of seversl regponses,

., the failure on the part of the one first made to produce a satis-

fying stote of affairs being (in connection with the rest of the
situstion] the stimulus to oune of tke other responses, suv that

the snimal does nmsny things sni doee them over upd over sgsin
until some one of them, or scme externsl event, puts an end to

the snnoying state of effeirs or briugs the requisite sstisfsec-
tion." The sctions of chicks contined within & pen, of s turtle
endeavoring to reech his nemt from & given point 4, of a hungry
kitten sttempting $0 get out of 8 box in order to reach the it

of fish left onteide srec cited ss illustretions of this cherscter-
istic of lesrning.

The Lew of the Learner's "Set”™ or Attitude is that the
regponse of the leerner to sn externsl situstion is conditioned
by hie sttitude or &d juetment at the time. Thie ie often called
hig "mind's set.” 4 child when slespy or i1l will not respond
in the eeme wey to & new picture book &5 he will when wide awske
end in pood spirite, 4 hungry chicken will meke more frartic
effortes to rsach food then will onms thet hes just beer fed. 4
boy in & toy stors does not see the dolls which hold hie sigter's
interest, but is intensely excited at the sight of an electriec
train or & =mechenicel toy which gets little more than & pszsing
glance from her. 8o the mind's set determines what ®itustions
ggféé eall for & response, anl slso what responses shell Le satis-

l1vid. Vol. II, p.4
3&&. Cit. Vol.I, p.133
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The Law of Partiasl Activity is expressed by Thorn-
dike 88 follows:  "....8 part or slement or sspect of s situ-
stion may be prepotent in causing response, andi may have re-
sponses bound more or less cxslazivgly to it regerdless of
some oy 81l of its scoompsnimentas."+ It ie only in rsre in-
stences thet we respond to gross situations ss such. In gen~
eral, we are utterly indifferent to some elements of a situa-
tion, mildly aware of others, and intensely interested in
others. These lsst, then, become the prepotent elements in
the bond formed between the situastion and the response mede,
snd are very spt to evoke the seme response when they occur
later in connection with &ifferent elements - that 18, in &
different gross totsl situstion. 8o we sbetrect "number®
elements, colors, quelities, end other charscteristics from
their concomitent elements and respond to them in whatever
situation they msy be found.

The Lew of Aseimilation or Analogy is thet "to any
eitustions, whioch hsve no specisl original or scquired response
of their own, the response msde will be that which by originsl
or acquired neture ie connected with some situstion which they
resemble.”@ Or, in other worde, "To gny new situstion man
responds 88 he would to some situstion like it, or like some
element of it."® Thie is strikingly illustreted in the sc-
tions and responses of children in the presence of new objects.
One ohild, for instance, upon seeing a8 lske for the firet time,
exclaimed, "Ch, mee the big bath-tubi™ Man, slso, by original
nsture, responds to the difference in & situation. The response
in such sn instence msy be & perplexed stsre, s feeling of help-
lessness, saying "I don't know", and the like. "What's that 7"
is no uncommon expression among smell children, nor do adults
sbandon it entirely. Thorndike wummerizes his discussion of
this tendency in these words:

"The sction of any situstion . . . . i8 the combined
sction of its elements. Whatever in it hass been bound to cer-
tain responses scte, by the lews of hebit, to produce the
phenomens of sssimllstion or response by snslogy. Its quality
or feature of foreignness, bafflingness, true novelty, acte by
instinot or hebit to produce wonder, confessions of inebility,
&nd such guestionings as héve in the psst brought satisfying
results in similer cases. We might indeed ssy thet these ap-
parent exceptions to response by snalogy really illustrate it,
the new novelty being treated ss was the old novelty like it

- The Law of Associstive Shifting is that & response
may be shifted "from one situstion to another by graduslly
changing & situstion without dieturbing the responge to it."d
That is, given a situation a b ¢ d @ to which a certain re-~
sponse hse been attached, by a gredusl process of sddition snd

lop. cit. vol.II,p.14 ~ 4op. cit. vol. II, p.30.
2Q§. Cit. Vol.II,p.15 Brvia. p. 16
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eliminstion - ssy froma bc d e tosbecdeftoabefg
toabfgh toafghi tofghi ] - the same response.
mey finally be shifted to a totally different situation with
which it might otherwise nmever have been connected. 4 dog,
taught at first to "beg” in response to & tombimstion of va-
rious stimuli, such ss the verbsl commsnd, sn sccompenying
gesture, anl a bit of tempting food, mey graduslly be taught
to responé to the verbal commsnd alone. ,

"Yost important of all ceses of this process,” says
Thorndike, "ie the shifting of satiefyingness snd snnoyingness.
The physiological mechsnisms by which these potent determiners
of behavior cen win attachments utterly beyond, smd even oppo-
site to, those which originsl nsture prescribes are obscure;
but the fact itself is sure. Satisfyingness and snnoyingness
may, under the limiting condition noted above (nsmely, that st
every step the response X wes more satisfying in its conse-~
guences thsn balking or doing snything else thet the person
could d4o) be attached to sny situastion whatever. 5S¢, unhappily,
men may come to be made wretched by simple out-door sports,
ehildren's merriment, spectscles of cheerful courage, or the
delly psnorsma of sensory experience. So, to his very grest
gein, man may come to welcome productive labor, excellence for
its own sske, coneistency and verificetion in thought, or the
symbols of welfsre in men whose faces he cen never ses.”

fhe fundsmentsls of human lesrning, then,are the

' three primsry lasws of resdiness, exercise, amd effect; snd the

five subsidiery prineiples of multiple response, the influence
of the set or sttitude in determining the response, the pre-
potence of certein elements or perts of a situstion, the re~
sponse to a new situstion &8 to 014 situstions like it, snd
the shifting of a response from one situstion to snother,
These fscte, Thorndike meintsine, sre sll that is necessary to
:zp;gn even the most complicated and sdvenced forme of humsn
earning. :

What, we now wish to know, is the aspplication of
these lsws to the vaerious phages of the educetive process?
This we shall proceed to consider with reference, first, to
the formation of habits, secondly, to the solving of problems,
end thirdly, to the development of ideals. :

Ean is sometimes described as "s bundle of habits™.
An snalyeis of all our daily acts revesls that this is true.
Yiere it not so, there would be but little energy left for the
accomplishment of the importsnt things in life. Some of our
unconscious responses, &8 we have slresdy noted, sre reflexz
scts which have never been learned smi can be inhibited only
with grest sffort, if st sll. Kost prominent among these are
the wink snd the knee~jerk. Other responses heve become al-

1op. cit. Vol. II, p.31
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most ss mechanicel as the reflex scte, but differ from these
in their initisl stages. In the beginning these acts were,
for the most part, conscious and required sttention and much
volitional repetition in order to become "fixed."” Skating,
swinming, snd bicycle riding sre good exemples of motor re-~
sponses which reguire an initial period of conscious control
and effort until the verious sctions involved are mastered so
that they may be relegated to the lower level. Here they act
88 habdits, leeving the mind free for sttention to ot her more
important matters. Other habite, involving the conscious
element to a certsin extent even sfter having been habitusted,
sre habits of dressing and esting end habits of spesking end
writing. Nore cowplex than these &re moresl habits such ss
hsbite of clesnliness, of industry, and of honesty. These are
habits of & higher level snd are often formed only after a
struggle, becsuse they sre, by mature, in direct confliet with
some originsl tendency. On the whole, however, hsbits mey be
said to be formed in the service of instinete snd to be, there~
fore, accompenied by & feeling of plessantness. Proof of this
is found in the snnoysnce pgensrally sceompanying any disturbance
of our daily routine.

The importance a{ the formation of proper habits is
self-avident. Ssys Bagley*: "If hebit, then, is nine tenths

of 1ife -~ &g it certsinly is -~ the formetion of habits should
bear s somewhet corresponding rstio to the total task of edueca~
tion. The school desls with the individusl during the plastie
period, snd it is during this period that hsbits of sll kinds
mugt be formed if they sre to be formed moet economicslly and
effectively.” It is during this plastic period that the child
must be equipped with hebits that will properly sdjust him to
the ciroumstences of life. XNot only thst, but he must be pre-~
pared himself to form other right hebite as the need for thenm

in later 1ife srises. For the school to sttempt to eguip him
completely for every exigency would be to attempt the impossible.

The process of habit forming closely peresllels the
laws of learning, particularly the primery lawe of readiness,
exercise, and effect. Applied to the forming of hebits, they
resolve themselves into the following general rules of proce-
dure: -~ The first step is often celled focaslization end is
closely allied to the law of resdiness. The formstion of a
specific habit is greatly faciliteted if the child clearly
understande Just whet is expected of him, &nd what he must
gtrive for. His interest must be sroused so that he will bend
his efforts toward that end. In other words, he must be pre-
pered or put into a state of readiness to acquire the desired
habit. This step involves elso the importance of the mind-set
in determining the response. It mey involve, too, the law of
partial activity - thet is, the focselization of the attention
upon certsin importent elements of s situstion. Be the habit
of whetever nsture it msy, ~ & motor hsbit suck as lesrning to

l?he Educative Process, p. 122




write, or a morsl habit such se telling the truth - once this
firet step of focaslization hes been achieved, the foundations
for that habit have beenlaid.

’ ‘ Then must follow the second step, which consigte of
8 period of exercising the desired response, s period of "at-
tentive repetition”™ or drill, without which no sct can become
habitual. Mere lesrning - that is, ability to mske the response
correctly once - 18 not sufficient. Por the habituation of the
response, meking the sbility a permsnent psrt of the nervous
orgenization, So-called "over-learning” is essentisl. This can
be schieved only through constant repetition. Investigstion
snd experiment have proven thet short drill periocds &t freguent
intervels, which gradnelly incresese in length, sre more effec~
tive than long drill periods with long intervals between. Exer-
¢ise slone, however, we know from our lews of lesrning, is not
enough. An importsnt factor in the exercise of the response
is its effect. Unless the asctivity is asccompenied by satisfy-
ingness, the value of the exercise is grestly weskensd. In
some wey -~ through the mere sstisfyingness of the sot itself,
through intersst and gretification at inoressed improvement,
through approval expressed by another - in some way, the process
of forming the hsbit must be mede plessursble.

The third important rule of procedure in hadit forma-
tion ie thet no exceptions must be permitted to occur. Should
an axception urmwittingly occur, it must be accompsnied by annoy-
snce of some kind ~ punishment, deprivation, disspproval or
whatever it might be. But the whole energy of the child shomld
be dirscted towsrd the exercise of the desired act snd the pre-
vention of any exsception. TPThis is especislly important in the
breaking up of one habit and the substitution of another, more
desirsble, habit. The procedure in such s csse may be sum-
marized as followa: Attach sn annoyer to the 0l1d habit which
is to be brokem. TFooslize the sttention upon the desirsble re-
sponse which i8 to be substituted and attach to this scme satis~
fyer. Strengthen the bonds involved in this desirsble response
by constsnt attentive repetition. 4llow no exceptions to oceumr.

"One of the most important spplicstions of this prin-
ciple in education (i.e. allowing no exceptions in the ha&it
foming process),” say Colvin snd Bagley in Humsn Behevior .
"is to undertske only s few habit building processes of Lihe
sgze sort at the same time. In spelling, for exsmple, it is
well to take up only two or three new words st s time, to fo-
calize these sdegustely, emd to keep recurring to them umtil
they ars thoroughly mastered. In correcting insdequete or un~
grammatical hadits of speech it is also essential to proceed
eystematicolly, ome error at & time, keeping the correct form
constantly before the pupils, and seeing to it that it is used
in place of the incorrect form." The last stsatement here msde

1, 1n
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is of vitad importsnce in the btuilding of hedite, naemely, the
sdvisebility of streseing the correct form rsther than laying
empheeis on the incorrect form. Calling sttention to the un-
desirable response tends to strengthem those bonds. Por this
resson it is wise to ignore errors as fer s possible and to
emphasize strongly the right response. Another point to be
here remembered i8 the importance of forming right habdbits from
the beginning.

Thorndike summarizes the laws of habit in this fash-
fon: "The laws of connection forming or sssocistion or hsbit
furpish education with two obvioue gemeral rules: - {1) Put to-
gether what should go together and keep apart what should not
g0 together. (2) Reward desirable comnections snd mske undesir-
sble connections produce disocomfort. Or, in combined form:
Exercise and reward éaai.rihla connsotions, prevent or pumish
undesirsble connections.”* While he does not mention the im-
portance of focslization or of not permitting any exceptions,
they are practicslly included in the sbove ststements.

It can readily be seen that both the heredity of the
child and his resction to it, or, in other worde, his will, sre
involved in habit formetion. Imstinctive tendencies sre re~
sponsible for & large percentage of the hsbite that sre formed.
On the other hand, some habits must be formed to countersct
instinets that sre snti-socisl. While instinote can never be
8aid to be abolished entirely, they cen nevertheless be modi-
fied to such sn extent that they become sublimsted and seldom,
if ever, function ss drives to sction. The task of education
is to replace lower impulses end desires with those of higher
degres; to substitute remote ends for immediate ends without
diminishing motivetion. This can be done only by mesns of the
active cooperation of the child himself. He must direct his
own efforts to the overcoming of those innaté desires thst are
opposed to the welfere of society. It is only ss the child
wills to persist in a tesk, even in the face of the discoursg-
ing "plateau”, until it becomes habitual, end only as he wills
ngg :e i«k exceptions oecur, that the desired result will be
asiained.

Bagley discusses the volitional phase of humsn con-
duct as follows:

"The capacity for work is the cepscity for sustsined
effort. It means concentration, organmiszation, and permsnency
of purpose. The intense desire for sctivity is nmot in itself
sufficient. Children snd savages possess this in grest abun-
dance. Not sctivity alome, but sustained snd &irected activity
has besn the keynote of human progress. Individuslly it ex-

|, presses itself in umremitting effort toward the stteinment of

a far-off goal. Psychologically it means the subordination of
inherited impulses to remote ends. In popular langusge, it is

1op. cit. vol. IT, p.20
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the expression of 'will power' or 'self-contrel.' The man
with a !strong will' is the man who csn subordinate 'lower’
to 'higher' motives; and lower and higher sre geneticelly
eorrelated with the immediaste and the remote, with instinet
and resson.

"iictive asttention' snd 'will' may, therefore,
for our purposes, be looked upon aes synonymous terms. Vo-
litional effort ie a struggle agsinst desire - generally
spesking, & struggle agsinst instinct, agsinest an impulse of
8 lower order. It hss, however, a positive significance.
The natursl tendency may sometimes be to react in the primi-
tive, instinotive fashion, ani this tendency must freguently
be inhibited or controlled; but perhaps it is oftener the case
that the desire for inamotion must be overcome. . . . « « . .

"in act of will is a condition of attention in which
the struggle against the lower tendencies or impulses is es-
pecially stremuous. In ordinsry life, the soccial or morsl
{i.e. artificial or civilized) conduct beeomes ingrained as
habit -~ becomes 'Second nature' . . « « « « « s« « « But always
the tendency to follow the lines of least effort - either to
react in the natural or inherited fashion or to remain inert -
i2 at least latent. When thie tendency becomes 8o strong as to
demand a conscious struggle between_ apperceptive systems,* we
have the volitional consciousness.™-

Even Thomdike, who does not himeelf include the will
in his discussion of the learning process and, on the ons oe-
csgion when he does use it, encloses it in quotation marks,
quotes the following passage in hie excerpts from Bryan and
Herter's sagnay of the improvement in telegraphic sending and
receiving:~ '

' "One conclusion seems to stand out from all these
facts more clearly than anything else, namely, that in learning
to interpret the telegraphic language it is intense effort whieh
sducates. This seems to be true throughout the Whole length
of the curve. Every step in advance Beems to cost a8 much &s
the former. Indeed, each new step seems to cost more than the
former. Inquiry st the telegraph schools and among operators
indicates that between sixty ani seventy-five per cent of those
who begin the study of telegrajihy become discoursged upom the
plateau of the curve just below the mein-line rate. 4% a rule,
ordinary operastors will not make the painful effort necessary
to become experts. Fascts of an analogous character will be re-
called from other fields. ‘

L |
Op. Cit. p. 102£f. 20p. cit. Vol. II- p. 90

*

The term "apperceptive system” Bagley defines as "a group eof
tendencies that determine the meaning or aisni.ﬁeamcsimf is
read into any given complex of sense impressions."” p. 94.



The physioclegical, peychological, end pedasgogicsl
implicstions of thie conclusion sre manifestly important.
If in our educatiocnel methode in the pest, we have often mede
the psce thet kills, therec is possible danger on the other
hend that we shall mske school work all play, snd 80 eliminate
the intenss effort which is necessery for progress.”

; " 7o sum up st this point our discuesion of habit forms-
tion, we heve found that the process is greatly facilitsted by
fooslizing the sttention upon the response desired; is mede ef-
feotive through constsnt d4rill thet is scoompsnied by satisfac-

- tion; and is furthered by the svoidsnce of eny exceptions. In
811l of these the will of the lesrner is of vital importsnce.
Ko externsl compulsion can ccumpsre in effectiveness with the
"ipner urge"” snd desire to sccomplish s certsin end. Colvin
and Bagley discuss thies phase of kaki&i»~farmatian under the
importence of initistive or motivation

- "If one 18 imbued with & strong desire to master the
nex habit, it is clear that one will focelize it more cerefully,
repest it more sttentively, and svoid exceptions more zealously
than 1f there is no psrticular interest in ite formstion, -
hence the importsnce of inmsuring in the pupil & strong motive
for thoroughly mastering the new adjustment.” . . . « .

"In sny case, it is essentisl to stimulete the 'will
to do', and the teacher who can successfully attain thie end
ie pretty certain to sccomplish good results in the habit

studiean.”
2) To the
Solving The pext step im the consideration of the spplicstion
of of the lsws of lesrming is their applicstion to the solving of

Problems problems,
: i

*The solution of problems,” Jemes declares, "is the
most charscteristic snd peculisr sort of voluntsry thinking.
Where the end thought of is some outward deed or geinp, the solu-
tion is largely composed of the sctusl motor processes, walking,
speaking, writing, etc., which lesd up to it. Where the end is
in the first inetence only idesl, ue in lsying out a place (plan?)
of operatioms, the steps sre purely imsginsry. In both of these
cases the discovery of the meens mey form s new pert of enmd,
nsmely, which we intensely desire before we have sttained it,

but of the nature of which, even whilst most strongly crsving it,
we §§ve no distinet imagination whatever. Such sn end is &
prodblem . . . . B

"Prom the guessing of newspeper enigmss to the plotting
of the poliecy of an empire there is no other process than this.
We trust to the lswe of cerebral natn§¢ to present us spon-
taneously with the appropriate idea.”

lop. cit. pp.172,174.
%quotea by Thorndike, Op. Cit. Vol. II, p. 52.
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A problem srises when the response to e situstion
ic delsyed. Thet delsy is ccoasloned by the fact thst the
response does not suggest iteelf immedistely end must, there-
fore, be esought before the final consummetion of the desired
end tazkes pluce. In this process of searching for the mesns
necesszry to schieve that end, - in other words, in the sesrch
for the Bolution of the problem, we shell find that the prin-
eiples of leerning sre sgein active. It is in the presence of
problems, and only then, that resl thinking tskes place. The
solving of probleme thus constitutes whet is generslly kmown
ag ressoning. }

. Dewey ha® snalyzed this process intc hie femous "five
steps” :

The FIRST STEP i# simply ewsreness of the problem.
There must, in other words, be a felt difficulty. It is here
thet the Lev of Readiness operstes. This recognition of the
fact that there ie a problem snd that the consummatory act
meet therefore be sus pondsd tends to put the ¢hild into the
proper attitude or state of readinees to undertske its solution.
Bot only must the problem be reslized at the outset, but it mmet
be held olesrly in mind throughout the entire process.

The SECOND STEP is the locstion and clesr definition
of the problem. That is, the problem must be anslyzed. Here
the Law of Pertial Activity spplies, ss attention is focussed
upon one element of the situation sfter another, the importsnt
factors being seleeted end made the prepotent elements of the
gltuation. The law of Set or Attitude is importsnt here in
determining which sre the significant fectors in the gitustion.

The THIRD STEP i# the suggesting of poseible solutions.
Here the Law of Anslogy operstes, pest experience with similaer
situstions being brought to bear upon the prodlem st hand. This
suggests one or more possidle lines of setion.

The FOURTH STEP consiste in elesborating smd develop-
ing the cuggestions Just mads, ususlly by the process of reason-
ing. Zction is still suspended while the facts avsilsble sre
reviewed eni the most promising course of action selscted by &
process of selection and eliminstion. Here sgein, much depends
upon the mind-set, thset is, upon the outcome desired. Partisl
Aotivity snd Mmltiple Response are also involved.

The FIFTH STEP 18 one of sctual experimentstion, in
which the suggestion sslected ss most promising is tried out.
If it works - or, in other words, is satisfactory - it i8 ac-
eepted: the problem is solved and normal activity is egsin
resumed. If, on the other hend, this solution fsils to work -
that is, it fails to provide satisfsction - it is rejected ani
another is tried out. fThis is contimmed until the satisfactory
solution of the problem is found. At this point, the Law of




Jultiple Response combined with the Lsw of iffect is in opera-
tion. ¥Fhe Law of Exercise, itoo, is involved, Ior where the
desired response huas beek mste end is soccvompanied by sstisfac~-
tionj the bond between the situstion and thet reeyonse has been
strengthened snd i8 wore likely to Wwe mmde the next time that
or a similar problem arises. '

The Law of Exercise, moreover, is of vitel importance
in problem solving &8 a whole, just ss it is in hebit formetion.
8kill in solving prodblems, as any other skill, comes only es the
result of exercise. Qates ssys of this: "Given an abundsnce of
informetion, the task of improving the sbility to solve problems
is much like the tesk of improving other abllities such a8 read-
ing, spelling, writing, or the use of orasl English. Pirst of
all, there must be sn sbundsnce of practice. We learn to think
by thinking. But just se in typewriting s lesrner lefi to him-
self 18 likely to improve slowly, to develop msny ineffective
devices, and to fail to acquire many elements of effective tech-
nique, 80 in ressoning best rezults are obtsined by presctice
under guidsnce. The tescher may assist spprecisbly by suggest-
ing good practicee ani detecting seversl rether common forms eof
ineffective technigue.”l |

The importance of the will of the ¢hild in the form-
ing of habits has been brought out. The same applies in the
solving of problems, for, without persistent effort- psrticularly
a8 probilems become more complex end the delsy between the initisl

- recognition of the problem and the consummatory reaction is in-

ereased, without persistent eiffort during the intervening stages,
successful solution is impossible. A child who has not been
trained to keep at a task in spite of fluctusting interest snd
external distrsctions will not only fail to keep the problem
elearly in mind, but will become discouraged end give up if the
solution is pot immedistely found. '

, 48 & matter of course, since the lmprovement of habits
of thinking is of vital importsnce in educstion, the solving of
problems must plaey & laerge role in the educsitive process. 7The
group activity of the school room offers large opportunities
for the developmext of this skill., One of the distinotive fes-
tures of modern educational theory is the emphasis 1sié upon
this very thing, es, for instamse, in the Project Kethod. Here
the chiliren are confronted with some problem that is of vital
interest to them, that srises, indeed, out of some 1life situa~
tion, and are then set to work at ite solution. In the course
of “osrrying this to & successful completion in its nstursl
setting™ they find themselves of necessity brenching out into
Yarious sidelines - learning how to spell certein words, how to
keep scoounts, how to resd intelligently, and whetever else they
may need to know in order to complete the problem - snd 80 ac~
quire the information which is recuired in the curriculum.

While it is hardly provable thst this method will ever be found
adequate in itself, in spite of the claims of its enthusiasstic
supporters, there is no doubt thet it can be msde & valusble
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rt of school work. Both in selecting projects suitsble for
g‘ children, for they must nsither be too difficult - s¢ that
they producs only smmoyance and discouragement st continued
failure - nor too easy, 80 that their solution fails to exsroise
the full powers of the children snd therefore fseile to give
satisfaction; snd in the actuasl working out of the solution, in
both of these phases of the Project Method, the supervision and
guldsnce of the tescher sre most important.

In the solving of problems, then, the laws of lesrn-
ing sre operative. The child must see the problem, tiet is,
must be mede ready to attack and solve it; must keep the prob-
lem in mind in order that no irwelevant facts be permitted to
intrude; must learn to focus attention upon various significsnt
elements in the situstion; end must compare the situstion with
his previous experiences ani determine his actions sccordingly.
Throughout the entire process he will be infInenced by the ef-
feot sccompsnying the vsrious responses he makes; those which
sre snnoying will be dropped out and those which are sstisfying
will be repeated snd so strengthened through exercise.

The development of idesls constitutes the third step
in our oconsideration of the application of the lewe of learming.
0f ideels Basgley says: "It would probably be difficult tocover-
estimate the importance of idesls in civiliged 1ife. They sre
the dominant forces in sll the great movements of history.

Races and nstions are distinguished from one amother by their
ideals far more than by their inherent physicel snd mentsl peon-
lisrities. In spite of the elements that foreign nstioms have
contridbuted snd are contribtuting to the imericen people, our
nstion is distinotly individusl bdecsuse it hes individual ideals.

» % 2 & 2 5 % % &

"Hor is the operstion of idesls less evident in in-
dividual development. The impetus which femily pride mey give
to individual effort is illustrated in such strains ss the idsmses
of Msssschusetts, the Breckenridges of Kentucky, the Harrisons of
Indians, and others too numerous to mention. The very fact that
one's forebears have accomplished things snd sttained to high
mw;m smong their tg:ilmn may form 8 most effective spur to the
present pgenerstion."

Before proceeding any further, we must have clesrl
in mind just whet we mean by an ideal. In Human Behavior i%’ is
defined as "an ides Burcharged witg feesling, s 3:7°7) ¢ an
effective end or goal of conduct.” The intellectual element
is, of course, present in the development of sn ideal, but of
far more importance is the emotional element. Without the latter
idesls lack thet impelling force which results inm conduct.

1 The Rducative Process, P. 2197,
2 p. 163
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There sre various types of idesls, ranging from
lower to higher. Bagley classifies them 28 "high or low so-
ocording ss they sre {a) conmcrete or abstrect; (b) selfish or ol
social; (o) formed with reference to immediete or remote ends.
with high ideals as en ultimste gosl, the process of their
development must be & gradusl one, beginning with those on the
jower level eni proceeding step by ®tep to those on the higher
level. The educator who would develop the highest idesls must
be willing to teske the children et their own level and grsdually
lesd them onward and upwsrd.

The following quotstion, touching upon this point, is
teken from Colvin exé Bagley:- .

It is through this pushing forwerd of the instinet -
this delayed gretification ~ thet the first steps esre tsken
avwey from pr ry psesive attention, end the first step is msde
toward active attention and the conguest of immediste desire.
But education must not content itself with conguests that resach
ne further then this. It must start with these, but it must
goon get beyond them. Other ideas, unconnected with instinecte,
must be endowed with feeling eni thus given strength to over-
come immediste tendencies. The boy must come in time to work
steadfastly st & given problem or a given tesk, even if s
Primitive desire 18 not to be gratified either immedistely ox
in the future. In other worde, the most effective idesl that
men has ever conceived is the one thet iz farthest removed from
the primitive senctions. It is the idesl of Duty, and the in-
dividual who does not form an effective ideal of Duty in his
early 1ife will find it herd to ad just himself satisfectorily
to 2 world that gives its richest rewards only to those who are
&ble to hold themselves in leash through the storm end stress
of struggle sni temptation. It is only when a men works from
motives of duty thet one can depend upon him without qaestmn.'g

The development of idesls is closely relesteé to the
question of "formel discipline," which has been the centre of
80 much controversy inm recent yesre. It is not necessary, how-
ever, for us to enter into eny deteiled scoount of the pros and
cons of this doctrine. 4 etetement of the conclusions generslly
accepted todsy will suffice: Thet g certein trsnsference takes
plaée is not denied. The smount and extent of this transfer,
however, is conceded to be determined by what Thorndike cslls
the "identicel elements™ in two functions. Improvement in
ability to add and subtract, for instance, will result in cor-
responding ability to do bookkeeping in so far as sddition and
subtraction constitute a part of the latter. Alm, method, and
content sre the three identical slements listed by Thorndike
while Bagley adds idesls s the fourth. ’

lop. cit.- p.223
gép* Cit.- p.161f.
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Ademe spums up his discuesion of formel treining
as follows: - "The bslance of expert opinion is now so solidly
against the dogms of formsl training thet se an educational
force it mmet be regarded as moridund. It cannot be denied
thet within certsin narrow limits determined by the distribu-
tion of common elements, there is trensference of power from
the study of one subject to the study of enother. But the
transference ie 8o small as to meke it practiocally negligible
for educational purposes. The educator will find it to his
aé&mﬁgg& to restrict himeelf to direct treining in every
M”i“‘ . i

To apply these conolusions to the guestion of idesls,
we find, then, thet specific training in the practice of spe-
cific idesls is, wherever possible sdviseble, but that s cer-
tain trepefer ig poesible if the ideal itself is held before
the children. 7Practicing neatness in arithmetic will not in-
sure neatnees in dress unless the idesl of nestness se¢ such is
abstracted snd stressed. Once this hes been successfully ec-
complished there will be & certain amount of “ecsrrying over"
into other situstioms. In other words, the focussing of con~
sciouspess upon the ideal is essentisl to the building wp of
ideals. The develoyment of sn ideal, therefore, depends largely
upon the ablility to perceive thet ideal element - thst is, the
idesl iteelf, apart from its concomitant elements - in verious
situstions. Herein are involved, once more, the Law of Resdi~
ness snd the Law of Partisl Activity. Hend in hend with this
enelysie of the situstion end abetrection of the ideal element
must go the experience of carrying over the idesl into conduct
by putting it to sctusl practiee. This mesns, in short, thet
the Lsw of Exercise must be applied. 4gein the Law of Effect
comes into play, for unless this sction ie made satisfying,
the desired bonds will not be strengthened to the point of
funetioning hebitually. :

"ldesls become effective impulses to action”, says
Gates, "when the ides is clesrly perceifed and followed by
sction with & setisfying effect."* This he repests and elsb-
oretes: "But ideas become effective idesls only when they have
led promptly to sction thet is sccompenied or followed by setis-
fying effects. When this cccurs frequently, the idea becomes
en impulse to sction, the individusl is ready to sct, snd, as
elsewhere, for him then to act is sstisfying, for him not to
act or to act differently is annoying.” Thege, in brief,
the lswe of learning being whet they sre, sre the conditions
which must be met &nd the methods which must be followed in
the development of ideals.

| Our discussion of the laws of procedure governing
the educastive process has up to this point besn confined to
the ﬁhim himself, including hie originsl nature ani his will,
&nd hes covered the laws of learning end their spplication to
the formetion of hadbite, the golving of problems, ani the de-

:m Evolution of Rdiuncetional Theory, p.222
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velopmént of idesls. Fe must now considér the laws of pro-
cedure governing the educstive process with reference to the
environment.

_ The greastest value of environment, we have found,
1lies in its providing opportunity for the development of
cepacity. The school, of course, is only one phase of the
child's environment, for the home and the community play &
large pert in his life. "The school", Bagley declsres, "is
only en institution for providing environments, for regulating
environmente, and for tuiging environmenta l forces to a defi-
nite and conseious end.” By providing certsin definite en-
vironmente to which the child reacts, the school glives him ex~
periences which are velusble in his present life end will prove
serviceable in his leter life slso. The regulstion snd selec~
tion of these environmente depends, of course, upon the aim of
the educetive process, which will be discussed lster.

; Dr. Horne, in his Ideslism in FEducstion, suggests
seversl rules of procedure with releremce to the envircnment.
"The probvlem of handling evvironment aright in the makmf of
greater men end women 18 simple in theory dut difficult in
practice,” he says. "The problem i& to equip the environment
of the young aright. Yga mugt put into the environment what
you want in the child," Then he goes on to suggest how this
mey bast be done,

The first suggestion is to utilisé many etimuli.
This tends to etimulste growth &nd to tring out the inheri ted
capacitises of the chilé., Occesionslly, the resources of &
given environnemt heving been exhesusted, it is edvigable to
chenge the environment. "Perhope et gome unexpected moment
gome unsnticipeted stimulus out of the meny the changing en-
vironment yields will discover to the soul its resl bent;
meanwkile 8ll the other temporery interests will have enlarged
the powers of spprecietion; the meny stimuli will Qaw helped
the soul become what its inherited nature s llows.™ .

. The second sugpestion is to gssoclate with nature,
because of the influence of the physicel environment upon man.
Such contact is essential for the complete deve lopment of
character through the counterbalancing of the trend toward
artificiality so msnifest in modern living. In rursl schools
the adventeges end profit of ferming snd 1ife in the country
must be streesed and the people "educsted for the country, in-
stead of, as hitherto, for the town." 1In eity schoocle psrks,
playgrounds, snd school gerdens, supplemented by occssionsl '
outinge to the country, must be used se the medium for this
desired sssociation with the out-of-doors.

The third suggestion is to apcociate with the best
persons. Here the influence of the social environment upon
man enters in, "Persons, after all, sre the clesrest revela~
tions of the meanings of existence. These meanings are meny,

;fi?im;, 84-85.
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sccording to the way in which 1ife is tsken. fThe best persons
help us to teke life in the right way.” Not only great per-
sons of our own dey but the great persons of litersture, his-
tory, sné religion should be brought to influence the lives
which are in the process of being molded. The extent of their
influence, however, Dr. Horme points out, is limited by the
responeiveness end cepecity for greatness in the individuel.

The fourth suggeetion is to emphesize the cooperative
rether then the competitive methods of temching. 4s in Hature
swvivei is determined by the outcome of competition, 20 in our
industrisl system todey success lergely depends upon the ebility
to eliminste the wesker competitors. Even in our echoole com-
petition, emulstion, end rivelry were the methods used. Com-
petition doee serve & purpose end muet not be diecarded entirely,
but it must somehow be permested sné linked with a eplirit of co-
operetion, Coumpetition slone tends to develop selfishness end
individuelity; cocpe:stion tends to develop unselfishness ani
gocielity. "The schools cap help by training pupilse in the
methods of cooperstion. The next generstion csn solve the prob-
leme of the sooiasl demoeracy somewhat easlier 1f this generstion
treine the young to work with each other inste&d of esgeinst each
other. + ¢« « « » The school ghould be & miniature geagsrattva
gociety, typifying the coming idea ]l humen eociety.”

The two suggestions remeining deal rather with the aim
of the educstive procese with vespect to the environuent and
will therefore be teken up under that topie, Summing up the
methods of procedure in deeling with the environment we find
that right-hendling of the environment imvolves the ulilizstion
of many stimuli, the opportunity for associstion with Nature,
the sssocietion with the best persone snd the stressing of co~-
operetive rether than competitive methods of tesching.

Thie brings us to the lest topic under the lswe of
procedure governing the educetive process, namely, with refer-
ence to,the subject metter, We have slready noted, in our dis-
cusgeion of subject metter &8 ope of the dats of the educstive
process, that mere scguaintence with facts ig not enough. There
muet be sn underetending of facte in thelr relation to esch
other, This consequently pecessitates & change in the concep-
tion of the curriculum, It csn no longer be regarded ss & fixed
body of informetion to be handed out snd drilled upon in loglcsl
order. Ineteed, it must be epprosched psycholegically from the
stend point of the child, his interests snd hie background of ex-
perience determining the order of presentetion of the new mete~
risl. 4nd wherever possible, the wey must ve prepered: the child
mist be put into & etate of reediness to agpwaﬁek the new subject
matter €0 thet, instead of being s mattgk

, ér of externsl pressure

- end coercion, it will heve intrinsic velue for him.

*p. 86 op. 87-88.
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Thie cen nsturslly be sccomplished more szelly in
the so~ce lled socis] . eclences, in the nsturel scilences, snd
in litersture. Hietory snd geogrephy, for inetence, can no
longer be treeted sepsrately nor tsught by sssigning s number
of peges in & text book. They must be closely correlsted and
viewed from the huusn stendpoint, geogrephy &s the study of
the easrth ss the home of men end history es the record of the
experiences of verious rsces in those surroundings. 8pelling,
rveading, and srithmetic nmust necessarily retein much of the
mechenicel, but even they cen be motiveted end their socuisi-

~tion mede desiretle in the eyes of the children.

_ Agein the importsnce of the sctivity of the ¢hild
must be stresesed. “We lesrn to do by doing™ ie &g true se it
ever wse, Hor must Thorndike's asmendment of this adsge be

-peglected: ¥%e lesrn to do by doing only when that doing is

satisfying. Externsl rewsrde or "sugsr-costing” must be evoided
except o8 e lsst resort, the sotivity of iteelf being worth~
while to the child. However, this does not do swey with the
necessity of escouiring some informetion even when the process
is distessteful, In such an instence, the will of the ¢hiléd must
be set to the sccomplishing of the tesk; snd usuelly, in epite
of the initisel effort required, it will be found thst the tesk
in iteelf becomes intercsting ané ite successful completion
satiefying.

The methods of deeling with subject matter, in short,
involve &8s fsr ae poseible the identificstion of the subject
metter with the interests smd experience of the child snd the
stimulstion of the ¢hild to sctivity in order thst the meterial
deslt with mey hecome seeimilsted se 8 part of his own exper-
ience snd life.

We have now completed our review of the educstive
process s8¢ such, heving congldered its importance, i1t& dste,
and the lews of procedure governing it. Before preceeding to
ite interpretstion from the ideslistic stendpoint it will te
necesssry to define ideslism s such end to consider the ideal~
istic interpretestion of the universs. ‘

11. THE DEFINITION OF IDRALISK.

: Josiah Royce, in his lectures on lodem Ideplism saygla
"4 philosophy is inevitebly the expreesion of & mentsl &tititude
which one sesuwres toward 1life gnd towerd the universe.”  ind
idealism, sccording to Beldwin®, i8 the term ueed for "sny theory
which msintsinge the universe to be throughout the work or embodi-
ment of rescon or mind." Thet is the mentsl sttitude sssumed '
by idesliste towerd 1ife. To them® "there is but one vast mesn~
ing running through a1l the fects of existence like the mind
through the body. Mental facts ere both fects and mesnings,

1
“Pe 241. gﬁiﬁti@ﬂ&ry of Philosophy
é

LT« He H. Horms, l1deslism in Educstion, p. 149,
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while physicel fsots elso hsve their mentel mesninge. is
8ll Heture f1lles one Bpace end all events one time, 80 all
existence ie one unity ‘whose body Nature is snd God the
Sounl.*™ .

- Bertrand Russell, himself not en ideslist, devotes
@ chepter to & discussion of ideslism in his book, The Prob-
leme of Philosophyl end defines it in the following terms:

"ohe word 'ldeslism® ie used by different philoso~
phers in somewhst different senses. We shall understsnd by
it the dootrine thet whatever existe, or ¢t sy rate ghatev&r
cen be known to exist, must be in some sense mental.” In
the development of the chapter he discussees the views of
Bishop Rerkeley, one of the pionsere in idesliesm, se follows:
"e o s o Our sense data (sccording to Berkeley) cannot bve sup-
posed to heve an existence independent of us, but must be, in
part st least, "in" the mind, in the ssnse thet their existence
world not continus if there wers no seelng or hesring or touch-
ing or smelling or testing. .+ « « « Hence he concluded that
nothing cen ever be known except whet is in sowe mind, snd thst
whatever is %ﬁﬁwn,@ithaat being in my mind nust be in some :
other mind." Berkeley, Russell tells us, expounded this
theory by spplying it concretely to & tree, s& an exsuple:
"Its being, he (Berkeley) says, consiste in bveing perceived;
in the Istin of t e schoolmesters its '¢ese' is 'percipi’.
He fully edmite thst the tree must continue to exist even when
we shut our eyes or when no humsn being is nesr it., Zut this
continued existence, he saye, ie due to the fect thet Gol con~
tinues to perceive it; the 'resl' true, which corresponde to
whet we oslled the physicsl objeots, consiste of idese in the
miné of God, idess more ur less like those we heve when we see
the tree, btut differing in the fmct that they are permsnent in
God's mind so long &8 the tree continues to exist. 411 our per-
ceptions sccording to him, coneist in & pertisl psrticipetion
in God's perceptions, and it ie beocsuse of this perticipstion
thet different people Bee more or less the same tree., Thus
apert from minds end their idess there i® nothing in the world,
nor i8 it possible thet anything else shem&é ever be known, #ince
whetever is known is necesserily en ides.”

This guotation helps us to0 understend what the "sub~
Jective ideslisnm™ of Perkeley, se it is celled, reelly wase.
Of course there are other forme of ideslism, such es Hegel's
"objective ideslism”, With these forms we are not now concerned,
except to say thet Russell mistelkenly seems to believe thst the

refutation of Bishop Berkeley i the refutetion of ideslism.

- To eummerize briefly, ideslism is that view of the
facte of life which, vesding between the lines, 8o to spesk,
gees in those facts a hidden mesning. In the light of thise

£
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megning, though it msy st times bve but veguely éi&aernﬁé. the
fects themselves sre revesled se woven together in & unifieq,
orderly fsshion sccording to & design whose pettern orlginated

4n snd i8 being evolved by the Reason or kind back of it all.

1II. THE IDEANISTIC INTERPRETATION OF THE UNIVHESE.

The very definition of idesliem involves, ss we heve
seen, ite interpretstion of the universe. "By the sbsolute
reelity”, ssys Josiash Roycel, "we cen only mesn either that
which i8 preesent to sn sbsolutely orgsniszed experiemce inclusive
of 81l possible experience, or thst which would be presented ese
the content of such en experience if there wege one."  ind .
sgain, csrrying forward his argument, he says™:

*The very wetchword, then of our whole doctrine is
this: All knowledge is of something expsrienced. For this
meane that nothing sctuslly exists ssve whet iB Bomewhere 8x-
perienced. If thie be true, then the totel limitetion, the
determinstion, the frsgmentariness, the ignorsnce, the error, -
yes {ss forms or csses of ignorance amd error), the evil, the
pein, the horror, the louging, the travail, the feith, the de-
votion, the endless flight from its own worthlessness, - that
constitutes the very essence of the world of finite experience,
is, 88 & positive reslity, somewhere so experienced in its whole~
nesg thet this entire constitution of the finite asppesrs ss a
world beyonéd which, in ite whole constitution, nothing exists
or cen exist. But, for such sn experience, this constitution
of the finite is & feot detsrmined from &n absolute point of
view, srd svery finite incompleteness sppesre ss & pert of a
whole in whose wholeness the fregnents find their true place,
the idess their realizetion, the secking ite fulfilment, snd
our whole 1life its tputh, snd so its eternal rest, - thati peace
which trsnscends the storms of ite spony end ite restlessness.
For this agony and restlessness are the very embodiment of a&n
incomplete expsrience of & dinite ignorsnce.

"Do you esk then: W%here in our humen world does God
get revedled? - whet menifeste his glory? I snswer: Our
ignorance, our fellivility, our imperfection, our experience
of longing,of strife, of pain, of error, - yes, of whstever,
as finite, declsres that ite truth lies in its limitetion, aend
80 lies beyond iteself., These thinge, wherein we tasete the bit-
terness of our finitude, are whet they sre becesuse they mesn
more then they contain, imply whet ie beyond them, refuse to
exiet by themeelves, and, st the very moment of confessing their
own fregmentery feleity, sssure us of the reslity of that ful-
fillment which ie the 1ife of God.

1$ka Conception of God - p. 31

Ivid. pp.46-¢s.
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"phe conception of God thus resched offers itselfl to
you, not se destroying, but ss fulfilling, the lerge collection
of elowly evolving notions thet heve sppesred in the course of
history in connection with the nswe of God.”

Preceding this discussion, Dr. Royce selects the at-
tribute of Omniscience ee & preliminsry definition of Goé,
claiming that this atgribu%s involves other sttributes. This

. he defends ss followsd:

"7hie is what 1 mesn by seying thet the definition of
God by mesne of the ettribute of Omniscience would involve fer
more then the phrese 'mere omniscience' st firet eesily suggests.
48 8 fact, in order to have the stiribute of Omniscience, & he~
ing would necesserily be comgeived ae essentislly world-possess-
ing, -~ &8 the source end principls of tie universe of truth, -
not merely s an external observer of e world of foreign truth.
48 such, he woulé be conceived sg omnipotent &nd eleo in posses~
gion of jJust such experience se& ideslly ought to be; in other
words, g8 good snd perfect.”

The universe then, socoréing to the ides listic inter-
pretation, i& "the ereation of & Will that Beeks en intelligible
good,” end a8 such, it ie & rotionsl unit. In other words, be-
hind 811 phenomens there is Personslity, self-conecious, self-
existing, infinite, morel. Underneath all the flux snd chenge
of 1ife i& the changelesse, omnipotent God who creeted the uni~
verse, not es & finished mechasniem, wound up ad then left to
itself, btut a& sn ever-developing and progreseing orgenlsm in
end through which He continues to work out Hie purposes. 7The
whole world procecs ie related to God, for it is "God's doing
sg well se His nmeking.” The universe is unfinished znd inmper-
fect, but 21l is working towsrd ultims te perfection. 4ll is in
process of becoming what it ie intended to be through the gradu-
ally incressing identificstion of the will of man with the will
of God. 4And sz the cosmoe in the process of orgsnic evolution
fulfilled iteslf in men, 80, in the process of spiritusl evolu-
tion, man will fulfill himeelf in God.

*Our conception,” says Dr. %araaa. "ig neither 8 tran-
scendent dusliem, nor sn lmmanent pentheism, but an ideslistic
theism. God 18 the self-conscious unity of sll reslity. within
His 1ife fulls the life of neture end of man. We asre the ocontent
of His consciousness, snd not we alone, but all that whieh is,
whether the heavens esbove, or the ssrth beneath, or the wsters
under the ssrth, -~ 82ll thet we know is 8 part of the infinite
fullnese of tze content of His consciousness.”

In the writings of John Muir, for instespce, one finds
& striking 1lluetrstion of the ideslist's customsry sttitude

toward the universe. To him no hing in the "Codful” out-ff-
doore ie without ite deeper mesning.

rvia. p. 13

£pnilosophy of waucetion, p. 269.
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»Ho Sierrs landebape," he ssys on one ﬁﬂﬁﬁ@i@ﬁl,-

« « « holds snything truly desd or dull, or amy trace of
whet in msnufsctories is celled rubbish or weste; everything
ie perfect, clesn, end pure snd full of divine lessons. This

" guiek ipevitsble interest sttsching to everything seens mar-

velous until the hand of God becomes vieible; then it seems
yreesonsble that whet intereste Him mey well interest ps. When
we try to pick ont anything by itself, we find it hitched to
everything else in the universe. One fancies a hesrt llke our
own must te besting in every crystsl and cell, snd we feel
1like stopping to spesk to the plants end enimels as friendly
fellow-mounteineers.”

What cen we say of this? Is it sll merely a pretiy
faney or is there justificstion for such an interpretstion?
Buoh Justificetion esn perhape best be found by approsching
negetively the sssumptions of ideslism. Pirst there is the
goncelusion that the universe is ratiomsl. 4ny philosophy whieh
denies the rationslity of the universe denles in the same breath
the velidity of that very conclueion, for it must have been
reached by a process of resmsoning, snd cen be confirmed only
by the ssme process. BSuch e philosophy, then, ae some one has
put it, throws down the ladder by whieh it climbed. Not only
thet, but such an hypothesis lsye upon its defenderes the burden
of explaining how the rationel - how mind - ever came to exist
in s universe inherently irretionsl.

: Secondly, there is the ideslistic belief in s pare
sonal Piret Csuse - in the Supreme Mind bsck of the universe,
Sclence, ss such, i8 not interested in the First Csuse, but
gimply in the fsctors involved in sny process, in the concomi-
tant entecedents, so-called "csuees”™, of an ovent. Beceuse it
gtope there, soientific explanstion ¢f a physlcsl eveant is never
complete., It explaine lte constitution but does not account
for ite origin. 4nd this is ss it should be, for the latter
dose not fell within ite scope., Fhilosophy, however, is 4if-
ferent. Therefore, sny philosophy which stops, with science,
ghort of explaining the origin of physicsl phenomens, im so far
feile in ite tesk and lesves us with another unsolved probvlem
on our hendse, It is es though, heving tsken apert a Poré cer
end demonetrsted the interrelstion of ite parts, we should
e¢laim - without sny reference to the mind of Henxy Pord - to
have sccounted sbsolutely for ths finished product. Such &
elain would hardly be recognized even by en extreme msteriamlist.

Pinelly, there is the sssumption that the universe
is "in process", all thinge working together, in cooperstion
with the Crestor, toward sn ultimete gosl. In any mechenistio
theory of the universe there ies no place for evolution. In &

‘mechenical scheme every fsctor must be present st the very bee

ginning. Progress &nd chenge sre out of the guestion. This

lyy Firet Summer in the Sierra, p. 211.
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is directly contraéicéory to the sciemtific findings in the
sphere of cesmice evolution. The fects revealed in the evo-
lutionsry progess indicete net only chenge, but progress to-
werd e Bermonious, besutiful srrengement. The world seeme to
be Bo conetituted thet, in the long run, only good things cen

_ 'sacceed. Witness, for exsmple, the statement medé by nstursl-

iets that there ere no deformed wild snimele to be found,
| These considerstions, while not exhesustive nor un- f

ascailable, constitute some of the ressons for the persistent
existence of ideslism ge g philosophy of 1life.

ZDUCATIVE PROCEEE.

IV, THE IDEBALISP?IC INTERPUETATICE CF THR

How thst we have viewed the educstive process, as
such, and have orientated ourselves with regerd to ideslism,
we sre ready to proceed to the heart of our whole discussion,
namely, the ideslistic interpretstion of the educstive process.
Thres lmportsnt fsctors in education will form the besis for
gur considerstion: the child, the tescher, &nd the sim undsr-
lying the process,.

%het, in the firet plece, in the ideslistic inter-
pratetion of the ¢hildé? How do idesnlists Iinterpret the wonder-
ful mecheniem which constitutes the physiocel ecuipnent of the
chilé, with its highly complicated neursl orgenization snd its
peychic se well se ite phyeicel resctione? Thie is & cruecial
issue todey upon which widely contresting views sre oxpressed.
(ne might sey, indeed, that thie interpretetion determines
larpely one's whole philosophy of 1life.

To the behavioristic psychologiets the humen orgespism
ie only & mschine in which the pesychic ig but the menifeststion
of some plysicel resction. The child is nothing but "an aggre~
gete of 8548 bonds" or something to that effeet. "Consciousness®,
"mind™, "sonl®, "personality”, the Teelf” - gll these sre ruled
out es myetifying mienomers for the simple resulte of neurasl
sction; "conditioned reflemes", "resction patterns”, "sdjust~-
mente”, and similsr terme ere used to replsce them. Mecheniocsl
psychology "denies thet conscious Btstes have the lesst in-
fluence on behevior, becsuse the nervous system, with its physi-
cal snd chemicsl laws, accounts completely end sbsolutely for
gllhthﬁ egnﬁggﬁ of men. Conseiousnese cennot then be sntecedent

o humen behsvior, ss was once genseraslly su f 3 hoé
Peyehologinte. Sof the resson thet physfolestest rofle TSRS OE-
termine bebavior. 4 riglid mecherienm is thus cleimed to be the
foundetion of humen 1ife. MNoféificstion of condnet by reflection
is rendered imposeitle becense behavior ie completely explained
by the interplsy of inherited tendsneles end soquired habits in

the phyeiocloglicel mechanism.”

lposton University Bulletin, Vol. XIV, No. 24. Bentley: The
Ischenistic end Personslistic Psychelogicsl Contributions to
the Field of Religious Education, p. 8.
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This view of the child is fer from satisfactory

to the idealists. While they sccept the findings and conclu-
sions of modern peychology on the physical orgenism of msn
and are reedy toc scknowledge their indebtednees to thess

sychologiste for their painstsking efforte in research, they
g&‘évtkat such ap interpretstion falls short of scocounting for
the child s& & whole. The orgsnisetion of the neurcnes and
the forming of $»R bonds, though scceptable as an explanation
of the physicsl processes which perellel snd are in some way
closely linked with the peychic processes, are not adequate
at the full #néd only explsnation of these peychic proceeses.
The two - the physicul sund the peychic -~ vitslly interrelsted
a8 they sre, sre not identiosl, nor ere they merely & mstter
of cesuse and effect, kind ie more then the "sum total of
mental ststes™,

The ideslists belleve thet the only satisfectory
interpresation of s8ll the fectors entering into the composition
of a humsn being ie one whioh proceeds from the Self beck of
the behavior of the individual ~ the "self-conscious, self-
directive, self-gommunicstive ego.” The child ie a "potentisel
person;” his personality ie in process of becoming whetever
his capecity will sllow it to become. Consciousness is resl
becesuse in consciousness all experience is unified; conscicus~
ness 18 also "purpoeive end oyeative.” “The Self then, as a
potential personslity, ie beyond the forms of neural energy
and blological categories, and not a physicel process or s
thing. It 48 & self-directing force which mskes man a crestive
being, quelified to use the mechsanlsm of intelligence by the
persuasion of idesls ﬁnﬁ veluse which make growth of intellect
and morsle possible."

Having fawilisrized ourselves with the ideslistic
interpretation of the univeree, we know that the idesliste
trace the crigin of men back to the Crestor of all thinge ~
to God. 8o, too, we know thut they point to God ae the final
goal of man's becoming. In Christ they see typified this union
between the humen sni the divine. He is personslity in its
highest sense. Wo heve ssen, also, thet ideeliem leavee room
for the will of men to ccoperate with God or to hinder and de-
lsy the fruition of Hie pleme. The child, therefore, plays a
decisive pert in hie own becoming - or, in other words, in the
process of self-remlization., Of necessity, for wers it not so
the retionality of the universe could scarcely be meinteined,
thia procees ie only begun in the span of earthly life end
needs for its fullest activity nothing less than eternity.

To summsrisze: The child, sccoriing to the ideslistio
interpretation is a growing personslity nheﬁg origin end conp
$inued existence ere in God; whose own will pertially determines
the outcome of hie development; whose 1ife on earth ie but the
forerumner of a 1ife continued hereafter., |

1

411 quotetions in this paragraph &re teken from
; : 1 : Bentley's
article in the Boston Univereity Bulletin- Op. Cit.- n;faas.
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"gen'e development is an infinite process™, Ir.
Horne seys; %he is embarked on sn unending voysge; he hee
metrioulsted in the University of the Universe, whence there
is no grsduvstion. The easence of eternity never gete itself

fully expressed in the temporsl order; time nrever completely

inolndes the eternsl meaming. Eternity possesses whet time
increesingly sugpgests., The true gelf of mep he pressse on to
ettein; his preeent incomplete growing eelf is but the intime-
tion of whet he reslly ie. 48 the most philosophic of the
poete of the lsut century hae eald: - 1

tHan pertly ie, end wholly hopes to be.'%w4

What, in the second plsce, from the stendpoint of
{deslisgm, ie# the interpretetion of the teacher's funotion in
the educetive process? Hers sgein we find & difference of
opinion. In the philosophy of John Dewsy snd his meny fol-
lowere, the tegcher is only of secondary importence, the ex-
periences in which the ehild perticiputes being of primery con~
cern, The mein function of the teschaer, then, is to "set the
gtage™, 80 to speak, for the mctivity of the child; to provide
end menipulete gitunations 8o that the desired experiences will
result, 7The pereonslity of the tescher ie, of course, praocti-
cally negligible in view of snch a conception.

Ideaslists, on the other hand, while agein coneceding
that thie view is inherently right 8o far es 1t goes, namely,
that it ie the teacher's tesk to see to it thet the child learns
through certein definite experiences, ineist thst this view does
not go far erough, Above snd beyond thie menipulation of situ-
stions is the necessity of inspiring end instilling high idesls
through the medium of & forceful and contsgious personality.

Agein guoting from The Philosophy of Bdéucstion by Dr.
Horne: "But since a perscn 18 more revea g &ens 80 more
im teble to the forming wind then & msterisl model, 1t is in
the realm of personality and ite infliuence that the principle
of dimitation has ite highest educstionsl service. Both the
great common sense of mankind snd the expert educstional opinion
have put centrel emphasis on the persopality of those who tesch
the young. Emerson wrote to his daughter in college, ‘It mat-
tere little whet your studies are, it sll lies on who your
tescher is,'"~ :

‘ Adswe holds the sems view: "Unfortunaetely, the power
of imitetion i8 80 grest thet the educetor csmnot Givest hime
86lf of the responsibility involved in the mere process of 1live
ing in contect with his eduecends. He is s model whether he will
or no., He csnnot shirk the responsibilities of the position in
:31@1& h:h .ig placed, and in honour must welk eircumspectly, how=

6r mu @ may resgnt the difficult end invid ¢
ie thrust upon g&a,"g uvidlons pert that

1%# Fhilosophy of Rdueetion - p. 281 gﬁv- Cit.~ p. 184

9@; Evolution of Educetionsl Theory - p. 36.
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Granting, in short, the importance of the asctivities
of the child sné of the tescher's function in respect to these,
jdesliste, neverthelees insist thet the persomality of the
teacher i8 of the utmost importemnce in orvder that he may in-

~gpire to high idesle the child who comes into contect with him.

48 jdems pute it, educstion ie "bi-polar®, involving resction
between two personelities, the child st one end snd the teacher
at the other,

' Whet, finslly, is the ideslistic interpretestion of
the eim of the educative process? Thie csn perhsps best be
snswered by epplying the guestion to the four dsta of the edu-
cetive process: Whet is the pim of the educstive process ss
regerds the heredity (i.e. the original nature) of the chilg,
88 regards the environment of the chikd, as regsrde the will
of the child, end ae regerde the subject mstter to be presented
to the childy

Pirst, then, we wish to know what the idesliste con-
gider the aim of the educative process in g0 far ss the heredity
of the c¢hild ie concerned. The originsl neture of the child, -~
that ie, the sum totel of the physicsl, mental, enéd morel char~-
acteristics trensmitted from perent to child et birth, - deter-
mines, s& we know, the bounds of all possible development. 1In
this respect, heredity rigidly limite the educstive process,
for no teacher cen extend the 1limit of inherited cepscity. What
educetion can do, however, 48 to provide opportunity for the
fullest development of thet capecity elong eocislly desirsible
linee, snd in go doing to build charscter.

But, it may be argued, since it is generslly conceded
thet scguired chsrscteristios are not, on the whole, transmis-
sible, the work of educstion must be repested with esch geners-
tion without meking sny permensnt improvemsnt in the race., How=-
ever, there is & way in which thie may be scoomplished. Just
&8 in the process of evolution iwmprovement wes achieved through
netursl eelesction, and ie 8till being mede both smong plants
end snimele by srtifieisl selection, so improvement in the humsn
roece can be secured through the ssme process.

48 Dr. Horne esye: "The precticel difficulty of im-
proving the human stock in this wey in a free soclety is thst
men snd women have the liberty of meritel cholice. Put s the
enimal shows us naturel selection of parentage, &8 the stock
ferm shows ue ertificial sclection of psrentage, mey we not 100k
to educs tion in home snd school so to form the judgment of ETOW -
ing young men end women thet society shsll ghmw ug the retional,
though individusl, selection of parentage?"

By wise instruction in matters of sex snd their im-
portance, by cereful attention to the meintenance of heslth,
by the upbuilding of high stendards sné idesls, snd by sympa-
thetic guidsnce in the choice of 1ife partners the influence

1£ésalism in Educstion - p. 6.
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of heredity cen be contolled, snd a better hﬁrigega,aﬁeureﬁ

the coming generstion. Individusle must be graduelly enlight-
ened snd sroused &0 thet & strong public opinion will be formed
which will, in turn, exert ite inflnence upon individuale,
Ignorence must be abolished by the dissemination of right
principles. "The only rule, & very genersl one, thet cen be
glven at present”, Dr. Horme quotes C. B. Dsvenport ss saying,
"is thet s person should welect ss consort one who ie strong

in those desireble q&ﬁli%iig\in which he is weak, but may be
wesk, where he i strong.”

80 much for those fit to mste and reer children.
Regret it es we may, we csnmot disregerd the fsct that there
ere others who sre not fit to become psrents becsuse of innate
physicsl, mental, or morsl defects which would be handed down
to their offspring end would start them in life hopelessly
hendicapped. For the protection of scciety and the improve~
ment of the race these persons must be isoleted in celibste
groupe.

‘ Thie, then, is the tsgk of educstion end this nmust
be & vitsl pert of ite eim: To utilize to the fullest the
capscity provided by hersdity and eventuslly to increase this
capacity for the betterment of the race by awak&aﬁag society
to the importemce of "reducing the m&ltt@lia&zkan of the unfit
end increseing the multiplicsation of the fit."

In the second plsce, we wish to know what ideslists
consider the sim of the educstive process in &0 fer e8 the en~
vironment of the child ie concerned. %e have slready noted
the vitel part the environment - ¢nd we mesn here the sociasl
environment more then the physicsl ~ playe in the shaping of
character: & good environment mey do muoh to counteract & bad
heredity, and vice versa. While the business of 1ife largely
coneiste in ed juetment to one's environment, educetion may not
stop there. "Our duty to enviromment ie to follow it in o far
88 1t is right snd to rise sbove it and seek in patient tolep~
ance to change it when it is wrong®, ie¢ Ir. Horne's opinion.

The last two euggestions he gives for the control of
the environment, which we omitted in our discuseion of the
laws of procedure governing the educstive process, have &
direot beering upon this. The first of these suggestions is
thet the educstor, if he wouléd live up to bis cslling, must be
willing to initiste & needed Bocisl reform though he stand
alone. Thie has been the method of socisl reform through the
sges, history recorde. len of vieion ani coursge, linked
with initiative endé practicel &bili ty have blazed the treils;
86 have grest movements been borm. Confuscius, Buddha, Scorates,
Christ, ¥ohsmmed have 20 left their impress thst the reforms
they championed heve teken their nsmes. Our own dey hee not
lacked fesrless lesders: Jane Addems, Jacob Riie, Roosevelt.

11%3‘@“?&3&& 2pr. Horne: Idesliem in Hducstion, p. 56,
®I114d.-p.81.
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" . . « the public conscience ie awskened; the purpose of
sociel existence is being reslized, viz., the establishment
of 8 morsl order smong men, It is incumbent upon every in-
dividusl to cultivete morslity in his own garden, however

emaell it may vbe, that the aﬁwiran§?n$ which moulds msn into

"4ts own likeness may be improved.”

The second suggestion is to meke the school sn idesl
physicel end sociel enviromment. The location of the school,
the architecture of the building, the apreermnce of the school
grounds, s& well ss& the ventiletion, furnishings end decors-
tione of the clees-roome should 211 be of the highest type.”
The school should be the moet sttrsctive plece in town, ths
democretic unifying spgent of the commupity, tgﬁ centre for
gocial getherings end improvement socleties.” The socisl
environment of the school ie largely in the hande of the tesch-
ere who should not only refleot the stenderde of the community,
but ehould rsise them. "The stmosphere of s school is consti-
tuted by its pgonersl personnel; it is the most pervesive of all
the school forces; it ie something thet & visitor quickly feels,
gomething that constently shepes the lives of pupils. This at~
mosphere should be sane, wholesome, ideslistie, in which money
ghrinke from end to meene, in which spiritusl velues sre the
end of living, in which fietitious socisl distinctions have no
plece, in which the single standsrd of morelity is teught and
precticed, in which the smdolescent instinet of chivelry is truly
directed, in which vitel economy, the truest economy of &ll,
preserves from destructive personal hetits, in which the virtune
of thrift and finencisl independence is inculecsted, in which
intereets of the deeper snd truer sort exclude &ll forms of low
and vulger smusenmsnt, in which the preservstion of the body
undefiled by disesse or impurity ie second only to the zealous
gusrding of whits souls, in which &ll together, children, young
fané &fg paidens become what futurs members of society ought
3 D8 )

Hduce tion must, of course, depend largely upon the
school se ite ephere of influence -~ epd yet, "how hserdly shsll
the school improve upon the sterdarde of the homel In the
home both heredity snd environment centre; it sll but mskes
the man,"? Revertheless, some influence may be exerted upon
the home, direotly through the estsblishment of vital contscts
between parente snd teschers, in which & epirit of cooperstion
will ve fostered and the parentes themeelves will receive help-
ful instruction end guidance; &nd indirectly, through the per
manent impression mede by the school environment upon the chile-
dren who will csrry over the idesls snd standerds there ac-
guired end will themselves strive to make over their own home
environmente.

But thie is not ell: HNo echool, however fine it may
be, is fully meeting its responeibilities unless its influence
extends also to the community &t lerge. In matters politicel,

‘ ;@#* Qita" p.&ﬁ EQ’?‘ it e~ p. 89 .
©0p. Cite~ .90 Ypr. Horne: Tbid.-p.78.
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socisl, eesthetic, end morel the school should be & dynsmic
foree, snslysing the needs of the comsumity, stimulsting wide-
spresd interest, erousing e epirit of coopsretion, and poing-
ing the wey to & sstisfactory solution of these problems by
‘gygpathetic, tectful leadership.

To improve the emvironment of the child by putting
into it the best possible influences - in the school, in the
home, spd in the community, - end so to provide every oppor-
tunity for the development of inherited cepscities snd direoct
thie development aslong right lines, this constitutes the eim
of the educetive process with respest to the ewironment.

In the third place, we wish to know what ideslists
coneider the aim of the educetive process es fsr se the will
of the child is concernmed. 4gein we must strese the fsct that
the will ie not regerded here a5 & sepsrete entity but refers
to the sttentive espect of consciousness and ise elwaye linked
with 1dese eni feslinge. Both heredity end environment, we
have seen, depend ultimstely upon the will, vis., upon the use
to whieh they ere put, for their shere in the building of char-
seter. "It is by will tiet we reslige cepecities, thet we
neglect capecities, that we é&ﬁﬁ&ﬁ to be or not t06 be what our

inherent y@tan&i&iﬁﬁi&a gliow."

ind 8o the 1desliste, while interpreting the universe
in terme of the underlying purposes of ite Creator, neverthe-
less tske into eccount thet men hae g share in his own meking,
gz we poted in our considerction of theiy interpretstion of the
ehild. 4s John Oxenham pute it in his repudistion of Omer
Ihayyem'e philomophy of 1ife:~

"o Plecss we in eny Pateful Gane,

Hor free to shift on Destiny the blanme;

Eawh egoul doth tend its own immortel flame,
Pene it to Heeven, or smothers it in shsme."

The forming of the right will, becsuse of ite im-
portence in the ultimete reeulite of cherscter bullding, must
play & lsrge pert in the educative process. In this, the
Tormation of habits, the sbility to solve provlems, snd the
development of high idesls sll contribute. Children must be
teught, in 81l of these, to put forth effort. 4And they must,
to sn ever incressing extent, be given opportunity to mais
choices for themselves., Hthiesl instruction without its sppli-
¢stion in coniuect 18 of little value, '

Idesliste hold, therefore, that educstion must eim to

édevelop good wills., The good will is both right smd efficient,

secording to Dr. Horne's definition: “"right in ite motivetion

-and efficient in ite exeroise."®  Por the will to be right in

ito motivation 1t must be in harmony with the will of God; for
it to be efficient in exercise it must act in cooperation with

@ﬁmﬁwmn Idealism in RBducstion, p. 120
gxﬁﬁazxam in Educetion- p. 140,
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God in the incressing fulfillment of the éa%tiny of the indi-
Viéﬁ&l scoording to the purpose of God.

The building of e will in hermony with the divine

" #will - 2 good will in the truest sense - i@ sccording to the

ideslietioc interpretetion, & vitasl psrt of the sim of the edu~
cetive process.

Pinelly, we wish to know whet ideslists consider the
aim of the educstive process with respect to the subject vat-
ter $0 be presented to the child. That verying opinions on
this subject sre prevelent we heve slresdy noted. The view of
knowledge thich 18 uppermost in modern educutionsl theory and
in the genersl practice of our edncetional institutions is
thet knowledge ig of value only in 80 far &8 1%t cen be put %o
practical use, that is, knaﬁle&ge is e means only.

Ides lists, of course, make no sttempt to deny that
w@a% knowledge i® an instrument, its velue determined by ite
contribution towaré & certain ﬁ%fiﬁiﬁ@ end. But they maintain
thet, after all, eome knowledge has cultural value in itseld.
ne perasa mey etudy astronomy for the sske of the mentel train-
1&@ held to sccrue from its study; enother msy study it in
order to have the adventage of ite a&id in navigstion; while &
third person may study it just to know the sters in their
courses, The third is thé ideslistic sttitude which might be
epplied to any other knowledge scquivred for its own sake. Ac-
cording to the functional view of knowledge, the funection of
gongepts ie to ensble us to control experience; asccording to
the idealistic view they have the added function of enabling
ue rightly to spprehend thinge as they exist even when we cene
not control them.

From the at&ﬁap@int of the idezl1ist thet knowledge
i8 of most werth in the educative process which is richest in
idess thet have & direot bearing on conduct. Eubjects dealing
with socisl problems offer the grestest returne in this respect.
History, which, in addition to fects, shows ue the feilures
end succesges of the pest end stimulstes us to emulate the
best exemples; end literature, which sppresls to the emotions
epd the ireginetion, both elosely relsted to the will, and re~
veals humen neture in idesl form in its grestest eh&raatara*
these two subjects are perhaps moet profitsble in the develop-
ment of ldesls.

In ghort, ﬁ%éﬁt&iw; to the ldeslistic interpretation,
the eim of the educative process with respect to the subjeot
matter to be presented to the child ie to bring the child into
contset with those subjects which will enebls him best to ad~
Just himself to hie environment, but in sdcéition to thet, to
lead him into fields of knawleéga thet will emrich his ?ar*
sonelity snd expand his spiritusl growth.
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: sfter snalyszing the idealistic interpretation of
the educative process with respect % the interpretation of
the child, the interprotation of the teascher's function and
the interpretation of the aim of the process, 1t may be well
to attempt to sum this up in an interpretstion of the process
as & whole. Idealiets regard educstion ss more than the

| formal educsation which ig 18mited to the school. It is, in
fact, 8 cosmic process, begpun long before man himself took s .

gonscions part in his own development. And even now human
educntion is but & part of coemic education. 7The educative
progess, in 1its largest sense, is an eternal process by which
man, maie in the image of God - therefore, transcending in
his nature his own physicesl organism - mnd destined to im-

- mortality, is alded snd guided in his eonscious effort %o ad-

just himself to his environment snd to become what, in the
divine plan of life, he is meant to be.

V. AN BSTIMATA OF THIS INTERPHUTATION.

, Truly thie is an ennobling conception of education,
which, to say the least, is daringl Hducation a part of the
goemic procesus; the educator n co-worker with the great Adu-
gator; the educand himself & partiecipant in shapning hie own
end; could a greater interpretation be conceived? Vet we
met not let nurselves be ¢rmrried awsy by the enormity of the

conception. We must face 1%t squarely and welpgh it carefully
.. before we can draw our conclusion. We shall therefore con-
- sider first ite wonk pointe snd then its strong points.

The first weaskness o7 this intervretation of the
aduoentive process lies In the very heights % which it seasles.
The assunptions underlying this conception, -~ and we have
viewed the significant ones -~ the rationslity of the universe,
ite inherent "rightness”, asnd the organie unity of 81l things:
these are svsumptions which cannot be corroborated by empiri-
eal observation. Our experience of the universe, both as o
gpace and time, i8 necesearily limited. low then can its
rationality ever be proved? As for the inherent "rightness”
of things: this brings us face to face with the ever-recurring
problem »f evil. How can tho sotual evidences of so much 4ige-
tress and wrong-doing be reconoiled with the goodnevs of Sod
and the inherent rightness of the univerve ms Hig hendiwork?
Pinelly, not being sble to view the universe se a whole, how
oan we know that 1t 12 an organie unity, especislly when ther
appearse to be 80 much contrsdiction?

“hat 2hall we 8ay of these difficulties? That they
eonatitute serious problems which have baffled philosophers
of all ages cannot be denied. Hor can we atteupt satisfuce
torily to asnswer them in & brief survey when others have failed
after s life-time of study. However, there is somethinz to be
aald for these conceptions, even while the impossibility of
proof and the presence of serious diffioculties are frankly
agknowledged.

Y/e have alreauy considered the question of the ration-
ality of the universe and have {giﬂ&@ﬁ out the fact that this B

assumption is absolutely esse ] 1 nine ;
be gfﬁény aveiL Ly e aan? 1 if our own ressoning is to
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How what of the necessity of reconeiline the belief
in the inherent “rightness” of things with facte as they are,-
with ovil and with suffering? Perhape the first step is to
distinguish between the possibility of evil and the actuality
of it. Having crested a morsl universe in which other wills
are fres to sct, God casnnot step in to prevent evil. In order
for the universe to be moral the pnesibility of evil must exlet;
in order for man %o be free - & beling with a will and not s
mere machine - his cholce must be decisive. Ve may safely may,
too, that conditions as they exist in the world todsy are far
difforent from what they would be had man's will always har-
monized with the will of God. The fact of progrees as recorded
in history and of the slow, gradusl victory of man over evil is
ano ther evidence of the ultimate triumph of the good. The
final snewer to this guestion is to ve founéd in the redemptive
act of Christ: God emptying Himself, taidng upon Himeell the
form of man, becoming obedient unto death, suflfering the cross
that man might have life. A8 true man Jesus reprevented the
race; as a voluntary asct Hie desth wae a sacrifice, not a mar-
tyrdom; as the act of the Uon of God it was alle-eufficlient -
sufficient for all men, for all time. 5o le freed men {rom the
bondage of sin und made possible their reconciliation with Ood.
"The death thus ceases to be an incldent in the petty and 4 ie-
tressful history of a small people,” says Principal Fairbairn.
"1t assumes a universal signi fieance, is taken into the purpose
of God, ani becomes the means for the resliszation of the divine
endg."t , . . . o« « "The one term ('the Son of man') denotes
a person who stands related to oollective mankind; the other
torm denotes those, to whom He is related as the 'multitude’,
the 'many', not as opposed to the few, but ss distinpulshed
from "the One.' The One has the distinction of the unigue:
He stoands alone, and does what He alone ¢an do. 0Of the 'many’
no one 'can by any means redeem his brother nor give to God s
rensom for him'; but "the One' gan do what is impossible to
all or any of the 'many'. His preéminence, therefore, is the
secret of Hia worth; He does what 1is posaible %o no other, for
He transcends all others, and Hip personaslity emuals sz it were
the personality of aoiiaetiv§ man. Hence He ie abvle to 'give
Himeelf s ransom for many,.'"

As for the organic unity of the univerve in the face
of apparent discord, we can only say that this is clogely linked
to the problem of evil and that, eince the universe is 8till
in the proocess of becoming, a eriticlsm of it st nny stage of
its development is hardly reasonable. An unfinished painting
samot be expected to meet the requirements of a critie for a
finished masterplece. The artist must be given time to work sut
his plan, Hay we not conelider the univerve the as~yet-unfinighed
work of the Mastor Artist, confident that when He has finished
that work it will be seen to be good?

The second weskness of the idealistic interpretation
of the educative process 1ies in the interpretation of the child.
In the firat place the interrelation between the physiesl and

1
- “The Philowzophy of the Christian Heligion, p. 409.
®Iv1d. - p.411. :
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ahical processes, between the brain sand the mind,
learly understocd, nor can any scilentifically cor- .
dence be glven that the mind does exlst, not apsrt
ut in and above the neural orgmnization of the brain.
{ty, like the rationality of the universe, camot
roved by supirical observation. In the second place, the
mtion of the child as an organism whose development is
irected from within - (a conception which has led edu-
1 to liken the c¢hild %o s plant whose ultimste develop~-
48 inherent in the seed), makes the place of the educator
ationable one. I8 he not superfluous if this be true?

Lot us consider the firat diffioulty - that of vin-

3 the position that the physical and the mental are
dentical. %While admitting that this cannot be done con-
1y or objectively, idealists maintain that subjective ex-
Lence confirms this view. Introspection reveals a consclious-
gs of self which unifies ull experiences. It is the self
hich sets up comparisons between experlences, ani in the light
‘the meaning these experlences have, controls other experi-
e8, Saye «#illiam C. Bower in his discuseion of the nature
sxparience:

o "2ut personality is more than & bare continuum of
oxperience. At the centre of this continuum is & self that
gives organization and continuity to experionce. It resches
out toward ite world in an effort to adapt the resources of
at world to ite needs., That ig to say, its sctivity le di-
rected towards ends that it seeks %o realize. These nesds are
Bot by the needs and desirss of the self, and aro concerned
with its survival or well-being. It is this telie nature of
the self that glives experience lts movement, direction, and
drive. Certain types of experience bring the self satisfac-
tion while others bring 1% sanoyance or pain. Those experi-
ences are satisfying that lead toward and sre consummsted in
a the reslization of desired ends. Those experlences sre snnoy-
' ing that delgy.or frustrate experience in its movement towmrd
desired onds."+ ’

Another argument in favor of the ideaslistic viewpoint
lies in the comparatively slight difference between the animal
and the humsn brain over sgsinst the impasssable chasn between
animale and human beings.

"How to relate the transcendant fact of the individausl
mind to our undoubted germinal beginnings is entirely unmenage-
able by the empiricel method”, Dr. Louis M. 3Sweet admits in his
discusseion of the relationship of mind and brain.s o + « o o
the development of the human brain as s thinking organ is trans-
formative and oreative in n sense which camot be applied to
any other process in this world. The brain 18 not an intellec-

l2he Curriculum of Religious Zducation, pe 72f.
290 Christ through Evolution, p. 247.
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tualized organ to begin with, It has to be intellectuslized.

It has to be actually trsnaformed by the molding power of the
being using it and by the actual process of using ite « « « &
This truth, which cannot be galnsaid, for it is supprorted by
facts, that brain intellection 1s the creation of versonality
by individual action and is not a congenital glft or develop~
ment posseassion, proves the transcendance of the personal over
the physical and determines our approach to the whole problem."l

Let us now consider the second daifficulty in the
ideanlipgtic interpretation of the child: the fact that there
is a poesibility that there is no room for education in such a
conception. Adams points out the fiet that the "Plant Heta-
phor", like most analogies, is not entirely satiesfactory be~
sause the human organiem, after all, far transcends any plant
organism. "We are accordingly entitled to & better argument
than a mere analogy”, he says. "The problem is how to find a
place for the educsator between & developing nature with a de-
termination towarde good, and s world that is by hypothesis
good, inssmuch as ‘Hyverything has come forth from the divine,
from God, and through the divine, through God alone, is it
gonditioned.'™* He then goes on to point out that education
is more than a pursly subjective vrocess in which the educand
alone is involved. "The inndisme of the self has to be reeog-
nized but it i8 of a purely generic character. It may be di~
rected in this way or that.” The idealistic viewpolint con-
firme this, of sourse, in the place it allots to the will of
the ohild in the ultimate development of character.

. #hile recognizing the above weask points in the posie-
tion of the ldealists, and while making no clsim %o having met
all the difficulties satisfectorily, we nevertholes® fesl that
these weaknesses are not entirely indefensible.

Hore than this, there are several strong points in
the ideslistie interpretation of the ednoative process. These
we shall now proceed to consider.

The firet point of strength llies, as did one of {ts
weak points, in its interpretation of the child ss an individual
self, dependent to a ceriain extent upon natursl forces, yet
having within himaelf the power to determine the use to which
these shall be put. Any other conception, which makes the
child a mere machine determined by the forces of heredity and
environment alone and reacting in a predetermined way to defi-
nite situations leaves little room for education in character
building. Such & conception ealso erowds out spiritual values
and idesla.

"I1f human conduct is 'socially conditioned’ as asome
pragmatists sssert; 1f self-organization is comple tely ignored,

lop. cit. p. 248
“he Evolution of Hducational Theory, p. 290.
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we must either eliminate the God-consciousness from our think-
ing and become out and out pragmatists, or reconstruct morality
without theiem and become agnostics without apology,” says

ir. sentley. "Such a philosophy would deny c¢reative awsken-
ing, which is the supreme service of education, and lead to a
nantaralism at once absolute and hopeless. Ideals, purposive
aanﬁraiglépixit&al valuer would vanish. Positiviem would be all
in 21l .

Much of human behavior 18 mechaniesl, we readily ad-
mit, but surely human experience at ita beet 1s more than mere
mechanism! History atteste to the dynamic force of these very
values which would thus be ¢rowded out. MHore than that, 1L man
is rednced to a machine, then evolution is mesningless. 3But if
man is the culmination of a eystem that traces ite origin back
to Personallty and Intelligence then in man the spiritusl and
the physigal universe come together. He is the one gresturs
who 18 of the natural order and yet transcends 1it. From this
point of view then, idealism is by far the most satisfactory
interprotation.

inother point of strength in the ideslistic position
is 1ts conception of 1ife a5 a process of growth toward certain
definite goals. Pragmatists deny the exiatence of absolute
- vilues and make the objeet of growth "more growth."” Yet even
they have decided opinions as to the dirsction this growth must
take and reslly set up goals without recognizing them sas such.
Idenlists, on the other hand, we have seen, affirm that there
is contimous change and progress but that this prmegress is ewer
toward the Absolute - or Gode. While ocur conception of God is a
growing one, Cod Himself is changeless, they maintain.

Dr. Bentley holds this view: "Desplte our training
in modern scientific psychology, many of us gtill sccept the
view that the chsnges in phenomens are governed by morsl law;
that the world is sométhing more than change or chance; that
there is some purpose, some final ccause, some end in things.
Wo assert, therefore, that there ig a belisf in the Right which
we experience in our own Spirit rather than in Hature. And,
mo reover, we camot find any theory based on utility that has,
go far, accounted for the moral and meligious conseionsness.
God, for us, represents causality, and erestes in us the demand
for human perfection and felicity connected with the belief in
the Right, . o + + « « We ar compelled therefore to postulade
a Supreme seing in which thers is o fixed order of purpose and
law, guniding human destiny."® ”

V God is, then, according %o the ideslistic interpreta-
tion, the eternal idesl of perfection which is the stsndard for
human and socisl life. 4nd herein lies their strenzth. Any
system which eliminates an ultimate zoal must of necessity bve

1%@%@@& University Bulletin, Op.Cit. - p.2l
2@1}. Cite - pebf.
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unstable, the victim of chance whims and idle fancles.

But when "human life is related to & superhuman and eternal
reallty” it acquires dignity and worth, sas well as polise
and power, ’

"But we mll, with open face beholding as in a glass
the glory of the Lord, are changed into the pame image from glory
to glory, even a3 by the Ipirit of the lord.”

: Because it takes into consideration sll the factors
antering into human experience, the spiritual se well as the
material; because 1t sets upon human 1life the highest value
possible, reading it in terms of the divine life; ané becanse
it gives the most satisfactory explanation of the true func-
tion of education, as & part of the unfolding of the divine
purpose in the universe; for these ressons we msintein that
the idenlistic interpretation of the eduncstive process is
not only defonsible, but scceptable.
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