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IN'J!RODUC'.FION 



e.:HAPrER I. 

IN'llRODUCIJl'I ON 

A. Stat.ement of t,he Problem~ 

One or the most. : pi£'edalhina.nt~·, influences in 4mer­

ican thought t.oday is the experimental humanism or John 

Dewey:. It opposes theistic belief and therefore creates 

an urgent need for studies which will elariry the isetue.s 

bet.ween it and the Christian fait.h. To some ext.ent. such 

studies have been made, and it is with them that this t,h~ 

sis concerns itself in hope of securing further cla.rit.y. 

The t..a.sk at hand is to discover the criticisms of the phil­

osopey of Dewe~ wh1ch have been made from the Christian 

point of view; to summarize them concisely; and to det,er­

min~, by a comparative study, which of them are most empha­

sized by these Christian thinkers~ 

B. The Importance of the Problem: 

Such a study as this may be considered important 

because of the extent and strength of the influence of Dewey, 

if for no other re~son. His c.areer to date as an educ.ator 

and philosopher has extended over a period of fift,y years~ 

His influence has reached far through the prestige of 'lh0J 

University of Chicago and Columbia University, the "wo 

schools in which most. or his work has been done, which are 

out,standing universities in America: His writings have been 

so voluminous, and the attention given to him in the writ­

ing of others so great, that a. listing of his bibliography 



1 
1n 1929 comprised a. f'air. sized volume~ fte entire field 

of public· education has been great.ly affec-ted by his t.hink,;;;, 

ing:. It has be.en claimed that. ninet.;y perc:en't or the: teach• 

era t.oday are influenced by him. F'Urther, Dewey ·1 s inf'l uence 

as a philosopher is generally re:c·ognized• l!iagar Shetrield 

Brightman has spoken ot .. him as •.a.merica 's greates~ philoso-
2 

pher. • Ameriea.n religious education shows ma.ny evidene:e,s 

of his in:rluence~ ~:ol'ga .albert Coe:, in the roreword o:r his 

book, A Social Theory of Religious E:ducation, acknowledgas 

his indebtedness to DewelJ f'or the theories he presents in 
'3 

that. book~ 

~his st.udy may further be considered important, 

beeause reactions to 'Ule philosopey or Dewey are at. the. pres• 

ant, time fort.hcoming, arising panie:ularly in the minds of' 

Ohrist.ian thinkers. a oone·ise presentation a~tempting 't.o 

cover this rield of reaction to Dewey should be of value, 

and should make comparisons possible wb1ch will isolate: cer­

tain c:rit.ieisms as representative or the Christian position 

relat.ive: t.o lJewey 's philosopey. 

'llhe st.udy, at hand may furtiher be considered impore­

t.ant because or t.he results it should yield. It should 

elar't.f t.he values and weaknesses or the Dewey philosopey~ 

It. should point out. the emphases in it whic:h contradict. es-

* * * * * 
1 Thomas and Schneider, A Bibliograp~ of John Dewey, New 
York, Columbia Universit;r Press, 1929, 151 pp. 
2 E:. s. Bright.TJl&ll, 11Review of lfhe Quest. for Clertainty," 
Religious E:ducat~on, January, 1930, p. 74. -3 Cf., C'oe, G. A., A Social Theory, of Religious E:ducation,. p.x. 



sentials of the Christian faith: And it should call atten­

t.ion to those which are in harmotll' with Ohristiani ty and can 

be incorporated into Christian living.~ 

c. Sources of Stuiiy,': 

~he sources of this study are the works of Christ­

ian critics of Dewey: Herman Harrell Horne was chosen at 

the outset as one of the critics to be studied because of 

~be extent of the work he has done in evaluating Dewey's 

point of view: To date he has published three criticisms 

of Dewey which are considered significant~ 'l'hey are;: ~ 

Philosopqy of E'ducation, Revised Edition, 1927, which de­

votes a chapt.er to a criticism of pragmatism§ John Dewe;z:'s 

Philosophy: E:specially !~he Quest for Certaint;w, a monograph 

criticizing Dewey; and· T.he Demoeratie l?hilosopp.y of' Eduea­

ll-2!!• ant:exposition and criticism of Dewey's book, Democrac;z: 

and E:ducation. Having chosen Dr. Horne on the basis of' the 

work he has done, his advice was sought in the selection ot 

the other critics: In an interview 5 he was questioned as 

to the outstanding critics· of Dewey. He referred t.o Walt.er 

A~bion Squires' book,, Religious Education and the Dewey Phil• 

osop~, which is yet in manuscript for~; t.o ·William Eirnest 

Hocking as treatment of pragmatism in his book, tzpes of: Phi~­

osopp,w; and, 1i.o :.U..dgar Sheffield Brightman: s book, ~he -Prob• 
' . 

~em of God~· In .l::Srightman' s book ref·erence is made t,o his 

critic ism of Dewey • s T.he ~uest for··-aertaintl 1n Religious 
. . . . 

.E:ducation f'or January, 1930. 5inee this art iele offers a 

more elabora't.e st.at.ement, than is made in ~e .froblem o:r <.:i1od 
I 



i~ is also included. as a source of study. 

D. Mode Of l.TOC:edure. 

'.there are two main st.eps in the procedure of this 

stu~. T.he first, is to analyze the writ.ings orit.icizins. 
,. 

Dewey's philosop~ from the Christian point or view and to 

present. the specific criticisms lihey advance. ·xhe second 

step is to summarize these criticisms in concise sta~ements, 

and b.Y comparison of the objections offered qy ~e four men 

studiedTto isolate those which are major~ Each critic's ob­

jections will be summarized as they are presente~ and a com• 

parison il.solat.ing the out,standing objections will be made 

a.rter all. the criticisms have been outlined• In the conolud­

ing· chapter the inv.>estigator will be in a position t.o of'f'er 

certAin o·bservations with ref'erence to each crit1cr~s:.:.·;ue:a:e:t.@n 

to .Dewey; t.o suggest what, in Dewey • s phi1osopb;w, Uhristian 

people may wish t,o reject and what- incorporate in Ohris~ian 

thought. and lire; and t: in all~ t.o point. t,o :further lines of: 

il:rv.test.igation growing out of this st~; 
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CHAPTER II. 

THE Cl'RITICISMS OF THE PHILOSOPHY. OF JOHN DEWEY 
ADVANCED BY EDGAR SHEFFIELD BRIGHTMAN . 

IJZ'here-are two sources for the study of the criti­

cisms of Dewey's philosophy made by Edgar Sheffield Brightman~ 

One is his book, The Problem of ~od, and the other is his 

"Review of T:he Quest for, Qertainty," one of three articles 
( 

in a symposium on that book published in Religious E:ducatio~ 

for January, 1930; !he respective criticisms found in each 

of these discussions will be presented and then summaFized 

in a series of propositions which crystalize Brigh~an's 

objection to the philosophy of Dewe~. 

A~ Analysis of the Criticism in 
The Problem of <mod. 

~e mention which Brightman makes o~ Dewey in this 

book is in the chapter entitled "T.he Substitut.es for God~" 

Because of this it. is to be expected that. his remarks about 

Dewey will be relative to theistic belief. Such is the case 

as evidenced in ~he criticisms which follow: 

First in this discussion of Dewey's philosophy, 

Bright.man contends that Dewey 1 s metaphysics is more in har­

mony with theism than with traditional atheism. r.Rhis st,ate­

ment. is based on the interpretation that Dewey rejects skep-_.t, 

ticism, materialism, and mechanism, together with traditionaJL 

realism and idealism; that. he regards nature as interact.ion; 
1 

and, that he finds purpose to be a natural category. 

*··· * * * * 
1 Of., Brightman, E. s., The Problem of God, pp. 54-55. 

-7-
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In the second place, Brightman contends that Dewey 

is so c-oncerned aoout avoiding d.ogma.t.ic belief· in Qod that, 

he does not consider accepting God as a working nypo~nes1s. 

Brigh'tman arrives at. ~his conclusion as a result of rollow-

1ng on rrom tne int.erpreta:f;,ion of Dewe;y 1 s met.apnysics just. 

re:ferred l:i.o. He asserts. t.1.~.at it mignt. be expected o~ .l)ewey 

t.o tthave sympathy with t.t1e esse:L:tu1al heart. ot· 1iheism wilieh 

is the f'ait.n that human values stand in living -r·ela.t.ion with 
1 

a som"'ce o:r Talue beyond man~" He calls attention t.o Dewey's 

expression in Human Nature and Conduct, that religion is 

"the freedom and peace of the individual as a member of an 
2 

infinite whole," as representing a very close approach to 

belief in G:od. T.hen he refers to the guarded statement.s in 

the Bleventh Lecture of The guest for Certainty. Here Dewey 

speaks of religion as "a sense of the possibilities of ex­

istence and • ~ ••• ~ devotion to the cause of these possibil-
. 3 

ities~" Bright.man regards the statement, "a religious at-

titude would surrender once for all commitment. t.o belie.fs 
3 

about matters of fact," introduced later in the pa.ragraphy 

as being intended to make clear that "devotion to the C'ause 

of these possibilities" does not refer to God. For this 

reason Brightman assumes that Dewey's concern to avoid tra­

ditional theism is one of the elements in his temperament. 

* * * * * 
1 Brightman, E:. s., The Problem of God, p. 55~ 
2 Cf., Ibid., p. 55., See also DeweY; John, Human Nature and 
Conduet, pp. 331-332. 
3 Of., Ibid., p. 55., See also Dewey, John, 'B:ha Q,uest for 
Certainty, pp. 303-304~ 
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1 
which keeps him from accepting God as a working hypothesis~ 

In the third place, he contends that Dewey contrib­

utes more by way of substitutes for God than most tradi-tional 

doubters of theism do because he is more concerned "to make 
2 

a case for experience than he is "to refute theism. T.his is 

largely justified by the substance of the two conceptions of 

religion referred to above. 
3 

In the first., reference is made 

to ••an infinite whole)~ and in the second,.,. there is a positive 
4 

elemen-t expressed in the term,."the possibilities of exis"tence.n 

In the fourth and last place, Brightman contends 

jtlla."t Dewey's view of G:od falls short because it is based on 

an interest in only one aspect of personality~ Its basic ~n· 

terest is in the will rather than "the whole thinking, feeling, 

acting self. 11.his criticism is the most direct one made by 

Brightman and in it he is not only criticizing Dewey bu~ 

Lippmann, Russell and Neitzebhe'.'w:tth·. Whase u::d:latttt:uues.::eor 

God he is also dealing in this chapter. His statements are 

most cogent and therefore attempt at paraphrase will no), be 

made~ He says: 

What we have here is an analysis of personality 
into abstractions. Every view which is based on 
an interest in one aspect of personality, taken 
by itself apart from the whole personal life, 
leads to an abstract and incomplete view of what 

* * * * * 
1 Cf. , Brightman, E. B. ~ The Problem of G'od, pp. 55-56~ 
2 Cf~, Ibid~, pp. 56-51~ 
3·<:l'f., Ibid., p~ 55~, See also Dewey, John, Human Nature 
and Oonduct; pp~ 331-332. 
4 Ct., Ibid~, p. 55~; See also Dewey, John, The Quest for 
Certainty, pp; 303-304~ 



-10-

religion is and. on account of it.s inadequate ba­
sis, arrives at an inadequate God. If we are to 
find out the truth about religion or about Clod, 
we must take all of the evidence into account.. 
The evidence with which we start. in religious ex­
perience is not feeling alone or thought alone 
or will alone, but it is the whole self, the 
feeling, thinking, willing person~ If we start 
by examining the full evidence of human person­
ality, it may be that clear thinking will compel' 
us to·arrive at a conception of a divine person­
ality~ 1 

B~ Analysis of the Criticism in "The Review 
of T'he Quest for Certainty." 

First in his criticism of 'l?he Quest for Certainty,. 

Brightman contends that Dewey fails in not applying his em­

piricism to religion. This criticism is made in the intro­

duction of the article and appears again with variations in 

the discussion~ The argument is that Dewey sketches human 

and cosmic development as it appears in the light of secular 

experience and applies his results to religious experience 

and belief without having examined them in the same way as 
2 

he has secular experience~ 

In the second place, Brightman contends that Dewey's 

_conceptions of religion are unempirical and abstract.. Here 
3 

two of Dewey's statements about religion are referred to 

but. the criticism is chiefly based on the one already men­

tioned which makes "the possibilities of existence.r• the ob­

ject of worship~ Brightman objects that this conception 

* * * * * 
1 Brightman, E'. s., The Problem of God, p. 58. 
2 Of.' E. a. Brightman, "Review of ~e Quest for Certainty' II 
Religious E'ducation, January, 1930,. p. 74~ 
3 Of., Ibid~, P• 74., See also Dewey, John, The Quest for 
Certainty, pp. 47, 303. 
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makes "every consideration or possible future changes a re-
1 

ligious experience~" 

In the third place, Brightman holds that Dewey 

seems to be inconsistent in his conceptions or religion. 

This again is based on the conception of religion to which 

references have already been made. It is as follows: 

A sense of the possibilities of existence and ••• 
••• a devotion to the cause or these possibilities 
as distinct·from·a.cceptance·of what is given at the: 
time •• o••••~.~.~~-~: ..... ~~~ a religious attitude 
would surrender once for all commitment to beliefs 
about matters of fact, whether physical, social or 
metaphysical~ 2 

Brightman points out that "devotion to the cause of these 

possibilities" approaches somewhat the idea of God and rec­

ognizes partially the objective realism of religion. But 

over against this it is pointed out that Dewey denies the 

importance of personal relation to God and gives no place in 

the religious attitude for commitment about matters of fact. 

Yet it cannot be denied that devotion to "the cause of these 
3 

possibilities" is a kind of commitment,. 

In the fourth place, Brightman contends that Dewey 

is inconsistent in his emphasis on change. He himself is 

interested in an unchangeable devotion to change~ This is 

not an essential part of Brightman's criticism but it comes 

out incidentally in his discussion of Dewey's application of 
4 

the idea of change to religion. 

* * * * * 
1 C~f., E. S. Brightman, "Review of "'the Quest for Certainty,'t 
Religious Education, January, 1930, p~ 74: · · 
2 Dewey, John, The Quest for Certainty, pp. 303-304. 
3 o:r., E. s~ Brightman, Op. cat., pp. 74-75. 
4 c.r~, Ibid., p. 75: 
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In the fifth place, Brightman asserts that Dewey • s 

agnostic attitude in regard to knowledge of God contradicts 

the religious experience of the race and his own experimental 

temper. ftls is the essential criticism arising out of the 

discussion of the application of the idea of change to rel~­

aon;~ Brightman is not hostile to recognizing change in 

ma;tters of religion if' it means •that every religious eon• 

viction should be held as a tentative faith subject to im-
1 

provement. and instruction from future experience." But as 

the t.one of the entire argument of '!'he ~uest for Certaintz 

would imply; it is t.aken to mean that it is futile to at.tampt. 

t.o form any hypothesis about Glod or to seek to find a real 
2 

God. 
In the sixth place, Brightman contends that Dew~ 

is inconsistent in maintaining a metaphysics of' his own. He 

implies metaphysical agnosticism in his conception of rel~­

~mnil.. Brightman points out that. if Dewey were to be consist• 

ent he would have to confine all his thought to experiments 

in action without making any references as to the nature of 

reality. He feels that it is fortunate that Dewey is incon­

sistent because by so being he offers positive metaphy"sical 
3 

ideas. 

In the seventh place, Brightman holds that. there 

are certain aspects of religion in:J)ewey 's philosophy. He 

* * * * * 
1 :m. s. Bright.man, "Review of ftle· Quest for Certainty," 
Religious Educat.ion~ January, 1930, p. 75. 
2 af'., Ibid., p. 75. 
3 C.f'., Ibid., p. 75. 



-13-

points out six characteristics of the philosophy of Dewey 
1 

which have religious value. '.D.'hey are as follows: (a) Dewey's 

philosophy emphasizes the activity of thought. (b) It. em­

phasizes the purposive character of thought~ (c) It empha­

sizes experience as opposed to abstract rationalism. (d) I~ 
2 

views nature as 'ta moving v1hole of int.erac.t,ing parts." 

(e) It trea~a empirically "the values dearest t.o the heart;, 
:3 

of man." (f) It asserts that "purpose is a legitimat,e idea 
4 

in describing nature itself in the large." 

In the eighth place, Brightman makes the assertion 

that if Dewey would extend his empirical treatment into the 

realm of religionJhe would arrive at a more living religion 

than has yet been experienced by most men~ This is the final 

criticism which Bright.man makes in this article. and it. is 

probably the st,rongest positive concession that he makes t.o 

Dewey~ He regards T'he Quest for Certainty as an antithesis 

opposing a thesis supposedly set up b!'3t.nadiia,ional religion.; 

The thesis is the proposition that "v.alue is a static prop-
S 

erty of an ant.ecedently perfect universe." The antithesis 

is the proposition that "v.alue is action t.o improV-e the pres-
S 

ant state of affairs~" Brightman proposes the synthesis 

which he holds Dewey vaguely hints at~ It. is the proposition 

that "value is action to improve the present state of affairs 

* * * *' * 
1 Of., E·. S. Bri ght.man, "Review of ~ Que at for Certainty, 11 

Religious Education, January, 1930,. pp. 75:..76. · 
2 Dewey, John, 'l!he Que_st. for Certainty~ p: 291. 
3 Ibid., p. 107 ~ 
4 Ib1d., p. 246 ~ 
5 E. s. Brightman, Op. Cit.., p. 76~ 
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t.hrough discovery and application to experience of anteced­

ent tendencdi.es (purposes) of a universe which is not yet 
1 

and never will be perfect~" This according to Brightman 

is the desire able result which would accrue if Dewey would 

apply his e~piricism to religion~ 

C:. Summary of Brightman's C·riticisms. 

To summarize these eri tic isms by means of synthesis 

leaves the following series of propositions: 

1~ Dewey is unchanging in his devotion to change and 
in this is inconsistent~ 

2; Dewey is inconsistent in maintaining a metapeysics 
and at the same time implying metaphysical agnosticism• 

3~ Dewey's conceptions of religion are inconsistent~ 

4~ Dewey's agnostic. attitude in regard to knowledge 
of God c-ontradicts the religious experience of the race and 
his own experimental temper. 

5~ Dewey wishes to avoid dogmatic belief in ~od~ 

6~ Dewey's view of <iod falls short because he is inter­
ested only in 1ihe will and not in the whole thinking, feeling, 
willing person. 

7~ Dewey fails in not applying his empiricism to re:~ 
ligion~ 

8. If Dewey were to apply his empiricism t.o religion 
he would arrive at a more living religion t~han has yet. been 
experienced by most men! 

9. Dewey makes a more positive contribution in the 
field of met.aphysics than most traditional atheists do be­
caus~ he is more concerned to make a case for experience, 
than he is to refute theism: 

- -

10~ Dewey's philosophy is religious in that it empha­
sizes the activity of thought~ 

* * * * * 
1 B. s. Brightman, "Review of The Quest for Certainty," 
Religious Education, January, 1930, p~ 76~ 
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1.1. It is religious· in that it emphasizes the purpo­
sive character of thought; 

12. It is religious in that it emphasizes experience 
as opposed to abstract rationalism~ 

13. It is religious in that it views nature as "a whole 
of interacting parts.n 

14~ It is religious in that it treats empirically ttthe 
values dearest to the heart of man." 

15~ It is religious in its assertion that "purpose is 
a legitimate idea in describing nature itself in the large~" 
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C.:I!APTER I II. 

THE ClRITICISMS OF THE PHILOSOPHY OF JOHN DEWEY 
ADVANCED BY WILLIAM ERNEST HOCKING 

'll'he source studied for William E.rnest Hocking 1 s 

criticisms of the philosophy of Dewey is T~pes ef Philoso­

~: Attention is d~rected chiefly to chapter teri
1
entitled 

"Pragmatism E:xamined~". As the title suggests, the discus ... 

aion is not directly a criticism of Dewey but rather of the 

pragmatism of both Dewey and William James: Qonsequentl~_, 

all. of the criticisms may not be directly applicable to Dewe;w: 

Hocking regards his examination of pragmatism as giving great­

er"· attention to the type represented by James, but he does 

not seem to think it necessary t.o differentiate the t.wo types 
1 

as far as their theories of knowledge are concerned~ All 

except three of his critic isms are relative to the theory of 

knowledge, and these three in dealing with metaphysics do 

not seem to be dealing with matt.ers foreign to Dewey 1 s phil­

osophy. For these reasons all of the criticisms will be pres­

ented~ 

A~ Analysis of the Argument. in 
~1pes of Philosophy~ 

First in Hocking's argument in Types of Philosopb¥ 
:J 

it is contended that there are truths which the pragmatic 

* * * * * 
1 Of., Hocking, W. z:, 'llypes of Philosophy, p. 143~ He says: 
ttThese two. branches, with their different interests, are· 
likely to reach quite different metaphysical conclusions: So 
far as the theory of knowledge is concerned, there is nothing 
essentially incompatible between the two in the primary mat­
ters of principle~" 



test cannot detect. Taking Mussoli~i' s pragmatic judgment 

that democracy is a failure because it did not work in It.aly, 

he questions whether or not democracy has ever been triad~ 

He does the same with the charge arising as a result of the 

World War that Christianity is a failure, and goes further 

t.o ask whether history can yield a pragmatic proof of any 

belief'. ~he belief in immortality is cited and the dif'fi• 

eulty pointed out which arises from trying to strike a bal­

ance pragmatically between the good and bad effects of such 
1 

~ belief'. 

In the second place, Hocking cont.ends that the 

human mind aims at knowledge which is independent or prag­

matic truth; This he substantiates by three instances. Wa 

know that both of two contrary propositions cannot be t.rue:; 

but according to pragmatism if no evidence is to be had for 

or against either proposition, neither is true nor false~ 

T'he human mind conceives of one object as distinct from an­

other although they are exact duplicates, but as f'ar as 

pragmatic truth is concerned, there is no such distinction~ 

According to pragmatic truth)there might be several theories 

as to the nature of things which would work equally well 

and which therefore would be e'qually true, but the mind 

knows that the truth about the world is that character which 
~2 

allows it to assume these various appearances. 

1 Cf'., pp~ 160-161~ 
2 Of'., pp. 161-163; 

* * * * * 
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In the third place~ Hocking contends that the el&-

ment of choice entering into pragmatism makes a chosen be­

lief subjective and therefore destroys it~ He poin~s ou~ 

that belief is the reference of the mind to an object as­

sumed to be real. In pragmatism the suspicion that our will 

has tipped the balance of evidence makes us susptc11ctilhtt 
1 

re-ality of the object of belief~ 

In the fourth place, he contends that the basic 

proposition of pragmatism, namely, that "all propositions 

that work are true," is not logieally permissable~ He points 

out that pragmatism is based upon a "false eonversionn of 

the proposition that "all true propositions work" into· "all 
2 

propositions that work are true." 

In the fifth place, Hocking allows that a 11 negat.ive 

pragmatism" would be of use in detecting error. This fol• 

lows from the correct conversion of the proposition from 

which the false conversion of pragmatism is derived. 11All 

'true propositions work," t.herefore "no proposition which 
' 3 

does not work is true." 

In the sixth place, Hocking contends that. prag­

matism is based on a non-pragmatic truth which it cannot 

prove. In order that the false conversion of the proposi­

tion_, "all true propositions work)' be made true., it is neces­

sar,y to assume that the universe is entirely fit for our ex-

1 Cf~, p~ 163~ 
2 c:r~, p. 164. 
3 Cf. , p. 164. 

* * * * * 
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istence. It, would be necessary also t.o believ.te that true 

beliefs would a~ the same tim& be ~ire-promoting and com­

forting. But pragmatism cannot establish this t.ruth, for 
-~ 

it, must be used to establish pragmat.ism~ 

In the seventh place, Hocking contends that in 

ethics pragmatism cannot determine what is right.. We: can­

not determine that to be right. which promotes welfare or 

survival or happiness_, because we can on~y determine what 

makes f'or~we~fare and happiness by first determining what. 
2 

is right~ 

In the eighth place, he contends that pragmatism 

can claim no support. from scientific method in it.s emphasis· 

upon choice. Scient.ific method is one of strict 1ogical. 

procedure which allows as little place as possible for the 

human equation~ An hypothesis is verified by: giving· stric·t. 

a.t.tention to the facts which follow from it independent.J.y 
3 

of the interests of the observer~ 

In the ninth place,. he cont.ends that pragmatism 

can claim no particular support. from scientific method in 

its instrumentalism. In so far as instrumentalism is an 

extension of scientific method_, it. is not peculiarly prag-
4 

matie. 

In the tenth p~ace, Hocking contends that prag­

matism invalidates itself in it.s emphasis on plasticit,y 

1 cr.fo, pp. 164~165~ 
2 C'f., pp. 165_:166~ 
3 cr., pp. 166-167 ~ 
4 e·r., p~ 167~ 

* * * * * 
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1 
and change. The idea of an experiment. itself- requires that 

·something does not change. T'he nxn of the mathematician 

must remain the same throughout the problem if the problem 

is t.o have meaning. 'Fhe mind which experiments must remain 

the same. The object of all experiment. is t.o establish some­

thing that will stay learned once we have it. Hence he ar­

gues, ttTo make every habit. and foundation tentative, and eve­

ry standard provisional, would be like living in a house 
2 

which was sliding in its place and melting over our he.ads." 

In the eleventh place, Hocking contends that. the 

element of choice in pragmatism makes it ineffective in the 

realm of religion. Particularly in religion,_objective truth 

is the only thing that ca.n set us free; "God is nothing if 
3 

not that on which we depend. 11 Every chosen belief and man-

made idea about God depends too much upon us in pragmatism; 

ourr:nee.d for assurance is greatest in matters of religious 

belief. c·hoice can have no place in arrivtng at our reli~ious 

beliefs, therefore pragmatism is ineffective in religion. 

In the twelfth place, Hocking admits that prag­

matism does well to emphasize the fact that active effort. 

is a necessity in arriving at truth. There is distinction, 

however, between the will to reach truth and the will to de­

cide truth. Conviction comes, as pragmatism would have us 

to see, from an active effort to reach the truth and not 

1 cr., pp. 167-169. 
2 p. 168. 
3 p. 170. 
4 cr., pp. 169-170. 

* * * * * 
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1 
from passively waiting to be convinced. 

In the thirteenth place, he contends that prag­

matism does well in calling attention to the fact that. there 

is a region ·of the world which is unfinished and plastic in 

which our actions change the facts. Treating a man as an 

enemy may make him such,. and vica versa~ 'nhe will to believe 

any ent.erprise a success or failure: may make it such~ 'nhis 
2 

is the rightful field of pragmatism. 

In the fourteenth place, Hocking argues that prag­

matism acquiesces too easily in t.he agnostic view of meta-

physical t.ruth; We have no right to give up in despair the 

age-long effort to know the truth~ It is very; likely that, 

whatever 1D the universe can effect us is connected with us 
3 

by lines which our knowledge can trace~ 

B. Summary or Hocking's Criticisms~ 

These points of criticism restated in brief form 

in a series of propositions for the value of' summary are as 

follows: 

1 ~ There are truths which pragmatism cannot deteet; 

2~ Pragmatic truth does not satisfy the mind's con­
cepti on of t.ruth; 

3. 7he subjective element in pragmatism introduced by 
choice tends to destroy belief's. 

4. The basic proposition of pragmatism is logically 
untenable~ 

1 af., pp. 170-171. 
2 Q;f~, p~ 171~ 
3 Cf' • , p ~ 171. 

* * * * * 
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5~ Pragmatism is based upon a non-pragmatic t.ruth 
which it cannot prove~ 

6. Pragmatism cannot determine what is right in ethics 
because it is necessary first to determine what is right be­
fore determining what will. promote welfare, survival or hap­
piness. 

7~ Pragmatism ~s opposed to scientific method in its 
emphasis upon choice. 

8~ Pragmatism can claim no particular support from 
scientific method in its instrumentalism~ 

9: Pragmatism fails in its emphasis upon change; some­
thing must remain constant if there is to be meaning. 

1.0~ The element of choice in-pragmatism makes it. most 
ineffective in matters of religion~ 

11; Pragmatism acquiesces too easily in the agnostic 
view of metaphysical truth; 

12~ A negative form of pragmatism would be valuable in 
detecting error. 

13~ Pragmatism does well in emphasizing the· fact that 
active effort is a necessity in arriving at truth. 

14~ It is true, as pragmatism reminds us, that there 
is a region of the world which is unfinished and plastic in 
which our action changes the facts~ 



C.'HAPTER 1!17. 

THE CRITICISMS OF THE PHILOSOPHY OF JOHN DEV'IEY 

ADVANCED BY WALT~ER ALBION SQUIRES 



CHAPTER IW. 

THE' C'RIT'IQ'ISMS:.~ OF THE PHILOSOP:Erl OF JOHN DEWEY 
ADV'ANCED BY' W.ALIER . ALBION SQUIRES 

~& source studied for Wa1~er Albion Squires' 

e:riticisms of Dewe~'s phi1osop~ is Reli5ious Education and 

the DQwer PhilosopBM~ ~his book is ~at in manuscript form 

and it.s use was permi1tted through the ~ciur'toes;w of Dr. Squires. 

As the t.itle indicates., the book is given compl.eteJLy to a 

discussion or the philosopl:l;w of' Dewey in its relat,ion to 

present dayr religious education. SQven or i'ls fourteen e:hap­

ters are devoted specifically' t.o a critie:al examination of 

Deweyr's point of viaw~ In the present st.udJ7, Squire's eriti­

cisms will f'irst be presented as they oe:e:ur in each of these 

seven chapters and then synthesized in'to a series of propo­

sitions which summarize Squires' objections. 

A~ Analysis of the Argument in Rel.i ious 
l!rdue:at.ion and the Dewe Philo so , • 

1. Analysis of the Criticism in 
Ohapter II, "The Anc.est.cy of' 

the Dewey Philosop~." 

First in Squires' argument. it'is contended that 

Dewey's philosophy is a naturalistic. monism~ Squires arriwes 

at this conclusion by raising two quest.ions as "to Dewey's e:on­

ception of' the nat.ure of' realit]!'. '!'he first is the question 

as to how many kinds of ultimate reality there are. He points 

out ~hat Dewey's f'ailure to recognize anyt.hing in the nature: 

of' t.he mental and the spiritual as having separate existence 

indic:a"tes that he believes in only. one ultimate subatanc:e~ 

-25-
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and is therefore monistic. The next question is as to the 

nature of this ultimate reality. Squires points out that 

Dewey is among the philosophers who regard the problem as 

no longer significant., but he goes further to assert his be­

lief that Dewey assumes a solution of it~ '!his is the natu­

ralistic solution, the belief !,;hat the natural order, as we 

know it, is the ultimate reality. In this lies the objection 
l 

that Dewey's philosophy is a naturalistic monism~ 

In the second place, Squires contends that Dewey's 

philosophy is humanistic~ He reaches this conclusion by 

seeking Dewey's answer to the question::. What is the possi­

bility of man's knowing the nature of ultimate reality? . He 

points out that Dewey is generally accepted as both a posi­

tivist and a humanist. He would contend that the mind of 

man can know only the things revealed in sense and that there 

is no knowledge beyond these limits. Thus he locates divin­

ity in man rather than in the cosmic powers controlling the 
2 

universe. 

In the third place, Squires contends that Dewey's 

philosophy is pragmatic, ba~ing this on Dewey's interpreta­

tion of the nature of try.tli: According to his philosopey1 i..t 
truth is not conformity to reali~;Ais a personal, relative 

and changeable quality~ The emphasis is upon evanescent 
3 

truths rather than upon eternal truth. 

1 Cf., Squires, W. A., Religious E:ducation and the Dewey 
Philosophy, in MS. pp. 31-34~ 

· 2 ~f.-, Ibid~, pp. 37-38~ 
3 ~f., Ibid., pp. 39-4o. 
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In the fourth place, he contends that. Dewey's phil­

osophy is a combination of anti-religious philosophies. This 

is based on the three foregoing criticisms~ He points out 

that in answering the three questions as to the nature of re­

ality, as to man's possibility of knowing ultimate reality, 

and as to the nature of truth, Dewey allies himself with 

three schools of philosophy all of which are anti-religious, 
'1 

namely, naturalistic monism, humanism and pragmatism~ 

2~ Analysis of the Clriticism in Chapter III, 
nDoctor Dewey's Conception of Reality.n 

First~ Squires contends that Dewey assumes the 
2 

materialistic solution of 'the mind-body problem. This Squires 

concludes after examining Dewey's definitions of experience, 

mind, knowing, consciousness, and thought. He states the 

results of his study here. References to anything of a 

psychic or subjective nature and to consciousness as such 
3 

are left out of Dewey's discussion of experience. The mind 

is spoken of in Dewey's later writings in merely objective 
4 

and materialistic terms. Knowing is defined without the 
.5 

use of the terms mind and consciousness. Dewey's concep-

tion of consciousness excludes t.he subjective and psychic 

qualities which for most peo~le seem to belong to its in-

* * * * * 
1 Cf., Squires, W~ A., Relig~ous Education and the Dewey 
~hilosophy, in MS. pp. 42-43. 
2 Cf ~, Ibid., PP~ 50-57. 
3 Of.,. Dewey, John, Reconstruction in Philosophy, P• 86. 
4 Of~, Dewey, John~ The Q~est for Certainty, pp. 224, 229. 
5 Cf ~, Ibid., p. 295~ 
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1 
herent. nature. Thought is explained in terms of the pbys-

. 2 
ical and material, as a mode of action. 

Squires objects, in the second place, because Dewey 

eont.ends that the mind-body distinction arose in modern times. 

As the basis for this criticism, Squires refers to Dewey's 

statement. in Democracy and Educat ioB to t.he e:f."fect that the 

revolt of the sixteenth century was the cause which produced 
3 

thought about the mind as isolated from the world~ Ha then 
4 

quotes from Professor Pratt by way of refuting this conten-

tion, emphasizing the fact that primitive men thousands of 

years before the Greek philosophers made the significance of 
5 

the mind-body relation the starting point of their thought. 

3. Analysis of the Criticism in 
Chapter IW, "Doctor Dewey's Con­
ception of the Knowing Process~" 

First in the analysis of this chapter, Squires con­

tends that Dewey's philosophy eliminat.es the subjective as-. 6 
pacts o:r the knowing process: He refers to the evidence 

provided by the definitions examined in his preceding chapter 

as making this clear. He points out that Dewey does not re­

g-ard knowledge as a fund of known material to be handed down 

by books and learned men, and that he lays stress on the ac­

tivity of the learner in the educative process. The dualism 

* * * * * 
l. Cf~, Dewey, John, Democracy and Education, p. 121: 
2 Cf., Dewey, John, The Quest for Certainty, p. 166~ 
3 Cf., Dewey, John, Democracy and Education, pp. 340-342. 
4 Cf., Matter and Spirit, p. 4. 
5 Cf., Squires, W. A., Religious Education and the Dewey 
Philosophy, in MS. pp. 58-59. 
6 Cf., Ibid., pp. 62-63~ 



-29-

of "rea~-made truth" and the activity of the student in the 
1 

process of learning is a dualism which should be discarded. 

In the second place, he contends that Dewey's 

philosophy does not recognize antecedent reality. Squires 

bases this on parts of the discussion in The guest for Cer-
.2 

tainty. He objects that if the world exists and we experi-

ence it, and we come to know it through some lmowing process, 

it follows that it existed before our apprehension of it~ 

Suppose that in the knowing process we do make changes in 

the world, the true discovery is that the world possesses a 

changeable quality, and it is probabl~ that it possessed it 

before our experimentation revealed the fact. He points out 

that change itself cannot be an object of knowledge except. 

as it rev~als a previous condition, the present condition, 
.3 

and the transition between the two. 

In the third place, he contends that psychology 

does not particularly.support Dewey's conception of the 

knowing process. Squires refers to Dewey's argument from 
4 

the field of psychology for the continui~y of mind and body. 

He points out that the connection of thought with nervous 

stTU.cture has long been recognized but t.hat many of the 

greatest physiologists make no claim for this id~ntity of 
5 

mind and consciousness with changes in brain structure. 

* * * *· * 
1 Of., Dewey, John, Democracy and Education, pp~ 389-391. 
2 Cf., Dewey, John, The Quest for Certainty, pp. 21-23, 295. 
3 Of., Squires, W. A., Religious Education and the Dewey 
Philosophy, in MS. pp. 64-66. 
4 Cf., Dewey, John, Democracy and Education, pp. 391-392. 
5 e:r., Sq~ires, w. A., Op. Cit., p. 67~ 
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In the fourth place, Squires contends that evolu­

~ion as a biological hypothesis does not particularly sup­

port Dewey's conception of the knowing process. Reference 
1 

is again made to Democracy and Education. He points out 

that Darwin's development of the theory of evolution pointed 

plainly to mind or intelligence ·as an important factor in 

survival~ and never regarded mind as consisting in modes of 

action. He points out the fact that evolution as modified 

by DeVries, Bergson, and Lloyd Morgan offers less support 

to the pragmatic conception of learning than Darwin's theory 

does, and suggests that Dewey appeals not to the biological 

hypothesis but to a philosophical theory of evolution such 

as that of Haekel. Squires calls attention to the fact that 

Dewey gains nothtng from his appeal to lower forms of life 

for evidence unless it can be assumed that there is nothing 

in these creatures which can be called consciousness. Such 

an assumption would be contrary to such studies as those 
2 

made by McDougall and Jennings. 

In the fifth place, He contends that experimenta­

tion as broadly conceived does not particularly support. 

Dewey's conception of the knowing process. Further reference 
3 

is made here ·to Democracy and Education. Squires points 

out that it is a specialized conception of experimentation 

which excludes mind and consciousness, and makes overt ac-

* * * * * 
1 C'f., Dewey, John, Democracy and Education, pp. 392-393~ 
2 C·f., Squires, W~. A., Religious Education and the Dewey 
Philosophy, in MS. pp. 68-69. · . 
3 Cf., Dewey, John, Op. Cit., pp. 394-395. 
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tiona all important. Galilee's work in discovering astro­

nomical facta did not exclude mind and consciousness. Pupin. 

Millikan, and Whitney are great scientists in the world today, 

yet all three keep faith in the reality of the psychic and 
1 

the apiri tual~ 

In the sixth place, he contends that some of Dewey's 

conceptions make a greater demand upon credulity than the be­

lief in consciousness does. Squires makes special reference 

to Dewey's use of the pellet theory of light as an illustra-
2 

tion of his conception of knowledge-getting. He shows how 

the extension of the conception thus illustrated makes the 

knowledge the cat gets through the sense of sight greater 

than that of man gained by vision, and makes the flood of new 

knowledge which produced the Copernican-revolution a result 

of the minute changes in Jupiter, as the tiny pellets of 
3 

light. came to the earth and affected the eyes of Galilee. 

In the seventh place, he contends that Dewey uses 

an intellectual procedure to discredit intellectualism and 
4 

in this is inconsistent. 

In the eighth place, he contends that Dewey's phi~· 

loso:P~ endows physical acts with most of the attributes of 

consciousness. The particular reference here is to Democ-
5 

£!CY and E'ducation. Squires ci tea the following as the re-

* * * * *' 
1 Cf., Squires, W~ A., Religious Education and the Dewey 
Philosophy, in MS. pp. 70-73. 
2 C:f ~, Dewey, John, The Quest for Cert$,1nty, p. 204. 
3 Of~, Squires, W. A., Op. Cito, p. 76~ 
4 er., Ibid., p. 76~ 
5 Cf., Dewey, John, Democracy and Education, pp. 394-395~ 
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markable things overt action can accomplish: an-aieipate fu­

ture consequences, observe present conditions, react. .. seeing~ 

and not blindly, note the consequences which follow actions, 

use these consequences to make predictions about similar sit-­

uations in the future, use intelligence gained in previous 

experiences, test ideas for validity, take failures philos­

ophically, and be seriously thoughtful throughout,~ It, is ex­

ceedingly difficult to conceive of all of this taking place 
.1 

in the sphere of overt action. 

In the ninth place, he contends that Dewey con­

ceives of the world which we experience as a real world, yet 

thinks of the gaining of knowledge in no sense as discovering 
2 

antecedent reality, and in this is inconsistent. 

4. Analysis of the C:riticism in C'hapter V, 
"Doctor Dewey's Rejection of the Abso­

lute, Eternal and Universal~n 

First in the discussion in this chapter, Squires 

contends that Dewey's philosophy, maintains an atheistic at-­

titude toward religion. He asserts that in denying the ex­

istence of the Divine Will, Dewey denies the existence of a 

personal God and takes a dogmatic stand against all theistic 

religion. He thinks, therefore, that atheism is the only 
3 

t.erm which fittingly describes the philosophy of Dewey. In 

comparing Squires with Brightman in this point it will be 

noticed that Brightman regards Dewey as more closely a.pprox-

* '* * * * 
1 Cf., Squires, W. A., Religious E.ducation and the Dewey 
Philosophy, in MS. p. 77. 
2 Cf., Ibid~, p~ 78~ 
3 cr., Ibid., p. 83. 
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1 
imating theism than traditional atheism. Atheism may de-

scribe Dewey's philosophy in. so f"ar as its practical impli­

cations are concerned~bu~ in a technical sense it differs 

from the traditional form of atheism~ 

In the second place, Squires contends that Dewey's 

philosophy recognizes no absolute good in the universe~ This 

objection comes out in connection with the discussion of 

Dewey's attitude toward religion. 

In the third place, he contends that Dewey's phi­

losophy denies the universal and exalts the particular. ~he 

reference here is to statements made in Reconstruction in 
.2 

Philosophy. Squires point.s out that according to this phi-

losophy, there is no universal law, universal truth, or uni­

versal principle. This makes intelligence carry a heavy 

load in the solution of moral problems, for action is no~ 

guided by principle but by analysis of the particular sit,­

uation at hand~ The question is raised whether intelligence. 

as Dewey defines it,is able to perform such a task. Squires 

goes further to show that belief in the existence of uni­

versal principles does not mean that there is a ready-made 

rule to be applied to every situation, but that thorough 

analysis is necessary for the application of the principle~ 

T.'he import.ance of moral problems is not in the opportunity 

for the use of the intelligence 1 but in the significance of' 

their solution for life and character., 

1 cr., Ante, pp. 7, 9~ 
2 Cf., Dewey, John, Reconstruction in Philosophy, p. 163~ 
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In further discussing this point, he c·all.s at.ten­

tion t.o Dewey's stat.ement that the transfer of emphasis 

from principles to the detection of ills in special cases 

removes the causes which have kept moral theory controver-
1 

sial. Squires argues that the study of universal princi-

ples of right and wrong has not always been controversial 

but that the development of these principles in human conauct 

is a matter of education~ And education has not been bar-

ren of results. The one hundred and twenty millions of 

people in the United States are enabled to live together 

without coming into conflict because of the recognition of 

certain principles of justice and equity. Squires asserts 

that elimination of principles of right and wrong would in-
2 

crease controversy instead of overcome it~ 

In the fourth place, Squires contends that Dewey's 

philosophy denies the eternal and exalts the temporary. T.his 

is based on Dewey's conception of reality. With knowing 

confined to overt action, and knowledge to changes wrought 

by action, there is no contact between ourselves and any­

thing abiding. Squires contends that this pauperizes pres­

ent knowledge and lays severe restrictions on every human 

goal. According to this theor~ we live in a changing world , . 3 
but not in a world where change means progress~ 

In the fifth place, Squires contends that Dewey's 

* * * * * 
1 Cf~, Dewey, John, Reconstruction in Philosop~, pp. 165-166. 
2 Of., Squires, W. A.~ Religious Education and the Dewey 
Philoso~hv~~in MS. ~P~ 84-88~ 
3 Of., Ibla., pp. 88-o9. 
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philosophy denies the absolute and exalts the relative. The 

pragmatist gives no place to absolute good or immutable be­
l 

ing, and regards everything as relative. 

In the sixth place, he contends that Dewey's phi­

losophy opposes belief in absolute truth, goodness, and val­

ue. Reference is made to'Dewey's statement in The guest for 

crertainty,that such a belief has been a hinderance to man-
2. 

kind. Squires thinks this nan attack upon the very c it,adeJL . 3 . 
of religion." This belief did not make Paul a weakling nor 

did it keep him from being practical in his relat~ons with 

his fellow-men. The Hebrew prophets held this belief and 

they were never guilty of acquiescing in the evil at hand; 

it was the false prophets who did this and thought in terms 

of temporary and trancient standards~ This charge of Dewey 

against religion is, according to Squires, practicallY' iden­

tical with that contained in the Soviet dictum, "Religion is 
4 

the opiate of the people." 

5~ Analysis of the Criticism in Chapter VI~ 
nT'he Pragmatic Interpretation of Morality~" 

First in this chapter, Squires contends that Dewey's 

rejection of hedonism is a start toward a valid definition 

of moral value. Squires is quite in agreement here with the 

distinction Dewey makes between experiences which are satis-

1 Cf., Squires, W~ A~, R~ligious Education and the Dewey 
Philosophy, in MS. p; 89. 
2 Cf., Dewey, John, The Quest for Certainty, pp. 35-36. 
3 Squires, W. A., Op~ crit., pp~ 91-92. 
4 Cf., Ibid., pp. 90-93~ 
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fying and experiences which are sati"Sfactory. He inquires 

into the meanipg of the statement that, "To declare that 

something is satisfactory is to assert that it meets speci-
. 1 
fiable condi tiona." The term, "specifiablleLconditions" 

does not imply any reference to a personal God and a Divine 
2 

Will~ Reliable principles of morality are not to be found 

in the lives of those who have lived nobly, not in "a reve-
3 

lation once had or a perfect life once lived." All thoughts 

of guilt and sin are to be eliminated, blunders are merely 
4 

mistakes in moral judgment. For an act to meet "specifi-

able conditions" means that it ttwill do~" that things re-
5 

sulting from it will continue to serve. Squires points 

out that directed insight adds to the enjoyment which comes 
-

with moral choices not because of its intrinsic value but 

because it reveals abiding principles of truth. A sense of 

validity and authorization is also important in this enjoy­

ment, but validity implies the discovery of something t,rue 

and abiding, and authorization implies an authority which is 

reliable. Dewey's explanation of the basic causes of dif­

ferences between enjoyments is pointless if universal and 

absolute principles of moral worth do not exist. ~here is 

one further element entering into moral judgment according 

to Dewey. This is the application of "operational thinking" 

* '* * * * 
1 Dewey, John, T~e Quest for Certainty, p. 260~ 
2 c·f., Ibid., pp. 42-43. 
3 Ibid •. , p. 272. 
4 Cf~, Ibid., pp~ 260-261~ 
5 cr., Ibid., pp. 260, 267. 
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1 
just as it is applied in connection with physical object.s~ 

In the second place, Squires eont.ends that Dewey's 

philosophy rejects transcendental absolutism. Squires as­

serts that Dewey both rejects the thought of moral law as 

having its basis in a Supreme Being and the thought of abso­

lut.e and et.ernal principles existing ~mpersonally ~ This 

opposes theism as well as all interpretations of the uni­

verse conceiving of abiding principles which have signifi­

cance for morality. Squires thinks that Dewey's theory of 

moral value is limited by his conception of experience~ 

Those opposing him who assume the existence of mind and 

consciousness are able to think of experience in a vastly 
2 

wider scope. 

In the third place, Squires contends that Dewey 

cannot logically rest moral value in the middle ground be­

tween hedonism and absolutism. He contends that Dewey's 

concern for the permanency of moral enjoyment has no resting 

place short of absolutism. Just how long must these enjoy­

ments endure? He asks. Dewey's concern for the good of 

others also leads logically to absolutism. He asks further, 

how many people must we take into account? c·an we stop short 
3 

of universal and abiding good? 

In the fourth place, Squires contends that Dewey's 

philosophy considers standards, principles, and rules t.o be 

* * * * * 
1 crr., Squires, W~ A.~ Religious Education and the Dewey 
Philosophy, in MS~ pp~ 96-100. 
2 cr., Ibid., PP~ 101-102. 
3 ~f., Ibid., pp. 103-105. 
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hypothesis only. Squires refers to the argument in Dewey's 

'.fhe guest for Gertaint;r, that standards~ principles, and 

rules should be put constantly to the_test of experimenta-
l 

tion. He calls attention to Dewey's dogmatism on this 

point, the very thing Dewey proposes to avoid in his empha-
2 

sis upon experimentation. 

In the fifth place, he contends that Dewey's phi­

losophy does not consider loyalty to moral principles a vir­
.3 

tue. If this is true, the world's martyrs and greatest 
4 

statesmen have acted foolishly. 

In the sixth place, he explains Dewey's contention 

that belief in the immutability of ideals denies the pos-
5 

sibility of improvement. He calls attention to a confusion 

of two ideas brought about by Dewey's conception of reality~ 

Our formulation of eternal and absolute principles is not 

identical with these principles as they really exist,. If 

belief in eternal moral principles hinders the ethical de-

velopment of man, Christianity is one of the greatest hin-
6 

drances to moral progress the world has ever known. 

In the seventh place, Squires explains that Dewey 

contends that ideals are a cloak for insincerity, inactivity, 
7 

and hypocrisy. Squires believes that this charge against· 

* * * * * 
1 Cf., Dewey, John, The Quest for Certainty, p. 227. 
2 Cf., Squires, W~ A., Religious E~ucation and the Dewey 
Philosophy, in MS. pp. 107-108~ 
3 Cf., Dewey, John, Op. Cit., p~ 278~ 
4 Cf., Squires, W. A., Op. Cit., p. 109~ 
5 Ct., Dewey, John, Loc. Cit. 
6 Cf., Squires, W. A., Op. Cit., pp. 109-110 
7 Of., Dewey, John, Op. Cit., pp. 280-281~ 
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religious idealism is partly based upon the assumption that 

ideals are necessarily remote from life and conduct~ But 

this is not t.rue of ideals which are truly such. ~he. remedy 

for the insincere attitude of the hypocrite is not. in de­

stroying belief in the reality of ideals but rather in 

strengthening belief in them. The fault lies in the charac-
1 

ter of the pretender~ 

In the eighth place, Squires explains that Dewey 

contends that imperativeness to do good comes from the par­

ticular moral situation at hand~ rather than trom ideals 

connected with the will of God. He refutes this contention 

by using the stor,r of Joseph in the house of Potipher; as­

serting that when Joseph faced impurity he did not stop to 

analyze the situation with a purpose of seeing how to act. 

He was rather moved by the ideals of duty~ loyalty and pu­

rity connected with the will of God. Squires contends that 
2 

this is a picture of the way moral victories are won. 

6. Analysis of the Criticism in Chapter V'II,. 
"The Pragmatic Interpretation of Religion~" 

First, Squires contends that Dewey teaches that a 

Divine Will is non-existent. Reference is made to Brightman's 
3 

nReview of 'Jl'he Quest for Certainty," and to part of the 
"4 

discussion in the book itself. Squires asserts that Dewey 

* *.· * * * 
1 Of., Squires, W~ A.~ Religious Education and the Dewey 
Philosophy, in MS. pp. ll2-113. 
2 C'f., Ibid., pp~ 114-115~ 
3 See Religious Education, January, 1930, pp. 74-76. 
4 Cf., Dewey,. John, 'l?he Quest for Certainty, pp. 247, 47, 
304-305. 
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will have a hard time to prove from history that worthy hu­

man aspirations have no connection with a belief in God and 

personal immortality. He substantiates his contention by 

references to conditions during the French Revolution, and 
1 

to the decadence of the Roman Empire~ 

In the second place, he explains that Dewey con­

tends there is no need for belief in personal innnortality. 

Nature and humanity as the eventual abode of all attained 

goods is all the prospect that man needs. Squires objec·ts 

by saying that the world was once a waste and void, and that 

science predicts that it will sometime be so again. If there 

is no immortality, all of man's efforts are vain as far as 

anything abiding is concernedo Even altruism and service 

to mankind depend upon a belief in immortality, for man's 

worth is greatly lessened if he is only the creature of a 
'2 

da:¥; 

In the third place, Squires contends that prag­

matism makes religious standards mere hypotheses. He makes 

his refutation by again showing that history evidences that 

the worthiest lives were those which were governed by loy~ 
3 

alty to principle. 

In the fourth place, he contends that pragmatism 

makes the Bible a merely human book. Pragmatism does more 

than other anti-religious philosop~ies in this respect, he 

* * * * * 
1 C'f., Squires, W~ A.; Religious Education and the Dewey 
Philosophy, in MS. pp. 118-121~ 
2 Cf~, Ibid., p. 122. 
3 Cf., Ibid., pp. 123-124~ 
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-

thinks,~ in that it teaches that what may have been true in 

the times when the Bible was written is not nec.essarily true 
'1 

t,oday~ 

In the fifth place, Squires explains that prag­

matism contends that there is no pre-existent truth.to be 

progressively revealed in the Bible. This is true if the 

pragmatic conception of the knowing process is t.rue. There 

is no more finality in the teachings of Jesus than in the 
2 

imprecatory Psalms, and both alike are subject t,o change. 

In the sixth place, he cont.ends that pragmatism 

makes wrong moral choices merely mistakes of judgment. Such 

mistakes are not sins for which one should be penitent. 

Squires conceives this belief as a natural result of the 

pragmatic conception of reality, of its denial of personal 
3 

Deity, and its way of estimating moral value. 

In the seventh place, Squires contends that Dewey 

explains the origin of religious belief in terms of mere de-
4 

sire and imagination~ He contends that religion is far 

more than desire; it is bound up with problems of every-day 

living, and with the ultimate meaning of e~istence. Should 

one agree with Dewey as to the narrow field in which religion 

had its beginning, it would not necessarily follow that the 
5 

things desired and the things imagined do not exist~ 

* * * * * 
1 ar., Squires, W~ A., Religious ~ducation and the Dewey 
Philosophy, 1n MS~ p~ 124~ 
2 ar~, Ibid., pp. 124-125~ 
3 cr., Ibid., p. 125. 
4 See Dewey, John, The Quest for Certainty, pp. 292-293 •• 
Also Reconstruction in Philosophy, pp~ 22, 24. 
5 cr., Squires, W. A., Op. O.it., p. 129~ 
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In the eighth place, he argues against Dewey's 

contention that religion was formulated into a system by a 

leisurely class of people. Squires asserts that this is a 

st.range theory to those who have taken pains to become fa­

miliar with the history of religion. "T·rue religion has 

sprung into life out of the soul struggles of people of 

lofty character who were immeasureably concerned with the 
1 

outcome of human destiny, 11 he declares, and asks, was 

Jesus an idle and impractical dreamer? 

In the ninth place, Squires contends that. Dewey 

condemns the church because it cherishes the dualism of na-
2 

ture and spirit. 'l'his is supposedly a most injurious dual-

ism. Squires does not try to defend the Church as being 

free from blunders either in the present or- in the past., but 

he does defend it as an institution promoting social soli­

darity and universal brotherhood~ He contends· that the · 

Church's insistence on the reality of the spiritual is its 
3 

greatest contribution to moral progress~ 

7. Analysis of the ~:riticism in Chapter VIII, 
"The Oase Against the Dewey Philosophy~" 

First, Squires contends the human mind rebells 

against Dewey's solution of the mind-body problem. He points 

out that Dewey pract.ically accepts the materialistic solu­

tion of the mind-body relation, and he quotes from Hocking 

* * * * * 
1 Squires, W. A., Religious E-ducation and the Dewey Phi­
losophy, in MS. p. 130. 
2 O'f., Dewey, John, The Quest for Certainty, pp. 297, 308. 
3 cr.r., Squires, w. A., Op. €at., pp. 134-135. 
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l 
t.o discredit this materialistic solution. The dif'ficulty 

in .underst.anding Dewey's conception is not one of the sol;u­

tion itsel~ but rather of the mind. Dewey himself once pro­

nounced his present theory "unthinkable." 1lhe weakness of' 

this solution of the mind-body problem weakens the Whole of 
2 

the philosophy of DeweJr: because it is it.s dominating though'li,~ 

In the second place, Squires contends that Dewey's 

philosophy rests on opinions concerning the conclusions o~ 

natural science rather than on natural science itself~ He 
3 

refers to Dewey's claim for supporl from natural sciencer 

and contends that his basis is not the findings of natural 

science but opinions at least once removed from it~ He as-

serta that these same findings interpreted by opposing phi­

losophers are used t.o support their own philosophical sys­

tems. Not many strictly nat.ural scientists agree with Dewey; 

he receives rather his support from psychologists of the be• 

haviouristic type~ Reference is made to Robert A. Millikan 

and J. Arthur Thompson, as natural scientists who hold views 
4 

exactly opposed to those held by Dewey. 

In the third place, Squires contends that. Dewey's 

philosophy depends upon metaphysics for its defense and ex-

1 See Hocking, Wr~ E·~, Type~ of Philosophy, pp. 96-97~ He 
says: The microscopic inspection of a brain process, how­
ever perfect, would simply fail to discover any sUgge st.ion 
of what we mean by thought or feeling. We must hold to the. 
clear insight of Descartes on this point.: the essence of 
the mind is thinking, and thinking is not. an event. in apace. 
2 0:~., Squires, W. A., Religious Education and the Dewey 
Philosophy, in MS~ pp. 137-139 • 

. 3 crf., Dewey, John, The Quest for Oertaint~, pp. 44, 255-256. 
4 ~f'., Squires, W. A., Op. Cat., pp. 139-146. 
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ist,ence, but denies opposing systems the right to use met.a­

physics. He refers t.o his argument just advancet!l that Dewey 

can claim no particular support from natural science and con­

tends that. his philosophy has been built upon metaphysical 

speculation just as other systems~ He points out that the 

difference is that these other systems have acknowledged the 

part reasoned thought has played in their origin and defense, 
1 

while Dewey has not. 

In the fourth place, he asserts that Dewey's phi­

losophy. makes e:xperi~nce the supreme t.est of truth but aban-
.. 

dons experience in its treatment of religion. This proc.edure 

is the exact opposite of Dewey's recommendation in other mat,-
2 

ters~ 

In the fifth place, Squires contends that. Dewey 

makes pragmatic standards supreme in life and conduct but. 

denies pragmatic defense t.o religion. Squires holds that a 

.st.rong. de:f'ense for religion could be constructed on the prag­

matic basis~ Millions bear t.estimony to the fact that, it 

works, and has reality and value~ If pragmatism is applica­

ble in religion, 1t discredit.s its own theory if it is not 
3 

valid in all areas of reality. 

B. Summary of Squires' O;riticisms. 

T.'o restate Squires' objections briefly, the foll.ow-

* * * off * 
1 C'f., Squires, W. A~, Religious Education and the Dewey 
Philosophy, in MS. pp. 147-148. 
2 c·r., Ibid~, pp. 149-150. 
3 Clf., Ibid., p. 151~ 
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ing series of propositions .result: 

1. Dewey 1 s philosophy is a naturalistic monism. 

2. It is humanistic. 

3. It. is pragmat.ic o 

4. It is a combination of anti-religious philosophies. 

5~ Dewey assumes the materialistic solution of the 
mind-body.problem. 

6~ T.he laws of the human mind rebeL_ against Dewey's 
soluti~>n of the mind-body problem: 

7~ Dewey contends that the mind-body distinction arose 
in modern times~ 

8~ Dewey 1 a philoa.ophy eliminates the subjective aa­
pec·ta of the knowing process~ 

g; Psychology does not particularly support Dewey's 
conception of the knowing process. 

10~ Evolution, as a biological hypothesis, does not. 
particularly support Dewey 1 a conc:ept.ion of the knowing pro-
cess. -

11~ Experiment,ation, as broadly conceived, does not . 
particularly support his conception of the knowing process. 

12. Some of Dewey's conceptions make greater demands 
upon credulit.y than the. belief in consciousness does. 

13. Dewey • a philosophy endows physical acts with most. 
of the attributes of consciousness. 

14~ Dewey 1. a philosophy does not recognize antecedent 
reality~ 

15: I~ recognizes no absolute good in the universe. 

16: It denies ·the universal and exalts the particular. 

17 ~ It denies the eternal and exalts the t.emporary ~ 

18~ It denies the absolute and exalts the relative. 

19: It opposes belief in absolute t.rutp., goodness and 
value. 

20. Dewey 1 s rejec.tion of hedonism is a start t.oward a 
valid definition of moral value. 
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21~ In his theo~y of moral valu~Dewe! rejects tran­
scendental absolutism. 

22. Dewey cannot logically rest moral value in the 
middle ground between hedonism and absolutism. 

23. Dewey's philosophy considers standards, principles 
and rules to be hypotheses onl~. 

24. It does not consider loyalty to moral principles 
a virtue~ 

25. Dewey contends that belief in the immutability of 
ideals denies the possibility of improvement~ 

26. He contends that ideals are a cloak for insincerity, 
inactivity and hypocrisy. 

27. He contends that imperativeness to do good comes 
from the particular moral situation at hand rather than Trom 
ideals connected with the will of God. 

28. Dewey's philosophy t.eache s that. a Divine Will is 
non-existent.~ 

29. Dewey contends that there is no need for belief' in 
immort.ality ~ 

30~ Pragmatism makes religious standards mere hypotheses. 

31~ Pragmatism makes the Bible a merely human book. 

32~ Pragmatism contends that there is no pre-exist.ent 
truth to be progressively revealed in the Bible. 

33~ Pragmatism considers wrong moral choices to be 
merely mistakes in judgment. 

34. Dewey explains the origin of religious belief in 
terms of mere desire and imagination. 

35~ Dewey contends that religion was formulated into 
a system by a leisurely class of people. 

36. Dewey condemns the ·_o:hurch because it cherishes the 
dualism of .nature and spirit. 

37 ~ Dewey's philosophy rests on opinions concerning 
the conclusions of natural science rather than on natural 
science itself~ 

38~ Dewey uses an intellectual procedure to discredit 
intellectualism and in this is inconsistent~ 
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39. Dewey conceives of the world which we experience 
as a real world yet thinks of the gaining of knowledge in no 
sense as discovering antecedent reality, and in this is in­
consistent. 

40~ Dewey's philosophy depends upon metaphysics for its 
defense and existence but denies opposing systems the right 
to use metaphysics. 

41-. It makes experience the supreme test of truth but 
abandons experience in its treatment of religion. 

42. It m~kes pragmatic standards supreme i~ life_ and 
conduct but denies pragmatic defense to religion. 
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CHAPTER V. 

THE CRITICISMS OF THE PHILOSOPHY OF JOHN DEWEY 
ADVANCED BY HERMAN HARRELL HORNE 

~here are three sources for the study of the criti­

cisms of Dewey's philosophy made by Herman Harrell Horne: 

T'he Philosophy of Education, Revised Edition, 1227, ~ 

Dew~l 'a Philosoph¥: Especially ~e Quest for Certainty, 

and The Democratic Philosophy of E:ducation~ Each of these 

will be analyzed and the c-riticisms which they ofrer pres­

ented. Because -of the amount of material these writings 

contain, three chapters will be devot.ed to the presentation 

of them. The present chapter will offer the criticisms as 

found in the first two works list.ed; and C:hapter VI those 

found in 'Jlhe Democratic Philosoppy of Education. Chapter 

VII will then summarize all of Horne's criticisms in a se-

ries of concise propositions~ 

A. Analysis of the C:riticism in ~Philosophy 
of Education, Revised E'dition, 1227. 

In this book, the mention of Dewey c·omes in the 

last chapter which is entitled "Pragmatism vs. Idealism, 

Twenty-three Years Later. n ~his chapt.er was added in t.he 

revised edition to make the book abreast the times in which 

educational philosophy has been greatly influenced by the 

rise of Dewey' a school or thought. 'll.'he subject of the book 

being educational philosophy, education has predominant em­

phasis in the issues which are raised. Some of the criti­

cisms therefore will be omitted rrom the present discussion 
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because they deal with implications of Dewey's philosophy 

with respect to specific pedagogical principles. This will 

focus attention,upon the more purely philosophical issues. 

The way in which Horne has organized the material in this 

chapter justifies such a consideration. In t.urning to the 

discussion of how Dewey's philosophy aff'ects the conception 

of the pupil, teacher, method, and curriculum, he says: '"these 

contrasts continue when we pass from the general questions 

of educational theory to the specific matters of the sehool-
. 1 

room." The specific matters of the school-room will not be 

in the discussion which is here presented. Another charac­

teristic of Horne's chapter arises out of it,s nature as a 

"tiertbook discussion. Dewey is not directly criticized~ The 

method is to set experimentalism over against idealism and 

then to point out the issues, allowing the student to make 

his own evaluation in part~ In presenting these issues we 

may assume that Horne takes the idealistic position, and 

thus the issues are stated as criticisms~ 

First in his discussion of Dewey, Horne contends 

that philosophy is a study of the whole of reality and is 
2 

not limited to the field of social conflicts. He points 

out that Dewey would like to substitut.e for philosophy at.­

tention to the social conflicts involved in democracy, in­

dustry and science for att.ention to the whole of reality. 

l Horne~ H. H., The Philosophy of Education, Revised Edition, 
1927, p •. 306~· 
2 Cf. , p. 297. 
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·'][his is a renewed expression of the positivism of Oomt.e and 

Spencer against metaphysical and theological thinking, held 

by them to be fruitless. Dewey's philosophy limi~s itself 

to scientific method in dealing with human experience., where­

as idealism accepts scientific method but supplements iti with 

"reasoned conclusions concerning the implications of human 
1 

experience regarding the nature of the whole of reality." 

In the second place, Horne contends that the phi­

losophy of education is not the same as philosophy~ 'Jl"o use 

his words, it is "an intellectual interpretation of the mean-
2 

ing of education in relation to the whole of reality." He 

points out that Dewey would make philosophy identical with 

a general theory of education; it would include only epi­

stemology and ethics. But this is not enough, it includes 
3 

also ontology and cosmology. 

In the third place, Horne contends .that intelligence 

is not only human, it is universal. He points out that Dewey 

conceives of' human intelligence as capable of anticipating 

results beforehand and controlling the means producing them. 

He would lead man to rely exclusively on himself' and remain 

noncommittal concerning what transcends human experience. 

But H.orne cont,ends that intelligence embraces everything that. 

exists in realms below human, human, and superhuman. Man 

should rely on the Absolute as well as upon himself, and 

1 p. 297. 
2 p. 298. 
3 O.f., pp. 297-298. 
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should ever seek to know more about that which he can never 
l 

fully know. 

In the fourth place, Horne contends that education 

is not continuous growth alone; it is growth which in a fi-
2 

nite way approaches the infinite. He point.s out that this 

supplement. to Dewey' a definition .does not of necessity impl~ 

a mystical element. It does involve man's ability to think 

beyond his own experience! and allows place for mystical com-

munion. He says: "there must be a whole of experience, ••• 

the whole is consequently partially revealed in the par~ • 

••• the part (our human experience) is essentially personal 

in character, ••• the whole must then be not less than a 
3 

Person.'' 

In the fifth place, it is contended that edueat.ion 

is not its own end; it aims to increasingly realize the 

Absolute Idea for the individual, society, and the race. 

Attention is called to Dewey's statement of the aim of edu­

cation, tha~ "there is nothing to which education is subordi-
4 

nate save more education." '.Rhe process itiself and the out-

comes realized comprise the end. Nothing is said concerning 

the origin of' the process nor the state of affairs when the 

world ceases to exist. Horne points out that. idealism in­

cludes in its aim of education an ideal social· orde~, eugen-

1 Of~, pp. 298-299~ 
2 cr •• PP~ 299-30o~ 
3 p. 300. 
4 Dewey, John, Democracy, and E:ducation, p. 60. 



-53-

ics for the fu~ure individual, and unending life for all 
1 

individuals. 

In the sixth place~ Horne contends that reality 

is not anthropocentric but theocentric. Here the contention 
r 

is implied by Horne that man is concerned with more than the 

sensible realities of geography and history, he is concerned 

with a higher synthesis of these two. R.eligion is more than 

a community of interests with one 1 s fellows; it is man 1 s 

sense of personal relationship to spiritual order, and spiri­

tual order is inclusive of the social order. God is more 

than a name for all the forces tending to better mankind, He 
'2 

is the personal unity embracing all of reality~ 

In the seventh place, Horne contends that truth 

is not relative but absolute. He shows that. according t.o 

Dewey t.ruth is simply n a quality of ideas that work succe.ss-
3 . 

fully as hypotheses in guiding experience; n and holds in 

contrast that truth is na quality of ideas that correctly 
'4 

represent facts." Ideas are not true because they work, 

but they work because they are true. Ideas are able to rep­

resent fact as well as to control environment. Furthermore, 

knowledge need not necessarily produce physical change .• Once 
·s 

a thing is true it is always true~ 

In the eighth place, Horne asserts that Dewey's 

* * * * * 
1 Cf., Horne, H. H., The Philosophy of Education, Revised 
Edition, 1927~ pp. 300-302. 
2 Cf. , p ~ 302. 
3 p~ 302~ 
4 P~ 303. . 
s O.f., pp. 302-303. 
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experimentalism has nothing specific to say about God. He 

refers to the three great philosophical ideas designated by 

Immanuel Kant as God, Freedom, and Immortality: T.hese sug­

gest the origin, nature, and destiny of man. Am0ng these 

three great ideas Dewey deals only with Freedom. While he 

says nothing about God, idealism, on the other hand, regards 
"1 

God as the self of selves, the Author of life~ 

In the ninth place, Horne asserts that Freedom is 

man's power of self-determination which sometimes is in line 

with his knowledge, but not always. Dewey speaks of freedom 

as the absence of out_side restraint, and awareness thart one's 

knowledge is directing one's conduct. Horne contends that 

man's power of self-determination is not necessarily in line 
2 

with his own knowledge. 

In the ~enth place, Horne objects that Dewey has 

nothing to say about Immortality. Idealism conceives of it 

as "the destiny of man made in the image of the Author of 
3 

Life~" Horne points out that attitudes, feelings, and powers 

spring from these great conceptions in idealism -God, Free­

dom, and Immortality~ which could never come from a glor1-
·-

fication of humanity~ They take nothing away from the-val-

ues in Dewey 1 s philosopl'zy! and add a plus quality t.o all that 
. .4 

it contains~ 

In the eleventh place, Horne contends that value 

1 Of~, pp. 303-304~ 
2 elf • , Loc. CJ'i t • 
3 p. 304 •. 
4 cr., pp. 303-304. 

* * * * * 
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is not relative to man, it exists everywhere whether it is 

felt by man or not. He explains that according to Dewey thta 

criterion of value is that a thing must be felt to be worth­

while by man. It is a purely subjective and individual mat.­

ter. But idealism contends that·allphenomena enter into 

the Abs.olute Experience and so have value in themselves al­

though man may not know anything about them. Further, all 

value is not the same, Dewey contends~ But idealism holds 

that those areas of knowledge which contribute to the ~or­

mation of individual and social character, and to man's ad­

justment to the physical world, are of more value than the 
1 

areas of knowledge which do not make such contributions. 

In the twelfth place, it is contended that inter­

est is not sufficient in itself as motivation for tasks but 

must be supplemented by effort or discipline. Horne refers 

to Dewey's !dea that interest, lying between a person and 

the goal to be accomplished by a task, is sufficient to in­

volve the person in purposed activity. The assumption is 

that usually the immediate activity is a sufficient source 

of interest, but when it is not, the goal will supply a sec­

ondary interest which will be sufficient to motivate the im­

mediate activity. In contending that interest is not always 

sufficient motivation, Horne does not propose to disregard 

the mot.ivation which can result from interest, but insists 

that is has to be supplemented by discipline~ Obedience in 

* *' * * * 
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moral issues sometimes has to be accomplished without. any 

interest at all, one's sense of ought chiefly producing the 
'l 

action: 

In the thirteenth place, Horne contends that Dewey's 

philosophy is not complete in its attempt to establish con­

tinuity between dualisms~ He says: 

'!he one philosophy stresses continuity between such 
usual opposites as interest and discipline, the em­
pirical and the rational, subject matt,er and method, 
play an~ work, geography and history, naturalism and 
humanism, labor and leisure, intellectual and practi­
cal, physical and social, the individual and the 
world,. culture and vocation, knowledge and its ob­
ject, motive and act, duty and inclination, intel­
ligence and character, the social and the moral, and 
others, but paradoxical as it may seem, this philos­
ophy does not recognize and so does not introduce 
continuity into the one big remaining dualism, viz., 
between that part of reality which is human experi­
ence and the remainder of reality which is unexperi­
enced and must always remain, because of its amount 
and quality, partially unexperienced. l 

2he reason for this, Horne explains, is the fact that Dewey 

limits philosophy to the application of science to social 

problems. Idealism supplements Dewey's philosophy at this 

·point~ it completes the continuity and makes man and his 

sense experience one with the whole. of reality; it main­

t,ains the idea of an Infinite which man can praise, worship 
2 

and enjoy in communion: 

In the fourteenth place, Horne ad1llits in critic-ism 

that nPragmatism and Behaviourism combined give us an edu­

cational philosophy that is practical, functional, near-to-

*. * * * * 
1 p. 314:. 
2 cr., pp. 314-315. 
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1 
earth, human, social~" As far as Dewey's philosophy goes 

in making for such influences as these it is greatly accept­
.2 

able~ 

In the fifteenth place, Horne contends that Dewey's 

philosophy needs to be supplemented by idealism~ In gi~ing 

this clo.sing reaction, he says: 

But in addition (to the philosophies of behaviourism 
and pragmatism) an idealistic philosophy of education 
touches earth with heaven, sees men as children of the 
Infinite, is nonpractical as well as practical, be~ 
lieves in knowledge for the sake of knowledge as well 
as for the sake of life, acknowledges an absolute goal 
for life and educatio~ in pursuit of which man finds 
himself most. truly, accepts the divine origin and im­
mortal destiny of man, and finds living glorious be­
cause "heaven lies about us" in both our infancy and 
maturity. 3 

B. Analysis of the Criticism in John Dewey 1 s P!!!­
losophy: Especially ~he guest for Certaintl• 

~his monograph by Horne gives a concise exposition 

and criticism of Dewey's argument in ~he guest for Certainty~ 

~1he exposition includes a statement of the argument in prop­

ositions, one for each chapt.er; a more detailed explanation 

of the argument. of each chapter; and an explanatio~ chapter 

by chapter, of Dewey 1 s ideas regarding religion: The criti­

cism is comprised of eighteen elaborated propositions. It 

is the task of the present discussion to present these eight­

een criticisms advanced by Horner~ In addition t.wo point.s of' 

commendation will be included~ These are of a more general 

1 p. 316. 
2 c:f • ~ p ~ 316 • 
3 p. 316~ 

* * * * * 
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nature but none the less direct, and are offered bl' Horne 

at the close of the monograph. 

First, Horne contends that. the genet.;tc mode o-r 

refut,ation is unsa.tisfactor,w. '!'his criticism is aimed at;, 

Dewey's assertion in his first chapteij that men came t.o be­

lieve in an unchanging order for social and psychological 

reasons which no longer obtain~ He contends that ideas 

which originated under one set of social conditions may be; 

t.rue under another. The 'Een eommandment.s are referred t.o 

as illustrationr:of this~ It. is further pointed out that if 

the origin of an idea. does not justify belief in it.; it also 

foii.lows, to the contrar~ that it does not refute the idea~ 

If, for instance, Spencer's explanation of the origin of the 

idea. that man bas a soul be accepted, the validity of the 

idea would not be disproven. Plato was dependent upon the 

social conditions qf his times for his moral and political 
1 

speculations but his metaphysics was independent of them~ 

In the second place, Horne contends that Dewey's 

denial of the objective reality of mysticism cannot be proven 

by his own principles. He states his convict.ion as t.o the 

source of strength upon which man lays hold in prayer; and 

cont.ends that if it cannot be proven that Glod exists and is 

unchangeable, neither can it be disproven~ He further.>·ho.lds 

that. for a large number the prae·tice of' prayer has pass:ed 
2 

William James' pragmatic t&st:··of·>truth. 

* * * * * 
1 Of., Horne, H. H. , John Dewey's Philosophy: E:spec ially 
'l?'he Quest for Oertaint~, pp. 15..-16. 
2 ef., Ibid., p. 16. 
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In the third place~ Horne asserts that there is 

evidence that some things do not change. He raises contend­

ing questions as follows: 

How ean the irrevocable past. change? ~How can truth 
change? Our view~ of t.ruth may change. But "once 
t.rue.·, always true. n "Jesus Christ, the same, yester­
day, t.oday, and forever. n How can uni v er:sar ext,en­
sion change? Row can duration change its rate? How 
can-the multiplication table change? Or, mathemat\ 
cal relations generally? 2+2 =4 not by the devic!e 
of man but by the unchanging nature of things, or 
the will of ~od. 1 

He points out that the principle of change itself c:an be 

. true only by remaining unchanged. If we conceive of man 

depending upon change and his dependence being quickened 

by the fact of universal change, we have an unchanging quan­

tity in the fact of his dependence. Thus if the doctrine 

of change is accepted~there will be at least two changeless 

facts remaining; namely, change, and man's dependence upon 
"2 

it~ 

In the fourth place, Horne contends that the con­

tinuity of knowledge and action may well be questioned in 

some cases. T.his is in refutation of Dewey 1 s statement that. 

"the idea which connects thinking and knowing with some 

principle or force that is wholly separate from connection 
3 

with physical things will not stand examination. •r Horne 

shows that there is no act!on.,in~':conn:ection with knowing by 

introspection and intuition, or in knowing one's purpose 

* * * * * 
1 Horne, H. H., John Dewey's Philosophy: E~specially The 
Quest for Certainty, p. ·16. 

§ B~w~;w;b3~rm, P~·ne1auilc for certainty, p. s. 
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for t.omorrow and in recalling what he did yesterday. T.he 

mental activity which takes place in connection with these 

is not the kind of activity which Dewey refers to~ He means 

that knowing is proving by experimenting with things. But. 
1 

a son does not know his mother's love by experimentation. 

In the fifth place, Horne contends that science 

is not a substi tut.e for religion. His insight here is keen, 

and his remarks will be quoted in order that the clear dis­

tinction which he draws may be carried over. 

Values are felt, and cannot be determined by the sci­
ent.ific method. Science may make the world a neigh­
borhood; it cannot make it a brotherhood. Chemistry 
can teach us the use of chlorine; it cannot teach us 
whether to use it to make liquid gas to destroy life 
or to purify water to save life. The desire to put 
more values into human experience is not a product of 
the scientific method. There is love somewhere in the 
universe that quickens love; 2 

In the sixth place, Horne asserts that the Greeks 

and the Christians controlled as well as accepted the world. 

T'his is dir.ected at Dewey • s objections to Greek thought and 

O:hristianity: Horne point.s out that besides accepting and 

enjoying the world the Greeks c·ontrolled matter and experi­

ence in their. works of art; In the same way, Christianity 

has gone beyond the acceptance of the reality of the t,ran­

scendent and has measureably controlled human society in the 

direction of the ideal; Horne contends that even if it were 

true that. knowledge is continuous with action, it would not 

follow that we are not to believe in the transcendent. We 

* * * * * 
1 Cf., Horne, H. H., John Dewey's Philosophy: E·specially 
The Quest for C'ertainty, p. 17. 
2 Ibid. , p. 17. 
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can control action and at the same time maintain belief in 
1 

the real existence of the ideal. 

In the seventh place, Horne contends there is no 
2 

true teleology in Dewey's philosophy. He calls attention 

to the fact that for Dewey reality is reduced to events 

which just happen for no purpose at all. Purpose comes onl~ 

through man's utllizat~on of these events for the accomplish• 

ment of his own ends. But, Horne~contends, the origin of 

man's purpose to control events cannot be explained apart 

from a creative intelligence other than and greater than his 

own; "otherwise, the greater comes from the less, the known 
3 

from the unknown, and the thinker from the thoughtless~" 

In the eighth place, Horne contends that Dewey's 

philosophy fails to distinguish between the nature of truth 

and the ~ of truth. He points out that t.ruth may be 

tested in many ways, but the tests do not constitute the 

truth; they only make it evident. He says, "the idea that 

there is a knife in my pocket is already true or false; the 

presentation of the knife makes the inherent truth of the 

idea manif.est; the ina.bili ty to present the knife proves 
4 

that. the idea was false from the beginning. rt An idea is 

not true because it can be verified but because it. repre-. 

sent.s fact; an idea is not false because it cannot be veri-

* * * * * 
1 Cf., Horne, H. H., John Dewey's Philosophy: Especially 
T'he Q,uest for Certainty, pp. 17"!"18. 
2 cr., Ibid., p. 18~ 
3 Ibid~, p~ 18~ 
4 Ibid:, p. 18; 
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fied but because it misrepresents fact. Truth is antecedent 

t.o the act which proves it, and the theory of truth which 

conceives of it as correspondence between idea and fact has 
1 

never kept men from changing untrue ideas or unwelcome facts. 

In the ninth place, Horne contends that laws of 

thought. are more than symbols, they are realities. This is 

substantiated by the citing of examples, one of which is the 

law that between two contradictions there is no middle ground; 

He says, "Define what you mean by 'open, 1 and the door is 
2 

either open or not open. So it is and so we think." We 

think the proposition that there is no middle ground between 

t.wo contradictions because we hold it to be t.rue; it is not, 

t,rue because it is thought; T.he laws of thought report things 

as they are. F'ormal logic and mathematics are more than sym ... 
3 

bolism and ideas at play. 

In the tenth place, Horne contends that experimen-
4 

talism is inadequate as a seat of intellectual authority. 

He objects to experimentalism as the seat of intellectual 

authority ~e¢ause, (1) it denies the immediacy of knowledge; 

yet we have immediacy of knowledge in axioms and self-evident. 

propositions. (2) Experimentalism does not provide for the 

transmission of knowledge once attained. Truth.is always 

true and may be transmitt.e~s truth although it may need to 

be re-experienced and re-applied because social conditions 

* * * * * 
1 Cf., Horne, H. H., John Dewey's Philosophy: E·specially 
The Quest for crertainty, p. 18~ 
2 Ibid., p. 19~ 
3 Cf., Ibid., pp. 18-19. 
4 Cf., Ibid., p. 19. 
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have changed. (3) With experimentaJ.ism as the seat of in­

t.ellectual authorit;yt, we are always seeking and never find-

ing: 

Experimenting in a:.,chgng~ world gives us no body 
of authoritative acceptable truth but oi}l;r a grow­
~ body of ideas to be ever trying out. On such a. 
basis, gone is finality., an attitude of problem­
solving, with condi t.ions of. the ·problem constantly 
changing, alone remaining~ 1 

In the eleventh place, Horne eont.ends that "the 

nat.uralization of intelligence" cannot be effected by Dewey's 

theory that nature itself is neither rational nor irrational 

yet is subject to man 1 s reason. In such a theory_, there is 

~ dualism between neutral nature and int.elligent, man. The 

only way that intelligence c·an be naturalized is for it to 
. 

be rendered unintelligent,. Horne shows that. the better way 

out is not the naturalization of intellig·ence but the spir­
.2 

itualization of nature~ 

In the twelfth place, Horne contends that this 

philosophy puts too much confidence in man, in his intel­

ligent action, and in his method of experimental inquiry~ 

Man was not made by his own intelligence, and yet somehow 

he was made~ Experimental inquiry, although it may be as 

old as Galilee, is only an infant compared to man 1 s pro-

gress. Horne says: 

As the thickness of a postage stamp lying on the 
top of Washington Monument is to the height of the 

* * * * * 
l. Horne, H. H., John Dewey 1 s Philosophy: Especially The 
Q,uest. for Certainty, p. 19. 
2 cr., Ibid., p. 20. 
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monument, so is man's intelligent control of na­
ture by experimentation to his preceding progress. 
Life had existed on the earth some six hundred mil­
lion years before man appeared. 1 

He does not object to man's relying upon himself to improve 

himself just as long as he leaves himself open to guidance 
2 

and energizing from every available source. 

In the thirteenth place, the contention is made 
3 

that social experimentation may prove to be a menace. Horne 

admits th~t there is a moral and social lag in our day, but 

he holds that it is not caused by the unwillingness to re­

ject. convention in favor of experimentation. He says: "OUr 
4 

social experimentation with the commandments is notorious.u 

and thinks our lack is not so much in the will to know what. 

is best but in the will to do what we already know to be best. 

E·xperimentation with the commandments is not intelligent, 

neither is the great experiment which is being carried on 

by communistic Russia. Yet both of these are within the 

bounds of Dewey's conception. He says further: 

It is only characters that ar·e true to known moral 
truths thatcan advance our knowledge of· the unknown 
moralities. And my conviction is that when such ad­
vance is made it will be found to be a rediscovery 
or new application of something Jesus and the ethi­
cal geniuses of the race taught long ago. 5 

In the fourteenth place, Horne contends that men 

are more than agents and means, they are ends. It is pointed 

* * * * * 
1 Horne, H. H., John Dewey~ s Philosophy: Especially The 
Quest for Certainty, p •. 20. 
2 C:f., Ibid., pp. 20-21. 
3 Cf'. , . Ibid. , p. 21. . 
4 Ibid., p~ 21~ 
5 Ibid., p. 21~ 



-65-

out that Dewey's philosophy omits treatment of selfrand per­

sonality, and that in his system there are no ends as dia-
l 

tinct from means. Personality is the supreme category of 

both reality and value, its worth is absolute. Everyth~ng 

else has value as it relates to persons. If man is not an 
2 

end in himself, there is no pur~ose in the world. 

In the fifteenth place, it is contended that Dewey 1 s 

philosophy knows no ought, intelligent desire being substi­

tuted for it. Good is not sanctioned by the constitution 

of things, nor is its ultimate victory guaranteed. Man is 

not held accountable to any Ultimate Being. Man's respon­

sibility is strictly held within the realm of intelligent, 

action in a social group. Human brotherhood is not grounded 

in any divine fatherhood. One is merely obliged t.o be social 

rather than selfish because that it the way to display in-
3 

telligent control of experience. 

In the sixteenth place, Horne contends that ex­

istence revolves about a transcendent Knower. 'li'his is in 

opposition to Dewey's idea that human knowledge revolves 

about existence. He points out that Dewey does not deny the 

1 Clf., Dewey, John, The Quest for C'ertainty, pp. 278-279. 
He says: "The various modifications that would result from 
adoption in. social and humane subjects of the experimental 
way of thinking are perhaps summed up in saying that it 
would place method and means upon the level of importance 
that has, in tlie past, been imputed exclusively to ends." 
2 Cf., Horne, H. H., John Dewey's Philosophy: Especiall.y 
T'he Quest for C'ertainty, pp. 21-22. 
3 cr., Ibid., p. 22. 
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existence of the Eternal but that he claims that belief in 

eternal value has not been beneficial. Horneccontenas that 

this latter idea can be disproven by the historic influence 

of such a belief over against. that of positivism. Idealism 

does hold that all is known, but it conceives of knowledge 

as distinct from its objects. To be is to be experienced,; 

but not necessarily by man; there is a completed experience 

which embraces fragmentary experience. Man's freedom and 

the existence of evil do raise problems here but they can be 

theoret.ically solved on an idealistic basis. And these prob­

lems are not easily solved practically on the basis Dewey 

suggests. He would reconstruct society so that external re­

straints would be removed and man would be free to express 

himself intelligently. But Horne contends such expression 

would be determined response to the situation, and not free­

dom to choose. Idealism does not reject the nidealism of 

action" for which Dewey is striving, but it would keep it 
' 1 

in its correct relation to other things. 

In the seventeenth place, Horne makes the conten­

tion that Dewey's philosophY does not recognize thinking, 

the distinctive function of philosophy~ Dewey regards 

thinking as only a function of action. But men will not 

stop theorizing; and if philosophers all became practical 

sociologists, important phases of life would be neglect.ed. 

We would 'then recognize that man's intelligence has a specu-

* * * * * 
1 Cf~, Horne, H. H., John Dewey's Philosophy: Especially 
The Quest for CertaintY', p. 23.-
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lative and transcendent function as well as a practical and 

immediate funct.ion. The theoretical function faces reality 

as a whole, while the practical function deals with a part 

of the world. Man's practical life is completed by the theo-
1 

retic.al. 

In the eighteenth place, Horne comment,s upon Dewey's 

attitude toward religion, citing two quotations from ~ 
2 

Quest for C'ertaint: relative t.o religion, and then raising 
3 

five objections. (1) Dewey is mistaken in regarding Christ-

ianity as having its origins so ·largely in Greek philo-sophy 

rather than in Judaism, and the life and teachings of Jesus. 

(2) He misinterprets religion in saying that. it isrnat. con­

cerned with present existence~ ( 3) He also misinterpret.s 

religion in saying that. its other-world is one which is not 

supposed to exist. (4) Again religion is misinterpret.ed in 

* * * * * 
1 Cf., Horne, H. H., John Dewey's PhilosophY: Especiall~ 
The Quest for Certainty, pp. 23-24. 
2 The quotations are as follows: 11Theo1ogians of the Christ.­
ian church adop~ed this view (i. e., a life of knowing apart_ 
from·and above a life of doing) in a form adapted to their 
religious purposes. The perfect REd~~Ul.Pimate reality was 
God, to know Him was eternal bliss.•• See Horne H. H., Op~Cit .• , 
p~ 24., See also Dewey, John, The Quest for Certainty, p. 293• 
" ••• by definition, such (ideal) possibilities are abstract 
and remote. They have no. concern nor traffic with the nat,ural 
and social object.s that are concretely experienced. It is not 
possible to avoid the impression that the idea of such a realm 
is simply the hypostatizing in a wholesale way of the fact · 
that actual existence has its own possibilities. But in any 
case devotion to such remote and unattached possibilities 
simply perpetuat.es the other-worldliness of religious tradi­
tion, although its other-world is not one supposed to exist. 
Thought of it is a refuge, not a resource.~ See Horne, H. H., 
Op. Cit., p. 24., See also Dewey, John, Op. Cit., pp. 305-306. 
3 Cf., Horne, H. H., Op. C~it .• , pp. 24-25. 
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his contention that its other-world is not thought of as a 

resource. (5) The realizatiqn of possibilities is only one 

consideration in religion~ Religion, Horne says, is "the 

worship of God as the Father of man and the service of man 
1 

as the child of God." 

~be two statements of commendation for Dewey with 

which Horne closes his discussion remain to be mentioned. 

The one is that Dewey's influence upon philosophy tends to 

make it more practical~ The other is that Dewey's influence 

in religion tends to make us think more about man. Horne 

denies that it will succeed in making us think less about 

God. He identifies its emphasis upon the.: human element in 

religion as partaking of the social gospel· of Jesus and !:· 
2 

the Hebrew prophets~ 

* * * * * 
1 Horne, H. H., John Dewey's Philosophy: Especially The 
Quest for Certainty, p. 25. 
2 C'f., Ibid., p. 26. 
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CHAPTER VI. 

THE O'RITICISMS OF THE PHILOSOPHY. OF JOHN DEWEY 
ATNANCED BY. HERMAN HARRELL HORNE 

(Continued) 

c. Analysis of the Criticism in ~ 
pemocratie Philosophy of Education. 

'.Jl'he Democratic Philosophy of Education, published 

about a year ago, is a companion to Dewey's Democracy and 

E:ducation, being a running exposition and commentary based 

upon it.~ Horne explains that his book developed out of his 

experience in using Democracy and Educat-ion as a t.ext in his 

philosophy of education classes over a period of years. Be­

cause of the difficulty students have in understanding Dewey 

he thought an exposition of the book to be desirabl:&j ,a:adt. 

since he had differing opinions to present at many points in 

the argument. he considered it necessary_ to include his own 

comments~ 

The book is extensive} and so it will be necessary 

to present its criticisms of Dewey chapter by chapter, as 

was done in part with Religious Education and the Dewey Phi­

losoph,y, by Squire.s. '.Jl'he problem of selection is again 

faced~ Both Democracy and E·dueation and T'he Democratic Phi­

losophy of Education are chiefly interested, as their titles 

indicate, in philosophy as it relates to the educative pro­

cess. Qonsequently, the principle followed in ~eet.~g·~the 

criticisms in T.he Philosophy of E:duea.tion will be followed 

here. Those criticisms which deal with the more specialized 

application of philosophic principles in education will be 
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omitted, and only those will be included which are essen­

tially philosophic in nature. 'l!echnical matters, such as 

questions relative t.o t.erminology and the method in pres­

enting the argument, will also be omitted. Minor criti'!!:' .. 

cisms will not always be presented when they are repeated 

in the text. 

1. Analysis of the (]criticism 
in the Introduction. 

Horne's first criticism is made in anticipation 

of all that is implied in Dewey's conception of philosophy. 

He contends that Dewey's idea that philosophy coincides 

with social science is not valid. T.'he implications of such 

a conception are listed and its coincidence with Positivism, 

Agnostiaism, Instrumentalism, Pragmatism, and EXperimental­

ism made clear. He pointscout that historic~ll:v; philosophy 

is more than social science. All the various branches of 

knowledge which are now regarded as sciences were once phi­

losopey. When development.s came which made it possible t.o 

deal with these areas of thought by means of experience and 

experimentation,they ceased to be philosophy~ Metaphysics 

is an area of thought which cannot, by its very natureJ be 

dealt with by experimentation~ Historic.alllj philosophy has 

~included metaphysics; and to the extent that it does include 

met.aphysics, it does not coincide with the application of 
1 

science to social relations~ 

* * * * * 
1 Cf., Horne, H. H., 'l!'he Democratic Philosophy of Education,. 
pp. 2-4. 
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Horne grants that Dewey is at an advantage in his 

conception of philosophy in that itr.-wol!U.d utilize the energy 

in added concentration upon the practical endeavors of lif~, 
1 

which would otherwise go into reflection. 

He contend~however~that Dewey is at a disadvan­

tage in his conception of philosophy in that man simply will 

not be satisfied to live within the realm of experience alone. 

Human intellects by their veryrna:b.tU?e refuse not to think be­

yond the world of sense. Man's emotions are none the less 

active in reaching beyond experience; marn:ns. t:twAll:Y ·.7lmllrbs tt>o 

worship~ And further, human wills are not content to act. 

within a realm thus limited; 1bknJW11RUB to live in the light 
2 

of eternity. 

2. Analysis of the Criticism in Chapter I: 
11E'ducation as a Necessity of Life~ n 

In this chapt.er, Horne contends against Dewey for 

beginning his treatment of the philosophy of education with 

life, and not with the origin of life. Horne points to some 

of the different.views as to the origin of life held by 

speculative scientists and philosophers, and goes further 

to show that it does make a difference which of these views 

is held. If life just came to be by chance,then it has no 

purpose. On the other hand, if life was created, then there 

is purpose in it, and self-conscious man is able in a mea-

* * * * * 
1·cr., Horne, H. H., The Democratic Philosophy of Education, 
p. 4. 
2 Of., Ibid., p. 4. 
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1 
sure to cooperate with the Purposer and His purpose. 

3. Analysis of the Criticism in Chapter III: 
"E'.ducation as Direction." · 

First in the discussion in this chapter, Horne 

contends that Dewey under-estimates the place of direct. 

personal appeal in social control. This eriticism is made, 

together with the t.wo immediately following, in objection 

to what Dewey says about directing the behaviour of child.man~ 

Horne does not hold that re-discovery of truth by youth has 

no place at all in education. His contention is that much 

is to be saved by personal guidance, for by it the young are 

readily placed in touch with the discover~es of the race: 

Besides, the proportion of what the race has already acquired 

to that which the individual could possibly re-discover is 

very great. The maturing &xperience of every individual is 

a witness to the importance of the part the personal element 
2 

plays in the process. 

In the second place, Horne contends that Dewey 

under-estimates the place of sensation in the knowledge­

getting process •. This is directed to Dewey's idea that in 

the learning process it is not thinS!! that are important 

but rather the use of thine;s~ He first objects by calling 

attention to the completeness of one's limitation of knowl• 

edge when he has a sense affliction such as blindness or 

* * * * * 
1 Cf., Horne, H. H., The Danocratic Philosophy of Education, 
pp. 7-9. 
2 Of., Ibid., pp. 30-31: 
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deafness. He admits that the emphasis upon sensation does 

not propose to separate sensation from use, but. at the same 

time it is sensation and not the us~eWhiah gives the knowl­

edge. He goes further to show that there are many things 

of which one gains knowledge by sense which we cannot use 

at all; for example, the stars, the articles in a store 
.1 

window, or the clothes worn by the opposite sex~ 

In the third place, Horne contends that Dewey 

under-estimates the ability of the mind to transcend the 

physical use of things. In affirming that the mind has this 

ability, he illustrates by the aesthetic experience of visu­

alizing a work of art, the moral experience of admiring an­

other's good deed, and the spiritual experience of adoration 

and praise. The use of things is not necessary in certain 

intellectual experiences; for example, the distances between 

the earth and different stars can be known in terms of light, 
-years. Similarly, one may respond to principles of morality 

which have been possessed only as precepts. Horne explains 

that all three of these under-estimations made by Dewey in 

his conception of the learning process tend to limit the ac-
2 

quiring of knowledge to experimenting with physical things. 

4. Analysis of the Criticism in Chapter tw: 
"Education as Growth." 

First, Horne contends that Dewey' a conception of 

* * * * * 
1 Of., Horne, H. H., The Democratic Philosophy of Education, 

. p~ 31. 
2 O:f., Ibid., pp. 31-32~ 
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growth lacks a goal. This is directed to the conception 

that 11 education is growth." According to Dewey, education 

has no ends beyond more education; and growth has no goal 

other than more growth. Horne contends that a school :for 

gangsters could :f"ul:fill these requirements. Children need 

to havef &\:.:woil~":!&fle s&:IL:·,up beft>il§' tllSm aS.iahgt)a:ibyand;silust 

belP,eiip&d tilethedaliii,atnmeniatt>t:ii'Li~ Goals are not obj ec'tion­

able, and when at.tained there will always be further goals 

t.o set. up. Horne points out that in rea~ity education as 

Dewey c·onceives it does have a goal, in that he thinks in 

terms of later results. The lack is in his failure to :for-
1 

mulate them. 

In the second place, Horne cont.ends that. Dewey 

confuses growth and development and in so doing confuses ex­

ternal stimulation and internal changes. In differentiating 

between growth and development, Horne says: 

By growth the tissue cells multiply; by develop­
ment they become differentiated and mature. A lit­
tle oak b§icgme·s-~:a. large oak by growth; an acorn 
becomes a little oak by development. A little chick 
becomes a ~hicken mainly by growth; an egg becomes 
a chick by development; it is also true that the 
appearance of new mental and physical powers as the 
chick becomes a chicken is by development ••• ~ •••• 
• • • • • • • • • • T'o repeat, growth is expansion of living 
tissue or mental function aJ.ready present; develop­
ment is the appearance of new tissue or :function. 2 

According to Horne, growth and development normally take 

place together; and growth at the expense of development 

* * * * * 
l Of., Horne, H. H., The Democratic Philosophy of Educ~tion,. 
pp. 52-54. 
2 Ibid., 54-55~ 
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will produce a sluggish individual, while development with­

out growth makes for weakness. The one is brought about by 

external influences; the other is produced by internal 

changes. Growth is more a matter of nurture, while develop-
1 

ment is a matter of nature. 

5. Analysis of the Criticism in Chapter V:: 
"Preparation, Unfolding, and Formal Disciplin~~" 

First, Horne objects to Dewey's rejection of an 

infinite goal for human life. 'L'his, he holds, does violence 

to the experience of the mystics, to the practices of the 

world's religions, and to those powers of mind which enable 

us to know religious truth. That there is a realm of non­

perceptual reality is witnessed by the !L.E£iori reasoning 

in Plato, by Kant's thing in itself, and by the emphasis 

upon substance in the mathematics of Bertrand Russell. These 

are all held by their respective exponents to be real, yet 

they are in no sense spatial or temporal realities. Dewey 

fails to disprove the validity of such realities; furthermore 

it can neither be proven nor disproven. An intellectual 
2 

venture similar to faith is involved in every philosophy. 

In the second place, Horne contends that Dewey's 

philosophy needs to be supplemented by a third set of cat,e­

gories, namely, the "organic." ~he categories dealt with 

by Dewey are only the "static" and the 11 dynam1c.n The static 

is the conception that all things are changeless; and the 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 54-56. . 
2 cr., Ibid., PP~ 69-70. 
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dynamic is the conception that all things change. The 

organic is the synthesis of these two opposing conceptions. 

It is the conception that some things are changeless and 

rightfully so, while other things are changing and right­

fully should. This c.riticism is suggested here by the fact 

that Dewey rejects the philosophies of Froebel and Hegel as 

static in his discussion of education as unfolding. Horne 

contends that they are rather organic; and that the whole 

of reality is organic. We are progressing toward an infinite 

goal which is unchanging but our progress is made in a pro-

cess of time and space. In no sense can our progress be 

said to be limited by this llhc~ngtng,..,goal. We are ever 

growing toward it but in time and space we can never realize 
1 

it~ This is an organic and not a static eategor,y. 

In the third place, Horne objects to Dewey's nat.u-
2 

ralistic solution of the mind-matter dualism. He explains 

that according to Dewey the self and the external world are 

not distinct. Horne's phrasing of this is: "The knower 

and the known are both inseparable constituents of the same 
3 

naturalistic process." He contends that Dewey's view is 
4 

neither clear nor well founded. He refers to Lovejoy as 

the latest student of the subject, and informs that he de-

* * * * * 
1 Cf., Horne, H. H., The Democratic· Philosophy of Education, 
pp. 72-73. 
2 c:f., Ibid., pp. 82-83~ 
3 Ibid., p. 82~ 
4 The Revolt Against Dualism, New York, 1930. 
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cides in favor of the dualistic solution. Horne asserts 

that if dualism is to be reduced to unity it will have to 

be an idealistic monism in order to satisfy him. He says: 

For ourselves, if there is to be a reduction of du­
alism to unity, it would have to be a unity of ex­
perience, a known unity, a conscious unity, an all­
embracing unity, and hence some form of idealism. 
Intelligence that concludes less than this must. per­
force think meanly of itself. The origin of mind 
would not then be in by-products of the native ten­
dencies to action but in the very nature of the one 
central reality of all. Man is not simply an organ­
ism with flexible responses; he is a self originat­
ing in a Self~ 1 

6~ Analysis or the Criticism in Chapter VI: 
"Education as Conservative and Progressive." 

First, Horne contends that, knowledge is more than 

a tool; that knowledge of the past apart from· any present 

problem cannot be said to have no value~ He claims that. 

the fact that some people enjoy pursuing knowledge for no 

practical reasons at aljiends to contradict this view; and 

refers by way of example to Amiel, whom he calls ~the in-
2 

trospective professor of Geneva." Reference is also made 

to Palmer's rhythmic prose translation of the Ogysse~, and 

it is pointed out that it hardly has value because, as Dewey 

would require, it increases "the meaning of the things with 

* * * * * 
1 ~X'J;le*c,H. H., The Democratic Philosophy of Education, 
pp. 82-83. 
2 Cf., Ibid., p. 94. Amiel is quoted here as follows: 
u:Moreover, to know satisfies me, perhaps even better than 
to possess, to enjoy, to act. MY strongest tas~e is ror 
watching, understanding, contemplating. And the theory 
needs to be universal, panoramic, spherical; it refuses 
to be shut up in a special case.rr 



-79-

1 
which we have actually to do at the present time." Experi-

ence is greatly impoverished by urging that. all knowledge 

must be used in facing present problems, and none enjoyed 
2 

for its own sake. 

In the second place, Horne points out that the 

weakness of Dewey's philosophy is in its omissions. This 

criticism is made in the comment on the last section in this 

ch~pter which brings to a close the first part of Dewey's 

discussion dealing with nEducation as a Need and Function 

of Society." The weaknesse·sb:whteHoHorn"o:Jj)o:tntsuout..ellavE!•c::been 

touched upon in the foregoing criticisms and so will not be 

dealt with at length here. He holds that Dewey falls short. 

in not allowing for the place of self in experience; this 
'3 

makes his conception of experience impersonal~ This spe-

cific objection is related very closely to his objection to 

Dewey's naturalistic solution of the mind-matter dualism 
4 

already presented. Horne also calls at.tention to the fact 

that Dewey emphasizes active adaptation to a changing en­

vironment and rejects passive adaptation to that which does 

not change. He contends that in order for a conception to 
5 

be balanced it must include both of these. This objection 

coincides very closely with the criticism already presented 

* * * * * 
1 Dewey, John, Democracy and Education, p. 93. 
2 af., Horne, H. H., The Democratic Philosophy of Education, 
pp. 94-95~ 
3 Cf~, Ibid., p~ 99~ 
4 Of., Ante, pp. 77-78. 
5 Cf.; Horne, H. H., Op. Cit., pp. 99-100. 
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that Dewey's philosophy needs the additional category of 
. 1 

the "organic." As a third failure of Dewey's philosophy•~ 

Horne points out that his emphasis upon perception and ac-

tivity indicates that the reconstruction of experience which 

he proposes is int.ellectual and practical rather than emo-

tional and aesthetic. But the value of beauty for its own 
2 

sake must. have a place in experience. This criticism par-

allels in some measure the criticism presented above that 
3 

knowledge is more than a tool. Lastly, Horne shows that 

Dewey fails in that he emphasizes education as including 

the result and so witholds any consideration of goals and 

the existence of absolutes. But the educative process is 

not complete without a goal, and the idea that. spatial and 

temporal expertence is all the reality there is opposes much 

of the philosophical thinking that has been done and is now 
4 

being adhered to. This corresponds clqsely to the criti-
5 

cism relative to goals which has &lmad):i:'beejl discussed. 

7. Analysis of the Criticism in ChapterVII: 
"The Democratic Conception in Education~" 

First, Horne· objects that Dewey's philosophy does 

not imply the superhuman in human relationships. It allows 

for nothing which cannot be determined by empirical means, 

yet., Horne contends, we acknowledge the existence of p·eople 

* * * * * 
1 cr., Ante, pp. 76-77. 
2 Cf., Horne, H. H., The Democratic Philosophy of Education. 
p. 100. 
3 Cf., Ante, pp. 78-79. 
4 Cf., Horne, H. H., Op. C·it., pp. 100-101. 
5 Cf., Ante, p. 76. 
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whom we have not seen. Dewey makes no explanation as to the 

origin of the human, yet this is to leave a barrier bet.ween 

man and the whole of reality. To this extent his philosophy 
1 

is neither a complete pragmatism nor a complet.e humanism. 

In the second place, he compares Dewey's conception 

of a democratized society with the Christian conception of 
2 

the Kingdom of Heaven. He points out that in cont,ent t.hey 

are quite the same but that they differ significantly in 

their inspiration and motivation. Dewey's democratized so­

ciety has its source completely in man and seeks no basis 

in assumptions about the superhuman, whereas the Kingdom of 

Heaven has its source and foundation in God. This is the 

thin~acking in Dewey's conception, the dynamic provided by 

belief in God. In pointing out the differences between the 

two, Horne says: 

The inspiration t9 the one is human, to the other is 
divine. The motive to the one is humanitarian, to the 
other is theistic. The central conception of the one 
is man, of the other is God. In the one we have broth­
erhood without universal fatherhood; in the other we 
have brotherhood because of fatherhood. Man alone., 
social man, is the maker of democracy, man as an agent 
of the spiritual principle of the universe is the maker 
of the other. 3 

In the third place, Horne points out that Dewey's 

use of history in presenting his conception of democracy in 

education is not strictly pragmatic. In the strictly prag­

matic sense, a conception has meaning only as it leads to 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
p. 109. 
2 cr., Ibid., p. 113. 
3 [131~.' p. 113. 
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future consequences in sense experience. To refer to his­

tory in order to give concepts meaning is but to go aw~ 

from sense experience. And to refer to the conceptions of 

Plato and Rousseau is to refer to concepts that never were 

projected in sense experience. Dewey's use of history is 
1 

justified but it is not consistent with his own pragmatism~ 

8. Analysis of the Criticism in Chapter VIII: 
"Aims in Education." 

First, Horne contends that mind is not identical 

with acting intelligently toward an end. 'Jlwo major object.ions 

are raised here. The one is that Dewey unnecessarily dis­

tinguishes between intelligence and feeling. Feelings have 

a part in measuring consequences when mind is present, as 

well as when it is absent. Ai~s are not merely ends which 

we forsee, they are ends which we feel to be valuable. Our 

choice is between ends as well as between means and ends. 

And we must choose not only ends which are foreseen, nor ends 

which are desirable~, but we are to take ethics into con­

sideration and choose those ends which are believed to be 

desirable'i. The other object·ion is that man is not only a 

participator; he is a spectator. Being conscious of an 

object does not always effect changes in it. We enjoy a 

work of art which was produced independently of any action 

of our own. In our memory of the past there is no activity 

other than that which we are aware of by introspection. 

* *·~·* * * 
1 Cf., ·Horne, H. H., The Democratic Philosophy of Education, 
p. 129. 
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Predictions of the futur~ such as the foretelling of an 

eclipse, change:·; in no way the objective nature of the 

event when it comes, yet there is knowledge of it. In all 

of these cases man is the spectator. The significance of 

this distinction is important in its implication as to the 

nature of life. O·onsciousness does not exist alone within 

action; and the world .is theoretical, unchanging,and ideal-
1 

1stic as well as practical, dynamic,-and naturalistic~ 

In the second place, Horne objects that there is 

no ought in Dewey's philosophy. '.IZhis is pointed out in 

connection with the observation that there is no standard 

of worthiness among Dewey's criteria of good aims. Intel­

ligent dire_ction of activity is the substitute which Dewey 

makes for the sense of duty. But this is not sufficient~ 

since an intelligently directed activity may be either bad 

or good. For this reason Horne suggests a fourth criterion 

for the judgment of aims. In addition to being an outgrowth 

of present conditions, to being flexible, and to represent­

ing a freeing of activ-ities; an ai~ to be a good, .. ?ne) must 

be democratizing, or it might even be contended that it 

should be in harmony with an absolute good. An external aim 

which is in harmony with an absolute good need not be in 

conflict with the other criteria of aims which Dewey sets up. 

In the third place, Horne contends that means and 

* * * * * 
1 Q·f., Horne, H. H., The Democratic Philosophy of Education, 
pp. 133-134~ 
2 cr., Ibid., pp. 137-138~ 

2 
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ends are not the same. This is directed at Dewey's idea 

that the distinction between ends and means is only a tem­

poral one. Dewey refers to the farmer as an illustration 

of what he is trying to bring out, and says that if the 

farmer is interested in plants and animals his means be• 

come of value in themselves. Horne takes this same il­

ustration and points out Dewey's admission that there is a 

distinction between the means of the farmer and his ends. 

For, if he is not interested in plants and animals he uses 

them as means to get something else, then the two are quite 

distinct. Horne goes. on to object to the final implication 

toward which Dewey's identification of means and ends is 

directed. If they are the same, then all ends are means 

and life becomes a constant series of changes. Even man 

himself becomes a means and absolute values are rendered 

non-existent. Horne applies this objection to democracy, 

which Dewey conceives as an end. He says it is only par­

tially realized now, and as long as it is only partially 

realized it remains an end distinct from means. In this 

sense it is one of the absolutes. But should democracy 

ever be realized, what would be the end toward which it 

would then be the means? Pragmatism has no answer to this 

question.· It is more in line with experience and reason t.o 

recognize that there is a real distinction between ends and 
1 

means. 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 138-139. 
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9. Analysis of the ~riticism in Chapter IX: 
"Natural Development, Social Efficiency, 

- and Culture as Aiflls~" 

First, Horne comments that Dewey does not identify 
1 

God with nature. This arises from Dewey's discussion o~ 

Rousseau in his considera,tion of nature as an aim of educa-
- ..... 

tion. It is explained that Rousseau did not identify God 

with nature because he was a deist, but Dewey does not iden­

tify God with nature because he makes no assumptions as t.o 

any realm beyond the world of sense experience. At the time 

of Horne's writing, Dewey had made no written statement 

about God. Horne says: "The term might be retained in his 

philosophy as an abstract noun covering the traits of poten-
2 

tiality in nature and of intelligence in man." Dewey has 

written an article on God recently which justifies Horne's 
3 

conjecture on this point. 

In the second place, Horne pays respect to Dewey 

as a person who exemplifies most. consistently his conception 

of social efficiency. This is the final remark in the com­

ments on the discussion of social efficiency as an aim of 

education. ~-He says of Dewey: 

A writer of books and articles, giving interviews to 
reporters, lecturer, teacher, friend, husband, father, 
chairman of various educational and political com­
mittees, educational adviser to China, Mexico, Russia, 
Turkey, always on the pioneering front of thought and 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 152-153~ 
2 Ibid., p~ 153. 
3 John Dewey, "A God or The God," The Christian Century, 
February, 8, 1933., pp. 193-196. 
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action, during a long lifetime of fruitful goodwill 
to men, here is indeed social efficiency, humanism 
at its best.. 1 

10~ Anal¥tsis of the Criticism in Chapter X: 
tinterest and Discipline. 11 

. 

First in this discussion, Horne contends that. 

immediate interest. is not sufficient in itself to produce 

effort. He calls attention to the fact that Dewey shows a 

greater preference to immediate interest~ and as a result_, 

matters of conscience and duty do not play a suff.Lcient 

part in his system. The recognition of remote interest. 

supp~ies what is lacking here. A person's immediate interest 

may lag and fail to provide sufficient motive for the doing 

of wOrk at hand. It is at, such times as that the possession 

of a remote interest will remind one of his duty and will 
2 

urge him to go on. 

In the second place, Horne contends that Dewey 

omits the personal and subjective elements in his consider­

ation of interest. He explains that Dewey makes interest 

wholly a matter related to changes in the environment. Horne 

admits that for the most part this is true but he shows that 

it does not cover all the areas of interest. There are in;.. 

terests which are related to the self rather than the ex-

ternal environment, and these are the interests which this 

conception presented by Dewey denies. One instance is the 

* * * * * 
l'Horne, H. H., The Democratic Philosophy. of Education, 
p~ 157. 
2 Cf., Ibid~, p. 166. 
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fact that one can be interested in interest. itself. This 

is not at all related to environmental changes. It. is com­

pletely a matter of introspection and therefore personal 
1 

and subjective. 

In the third place, Horne contends that mind is 

more than the directive quality of events. He point.s out 

that Dewey's definition of mind, similar to-his definition 

of education, limits mind to a mere process of facing prob­

lem situations in one's environment~ The mind is capable 

of introspection, it frames metaphysical systems, it is the 

nucleus for selfhood, and it is able to realize its own 
2 

permanence in reality: 

I-n the fourth place, Horne contends that interest 

needs to be supplemented by discipline. He holds, contrar,y 

to Dewey, that discipline is of value in itself and somet.imes 

leads to interest. He cites the opinions of authorities in 

different fields of knowledge as to the value of discipline. 

Huxley, for example, said, 

The habit of doing that which you do not care about 
when you would much rather be doing something else, 
is valuable. It would have saved me a frightful 
waste of· time if I had ever had it drilled into me 
in youth~ 3 

Horne regards deliberate effort as having played a ver,y im­

portant part in the past progress of the race, and thinks 

1 (fl:f., Horne, H. H., The Democratic Philosophy of E:ducation, 
pp. 166-167~ 
2 Of., Ibid., pp. 172-173. 
3 Ibid., p. 174., See also Smith, Alphonso. Selections from 
Huxley, New York, 1912, p~ 27: 
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that the basis of Dewey's conception of discipline is in 
~ 

considering activity as merely physical! If one conceives 

of the mind as being distinct from physical activities, 

interests take on a different meaning. They are no longer 

ident.ified with the self but they rather become the medium 

through whmch the self is expressed. In this light act.ivi­

ties which are of interest;:~;w be either mental or physical, 

and self being regardedr:as:.'real, there is place for disci-
1 

pline in directing these activities. 

11~ Analysis of the Critic ism .in Chapter Xt: 
ttExperience and T.hinking." 

First in this discussion, Horne contends that ex­

perience is not limited to physical environment alone, it 

also includes social environment. No analysis of experi­

ence is complete without. the recognition that our fallows 

as well as ourselves are personalities. A child does learn 

from his physical environment, but he also learns personal 

qualities from his teacher~ Horne points outt'bhat. Dewey 

does not overlook the social element in other connections, 

and should not in· a consideration of the nature of experi-
2 

ence. 

In the second place, Horne contends that the re­

lational theory of mind is questionable, and offers two 

main objections to it~ The one is that it makes the mind 

* * * * * 
1 Cf., Horne, H. H., The Dan ocratic Philosophy of Education, 
pp. 174-175~ 
2 cr., Ibid., p. 184~ 
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dependent upon the situation, but when the mind plays such 

an active part in controlling the situation it is hard to 

conceive of it as the dependent factor. ~'he other objection 

is that it. gives no place to feeling in consciousness. He 

contends that value lies in the desirables quality, of an 

effect, And not as Dewey holds in the mere recognition of 
1 

the connections between causes and effects. 

In the third place, Horne contends that thinking 

cannot be limited to mere experimenting. He admits that 

we do think in terms of experience but he contends that we 

can also think beyond experience~ Examples of this are Kant. 

speculating as to the whole of experience; astronomers for-

mulating theories about the formation of the earth; chemists 

knowing what elements to look for before they are found; 

mathematicians thinking in terms of the fourth dimension; 

Plato conceiving of eternal ideas only imperfectly expressed 

in the world of experience; the logician examining processes 

of thought as such without any reference to the concrete; 

and the introspective psychologist thinking about his own 
2 

thinking. Horne argues that the conception or thinking 

which does not limit it to physical experience implies 

changes in each one of the steps of reflection as pointed 

out by Dewey. He says: 

Concerning the steps into which the complet.e act or 
thought is analyzed, let us observe (1) that the in-

* * * * * 
1 Of., Horne, H. H., The Democratic Philosophy of Education, 
pp. 184-185~ 
2 or., Ibid., p. 185. 
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complete situation may be mental as well as phys­
ical; (2) that the problem may therefore be in­
tellectual without involving any changes in phys­
ical conditions;· (3) that the hypothesis there­
fore may not be provable at all; and so (4) that 
the thinking may therefore be incomplete, but 
justifiable as philosophy, without attaining the 
st.ep of tested thought. which is science. 1 

12~ Analysis of the Criticism in Chapter XII: 
"Thinking in Education." 

The outstanding criticism in this chapter is Horne's 

conf.cention that Dewey's analysis of reflective thinking is 
2 

not original with him. He identifies Dewey's formulation 

of the thinkin~rocess with the scientific method used from 

the very beginning of the history of science, and with the 

inductive thinking process presented in many logic texts of 

the present day. The singular thing in Dewey's use of this 

formulation of thinking is in making it identical with edu-

cational method. This, Horne contends, is its weakness. 

Where education is scientific it is strong, but where edu+ 

cation is appreciative it is weak. He says: "education 
3 

and life are more, much more, than scientific thinking." 

13. Analysis of the Criticism in Chapter XDr: 
"The Nature of Subject Matter." 

First, Horne contends that the pragmatic theor.y 

of knowledge is not sufficient. This is brought out in con­

nection with ·Dewey's discussion of "The Development of Sub-

* * * * * 
l"Horne, H. H., The Democratic Philosophy of Education, 
p. 192. . 
2 Cf., Ibid~, p~ 209. 
3 Ibid., p. 209~ 
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ject Matter in the Learner." In presenting this, Dewey ex­

plains knowledge as the control of a situation, the practi­

cal use of information, and the use of information to gain 

further knowledge. Horne acknowledges that the pragmatic 

theory of knowledge is useful in connecting knowledge with 

action, but he sees that·it is not inclusive enough in ~at 

there is much knowledge which we can enjoy but cannot use. 

Our reason enables us to know things which cannot be experi­

enced, this is a realm of knowledge which pragmatism cannot 

touch. And there are man~such matters of knowledge which 

contribute much to life though they cannot be used in practi-
1 

cal situations. 

In the second place, Horne contends that De~ey's 

theory of knowledge greatly limits the range of knowledge. 

This objection is made to Dewey's idea that information must 

be in use in order to be knowledge~ Horne holds that we can 

have knowledge of facts of geography or hist.ory without ever 

making use of it in practical experiences. The knowledge 

which we get from another person is our knowledge when we 
2 

understand it. 

In the third place, Horne contends that the appre­

ciative side of experience is omitted in Dewey's treatment 

of the growth of subject matter in the individual. Science 

is given the most important place in this. Horne contends 

* * * * * 
1 Cf., Horne, H. H., ~he Democratic Philosophy of Education~ 
p. 245. 
2 C.'f., Ibid., pp. 245-246~ 
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that subject matter is not complete unless there is the 

evaluating of knowledge, and this involves the emotional 
1 

element in experience~ 

In the fourth place, Horne contends that the 

metaphysical is lacking in Dewey's consideration here~ He 

calls attention to the fact that man is able to think about 

that which he is not able to know. This type of knowledge 

should be added to the three which Dewey has given, and be 

made the fourth stage of knowledge. If subject mat.t,er de"\' 

veloped in the individual does not include metaphysical 
2 

knowledge it falls far short of being complete. 

In the fifth place, Horne contends that the re­

ligious element is excluded in this. He says that when the 

appreciative element in experience is brought together with 

the metaphysical the natural tendency is toward religion, 

and this tendency should not be denied a place in the sub-
3 

ject matter. 

14. Analysis of the C:riticism in Chapter X:l: 
"Play and Work in the Curriculum." 

The significant objection in this chapter is that 

Plato was not pragmatic in his theory of knowledge~ Dewey 

refers to Plato as presenting knowledge to mean technical 

skill, and discusses nThe Place of Active Occupat.ion in the 

Curriculum" on the assumption that knowledge first arose 

* * * * * 
1· Cf., ·Horne, H. H., The Democratic Philosophy of Education, 
p. 246. 
2 cr., Ibid~, pp. 246-247. 
4 cr., Ibid., p. 247. 
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having this meaning. Horne points out that Plato recognized 

an absolute knowledge as well as a practical knowledge. 

Practical knowledge he referred toc-as more in the realm of 

11 opinion, n and regarded it as changing. But he referred t.o 

absolute knowledge as more in the realm of "idea," and re-

garded it as unchanging. This of course has bearing upon 

Dewey's conception of knowledge if he assumes a foundation 
1 

for his theory which he cannot justly hold. 

15. Analysis of the Criticism in Chapter XVI:. 
"'J!he Significance of Geography and History~" 

First, Horne contends that there are more than 

spatial and temporal meanings. This is directed to Dewey's 

discussion of geography and history which apparent.ly assumes 

that the apace and time relations with which they deal are 

all the relations that there are~ Horne object,a in order t.o 

supplement a third kind of meaning, the transcendent. He 

says: 

Such a transcendent world is suggested by Plato's 
doctrine of the ideas, by Aristotle's conception of 
God as the unmoved mover who thinks .his own thought.s, 
by Spinoza' s view- of God or nature, by Bertrand 
Russell' a account of relation's that subsist between 
universals, like numbers, ~nd by the religious con­
ception of the Changeless One. 2 

Horne contends that before such a realm can be assumed not 

to exist., ita existence must be refuted, and such a refuta-
3 

tion cannot be made. 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 250-253. 
2 Ibid., p •. 275~ 
3 cr., Ibid., p. 275~ 
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In the second place, Horne contends that nature 

is independent of man~ This is an objection to the idea 

growing out of Dewey's discussion of geography and hist.ory 

that man and nature are interdependent. Horne admits that, 

geography and history are int-erdependent, but he does not. 

allow the deduction that man and nature are dependent upon 

each other. He holds rather, that most of the adaptations 

between man and nature are adaptations of man to nature or 

man's adaptation of nature to himself. Man's organism and 

his clothing are evidences of his adaptation to nature~ his 

bridges and buildings are examples of his adaptation of na­

ture to himself. Horne does allow that_ if_ an idealistic 

met-aphysics is held there is a sense in which the self of 

nature is dependent upon the self of man, but he states that 
1 

this is not Dewey's point of view. 

In the third place, Horne contends that history 

does not begin with the present. This is point.ed to Dewey's 

discussion in which he relates the study of history to pres­

ent social life by making all history revolve about its ap­

plication in pnes?nt social situations. Horne holds that 

history is of value for its own sake~ It is of value in 

helping--to solve present problems, but there is also mudh 

of it which is of value not in solving present problems but 

in cultivating personality. Horne points out a difficulty 

in studying history with the present as a starting point
1

-

* * * olE- * 
l:'Cf., Horne, H. H~, The Democratic Philosophy of Education, 
pp. 280-281~ 
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namely, that there are many different origins of culture 

and many different lines of history through which it has 

developed. If history is studied with the present as the 

starting point, the unity would be lacking which would draw 

all of these together. Another difficulty he suggests is 

that to::~stnfly history with the present as the starting point 

is to study backward; and that is to proceed from effects to 

causes, a somewhat confusing procedure. To use the present 

as the locus in studying history, making the connection by 

comparisons and contrasts is conceivable. Such a study 

would give us an elemental understanding of the institutions 

of the present, but we deny progress if we think of primitive 
1 

life as a pat.tern for present society to follow. 

In the fourth place, Horne objects because Dewey 

gives no spiritual interpretation of history. :It is pointed 

out that there can be no such interpretation of history when 

all of creation is considered to be man-centered. The mov-

ing force of the progress which is seen in history, according 

to Dewey, is man's intelligent activity. But Horne points 

out that if the theory of evolution is to be accepted, man 

made most of his progress before intelligence w~:l:~v acquired 

and so it becomes necessary to account for the origin of this 

intelligence. Horne's solution is that there is a non-human 
2 

force at work in the world which makes for progress. 

* * * * * 

1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 286-288~ 
2 Cf., Ibid., p. 288. 
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In the fifth place, Horne contends that ethical 

value does not arise from history as such but from apprecia­

tion of history. Dewey couples the intelligent understand­

ing of history with a sympathy out of which will come the 

moral advances of mankind. But Horne contends that one's 

understanding of history may be coldly intellectual, and 

that the appreciative element must enter to make moral val­

ues felt. ':rhis appears to be largely a contention for the 
:. 1 

subjective and personal wh1che~cneglegted·.:by ~Dewey. 

In the sixth place, Horne contends that history 

is more than science. He holds that Dewey's treatment of 

both geography and history as sciences confuses the method 

of studying history with the nature of history. External 

nature, as we are able to observe it, is the result of the 

operation of certain laws, but the events of human nature 

are the results of intended acts of personality. We cannot 

therefore regard history as nothing more than a science~ 

We may use the method of science to make cause and effect 

connections in the events of hist~7, but. there is purpose 

working in these events which is beyond science. ~his also 

may be true of the sciences dealing with external nature; 

they may be conceived as observing outward operations which 

are expressions of the purpose of an all-embracing self. 

In this ligh~history can be considered a science revealing 

* * * * * 
1 Of., Horne, H. H., The Democratic Philosophy of Education~ 
pp. 288-289~ 
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with all other sciences the outward expressions of a purpose 
1 

purposed by this ultimate personality. 

16. Analysis of the Criticism in Chapter XVII: 
"Science in the Course of Study~" 

First, Horne contends that a transcendental phi- . 

losopby is of practical value. This is directed at Dewey's 

assertion that the qualities of speculative theorizing are 
2 

in "permanent dislocation from practice." In making his 

contention Horne says: "It would be truer to fact to say 

that man's speculations have been in permanent articulation 
3 

with practice." He holds that the influence of the t·ran-

scendental in history has been far more powe_rful than the 

influence of the pragmatic. He refers to the historic phi­

losophies and religions of the world as evidences of this. 

Further, if speculation is not connected with practice,it 

is harmless. and there is no necessity for attacking it; 

The rea:Jkosition of Dewey is that speculation affects action 

in ways he considers to be unwholesome. This makes the ques­

tion become one as to whether or not we live in a transcen-

dent world. Horne follows the argument to another extremity~ 

The fact that speculation exists and always has been a habit 

of man gives a new problem of evil if it is so undesllr.ab1a;. 

According to Dewey's philosophy, human nature must be re­

garded as bad to the extent that it tends in the direction 

* * * * * 
l"Cf., Horne, H. H., The Democratic Philosophy of Education, 
p. 289. 
2 Dewey, John~ Democracy and Education, p. 266. 
3 Horne, H. H., .Op. Cit., p. 304. 
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of speculation~ Horne says th~t a bett.er view would be 

that man is a small entity reflecting an all-embracing 

ent.ity of which he is a part, and that_ iti is natural and 

desireable for him to think about that which is beyond the; 
1 

world of experience. 

In the second place, Horne cont.ends that DeweY' 

expects too much of science. In st.ating the limitations 

of science he says: 

Aft.er all, science is a method of experimental in 
qui:ry and a resulting, changing, body of knowledge. 
And this is all it is. It is not beauty, it is not, 
morality, it is not sociality, it is not living it­
self, it is not loving, it is not. appreciation of 
value. It is an intellectual method and an intel­
lectual result. All these other things may be st.ud­
ied scientifically but the scientific study is no 
substitut.e for the realities studied~ 2 

Horne admits that science is a means in helping to attain 

ends, but. he denies its ability to determine these ends. 

He thinks:: "It is just as scientifie to use dynamite to 
3 

blow a man to pieces as to blast rock." Nor can it be 

correctly contended that science is the only means of social 

progress. There have been great individuals who have wielded 

great. influence for social advancement. who were not motivat.ed 

by science~ Here Rousseau, Washingt.on, Lincoln, and Wilson 

. are cited. Besides, there have been great social movements 

not motivated by science which have influenced decidedly for 

good~ for example, Hebrew prophetism, Christianity, the 

* * * * * 
1 Cf.; Horne, H. H., The Democratic Philosophy of Education, 
pp. 304-305~ . 
2 Ibid., p~ 305~ 
3 Ibid., p. 306. 
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1 
Renaiss~ce, the Raf'ormation, and the French Revolution. 

In the third place, Horne objects that pragmatism 

leads man to rely complet.ely upon himself'. He points out. 

that. such an emphasis· makes Dewey's advocacy of the use of' 

science in education an expression of the new humanism of 

August aomte. The whole universe is complet.ely man-centered 

and there is no place for prayer, praise, and worship~ Man's 

only motive is the inspiration of his own possibilities. 

This view has the strength in it which man using science is 

able to provide, but it lacks the strength which is able to 

face ~eat cala.Tllities man is unable to control. It conceives 

of science in no sense as reflecting the thought.s of God~ 

Horne contends that .~cience could ba given a place in the 

education of man which would enable· him to make the greatest 

use of his own powers and still be taught. that. there is a 

Personality in control of the whole universe which science 
2 

imperfectly reflects. 

17~ Analysis of the Criticism in Chapter 
XVIII: "Educational Values;" 

First in this discussion, Horne contends that value 

is not man-centered but reality-centered. T:his is directed 

at Dewey's belief that a thing has. value only as it is seen 

to be valuable in human experience~ Horne:c objects to this 

belief, first, on the basis that it denies the existence of' 

* * * * * 
1 Of., Horne, H. H~, T'he Democratic Philosophy of E:ducation, 
pp. 305-306~ 
2 cr., Ibid., pp. 306-307~ 
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value in nature itself. He conceives it to be entirely 

possible that if nature knows no value man, who is a part 

of nature, is unable to realize values~· Again, he argues 

that such a belief sets up a dualism between man and nature, 

for man has value and nature does not~ Horne holds rather 

that. value should be considered as centering in reality~ 

In this light man does not so much create value as he dis­

covers value: already existent.· in the very nature of reality~ 

Horne says: 'tMan does not create logical truth, emotional 

beauty, and ethical worth; he discovers them, and re-creates 
1 

them in individual thought, feeling, and conduct.~" Such a 

view has fuller meaning and is free of the difficulty of the 
"2 

dualism between man and nature presented by the former view. 

In the second place, Horne contends that experience 

is not necessarily essential to learning~ T.he issue in­

volved here becomes most pointed when teaching concerning 

vice is considered. Must vices be learned through experience? 

If experience is necessar,y to learning, children would have 

to experience vice in order to know that it should be avoided. 

This evil may be overcome by allowing that. experience is not. 

always necessary to learning~ There is such a thing as ob­

servation without participation, and there is also learning 
"3 

from the advise of others~ 

In the third place, Horne cont.ends that Dewey 1 s 

* * * * * 
1 Horne, H. H., The Democratic Philosophy of Education, p~ 325. 
2 Cf~, Ibid~, pp. 324-325. 
3 cr., Ibid., p. 326; 
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conception of value is inconsistent with his conception of 

trut-h. He point.s out that Dewey conceives experience as 

having vaJ.ue in itself or in leading to another experience 

in which value lies int.rinsicly~ Horne points out that, 

harmony can be supplied here either by making t.ruth absolute 

so as t.o be consist.ent, with intrinsic vaJ.ue or by making 

value ident.ical with problem solving and so be consistent 
1 

with pragmatic truth~ 

In the fourth place, Horne cont.ends that Dewey's 

conception of int.rinsic values is inconsist.ent. with his 

conception of the universality of instrumental valu~s. He 

point,s out that inst.rumental values tend to f'ade into 1n­

t.rinsie vaJ.ues, and therefore there is not a clear dist.inc­

t.ion between the two~ It. follows that instrumental values 
'2 

are not universal. 

In the fifth place, Horne contends that Dewey's 

conception of intrinsic values allows a conception of eu~ture 

which is inconsistent with the conception which he has previ­

ously presented~ C:ul.ture was presented as social ef'ficiency, 

but. if there are intrinsic values it is implied that. it is 

an enjoyment which ends in itself. Horne expresseS. his pref-
3 

erence for the latt.er view. 

In the sixth place, Horne contends that Dewey:' s 

conception of the limitations of instrumental values, as 

* * * * * 
1 Q.f., Horne, H. H., The Democratic Philosopby of Education, 
pp. 334~335~ 
2 af., Ibid~, p.·335 
3 Cf., ·Ibid., pp~ 335-336. 
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over against intrinsic values, is inconsistent with his 
.0.,... 

rejection or a hie~hy of values. Horne points out that 
\ 1 

Dewey's reference to ttgreater instrumental valuett suggests 

a scale of values. He also points out that Dewey rejec'ts 

the idea that. some values are more significant than others 

because intrinsic values cannot be compared, and instru­

mental values cannot be foretold. But Horne holds tha't if 

education has an end, some pursuits are going to contribute 

more to this end than others, and it necessarily follows 

that some will be of more value than others. There is a 
2 

hierarchy of values. 

In the seventh place, Horne cont.ends that Dewey's 

philosophy does not overcome the dualism of the sensuous 

and the supersensuous. This criticism comes out. in the 

comment on Dewey's discussion of "Tbe Segregation and Organ­

ization of Values" in which it is made clear that continuity 

in experience is Dewey's chief emphasis. Horne makes this 

contention relative to what. is said in this section and in 

anticipation of the syntheses of dualisms which are to follow~ 

He says that in all of Dewey's concern t.o make the whole of 

experience continuous, there is one dualism that will never 

be resolved. It is a dualism common t.o all positivism and 

humanism. It cannot. be resolved by experimental humanism 
3 

but rather by some tor·m of mysticism and absolut.ism. 

* * * * * 
1 Horne, H. H., The Democratic Philosophy of Education, p. 336. 
See also Dewe, John,-Democracy and Education, p. 284. 
2 Cf. ,. Ibid., p. 336. 
3 Cf., Ibid. pp. 344-545. 
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18. Analysis of the Critic ism in Chapter 
XIX: "Labor and Leisure." 

The outstanding criticism which Horne makes in 

this chapter is that the genetic mode of refutation is ques­

tionable. The objection arises here because Dewey conceives 

of the opposition of labor and leisure as arising in Greek 

civilization. In stating the issues which arise, Horne says: 

It is suggested that Aristotle held the v·iews that he 
did because he was rationalizing the kind of society 
in which he lived and believed. It is also suggested 
that views which were the effect of one kind of society 
are no longer tenable when the social pattern changes~ 1 

Horne holds that both of these propositions are to be ques­

tioned. As to the first, he says that a man's thinking is 

not completely independent of his times, but it is not lim­

ited to rationalizing on them alone. Abraham Lincoln, fac­

ing slavery, was thinking ahead of his times;not rationaliz• 

ing upon them. As to the second, Horne holds that some 

thinking which arises out of any society may be ideal and 

is, therefore, true and applicable under any set of social 

conditions. In citing one example of this, he says: "Euclid's 
2 

geometry has not been proven false by Reimann and Lobatchevski." 

So it does not necessar1ly follow that the distinction be-

tween a liberal and technical education should be abandoned 

because Greek slavery no longer exists. T'o follow this line 

of think~ng strictly would necessitate abandoning pragmatism 

itself. The first pragmatists were the Greek sophists, and 

* * * * * 
1 Horne, H.·H., The Democratic :Philosophy of Education, 
pp. 350-351~ 
2 Ibid., p. 351. 
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they lived under a different set of social conditions than 

we now find. Horne makes reference to a classical scholar 
1 

and a contemporary scholar both o·r whom concur with him 
2 

in his position regarding the genetic method of refutation. 

19. Analysis of the Criticism in Chapter XX: 
"Intellectual and Practical Studies~" 

First, Horne contends that the opposition between 
3 

changing experience and changeless reason cannot be rejected. 

He contends that thought does hold a world which is change­

less in character, and it·can be shown to do so. ~he depth 

and conciseness of Horne's writing here is such as warrants 

quoting it fully: 

The very notion of change implies the changeless. 
Without the permanent there is no impermanent. The 
only constant may be change, yet there is a constant.· 
If there were only change,.we might not be conscious 
of it, as we are not conscious of the weight of the 
air which is always present but never sensed~ C:ertain 
characteristics even of changing phenomena do not 
change; for example, all phenomena have both form and 
content, both figure and stuff. Here is a formal 
changeless truth about our changing world. There are 
many changing shades of blue, but the truth of the 
proposition that all sensory blues have some extension 
does not change. The illustrations are many of the 
fact that there is_a changeless realm of truths,, 
grasped by thought. The changeless conceptual order 
is one thing, the changing perceptual order is a dif­
ferent thing. And the changeless conceptual order 
permeates the changing perceptual order as changeless 
space permeates changing matter. These views remain 
in any actual or conceivable form of human society. ~ 

* * ~~- * * 
1 C:f., Horne, H. H., The Democratic Philosophy of Education, 
pp. 352-353., See also Field, G. ·c., Plato and His Contem­
poraries, New York, 1930, pp. 77~, and Cohen, Morris, Reason 
and Nature, New York, 1931, p. 385. 
2 cr., Ibid., pp. 350-353~ 
3 cr., Ibid., pp. 367-368. 
4 Ibid., p. 367. 
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Horne substantiates this point by beliefs from other fields 

of knowledge. He quotes William James: 

Each conception thus et,ernally remains what it is, 
and never can be another •••• ~ The paper, a moment 
ago whit.e, I may now see to be scorched black. But. 
my conce~tion ~white~ does not change into my con­
ceptionblack~" •••• Thus, amid the flux of opimions 
and of physical things, the world of conceptions, or 
the things intended to be thought about, stands stiff 
and immutable, like Plato's Realm of Ideas. 1 

This argues for the existence of a world of thought which 

is changeless from the standpoint of the psychologist .• 

Keyser, a mathematician, also concurs: 

Transcending the flux of the sensuous universe, there 
exists a stable world of pure thought, a divinely or­
dered world of ideas, accessible to man, free from the 
mad dance of time, infinite and eternal. 2 

In the second place, Horne objects that all in­

tellectual pursuits should not be practicalized. This 

arises ou~ of Dewey's close adherence to labor in his dis­

cussion of experience as experimentation. Horne says that 

education should be experimentation, but in addition tb 

this it should give place for thought, appreciation, and 

pleasure. He holds that many problems worth thinking about. 

are not necessarily matt,ers of practical nature. Experimen­

tation does not include all of experience. There emotional 

factors in experience, and experimentation is purely inte­

lectual and practical. The love we experience in our families 

* * * * * 
1 Horne, H. H., The Democratic Philosophy of Education, 
pp. 367-368., See also James, William, Psychology, pp. 239-240. 
2 Ibid., p. 368., See also Keyser, c. J., The Human Worth 
Qf Rigorous·Think1ng, Columbia University Press, New York, 
1925, p. 57. 
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is not to be experimented with. Experience also cont,ains 

an element of intellectual curiosity which is quite dif­

ferent from the intellect, which operates in experimentation. 

Further it would be unreasonable to limit research to merely 

the realm of applied science. The more speculative type of 

research always precedes the practical; Clerk Maxwell and 

J. J. Thomson preceded Marconi. We do not know today what 

will be the practical results of the work being done by 

Millikan; Eddington, Jeans, and Einstein; but it would be 

foolish to refuse them the privilege of carrying on their 

research. If, however, they are considered to be doing 

practical work, then Plato and Aristotle must be allowed a 

place among those who are of practical value although much 
1 

of their work was done in the intellectual realm. 

20. Analysis of the Criticism in 
Chapter XXI: "Pbysical and Soc1a1. 
Studies: Naturalism and Humanism. 11 

First, Horne contends tha~ the unity of man and 

nature was not as generally accepte1among the Greek thinkers 

as Dewey presents it to"be. In giving the historic back­

ground of this dualislD:fDewey says that it is not to be found 

among the Gtreek thinkers who had the dualism of labor and 

leisure; but that it rather arose with the Romans and in 

mediaeval times. Horne holds that many of the Greeks were 

dualistic on the question of man and nature, just as they 

* * * * .',* 
1 Cf.,,Horne, H. H., The Democratic Philosophy of Education, 
pp. 381-383~ 
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were with the problem of labor and leisure. He points to 

Socrates as discounting the knowledge of nature and empha­

sizing the knowledge of man. Plato is also pointed out as 

seeing a dualism between the human and the natural. He 

made his curriculum a study of man rather than a study of 

nature, and made room for abstract thinking. He regarded 

man as a child of heaven rather than a child of nature; he 

did not depose nature but he conceived of an ideal world 
1 

which transcended it and was more real~ 

In the second place, Horne contends that evolution 

is not a basis for belief in the unity of man and nature. 

He points out that. in the realm of biology the doct,rine of 

evolution is still a theor,y and not a proven principle, al­

though it is accepted quite generally by scientists. And as 

a theor,y of evolution it still needs a philosophy. Dewey 

does not use a philosophy of evolution in supporting the be­

lief in the unity of man and nature, but he rather uses a 

biological theory. Horne points out that there are philoso­

phies which att.empt to answer the why of evolution. Among 

them is the,theory of theistic evolution which makes man a 

creation of God·rather than a product of the natural order 
2 

as such. It is interesting to compare this criticism with 

the one offered by Squires on this point. Horne says that. 

Dewey uses evolution as a biological theory to support the 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 388-389. 
2 cr., Ibid., pp. 4ol-402. 



-108-

continuity of man and nature, while Squires says that Dewey 

uses a philosophical theory of evolution at least once re­

moved from the biological hypothesis. They are together in 

recognizing the biological hypothesis as one thing, and the 

philosophy of evolution as another, and that the biological 

hypothesis does not necessarily precitude a theistic philosophy 
l 

of evolution. 

In the third place, Horne contends that experimental 

method does not overcome the dualism of man and nature. He 

points out that Dewey's use of the experimental method as­

sumes that it makes man and nature one, but it fails to do 

so in that nature is conceived as having means, and man is 

conceived as having en4s. In order to have a monism here, 

nature and man must both be conceived as having both ends 

and means. T.his is to be done on an idealistic basis rather 
2 

than on the grounds of naturalism. 

In the fourth place, Horne contends that it is 

dangerous to applY: the experimental method to social ques­

tions. He holds that there are many social questions which 

~re already settled in principle, and that it would be a 

great waste for our present society to start all over again 

to test the validity of moral and social principles which 
3 

have been proven by the experience of the race. 

* * * * * 
1 Cf'., Ant .. e, p. 30~ 
2 C:f., Horne, H. H., The Democratic Philosophy of Education, 
p. 402. . .. 
3 Cf., Ibid., pp. 402-403~ 
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21. Analysis of the Criticism in Chapter XXII: 
11The Individual and the World.n 

First in this discussion, Horne contends that the 

conception of the mind as individual is not. modern but ancient. 

This is pointed to Dewey's argument that the conception arose: 

in mediaeval times and, by implic:ation.: it should therefore 

be rejected. Horne cites the Sophists, Hebrews, and early 

Christianseas examples of those living before mediaeval times 

who conceived of the mind as individual. Among them was a 

distinct emphasis upon individualism, and the conception 

which Dewey: claims to have first appeared in mediaeval times 

is the continued expression of the early Christian view. 

Jesus, ten centuries before mediaeval times, taught that the 

individual was of supreme worth, and that a person survives 

bodily death. No one can be induced reasonably t? reject 

belief in the mind as individual on the basis of this argu-
1 

men t of' Dewey. · 

In the second place, Horne contends that the mind 

is· more than an agent of reorganization. He asserts that 

the whole trend of Dewey's philosophy is depersonalizing; 

the mind is of course an agent of reorganization, but it is 

far more in that it is a self~ In supporting this, he says: 

We are more sure of sound sensations than of air vi­
brations; of sight sensations than of ether vibra­
tion·s; of awareness than of the specific object of 
which w·e are· aware; of what we meant to say than of 
what we said. There may be behaviour w~thout an 

1 C'f'., Horne, H. H., The Democratic Philosopby of Education. 
pp. 408-410. 
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obsEU'''l·er, but there can be no observation of be­
haviour without an observer. T.here may be action 
without a self' but. no conduct without a self' •••• 
• ~. You, not I, think your thoughts, feel your 
emotions, make your decisions. The occurrence and 
awareness of these processes are privata. This is 
not to deny the influence of environment on.the 
self or the influence of the self on the environ­
ment; it is to affirm the privacy of one's aware­
ness. In one sense it is true that we all live in 
the same world; this means that. there is a sub­
jective world of individual consciousness forever 
closed t.o all others~ You can tell me how you feel 
and think and decide, but I can not feel your feel­
ing 9r think your thinking, or decide your deci­
sion. 1 

In the third place, Horne contends that mind is 

not body. He points out that in the discussion of "Educa­

tional Equivalent~' Dewey seems to allow a place for indi­

vidual consciousness which is somewhat contrary to his con­

ception of mind as an agent of reorganization. This criti­

cism is made more as a caution than as direct objection t.o 

Dewey's discussion. HorneL~admits that mind never works 

apart from the body but he contends that mind is more than 

body. It has a body and it has social relations but it is 

a reality in itself which is more than a mere product of 
2 

it.s physical basis. 

In the fourth place, Horne contends that Dewey's 

conception of freedom is little more than determinism. He 

points out that acc.ording to DeweY.. freedom inheres in phys­

ical and social condit~ons which permit. thinking to t.ake 

place. This does not make room for the self; and there·is 

* * * * * 
1 Horne, H.· H., The Democratic Philosophy of Education, 
pp. 421-422. -
2 cr., Ibid., pp. 426-427~ 
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no freedom of choice but only freedom to think, and even 

that is limited by circumstances. This is no more than de­

terminism because it makes no allowance for man to better 

his conditions. There is freedom to think on a level of 

response to circumstances, but there is no freedom of the 
1 

will which would enable one to make moral choices. 

22~ Analysis of the Criticism in Chapter XXIII: 
"Wocational Aspects of Education." 

First,, Horne contends that, Dewey has a program 

and a metaphysics, as well as a method and a methodology. 

He does not find himself in agreement with those critics of 

Dewey who say that he has no program nor metaphysics. Horne 

is not concerned here with Dewey's metaphysics. It would be 

interesting to have his statement of Dewey's metaphysics 

corresponding to the statement of Dewey's program which he 

presents here. Dewey's program is an ideal society in which 

everyone is o~efully employed according to his own aptitudes. 

It is both individual and social. ~he elements of value 

recognized are history, science, economies, civics, polities 
2 

and readaptability. 

In the second place, Horne contends that experi­

mental method is not able to make the transformation in so­

ciety which Dewey proposes. The chief difficulty which he 

foresees is that it impoverishes life in so many ways in order 

1 Q;f;., Horne, H. H., The Democratic Philosophy of Education, 
pp: 427-428~ 
2 Cf., Ibid., pp. 453-454~ 
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to enrich life in its scientific areas. He says that there 

should be a larger place in this ideal society for health 

considerations, for the appreciative side of life, for 

spe.culative thought, and for religious experience~ Dewey 1 s 

program without these is pure naturalism, humanism and posi-
1 

tivism, and withal ineffective. 

23. Analysis of the Criticism in Chapter XXIW: 
"Philosophy of Education." 

First., Horne contends that there are elements in 

Dewey's system which come from educational and philosophical 

systems which he rejects. Specifically, these are Herbart's 

educational system and Hegel's system of philosophy. Dewey's 

conception of the relation of philosophy to education comes 

from Herbart but his social experimentalism is quite opposed 

to Her bart's realism. Dewey's emphaa~s came to him f'rom 

Hegel, but he applies the method only in social problems 
2 

whereas Hegel applied it to the whole of reality. 

In the second place, he point.s out that Dewey's 

method in dealing with metaphysical problems is to include 

those which are problems to himself and to omit those which 

belong to systems of philosophy which he rejects~ He· does 

not intend his philosophy to be metaphysical and omits such 

problems from his consideration, at the same time implying 

a metaphysica~ He points out that Dewey is unable to avoid 

1 Cf., Horne, H. H., IJJhe Democratic Philosophy of E·ducation, 
p. 454. 
2 C'f., Ibid., pp~ 470-471. 
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a. metaphysics. In order to argue that there is no meta!"',­

physics, it is necessary to assume one. And 'ror Dewey,. 

metaphysics 'becomes the ongoing process of man and the sense 

experience of the known world. ~hi~etaphysics is no more 

capable of proof than a metaphysics which deals in terms 

of an absolute world~ Consequently Dewe~'s emphasis upon 

the human, empirical, and natural is purely an emphasis, 
1 

and not an established fact. 

In the third place, Horne contends that Dewey'~ 

philosophy is not total. In this connection he says Dewey 

illustrates 

•••••• one of his own views that philosophy takes sides 
and not his other view that philosophy keeps the bal­
ance between sides. His bias is on the side of the 
scientific as against the languages and literature; 
he does not recognize the !_E!iori, and the transcen­
dental element in thinking; .he does not care for 
speculative philosophy; he does not acknowledge the 
experience of the mystic; he is not interested with 
another pragmatist., William James, in "the varieties 
of religious experience." In these respects his phi­
losophy does not exemplify the disposition of "to­
tality." 2 

24. Analysis of the Criticism in Chapter XXV: 
"Theories of Knowledge." 

First in this discussion, Horne calls attention 

to the fa.ct that Dewey makes elaborate use of the literary 

and dialectic methods, the methods he discounts, in pref­

erence to the experimental method, the method he proposes. 

Dewey has chosen to present his beliefs rationally and in 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 471-472: .. . 
2 Ibid., p. 474. 
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writing,. inst.ead of working them out by experimentation in 
1 

accordance with the beliefs which he presents in this way. 

In the second place, Horne contends that divisions 

in society do not cause dualisms in epistemology. He points 

out the naturalistic theories of knowledge of Democritus and 

Lucretius in societies in which there was class division. 

Similarly the monistic theories of knowledge of Leibniz···and 

Spinoza arose under conditions of social and religious divi­

sion. Also, dualistic theories of knowledge such as those 
2 3 

of Montague and Lovejoy have arisen under the same iden-

tical conditions which have given rise to Dewey's philosophy. 

Dewey himself regards our present society as only nominal!~ 

democratic, yet it has produced his philosophy which empha-
4 

sizes continuity. 

In the third place, Horne contends that experience 

is not able to know anything. This is directed at Dewey's 

emphasis upon experience in the knowledge-getting process 

which excludes the self and makes existence little more than 

a st,ream of experiences. Horne contends that in order .for 

a thing to be known there must be a sel.f, and the way to 

overcome dualism is not to deny the distinction between the 

knower and the known but to recognize that there is a unity 

in the substance that underlies both. Recognition of the 

* * * * * 
1 Cf., Horne, H. H., Xhe Democratic Philosophy of Education, 
pp. 483-484. 
2 Montague, W. P., The Ways o.f Knowing, New York, 1925. 
3 Lovejoy, A. 0., The Revolt Against Dualism, New York, 1930. 
4 C.f., Horne, H. H., Op. Cit., p. 484. 
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fact that the self of man can know itself may suggest that 
1 

the self of the universe is able to know itself. 

In the fourth place, Horne contends that psychosis 

is not neurosis. He points out that Dewey goes beyond the 

hypothesis that there is no ps~chosis without neurosis~ and 

asserts that psychosis is neurosis~ The hypothesis is not 

completely proven to say nothing of the idea that the t.wo 

are identical. This is purely a naturalistic position. Horne 

says: 

Just how the carpenter's organism-works successfully 
without the mental image of the future box his board 
is to help make is not clear. Aristotle recognized 
four classes of causes: the material cause, the wood 
of which the box is made; the efficient cause, the 
maker of the box; the formal cause, the pattern by 
wh~ch the box is made; and the final cause, the pur­
pose for which the box is made. .The text recognizes 
the material and efficHmt cause. It does not recog­
nize the formal and final cause. 2 

~his theory makes the mind no more than its functions, there 

is no place for awareness of self~ There are many other the­

ories of the mind-body relationship, and Dewey's theory has 

no better foundation than these. It is unproven and is there-
3 

fore no more than a speculative theory. 

In the fifth place, Horne contends that the doctrine 

of evolution requires a philosophy before it can have phil­

osophic significance. This criticism is directed at Dewey's 

statement in which he says: nThe philosophical significance 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 484-485~ 
2 Ibid • , p. 486. 
3 cr., Ibid., pp. 486-487. 



-116-

of the doctrine of evolution lies pr~cisely in its emphasis 

.upon continuity of simpler and more complex organic forms 
1 

until we reach man." Horne again declares that the theory 
2 

of evolution is not yet a principle. Then through a long 

series of questions he makes clear that~ should the doctrine 

of evolution be accepted as a biological fact, its purpose 
3 

would yet have to be explained~ The use which Dewey ~kes 

of the doctrine of evolution is to assume that it means for 

the knowing process that the individual is only a partici­

pator~ His fallacious use of evolution as a basis for the 

idea, leaves it with that much less support~ And Horne says 
o:/'i'> 

that it is much more reasonable to believe that the indivif!..:v 

is an onlooker in the knowing process if we think only of 

the doctrine of evolution. For how could the doc~rine have 

been formulated were the individual not able to review past 
4 

experience of the race as an onlooker. 

In the 'sixth place, Horne contends that Dewey's 
/ 5 

use of the experimental method is ts inadequate. He calls 

attention to three outstanding limitations. There are types 

of knowledge which the experimental method does not give to 

us. Experimentation cannot tell us that objects exist only 

in space, yet we have such knowlet!f.ge. And deductions such 

as those of geometry may be proven by experimentation but 

* * * * * 

1 Dewey, John, Democracy and Education, pp. 392-393. 
2 Cf~, Ante, pp. 107-108. 
3 Cf~, Horne, H. H., The Democratic Philosophy of Education, 
p. 488~ 
4 c:f., Ibid~, pp. 487-489. 
5 Cf., Ibid., pp. 489-491. 



-117-

it is not necessary to get the knowledge in this way once 

the deductions have already been made. Again, there are 

truths which do not need further experimentation for proof; 

experimentation is not necessary to further prove the multi­

plication table or to find out that laws are necessary for 

the control of man's social relationships. Besides these 

limitations of Dewey's use of experimental method the fact 

remains that there are unsuspected realms in which the ex­

perimental method may be applied, as for example, "one may 
1 

use the experimental method in the devotional life." 

In the seventh place, Horne contends that democracy 

in society is not a cause for pragmatism in epistemoloSY'. 

He points out that Perry and Hocking are both advocates of 

democracy yet not pragmatists; the former is a realist and 

the latter an idealist. Horne holds rather that pragmatism 

is more derived from the biological sciences than from de­

mocracy. He refers to Dewey's acknowledgment' of the in-
2 

fluence of Darwin. He points out that, another difficulty 

lies in the fact that pragmatism as a theory of knowing is 
'3 

individual while democracy is social; 

In the eighth place, Horne contends that pragmatism 
4 

is inadequate as an epistemology. He supports this criticism 

* * * * * 
1 Horne, H. H., The Democratic Philosophy of Education, 
p. 491. Reference is made here to Wieman, H. N., Religious 
Experience and the Scientific Method, New York, 1926~ 
2 See Dewey, John, '.Rhe Influence of Darwin~ New York, 1910. 
3 cr., Horne, H. H., Op. Cit., pp. 499-500~ 
4 Cf. '~ Ibi~., pp. 501-503. 



-118-

l 
by pointing out that pragmatism falls by its own standard. 

The fact that it works for pragmatists and not for those 

who are not pragmatists robs it of a workable standard of 

judgment, and it is not provable by its own standards short 

of extreme individualism. He points out further that there 

is no ought in pragmatism which obliges men to adopt its 
2 

truth. But the non-pragmatic theory places an intellectual 

obligatiOn upon men to accept the truth. He points out again 

that according to the pragmatic theory truth is not an end 

product but a constantly changing process which must be re-
3 

discovered in each new activity. But pragmatism proves 

to be inconsistent here if the dialectic method is applied. 

Its doctrine that truth is constantly changing is considered 

to be a truth which does not change. And it is considered 

to be true because it represents a real situation. Finally, 

Horne points out that there are instances in which there are 

several ideas which will work equally well and yet only one 

is true. Pragmatism ca~not detect the one which is true 

according to non-pragmatic standards and isolate it from the 
/! 

others which work equally well. One example of this which 

is mentioned· is that of the clever robber who steals a paint­

ing which is a masterpiece and substitutes for it a perfect 

copy which cannot be distinguished from the original. Accord-

* * * * * 
l c·r., Horne, H. H., The Democratic Philosophy of Education, 
p. 501. 
2 Cf~, Ibid., p~ 501. 
3 cr., Ibid., p. 502. 
4 cr., Ibid., pp. 502-503. 
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ing to the epistemology of pragmatism there is no distin-

ction between the two pictures. 

25. Analysis of the Criticism in Chapter XXVI: 
"T.'heories of Morals." 

First in this discussion, Horne contends that there 

is a dualism between the inner and outer of moral considera-

tions. This is directed at Dewey's argument for the con­

tinuity of the two~ Horne points out that it is possible 

that there is a conflict in the body between the tendency 

to tell the truth and to tell a lie when a moral situation 

involving such possibilities is faced~ And attention ~s 

called to the fact that in multiple personalities like Dr. 

Jekyll and Mr. Hyde, and in deranged personalities, the con­

tinuity between the inner and outer is greatly disturbed. 

Should it be ~ossible that it. would ever be proven that there 

is psychosis without neurosis the independence of the inner 

would be established. He goes on to contend that. the outer 

·does stand by itself, and this upsets the. proposed continuity. 

The reflex actions of the body are actions which are inde­

pendent of the inner. Horne further contends that Dewey~.' in 

his own discussion of this continuity~ does not overcome the 

dualism between the two. Dewey says: 

We may distinguish, of course, the more explicitly 
conscious phase of the continuous activity as mental 
or psychical ••••••• our conscious thoughts, obser­
vations, wishes, aversions are important, because 
they represent inchoate, nascent activities. 1 

*' * * * * 
1 Dewey, John, Democracy~~nd Education, pp. 403-404. 
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The distinction pointed out here Horne considers to be a 

virtual recognition of the dualism Dewey has been laboring 

to overcome. He suggests that if the inner does exist in­

dependently of the outer it is possible that progress lies 

in its increased freedom from material occupations. He 

suggests that it might be well to take mental holidays, such 

as the writing of poetr,y or other appreciative activities 
1 

provide. 

In the second place, Horne points out that there 

is no ought in Dewey's ethics. He says: 

Let us note first that there is no ought in this ethics, 
no universal binding moral principles, no obligatory 
duties, no rapturous apostrophe with Kant to the starr,y 
heavens above and the moral law within, no clear uni­
versal distinction between the right and the wrong~ 
Instead there are preferences of the individual, there 
are contrasts between growing and limited selves and 
there is interest in one's occupation. The most used 
string on Dewey's harp is "occupation" and the most 
played tune is "co:qtinuity~ 11 ~ . 

. But, Horne contends,· an ougl1t:·does exist. Every individual 
.• 

.· i-~~? .. 

has received more than he has given, and for it he owes a 

debt. This is his ·ousht which h~~: must fulfill whether he is 
3 . 

interested in doing so or not. 

In the third place, Horne contends that interest 

is not an adequate motivation for work. Dewey's emphasis 

on interest is overdrawn. Work done by coercion is not done 

through interest but because of external complusion of some 

* * * * * 
l cr., Horne, H. H., The Democratic J?hilosophy of Education, 
pp. 508-510. 
2 Ibid., p. 516. 
3 cr., I~id., p. 516 • 

.r't. 
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kind, either in the form of rewards or consequences~ And 

probably most of the world's work is done by external com-
1 

pulsion. 

In the fourth place, Horne contends that self is 

not identical with interest: This criticism is directed at" 

Dewey's statement that 11 self and interest are two names for 
2 

the same fact." The self is not interest, it is the pos-

sessor of interest. It is the center of all experience and 

not. only is able to be interested but able to think and have 
3 

purposes. 

In the fifth place, Horne contends that Dewey fails 

in establishing continuity between duty and interest. He 

calls attention to Dewey' ss statement that "it is the nature 

of a readjusting of habit to involve an effort which is dis­

agreeable --something to which a man has deliberately to hold 
4 

himself." This, Horne holds, is an acknowledgment that. ef-

fort and duty do have a place in the motivation of tasks. 

He recognizes the fact that Dewey considers these times in 

which effort must operate as only transitional. But, all of 

the philosophy of Dewey is a constant transition, so the con• 

flict becomes perpetual. This concession of Dewey really 

allows the dualism that he has been attempting to deny in 
.5 

this section on "The Opposition of Duty and Interest." 

* * * * * 
1 .. Of., Horne, H. H., The Democratic Philosophy of Education, 
pp~''.516-517.-
2 Dewey, John, Democracy c . 3 f.,_, Horne, H. H., Op. 
4 D~wey, John, Op. Cit., 
5 Cf., Horne, H. H., Op, 

and Education, p. 408. 
Cit., p. 517. 
p. 409. 
cat., PP. 517-518~ 
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In the sixth place, Horne objects that Dewey diSI!O',' 

cusses character without any mention of conscience. He points 

out that conscience is apparently regarded as no more than 

perception of undesirall>J'h~c consequences) and no distinction 

is made between it and intellectual or;aesthetic judgment. 

Horne contends to the contrary that there is a moral judgment 

in man which urges him to do right and avoid wrong. It may 

be provided by conditions relative to the individual's birth 

and training, but the judgment is a possession of every per­

son. It can be cultivated or it can be deadened; and the 

only way to cultivate it is to obey it.s dictates and sincerely 
1 

seek to learn what is right- conduct. 

In the seventh place, Horne contends that knowledse 

is not virtue. Dewey's position on this point is quite the 

·same as that of Socrates and Plato. But, Horne contends, we 

see that this is not the case when a man with fifty years of 

good life behind him yields to evil~ Here knowledge fails 

to_perpetuate virtue. Aristotle, the follower of Socrates, 

saw that knowledge does not necessarily control conduct, and 

he saw also that it was possible for the individual to do 

either right or wrong. It is not knowledge but lo~e of vir-
2 

tue which produces goodness~ 

In the eighth place, Horne contends that Dewey's 

ethics has no adequate criterion of right and wrong. Apparently 

* * * * * 
1 Cf., Horne, H. H., The Democratic Philosophy of Education, 
p. 522. . 
2 cr., Ibid;, pp. 522-523. 
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Dewey thinks of moral knowledge as always knowledge of the 

right, but there is knowledge of wrong, and it is necessary 
1 

that there be a standard to distinguish the two. 

In the ninth place, Horne contends that it is con­

fusing to identify the moral and social. He contends that 

experience has both personal and social a~pects, and that 

the moral is more closely a part of the personal. When the 

morality of a person expresses itself in acts which affect 
2 

society then it becomes social. 

In the tenth place, Horne.contends that Dewey's 

definition of virtue lacks a criterion distinguishing good 

and evil. Dewey's definition of virtue is as follows: "T·o 

possess virtue •••• means to be fully and adequately what one is 

capable of becoming through association with others in all 
3 

the office~s of life." Horne contends that this definition 

is too broad and must be supplemented by the qualitative ele­

ment. He suggests that pnobably the term "democratic" would 
4 

supply what is ~needed here. 

In the eleventh place, Horne commends Dewey in that 

no one would be able to read his Democracy and Education 
5 

without be'irig movsa to stieli action as he suggests. In pay-

ing him tribute, Horne says: 

1 Of., Horne, H. H., The Democratic Philosophy of Education, 
p. 523. 
2 Cf., Ibid., p. 527. 
3 Dewey, ITohn, Democracy and Education, p. 415. 
4 C'f., Horne, H. H., Op. Cat., p. 527. 
5 cr., Ibid., p. 529. 
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With St. Paul he rejects an abundance of thin~s as 
the secret. of the good life. With St •. James he re­
jects fine sentiments withou~ corresponding deeds. 
With Leigh Hunt he writes at the head of the list 
the one who loves his fellowman. 1 

In the twelfth place, Horne points out that Dew~1. 

is not a theist. He quotes two statements from Dewey here, 

the one is: 

-The universe of moral and spiritual values exists 
only in the sentimentalism that generates them. 2 

and the other: 

The demand of righteousness for reverence does not 
depend upon the ability to prove the existence of 
antecedent Being who is righteous. 3 

Horne points out that many feel that the best life cannot be 

lived without a sense of relationship to the Infinite. At 

the same time he calls attention to those who feel such a 

debt to Dewey for what he has given 
4 

that they do not like to 

criticize him for what he omits. 
.. 

In the thirteenth place, Horne calls attention to 

the fact that Dewey offers no theory of feeling. He point.s 

out that the emotions are mentioned in several different con-

nections but there is no theory of feeling corresponding to 

the theories of knowledge and morals offered. There seems to 
5 

be a neglect of the whole appreciative side of life. 

In the fourteenth place, Horne contends that in "'i• 

* * * ~f- * 
1 Horne, H. H., The Democratic PhilosophY of Education, p. 529. 
2 John-Dewey, nis Nature Good?", Hibbert Journal, Vol. VII, 
p. 827~ 
3 Dewey, John, The Quest for Certainty, p. 304. 
4 Cf., Horne, H. H., Op~ Cit., pp. 529-530. 
5 cr., Ibid.,._p. 530. 
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spite of Dewey's rejection of dualism there are divisions 
1 

in his aims of education. He points out that indivmdual 

growth and social efficiency are two aims maintained in 

Democracy anfl_Educatio_!! which are not brought together. 

Horne quotes Geyer's expression of thi·s observation: 

The two distinct aims or ends which seem to be set up 
for education in Dr. Dewey's outline are on the one 
hand a preparation for sharing and improving the com­
munity life, and on the other a growth of the child's 
powers simply for the sake of growth. 2 

In the fifteenth place, Horne calls attention to 

the fact that Dewey does not give any significance to per­

sonality. He points out that the emphasis is on the dem­

ocratic experience and not on the worth of personality~ 

Personalities are almost completely omitted here, yet it is 
3 

personality that has the experience. 

In the sixteenth place, Horne makes the assertion 

that "pragmatism is nbt alone among modern philosophies in 

accepting the scientific method and providing a theory of 
4 

democracy." This. comment is directed to the fact that Dewey 

presents his philosophy as one with the scientific method 

and as democracy in the knowledge-getting process. Horne 

qu9tes from Creighton who says: 

Pragmatism has no e~~lusive claim to be a philosophy 
or democracy, or a philosophy which is open-eyed to 

* * •* or.- * 
1 Cr., Horne, H. H., The Democratic Philosophy of Education, 
p. 531·. 
2 Denton L. Geyer, "The Wavering Aim or Education in Dewey's 
E·ducational Philosophy," Education, XXXVII, p. 484. 
3 Cr., Horne, H. H., ep; Git., pp. 531-532. 
4 Ibid., p. 532. 
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the results and methods of the sciences. I make 
this remark because writers of this school frequently 
convey the opposite assumption. l 

In the seventeen-th place, Horne contends that the 

naturalistic view of intelligence is inadequate as a basis 
2 

of school procedure. Horne contends that intellectual and 

ethical ideals are necessary to complete moral development 

and these are excluded in the naturalistic emphasis of Dewey. 

He quotes here from Creighton and Swabey who concur with him 

in this objection. Creighton says: 

The description of intelligence exclusively in terms 
of "planning," "reorganizing," "reconstituting," 
"purposive activity" may be necessary to bring it 
under a naturalistic category, but it .is surely a 
caricature even of the imperfect·life of reason 
that ordinary individuals realize. 3 

Marie Swabey says: 

Whereas it is the mer.est platitude to assert that our 
biological makeup ha.s something to. _do with the charac­
ter of our thinking, it is the extremest dogmatism to 
claim that all thought finally expresses nothing but 
an activity of adjustment on the part- of the organism 
to its surroundings~ 4 

In the closing comment of his book, Horne points 

out that Dewey is a philosopher of revolt and consequently 
5 

some of his emphases are extreme~ 

* * * -1!- * 
l J. E. Creighton, "Review of Democracy and Education," 
Philosophical Review, XXV, p. 739. 
2 Cf., Horne, H. H., The Democratic Philosophy of Education, 
pp. 532-533. 
3 J. E. Creighton, Op. Cit., p. 741. 
4 Swabey, M. C., Logic and Nature, New York, 1930, p-~-~.itii. 
5 Of·.,- Horne, H. H., Op. Cit., p. 533. 
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D. Summary of Horne's Criticisms. 

To bring together all the criticisms presented in 

the two preceding chapters, and to synthesize them by clas­

sifying them according to subjects, the following series of 

propositions results: 

1. Criticisms Relative to the 
Definition of Philosophy. 

1. Philosophy is a study of the whole of reality and 
is not limited to the field of social conflicts. 

2. Philosophy is more than the philosophy of education. 

3. The advantage of Dewey's conception of philosophy 
is that it would utilize for practical endeavors of life 
the energy which would otherwise go into reflection. 

4. Dewey is at a disadvantage in his conception of 
philosophy in that man is not satisfied to live in the 
realm of experience alone. 

2. Criticisms Relative to Man. 

5. Intelligence is not only human; it is universal. 

6. Reality is theocentric, not anthropocentric. 

7. Dewey's philosophy puts too much confidence in man, 
in his intelligent action, and in his method of experimental 
inquiry. 

8. Pragmatism leads man to rely completely upon him­
self. 

9. Dewey's philosophy does not allow for the superhuman 
in human relationships. 
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3·. Criticisms Relative to Education. 

10. Education is not continuous growth alone, it is 
growth which in a finite way approaches the Infinite. 

11. Dewey begins hie treatment of the philosophy of 
education with life and not with the origin of life. 

12. In spite of Dewey's rejection of dualism, there is 
division in his aims of education. 

4. Criticisms Relative to Teleology. 

13. There is no true· teleology in Dewey's philosophy. 

14. Dewey rejects an infinite goal for human life. 

15. ' Dewey s conception of growth lacks a goal. 

16. Education is not its own end, it aims to raa1·1ze-
1nQr~aBingl~e the Absolute idea for the individual, society 
and race. 

17. Means and ends are not the sam~ as Dewey would 
make them. 

5. Criticisms Relative to Religion. 

18. Dewey's experimentalism has nothing specific to 
say about God. He clearly is not a Theist. 

19. Dewey has nothing to say about Immortality. 

20. Dewey, as well as Rousseau, does not identify God 
with nature. 

21. His denial of the objective reality of mysticism 
cannot be proven by his own principles. 

22. He is mistaken in regarding Christianity as hav­
ing its origins so largely in Greek philosophy, rather than 
in Judaism and the life and teachings of Jesus. 

23. Dewey misinterprets religion in saying that it 
is not concerned with present existence. 

24. He misinterprets religion in saying that its oth­
er-world is one which is not supposed to exist. 

25. He misinterprets religion in his contention that 
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its other-world is not thought of as a resource. 

26. The realizing of possibilities is only one con­
sideration in religion. 

27. Dewey's democratized society lacks the dynamic 
provided by belief in God. 

6. Criticisms Relative to Epistemology. 

28. The continuity of knowledge and action may well 
be questioned in some cases. 

29. Dewey's philosophy fails to distinguish between 
the nature of truth and the test of truth. 

30. Experimentalism is inadequate as the seat of in­
tellectual authority. 

31. Dewey under-estimates the place of sensation in 
the knowledge-getting process. 

32. He under-estimates the ability of the mind to 
transcend the physical use of things. 

33. Experience is not necessarily essential to learn-
ing. 

34. Experience is not able to know anything; knowing 
requires a self. 

35. Dewey's analysis of reflective thinking is not 
original with him. 

36. Thinking cannot be limited to mere experimenting. 

37. Dewey's theory of knowledge greatly limits the 
range of knowledge. 

38. All intellectual pursuits need not be practical. 

39. Knowledge is more than a tool; it may be an end 
in itself. 

40. The appreciative side of experience is omitted in • Dewey s treatment of the growth of subject matter in the in-
dividual. 

41. Metaphysical and religious elements are lacking 
in Dewey's treatment of the growth of subject matter in the 
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individual. 

42. Plato was not pragmatic in his theory of knowl­
edg~ as Dewey assumes. 

43. Division in society does not cause dualism in 
epistemology; and democracy in society is not a cause of 
pragmatism in epistemology. 

7. Crici tisms Relative to Nature. 

44. Dewey confuses growth and development, and in so 
dOing confuses ex~ernal stimu+ation and internal changes. 

45. "The naturalization of intelligence" cannot be 
effected by Dewey's theory that nature itself is neither 
rational nor irrational yet subject to man's reason. 

46. Nature is independent of man. 

47. The unity of man and nature was not generally ac­
cepted among the Greek thinkers as Dewey represents it. 

48. Evolution is not a basis for belief in the unity 
of m~~ and nature. 

49. The doctrine of evolution requires a philosophy 
before it can have philosophic significance. 

50. Experimental method does not overcome the dualism 
of man and nature. 

8. Criticisms Relative to Experimentalism 

51. Dewey expects too much of science. 

52. Science is not a substitute for religion. 

53. Experimental method is not able to make the trans­
formation in society which Dewey proposes. 

54. It is dangerous to apply the experimental method 
to social questions. 

55. Dewey makes elaborate use of the literary and dia­
lectic methods, the very methods he discounts in preference 
to the experimental method. 
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9. Criticisms Relative to Personality. 

56. Dewey does not think personality significant. 

57. Men are more than agents and means, they are ends. 

58. Dewey omits the personal and subjective elements 
in his consideration of interest. 

59. Dewey offers no theory of feeling. 

60. Dewey under-estimates the place of personal ap­
peal in social control. 

61. Experience is not limited to physical environment 
alone, it also includes social environment. 

10. Criticisms Relative to Ethics. 

62. Dewey's philosophy knows no real ought. 

63. Interest is not sufficient in itself as motiva­
tion for work but must be supplemented by discipline. 

64. Dewey fails to establish continuity between duty 
and interest. 

65. A dualism does exist between the inner and outer 
of moral considerations. 

66. Dewey discusses character without mention of con­
science. 

67. Knowledge is not virtue. 

68. Dewey's ethics has no adequate criterion of right 
and wrong. 

69. Man's power of self-determination is not always 
in line with his knowledge. 

70. ne~wey:' s conception of freedom is little more than 
determinism. 

71. It is confusing to identify the moral with the 
social. 

11. Criticisms Relative to 
the Trru~scendent. 

72. Existence revolves about a transcendent Knower. 
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73. There are more than spatial and temporal meanings. 

74. Truth is not relative but absolute. 

75. Value is not relative to man, it exists every­
where, whether it is felt by man or not. 

76. Dewey's conception of value is inconsistent with 
his conception of truth. 

I 77. Dewey s conception of intrinsic values allows a 
conception of culture which is inconsistent with the one he 
presents. 

78. His limitation of instrumental value as over 
against intrinsic value is inconsistent with his rejection 
of a hierarchy of values. 

79. His philosophy does not overcome the dualism of 
the sensuous and the supersensuous. 

80. Dewey's philosophy does not recognize thinking, 
the distinctive function of philosophy. 

81. Laws of thought are more than symbols, they are 
realities. 

82. Dewey's method in dealing with metaphysical prob­
lems is to include those which are problems to himself and 
omit those which belong to systems of philosophy which he 
rejects. 

83. There is evidence that some things do not change. 

84. The opposition between changing experience and 
changeless reason cannot be rejected. 

85. The Greeks and the Christians controlled as well 
as accepted the world. 

86. The transcendent is of practical value. 

12. Criticisms Relative to Mind. 

87. Dewey gives a naturalistic solution to the mind­
matter dualism. 

88. Mind is more than acting intelligently toward an 
end. 

89. The mind is more than an agent o, reorganization, 
it is a self. 
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90. Self is not identical with interest, it is more 
than interest. 

91. The conception of the mind as individual is not 
modern but ancient. 

92. Psychosis is not neurosis. 

93. The naturalistic view of intelligence is inade­
quate as a basis of school procedure. 

13. Criticisms Relative to History. 

94. Dewey's use of history in presenting his concep­
tion of democracy in education is not strictly pragmat~c. 

95. History does not begin with the present. 

96. History is more than a science in that it reveals 
purpose. 

97. Dewey gives no spiritual interpretation of his­
tory. 

98. Ethical value does not arise from history as 
such but from the appreciation of history. 

14. General Criticisms. 

99. Dewey has a program and a metaphysics as well as 
a method and a methodology. 

100. Dewey is a philosopher of revolt, and consequent­
ly some of his emphases are extreme. 

101. The genetic mode of refutation is unsatisfactory. 

102. There are elements_ in Dewey's system which come 
from educational and philosophical systems which he rejects. 

103. "Pragmatism is not alone among modern philoso­
phies in accepting the scientific method and providing a 
theory of democracy." · 

104. The weakness of Dewey's philosophy is in its omis­
sions, it is not complete. 

105. It is not complete in its attempt to establish. 
continuity between dualisms. 
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106. It needs to be supplemented by a third set of 
categories, namely, the "organic." 

107. It needs to· be supplemented by idealism. 

15. Commendations. 

108. "Pragmatism and Behaviorism combined give us an 
educational philosophy that is practical, functional, near­
to-earth, human, social." 

109. Dewey 1 s influence upon philosophy tends to make 
it more practical. 

110. Dewey 1 s influence in religion tends to make us 
think more about man. 

111. Dewey himself exemplifies most consistently his 
conception of social efficiency. 

112. No one could read Dewey 1 s Democracy and Educa­
tion without being moved to such action as he suggests in it. 
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CHAPTER VI I I. 

THE MAJOR CRITICISI,!.[S OF THE PHILOSOPHY OF 
DEWEY FROM THE CHRISTIAN POINT OF VIEW. 

A. Introduction. 

The foregoing analysis has summarized the criti-

cisms of the philosophy of Dewey made by Brightman, Hocking 

Squires, and Horne. It is the purpose of the present chap-

ter. therefore, to ascertain the major points of criticism 

as may be determined by a comparative study of all the cri­

ticisms offered by the four authors analyzed. The fore­

going summaries of critic isms were compared point for point., 

thereby revealing those criticisms in which two or more of 

the authors concurred. Twenty-two such criticisms resulted 

from this comparison. These will be presented in the order 

of importance as signified by the number concurring in mak­

ing the criticisms. The specific objections revealing these 

major criticisms are variously stated by each author and so 

will be presented with each major criticism. 

B. The Criticismr::in :Which F'our Concur. 

All four critics object to Dewey's agnostic posi­

tion in regard to metaphysical truth. Brightman thinks 

Dewey is inconsistent in maintaining a metaphysics and at 

the same time implying metaphysical agnosticism. According 

to Hocking, pragmatism acquiesces too easily in the agnostic 

view of metaphysical truth. And according to Squires, the 

philosophy of Dewey does not recognize antecedent reality. 

It denies the universal and exalts the particular; it denies 
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the eternal and exalts the temporary; it opposes belief in 

absolute truth, goodness and value. And finally, Horneob­

jects that existence revolves about a transcendent Knower. 

There are more than spatial and temporal meanings. Dewey's 

philosophy does not overcome the dualism of the sensuous and 

the supersensuous. 

C. Criticisms in vVhich Three Concur. 

(1) Three of the critics point out that Dewey is 

not a theist. Brightman thinks that Dewey wishes to avoid 

dogmatic belief in God. According to Squires, Dewey's phil­

osophy teaches that a divine will is non-existent. Horne 
I argues that Dewey s experimentalism has nothing to say about 

God. Dewey does not identify God with nature. Horne states 

specifically that Dewey is not a theist. 
I Three of the critics object to Dewey s emphasis 

upon change. Brightman holds that Dewey is unchanging in his 

devotion to change and in this is inconsistent. According to 

Hocking pragmatism fails in its emphasis upon change; some­

thing must remain constant if there is to be meaning. Horne 

contends that there is evidence that some things do not change. 

The opposition between changing experience and changeless rea­

son cannot be rejected. 

{3) Three of the critics concur in objecting that 

Dewey's ethics lacks a standard of judgment. Hocking con­

tends that pragmatism cannot determine what is right in ethics 

because it is necessary first to determine what is right be-
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fore.determining what will promote welfare, survival or hap­

piness. Squires objects that in his theory of moral value, 

Dewey rejects transcendental absolutism. He says that Dewey 

cannot logically rest moral value in the middle ground be­

tween hedonism and absolutism. Horne holds that Dewey's 

ethics has no adequate criterion of right and wrong, and 

that Dewey discusses character without any mention of con-

science. 

(4) Three of the critics concur in questioning 

the support Dewey seeks from science for his epistemology. 

Hocking thinks that pragmatism can claim no particular sup­

port from the scientific method. According to Squires ex­

perimentation as broadly conceived does not particularly 

support Dewey's conception of the knowing process. Horne 

points out that Dewey's analysis of reflective thinking is 

not original with him. 

' Three of the critics welcome Dewey s empha-

sis upon the place of the active and the. practical in phil­

osophy. Brightman thinks that Dewey's philosophy is re.li-_ 

gious in that it emphasize~ the activity of thought, and in 

that it emphasizes experience as opposed to abstract ration­

alism. According to Hocking pragmatism does well in empha­

sizing the fact that active effort is necessary to arrive at 

truth. Horne acknowledges that Dewey's influence upon phil­

osophy tends to make it more practical. 
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D. Criticisms in Which Two Concur. 

(1) Two of the men studied criticize Dewey be-

cause he does not carry his experimentalism into the field 

of religion. Brightman thinks that Dewey fails in not ·apply­

ing his empiricism to religion. And Squires points out that 

Dewey's philosophy makes pragmatic standards supreme in life 

and conduct but denies pragmatic defense to religion. It 

makes experience the supreme test of truth but abandons ex-

perience in its treatment of religion. 

(2) Two of the critics object to Dewey's indif-

ference in regard to immortality. According to Squires, 

Dewey contends that there is np need for belief in immortal­

ity. And Horne observes that Dewey is silent, on the sub~ect. 

(3) Two of the critics object to Dewey's indif-

ference in regard to mystical experience. Brightman holds 
I that Dewey s agnostic attitude in regard to knowledge of God 

contradicts the religious experience of the race and his own 

experimental temper. Horne contends, likewise, that Dewey's 

denial of the objective reality of mysticism cannot be proven 

by his own principles. 

(4) Two of the critics object to Dewey's empha­

sis upon truth as relative rather than absolute. According 

to SQuires, Dewey's philosophy denies the absolute and exalts 

the relative. It considers standards, principles and rules 

to be mere hypotheses. Horne contends that truth is not rel­

ative but absolute. 
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{5) Two of the critics concur in pointing to the 

erroneous conception of tr~th upon which pragmatism is based. 

Hocking contends that the basic proposition of pragmatism is 

logically erroneous; the proposition that 11 all true proposi­

tions work" cannot logically be converted into the proposi­

tion that "all propositions that work are true." According 

to Horne, Dewey's philosophy fails to distinguish between 

the nature of truth end the test of truth. 

(6) Two of the men studied criticize Dewey be­

cause of his neglect of the senses in the knowing process. 

Squires points out that Dewey conceives of the world which 

we experience as a real world, yet he thinks of knowledge­

getting in no sense as discovering antecedent reality. Horne 

thinks that Dewey under-estimates the place of sensation in 

the knowledge-getting process. 

(7) Two of the men studied criticize Dewey be­

cause of his neglect of the subjective element in the knowing 

process. Squires says that Dewey's philosophy eliminates the 

subjective aspects of epistemology. Horne holds that exper­

ience is not able to know anything since knowing requires a 

self. 

(8) Two of the critics object to Dewey because 

of the lack of the element of duty in his ethics. According 

to Squires, Dewey's philosophy does not consider loyalty to 

moral principles a virtue. Dewey contends that imperative­

ness to do good comes from the particular situation at hand 

rather than from ideals connected with the will of God. 



Horne says that Dewey's philosophy knows no real ought. He 

thinks that Dewey fails in his attempt to establish contin­

uity between duty and interest. 

(9) Two of the critics object to Dewey's philo-

~ sophy on the basis that it is humanistic. Squires says 

specifically that such is the case. Horne makes several 

objections on this score. He contends that intelligence is 

not only human, it is universal. Reality is not anthropo­

centric but theocentric. He says that Dewey's philosophy 

puts too much confidence in man, in his intelligent action, 

and in his method of experimental inquiry. Pragmatism leads 

man to rely completely upon himself. Dewey's philosophy 

does not imply the superhuman in human associations. 

(10) Two of the critics object to Dewey's philo­

sophy in that it is a naturalistic monism. This is the ob­

jection made specifically by Squires. On this point Horne · 

makes several criticisms. He says that 11 the naturalization 

of intelligence" cannot be effected by Dewey's theory that 

nature itself is neither rational nor irrational but subject 

to man's reason. Nature is independent of man. The unity 

between man and nature was not generally accepted amon~ the 

Greek thinkers as Dewey presents it to have been. Evolution 

is not a basis for belief in the unity of man and nature. 

Experimental method does not overcome the dualism of man and 

nature. 

(11) Two of the critics join in questioning the 

claims Dewey makes for natural science as supporting his 



philosophy. According to Squires, Dewey's philosophy rests 

on opinions concerning natural science rather than on natu­

ral science itself. Horne contends that evolution is not a 

basis for belief in the unity of man and nature, as has just 

been indicated above. He says that the doctrine of evolu­

tion requires a philosophy before it can have:· philosophic 

significance. 

(12) Two of the men studied criticize Dewey be­

cause he fails to recognize the place that personality has 

in life. According to Brightman, Dewey's view of God falls 

short because he is interested only in the will and not in 

the whole thinking, feeling, willing person. Horne calls 

attention to the fact that Dewey does not give any signifi­

cance to personality, and that he offers no theory of feeling. 

(13) Two of the critics object to Dewey's natural­

istic solution of the~ind-body dualism. Squires criticizes 

Dewey because he assumes the materialistic solu_tion of the 

mind-body problem. Horne, likewise, says that Dewey gives a 

naturalistic solution to the mind-matter dualism. But he ob­

jects that psychosis is not neurosis, and that the naturalis­

tic view of intelligence is inadequate as a basis of school 

procedure. 

(14) Two of the critics make objection to Dewey's 

argument that the mind-body dualism is recent. According to 

Squires, Dewey claims that the mind-body distinction arose 

in modern times. Horne also is arrested by this argument by 

Dewey and contends to the contrary that the conception of the 



mind as individual is not modern but ancient. 

(15) Two of the critics call attention to the in­

consistency between Dewey's use of intellectual methods and 

his advocacy of experimental methods. Squires thinks that 

Dewey is inconsistent in his use of intellectual methods to 

discredit intellectualism. And Horne says that Dewey makes 

elaborate use of the literary and dialectic methods, the 

methods he discounts, in preference to the experimental meth- · 

od, the method he proposes. 

(16) Two of the critics concur in acknowledging 

the value of Dewey's influence in strengthening the human 

element in religion. According to Brightman, Dewey's philo­

sophy is religious in that it treats empirically " the values 

dearest to the heart of man." Horne 1 s commendation on this 

point is that Dewey's influence in religion tends to make us 

think more about man. 
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CHAPTER IX. 

SUw~Y AND CONCLUSION. 

A. Restatement of the 
Problem and Procedure. 

The foregoing study has sought to ascertain the 

criticisms of Dewey's philosophy from the Christian point 

of view and has attempted to determine by comparative study 

which of these are major criticisms. The writings offered 

by four Christian scholars criticizing Dewey have been ana­

lyzed. An exposition of the criticisms offered by each has 

been given, and these have been summarized in each case into 

a series of propositions concisely presenting that which ap­

proximates the critic's total reaction to Dewey. T~e four 

men whose writings were thus st~died were Edgar Sheffield 

Brightman, William Ernest Hocking, Walter Albion Squires, 

and Herman Harrell Horne. On the basis of the summaries of 

the specific crit1c1sms offered by each of these men, a com­

parat1ve study was made which revealed twenty-two major 

cr1tic1sms of Dewey's philosophy from the Chr1st1an point 

of view. 

B. The Ph1losophic Emphas1s 
of the Cr1tics. 

There are certa1n react1ons relative to the work 

of these four scholars crit1c1z1ng Dewey wh1ch have gro\vn 

out of the present study. These have taken two ma1n forms. 

The one has been the recogn1t1on of the emphas1s of each 
man in his disagreement w1th Dewey. The other has been 
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the s.ensing of the nature of the criticism, each of which 

reveals, somewhat, his own particular position. Each of 

the men, therefore, will be discussed briefly on the basis 

of both of these reactions. 

Edgar Sheffield Brightman was first in the order 

of the foregoing analysis. It was of interest to observe 

that most of his criticisms were made with reference to re­

ligion. Twelve of the fifteen criticisms which were listed 

deal with religious considerations. As to the nature of 

Brightman's critic isms, it appears that he is in agreeme·nt. 

with more of Dewey's philosophy than either a Christian or 

a theist can safely accept. 

William Ernest Hocking was second in the order of 

analysis. It was noted that practically all of his criticisms 

were made in the field of epistemology. He ~ouched upon logic, 

ethics, metaphysics, and religion in some of the criticisms 

listed; but in all of them he dealt with epistemological con­

siderations. There was little in what he had to say which 

revealed his philosophic position with particular reference 

to Dewey. This was because his discussion was not specifi­

cally concerned with Dewey's philosophy but rather with prag­

matism as such. It is clear, however, from what he had to 

say, that his epistemology, contrary to that of Dewey, is in 

harmony with theism and Christianity. 

Walter Albion Squires was next analyzed. It was 

observed that his criticism of Dewey was made from the ortho­

dox Christian point of view and that it dealt quite extensive-



ly in the fields of epistemology, metaphysics, ethics and 

religion. The reaction to the nature of Squires' work was 

that it appeared at times to be somewhat lacking in evidence, 

and consequently some of his criticisms seem extreme. Though 

the writer shares the convictions which Squires sought to de­

fend, yet he was unable to go all the way with him in cer­

tain of these extreme expressions. 

Herman Harrell Horne was the last whose writings 

were analyzed. It was observed that his reaction to Dewey 

was made predominantly from the viewpoint of an educator. 

At the same time his work was very comprehensive, touching 

upon the fields of thought with which the other critics 

dealt and additional fields. The nature of his criticisms 

seems to be one of consistent dependability. He frequently 

and unhesitatingly makes references which reveal that Christ 

has an unquestionable place in his convictions. 

c. Implications Resulting from 
the Present Study. 

There are certain implications resulting from the 

present study which now may be suggested: 

(1) Christians will wish to reject Dewey's indif­

ference to personality. Jesus taught that persons are of 

infinite worth, but with Dewey experience is the all impor­

tant thing. 

(2) Christians will also wish to reject Dewey's 

agnostic attitude in regard to the transcendent world. They 

will wish to reject his indifference about God and immortal-



ity, his lack of belief in moral standards and in man's 

sense of duty, his belief in truth as relative rather than 

absolute, and his lack of belief in myst.ical experience. 

They will also wish to reject the counterpart of this which 

is belief in the natural order as comprising the total of 

reality, and in man as sufficient in himself to control his 

own life and the affairs of his world. 

(3) Again, Christians will wish to reject Dewey's 

conception of the order in which we live as being in a con­

stant state of change. For the Christian, life centers 

about the changeless personality of God revealed in Christ, 

from whom emanate certain standards arJ.d principles whibh· .. are 

the same for all eternity. 

(4) On the other hand, there are emphases in Dew­

ey's philosophy which Christians will wish to incorporate in 

their life and thought. They will wish to recognize the 

place of the active and practical in life so much emphasized 

by him. When it is remembered that Jesus' life was consis­

tently one of action and that His spiritual occupations were 

such as contributed the most practical results to the life 

of man, it can be seen how completely this emphasis harmor..· 

nizes with Christian living. 

{5) Christians will also wish to accept, with 

modification, Dewey's emphasis upon man's ability to control 

his environment. Increased knowledge of the natural order 

and added control of nature's resources do not disprove the 
fact that the power working in nature is from God. In fact 
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man must continue to seek the help of God if he is to know 

how to use these newly discovered powers wisely. 

(6) Further lines of investigation are also im­

plied in the present study. Whether or not these criticisms 

are justified is a question which might well be asked in 

response to all that has been said. To investigate this 

• question will involve a study of Dewey s writings to deter-

mine what he has to say· to each issue raised by his ·critics. 

(7) Another single study or series of studies 

which might well follow this point would invest1gate any one 

.of many possible.fields of Christian activity to determine 

the extent to which it is influenced by the philosophy of 

Dewey. Probably the first .field to be approached should be 

that of present-day religious education. 
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