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-ABSTRACT

v _ The One and the Many: Concepts of the Individual and the
. . Collective in Art Education during the;Progressive Era
in Education 1920-1960 X

’

-~ 1

8 » .
Anhgela Nairne Grigor, PA.D. ‘ ) ) ) K o
. Concordia University, 1985 . J

-

n
.

This dissertation identifies two tendencies in American ideology;

¢ " the major theme of Individualism and the minor theme of Collectivism. -
. . L. % [
Rhese ideas Were further examined in two philosophical positionsg:

-

Theistic, Personalism developed by Borden Parker Bowne, and John Dewey ]

1

»
Instrumentalism. Personalism-is an idealist individualist position

-

‘which holds that persons are ontologically fundamental Instrumentalism

" 1s, naturalist and contextualist and emphasizes the, truth of sciedce, the

reality of the natural world and_human experience. This studyﬁthen traces

o o .
' , ' - art education through the era of Progressive education, 1920-1960 showing

A} ‘ .
. . ,
/

" how.child=centered and Instruméntal education are reflected in the writings‘

or practices of specific art educators. Personalism was’found to resemble.

4

. child-centered education in most of its.major assumptions by virtue of a
‘a i ‘

common background in the Romantic Movement and was used to represent ~

the child-centered view in a philosophical comparison with T

r

.. ‘ x\’InstrumentaIism. Both child-centered and“Personalist positions are
individdalistic and emphasize the importance of personal freedon,
¢ ‘ creativity, self-determination and emotiopal wholeness in education.<
Instrumental pedagogy applies the experimental, empirical scientific

" method to learning in a method which stresses collective~cdbperatron“

. » .
-
hd ”~

and the sharing of common goals. Child centered and Instrumental

. ~

approaches to education alternated in‘popularity during the forty years

'
. “t . »
R v

) ii - B

.
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of Progressivism. This study concludes that public’ education, ﬁarticuiarly

in the field of art education 1s .a socially sensitive area and responds to

cultural, political and social pressures. With the exéeption of the child-

centered educators, art education(was seen to follow education policy rather

o

The collective orientation of public

r

education as exemplified by ‘the Instrumental approach was found to be

\

contrary to the needs of art education.

S

shohld be addressed tolthé individual rather than the colleétive, and must

> ‘ ’
deal with material Initiated by the individual.

'-than movements in modern art.

This study found that art eduqatioq

This position was seen as

essential to the maintemance of balance between the individual and the

v

collective in a democratic system of publlc'education.

. .

~ 7
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) . . ) R ' ?eneral Ijtroduction S SR ’ .
: . ® ) . . '
T This sfudy will focus 'on individualist and collectivist tendencies “

, in the field of art education during the era of Progressive education
! . —~ . - « o
' 1920-1960. - The particular interest of this study is the reldtionship. e

between the collective orientation of public education dnd its effect on N
1 ' A T

! : indfvidualistic tendenciés in the field of art education. a i et

i In addressing the field of art education only the originative vt .
: ' .
function. has been dealt with here. Art history and criticism, although
\ ,‘/
acknowledged as impoétant areas,are not seen as being in' conflict with
P N ' T T

the'general‘aims of public education. b -

£ oo . Because of the comparatively short history of art education in the- PR .

— - . v i »

ddntext of pﬁ%iic_educatioﬁ, it has only been possible in feEenp years o o

e 1ot C

to determine trends, sequences and the broader implications present in A

'the:history of the field. This study is an attempt to view- the problems .
present in art edugation ffom a different perspectigé{to draw some

conclusions based oh a sampling of progressive art education literaturé,

3

. and to provide a broad historical, philésophicalvand pedagogicai

bsékground for further studies.’ . : . '
o ! VoW
The following work is a history and analysis of certain ideas present

D
+ " -

in Progressive art education’ rather chan a general history of the field.

H

\

In dealing with a large volume of, material which covers a considerable

;ime span it.was necessary to choose the most promimefnt and représentative
examples of Individualism and Collectivism in 'order .to give ss_balanced ' ‘ . e

an account as possible. The process of selection included a conscientious .. ~ L
r g ’ “,examination of the author'g biases, .an fhoortant factoriwh;n dealing wiéh | )
‘ personal notions of the connections between ide;; and event ‘ \
: The, study attempts a synthesis between different disciplines and _ ’ -

different fields of endeavor.’ Since it was possible to select\only-a
s 2t * . . ] [
o \ ® .
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L the work of many proninent art educators and their theories have had to

LI ?\‘.t
B \ Il - . , -2 ,
K = ’ 3
‘3
u ’ - . [N
fraction of the material available, other approaches to art education and o

) be eliminated. What is'presented ié‘%herefpre un'accountiné of Idegs of

A

- Individualism and Collectivism as ‘they appear .in Americam history

philosophy and pedaéogx*énd are implemented jn a representagive sampling
. , S e :

of drt education literature 1920-1960. o ) .o : L

~

o=
Concepts of Individuaiism and Collectivism’are bot%f;arg of'Americani

<

Ideology and are important facets of 'the democratic system which must
~

effect a balance between extremes of either posz:ion Individualism ‘§

dominated the social ideology of the nineteenth éntury and evolved into *©

two distinet forms. First a particularly American forn of Individualigm

™ . , , \
developed, from the ideas of the Enlightenment, reinforced by the

. / . .
- Protestant-Calvinist ethic. The mythig figure of the rugged pioneer
* - : .

" generated ideas which included the sharing of work, wealth, goals and
- v . .

- ~ .

exemplified this form of Individualism which enphanized selffsnfficiencx
an& fréedom from social control. The second form of Indivtdualism

'developed after the Civil War as a direct result of industrialization

" and urbanization and was known as economic laissez-faire Individualism.’

- This ideology came to be rep;esented by the mythic figure of the nerchantilg

entrepreneur. L ¢ "

N

Collective movements played a minor role in American social history,.

beginning with communitarian. immigrant groups from Europe who represented

A -

various religidu and secular dissenting movements. Cqmmunitarians '

. group action. These ideas were the source from which later socialist and

' .
collectivist movements drew their inspiration. Later movements developed

.

P

as a‘consedhence ofosocial inequalitiqipwhichareéulted from massive

immigratién/nnd ‘industrialization in thle last qugrter of the nineteenth -

' M B .
+ century, ’ -
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0f the movements which were generated during thas period

progreséivism, a middle class movemont} effected the most profound

changes. Working within the democratio system, the Progressive

Movement attempted a transformat4¢on of bolitical,‘social and cultural .
spheres to corre8pond more closely to the ideals of .democracy.
Individualist and collectivist ideas were both present in this movement

which reflected a concern for both individual rights and freedoms, and

the importance of cokdective so&idarity i .

’ Progressive education, an important and highly visible' phase of
progressivism also included in&ividualist and collectivist tendencies.

The child-centered approach represents the former, Instrumental education
» s .

e

the latter. ‘The child-centered orientation will be compared to the
= . ) .

<

-
////bhilosophy of Personalism, which will be used as a philosophical pasis

from which to argue the merits of the child-centered ppsition. Child-

centered pedagogy focuses on the inner emotional development of the

o~ . N . .
* individual particularly through the self—expressiye activity of making
art. \ 4

s bl o,
Instrumental pedagogy, developed by John Dewey from his philosophy -

of Instrumentalism, represents the collective orientation to the problems

of education in his°beliéf that human intelligehce can be seen to further

L4
collective growth and progress, The experimental empirkcal scientific
‘\‘ .

" method was used to implement Inst;umental pedagogy. Social learning was

w

- v
v A Y
toward common goals,
N 4
-

educational needs of the time.

d-centered educdtion and the .

The individyalist positioh of chil ‘

. collectiﬁist position of Instrumental education will be 'examined in this
? , P

v i

+ N

emphasized through a process of sharing, cooperating and working together

factors which will be seen to be in harmony with the

f
Y ok .
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' that field.

A selected analysis of art ‘educatiom literature during the PhogreSSive

R A P ,
N - v . ’ .
5.
: : P : '
N .y ‘
study with particular reference to art education. Differences in -

methédology, and goals will be compared and analyzed as they apbly to

¢

<
1

ﬁhapter 1 of this study will review the ideologies of Individualism ’
and Collectivism in the context of American social and cultural historv, .
particularly during the nineteenth century. - This review will beifollowed
in Chapters 2 and by expoeitions of the philoepphical bositions of‘
theistic_Persona{:Zm and Instrumentalism, and includes these views on
psychology and pedagogy. The similarities and differences of these K .
positions vis a vis the individual and the collective will be examined
in Chapter 4, This Chapter will also include an analysis of the . ‘ .
Personalist and Instrumeutalist concepts of education add is important
to ldter comparisons of child-centered and Instrumental pedagogyl
Chapter 5 examinesfﬁndividualist ahd collectivist ideas as they concern T
Progressive education. fhese ide;s are found in the work of early

ploneers of the movement who influented John Dewey's pedagogy, identified

as collectivist in ordentation. Individualist notions are found in
. [N ° . ' ‘ . »
child—centered Progressive education, an approach which makes art the

.

pedagogical focus. The background and influences which pertain to these
ideas will be seen in relation to the field of art education in Chapter %.
- » . A
era 1920-1960 followa in Chapter 7. ‘This material is arranged in'decades,
not only.in the interests of clarity, but also because these divisions:
‘mark identifiable ehanges in the social and cultural climate( Chapter 8
examides the-effect of these changés on the,tield of art education, and',

questions thewposition of art education, seen as-inherently . . - .

individualistic, in the context'of general educatioﬂ, defined as
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necessarily tollectivist. The final ques’tion revolves around the . —— L\'

S
. .. . , .
compatibility of these two pedagogical positions and deals with the
: L.
‘¥ . - .
ambiguous notion of art as an educative activity. In conclusion both
s b .
. N - , "\H . R}
.general education and art educatiop -are seen as areag whith are N ;
Q-_ * e .{E* : N R -
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\ L Introduction o
The following historical review will examine the—social ideologies

of Individualism and Collectivism in the context of American society.

These two concppts.expregs the social dialectic between individual needsv

v

and’ the necessity for some regulation of the group. Both are concerned

. . with human prosperity, but-differ as to the means of achievement.

A

" " Individualism advocates the free, independent action of the individwal; .

4 <>

k4

in contrast Collectivism gives precedence to the needs,of the group over

the interests of the Individual. Taken to extremes both positions can be

«

desnructive: The democratic system offers an opportunity to effect a *

L . " balance befyeeﬁ these opposing; but nécessary views.
| ; . American social ideology traditionally values the concept of

:Ihaijiduaiism over the concept of Collectivisﬁ. In thisvchaﬁier these

. . ceﬁpepts will be examined in relation to changing times, climates of

Voo

.opinion, and bontempqraﬁeous values, all of which caused subgle chgnges<
o ) o of meaning. ipe fpll?wing review h;s importance for the overall study,

. | , . for, as Haiold Siiver emphasi;gs,'"The history of’an idea is in'essence_a
\ : o .a ‘ history of the sociai forceg which make various transmutations of ig common

currency" (1962, p. 13).

<7 c Individualism in American History ,

v «
o - -

. 1Zm%ric§n social ideology.traditionally adopted the theory of

Individualism’which stresses freedom of. the individual from secial control.

-

Other hstions implicit in this theory include individual rights to freedom,

self—determination and' independence of action.
\ L. . . ’
: Assumptions about the place of the individual in American society

gave rise to np%ions of freedom which have largely been taken for granted.

)

L . The constituent elements. of the concept of individualism surfaced in the
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‘apprehension: of Am\erica"s ,'uniciue position of isolation, and his belief

social and eqlitical spheres sometime"in the eigheeenth century, and
develo"ped under the influénce Qf the. American- quest for a nationel
.idenr:ity (Arieli, 1964, p. v). Undoubtedly a legacyfrom British
colonial days, the notion of individual rights wae built into the British
tradition from the time of Hobbes and Locke.

'

The concept.of Individualism prior to the Civil War was founded, as

. was the American Cénstitution, on the philosophy of the French

.Enlightenment Amez-'ica w}as seen at home and abroad as exemplifying the
progressive liberal ideals of Liberty, Equality and Fraternity. These *
ideals of free democratic government challenged traditional religious andé
governmental authqz:ity and inspired both the American and French
Revolutions. Indeed leaders of the Erilightenment who survived the
Revolution believed that Americe alone had achieved ~the true synthesis of
theﬁi:hilosophy of the Enlightenment (Arieli, 1964, p. 124). .

Thomas Jefferson's ideal of a democratic society was based on his

~

'

in the French Revolution and Republic. He made self-govermment the core

‘of the American system by coordinatiné the socio-political orders with

the preseryvation of human dignity and social justice. The assumption on

_which dempcratic self-government is based, developed froi a beliéf that ,

cooperation and social harmony develop naturally. without Government

interferende (Sayers & Madden, 1959, p. 23). 4 /

/
. / .
The concept of the individual varies according to the his;drical

The ﬁatur‘e f the Individual: Philosoﬂlicel Background - /

¢ircumstances of each civilization. In primitiye societies I;L'/ndi“riduals

at ’

ide t\ify with their role in the group, and cannot imagine, ‘themselves_as

I, but onl¥ as part of the collective group. Medieya'/l humanity while

s
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conéide ng and indeed}stfessing individual résponsibility in the
relig ous sphefe, was still operating yitéin the concept 'wé'.
 / The fEalian Renagssance generatedla new ‘notion of the individua; in
relation to the material worid, Dué to advances inm sciepce, the
/ individual was seen as being more in coﬂtrol of nature, and increasingly

. ' : il
///‘ powerful and independent. The Humanism of the Renaissance also led to a

-

/ new veneration for great achievements and the outstanding individual

' (Palmer & Colton, 1978, pp 49-52).

)

, René‘bescartes (1596—i650) was direétly influenced by the scie&tific'
/f’ . .~ philosophers of the Renaissance, but rejected the materfalism o€ theigf
// L posifions. Instead he adopted an extremely individualistic view b;) |
// | basing his syséem on a knowledge of self. The Ca;tesian Cogito not only
acgepted self-knowledge as the basis of existeqce,,but also as.préof of |
innate knowlédge, including the 'eternal truths' of God and the soul.
! ‘ . English‘phildsopher John Locke (1632-170z) was one‘of the major
- influences of the French Enlightenment. As an empiricist,’ he denieé

besqartes' theof& of innate ideas,. proposing instead that only the mental

~born mind is a tabula rasa formed

t .: faculty ié 1nnate, and that t

.from received experiente. “The indix; ual is therefore neither good nor

evil aé birth, but is shaped by circumstances. Locke rated‘happiness_as

~

/the greatest good, believing that we are all born free and equal and must

A

'/A ‘devise a political system accordingly, based on mutual consent for the

/
/

/. good of all citizens (Titus, 1953, pp. 323-324).

/

/

Nl

Gottfried Leibniz' (1646-1716) is considered to be an Individualist
philosbpher’in his 1nsight that reality is individual and composed of
uniquelsself-contained sutstances, or 'moﬁads', a term meaning uhity.

Monads vary in quality from the lowest type (which is material) to higher

13
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rights to freedom and equality, and maintained that the soclal drder’we

tfpes (which are minds or souls). The highest monad being God who

created @ll the others The term monad was used by Leibniz to denote
not only the separateness of the primal substance, but also the .
‘ ! Fd !

indestructability and uniqueness,of the human personality_(Sahakian, 1968,

e PP 145) ’ ‘ . ' . 'ftgvy‘"

George Berkeley (1685-1753) an English Idealist philosopher,

contributed to the cpncept of ‘the individual with his notion'that only
o 4 J

souls are real. Th¢ materi#al world existsfas an idea in God's mind, and

. does not exist for’humanity unless it is being perceived hy an active

mind. This notion places the individual in close relationship with God,

and central to the notion of existence.

+

The concept of the individual as being separate and different from .
others was further developed in the European Romantic Movement. The

Romanticists were philosophichl idealists who emphasized the limitations

of reason: they valued subjective methods of enquiry, and the
trustworthiness of human emotions. Jean Jacques Rousseau (1712-~1776),.
a major influence in both the Enlightenment and the Romantic Movement,

held that the individual isvborn free, good and absolutely unique. He

saw civilization as a corrupting influence, encroeching on the natural

seem to need must be pald for with loss of liberty. Thle American's

distrust of governmeﬁ@ can be traced in-large part to the Romantic notion’

£

that government intervention infringes on the natural right to be free.

Rousseau's idea of the free individual living close to nature uas'

—

compatible with the realities of pioneering 1life in America and eventually
\

~ ' ’

developed into the American mythic notion of the ! rugged individual’.

The life of Andrew Jackson (1767-1845) exemplified the’ myth He
\ ‘>

L 1 n

N
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. ’ ‘\ *
began life .on a poor frontier farm, and through hard work and pegéonal

effort becamé the seventh president of the United Stateé. His eulogy

reflects the respect and admiration felt for his solitary life of pardship,

and is a prototypical example of another American individualist myth, N
. ~ \

-~

B

L}

'rags-to-riches' through personal toil.

¢

Severe discipline and poverty insured him early to great hardship

and industry and it has been justly said that he seems to have been

Qan orphan(fpom the plough to *the presidercy. He must therefore

\
-~

p. 107)

The prévailing American ideology of individualism was seen, in this

sectioni to have evolved out of European philosophical concepts of the
individual.

¢
»

American ‘interpretation of these ideas was also influenceq b
by both secular and religious factbrs. Individuélism‘was not only 'in

\

'harmony with the dominant bolitical'belief in individual rights to freedom
. VO . -
and self-determination, but also with the physical separation of much of

the population due to geographical conditioasu In addition the strong

position of the Protestant faith in America supported individualist ideals

and gave pre Civil War notions of individualism an austere moral flavor.

Individualism and Protestantism

N -
Individualism and Protestantism together comprise an'inextricable

complex of ideas which are basic to the 'American way of life'. The

, combination of both réligious and secular notions of the individual formed

a common bond, giving individualism a secure place in contemporéry_
cultural mores.

1

A society whig¢h embraces individualism also embodies a cluster of

other assumptions. Ideologies which see society as a collection of

have been regarded as the architect of his own fortune.(Miller, 1967,
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géﬁ@;ate individuals, also vglue liberal and humanitarian principles,
,bolitiéal‘and economicilibeialism, empiricism and protestantism (Lukes,
1973[‘, p. 123). The Protestant Ethic, which emphasizes individual
resﬁonsibility, also favours respect for the law, thr%ft and hard work.

\ These qualities, which included moral strictness and'abstinence from
'pleasure in early America, marked tﬁe way in which Americans“perceived
themselves ang were perceived. -

The Subt%e interconnection bétwegn ideas of secular and religious

. individualism is difficult to articulate. It is important, however, not

to underestimate the pervasive influence of Protestantism. At the time

’ - ot

of the Revolution there were three thousand Protestant churches in

I

America, most adhering to Calv1nism Historian Stephen»Lukes identifies

¢ ‘ Calvinism wiﬂh the most extreme form of Individualf/ -~ He ppints out -

¢ *  of salvation through the church and sacraments. ‘The particular stress on

~~.%
self—examingkion.and reflection, and on individual pr%gress.and

)

achievement contrasts with the Catholic religion. 'The Calvinist is the

lonely man par excellence, the Catholic is the‘archetypically soclable

man....the great aim of the former is individual, and of the latter

collective sanctification' (Lukes, 1973, pp. 957§6). Lukes notes that

o

after the Reformation the most extreme of Calvinist dicta made‘individual

fﬁfintegnal part of the American tradition largely because its main tenets

»

were in harmony with the ideals of democracy, particularly belief

. ‘ ™\
-(a) in individual responsibility, (b) in the religious dignity of labor,
(c) that the s&ife should be ,subject to tﬁe moral judgment of the Godly,

-and (e) in the limitation of established authority. (Palmer & Colton,

<

/ that fhe isolation of’the individual in Calvinism is caused by the denial

yn

o

; faith the only means of personal salvation (p. 96). Calvinism became an * |

{4y



-

-t

e

1978, p. 78)
. : T — .
Thé\daminance of Calvinist teachings, in combination with ideas

A
culled from the French Enlightenment and Romanticism, gave American

'individualism a particular flavor. Individual strength was identified’

with thé strength of the democratic system énd its championship of the

-

ideals of Liberty and Equality.

.‘Clearly individual freedom, ownership, social happiness and justice

[P

:fo1‘-me.d the basis of th% social sti‘ucture. Import;ntly, these conditions

. ‘ rvn)r"ere provided for by,fi;ig.ynense reserves of public land". Soc'iet:y could
rule itself according f;/the laws of justice, 0reason and nature as long
as these conditions remair;ed (Arieli, 1964, p. 156): The contept of the
free self-sustaining indi;ridual flourished in this setting, reinforced

" by Calvinist teachings and the practical aspects df frontier conditions.

Changing Coficepts of Individualism

The Industrial Revolution, in conjunction with rapid population
growth, and a more powerful Federal Government, inevitably changed the
4 .
character of American life and the way in which Americans perceived

themsélves.

The Civil War of 1861-1865 marks a turning peint in American social

S

- and ideological structures, Following.the war it was more generally \
realized that long es(:ablished notions of individualism and participatory
democracy\ were undergoing considerable alteration. Even before the Civil
War the ideals of t.he Enlightenment iverej being replaced b); the emerging
ethies. of an increasingly materialist society. These changes can only
be understood in the context of rapidly increasing indds\ﬁrita’l growth
which began before the war and reached enormous proportions in the post

1

war period.

’




in legislative power from individual states to the central Federal

. nineteenth century was replaced by the business~enﬁreprenéhr, as

—— . .
- *
v
. .
~ . - -
.
' .

* . L . .
’ ;
; .

Another major change resulting from the Civil War, was a shift

Government. During the conflict, the government had inevitably acquired \

"

more control and funding than ever before, Continuing dvminance of the .

.Ee&eral Government was to Brgye increasingly significant in the tyentieth

century. The escalation of Federal cdntrol was seen, bixéome, as a

necessary evolution, but by individualistg it was interprei:d as an

infringement of personél_libefty: . *
Industrialigation brought tremendous economic growth, p;rticulafly

in rail transpoftation, mineral and oii'explorétion and the development T

6é.natural res;prces such as hydroelectric power. These coOnditions led

to increased opportunities for those individual enterprenpﬁrs with,

"the courage to compete in a free—enterprisé system that accepted graft,

corruption and the worsh%p of material goods. Many took the chance and -

many acquired vast fortunes'" (Degler, 1981, p. 335).

As seen in the discussion of the philésophical bases of A%Frican“

Individualism, freedom and responsibility were both believed to further

.individualdand social development. Early AmePican society evolved with
. . ‘

the understanding that an aggregate of—selfrsufficient igdividpais

naturally %ormsa cohesive group with innate‘regard f3r the rights of’

others. This premjse was eminently workable as long as the bulk.of the

populaéion remained insrural areas. But with' the Industrial Revolution . .

and its attendant social changes, the self-gufficient qualities of the

agrarian pioneer became obsolete, as did the belief in the natural

",

i, -

s

cohesion of“the group. The mythic 'rugged individudl' of the late. ¢

ik ’Er‘,‘?‘

. -~

America became the exemplar of free-enterprise in the Western World. 3
. \ 7 B
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-the virtues of -courage and indusfriousness, qualities which were believed

0

¢ ’ -
Before industrialization the individualist was seen as, 'an active
member of society with which he identified himself, ~thus jealously
guarding his own liberty" (Arieli, 1964, p. 196)ir.hut~gonditidns in the

newly industrialized society encouraged the development of an economic

0 - .

entrepreneurial individualism which deemphasized social responsibility.

At the time, however, the entrepreneur was generally seen as representing
& . . -

to guarantee financial success. These qualities held resonances of the

Protestant Work Ethic, and were also evident in children's books of the

period. These retained a high moral tome indicating that the way to
honor, riches and tespect is thrdugh the virtues of industry, temperance,
economy, courage and perseverance. In reality, however,uincreased -

1Y

opportunities and the growing pressures of competition ,producéd a climate

-
R

-

A
in which personal gain became the dominant factor, as the followiqg

quotation from the period indicates:’
- o 7

The American population was in a state of unceasing activity; there

was corporeal and mental restlessmess....The foreign commerce,at

\\ length rivalled the most pdwerfil nations in Europe, This wonderful

spectacle of social development was the result‘of~INDIYIDUALISM
(author's emphasis) operaﬁing in an unbounded field of actiom. o

Everyond was seeking all that he could for Bimself“}“TLukes, 19%3; pP-29).

3

Laissez-faird leconomic individualism -
T

Américmi]ibefal democratic principles coupled with free-enterpriég

’

resulted in the institutionalizatién of economic individuaiism. The role

3

. s
—of a democratic government which serves this concept of individualism™is

> to maintain law and order, to prevent individuals from impeding others,

¥

" and to interfere as little as possible in local or State affairs. It wgs

) e
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generally believed that arty form of\government°éontrol would inevitably

-

lead ,to individual laziness and discourage initiative and creativity.

*
In addition the presence. of government control was resented by the general

Ly

gopulation, and was interpreted as a show of bureaucratic}strength and

evidenéé,of creeping totalitarianism.

4

The principles of laissez-faire, or classical economics developed

out of two sources: the work 'of Scottish social economist Adam Smith

)

(1728—1790) and the theories of a group of eighteenth century French

writers, known as the physiocrats. The 1a£ter believed, with Aéam Smith,
that social, politital and é::&bﬁic affa#rs are governed by natural laws,

and that governmég; interference destroys thé natural conformation of
society (Titus, i953, P. 4445. . >

Adam“Smith's book The Wealth of Nations (1776) presented ankefficient

use of atomistic, or individualistic economic theory. His outline of an

[}

economic philosophy based on natural libefiy was founded on‘thé~study of
market forces. Smith maintained that the interests of society were more

effectively upheld by self-interested individuals, than by intentional

L \ . .
government action. He believed that self-interest insures maximum

A o

productivity, while government intervention inevitably breeds non-
_productivity. In this view it is a natural human tendency to want to
* better the conditions of ome's life2 (Briggs, 1959, p. 14). ) .
For Smith and his followers, economic individualism offered a \
réalistic view that’accounted for human strengths and weaknesses and was
(R ’ *

based on limitations of the human mind (Hayek, 1948, p. 6). In

&ndividualism and Economic Order (1948), ‘Byek clarifies Smith's

;Bsition:

i
N L)

. All possible differences in men's moral attitudes amount to little

. . . t
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-

so faf a; their significance for social organization is écherned,

compared with the fact ‘that all ﬁan's mind can effeqtively comprehend

are the narrow facts of which he is the center (1948, p. 14).

Smith beliéved that a healthy egonomy fostered small business
ventuFes and one owner concerns. He was opposed to joint-stock companies
and conglomerates which undermine efficiency by delegating decision-

L

making/to employees, and which replace individual initiative with routine

v ‘l
actidity. 'In addition he believed that stockholders andﬁ%thef

beneficiaries were removed from responsibilities toward those who producéd-

the wealth (Bryant, 1942, pp. 221-222).

Social Darwinism, which applied Darwin's theory of evolution by

-

natural selection to society, was used to explain success and failure in

¥ .
economic competition. This notion, based on the social philosophy of

Herbert Spencer (1820-1903) placed an unfortunate emphasis on rivalry
" . ’
between individuals, and sdw human relationships in terms of the natural

tendency to compete. 'Ideas from the Enlightenment which emphasized

N
natqral equality and fraternity were rapidly replaced by the notion that

conditions of poverty aﬁ&.wealgh were part of the natural order, ordained

by natural selection. The leading Social Darwinist of the time, William
-

Sumner, supported competition as a fundamental right and saw progress as

the result of unrestricted competition. Eisenstadt points out that
. * M 1 . R 4
Sumner was against aid for less fortunatesmembers of society on the: v

—

gréuﬁds that it would be an unwarrented interference with the laws of
nature. Government assistance for those in need was generally seeq\at
the t%ye as a move towards incregsed control of the economy and 7t
un—American in $haracter (19§2:\Fp3 202-203). Laissez-faire econgq}cs
were generally believed to be largely responsiglg for continuing Americdn

.
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attempt to right social wrongs came from the Progressive Movement™,,a
® : .

19

prosperity, and were so closely identified with business ideology that

for the majority of Americans it represented an important facet of the
R + 4
'American way of life' (Arieli, 1964, p. 336).

1
.

The social results of such unbridled competition meant that azrargé
segment of the working population suffered hardship and exploitation.
Politicians were concerned th;t slumps and béoms in.the economy, which
brought’ ynemployment on a large scale, would lead to-;adical demands for

4

social change, and even revolution. The ﬁost effective and far-reaching
¢

large scale effort to achieve political reform and ensure that all
Americdans shared in an improved quality of ‘1ife. Many theories developed
in response to the problems‘aggréva;ed by.la;ssez—faire economics and
Soc}al Darwinism. Among these were the two philosophical positions of
p;incipal concern to this sgudy: Personalism and ‘Instrumentalism.
Personalism: a theolpgical position, reinforced the American notion of
the self—suféiéient individ;al. :In contrast Instrumentalism stre§é;d
gcientific and social theory, thus responding to .a general interest in
science and Socialism which developed in the ;ést half of the>nineteenth
century.
; Collectivism in American History'

Educational historian Arthur Bestér suggests that there are four
ways society is changed. First by gﬁe efforts of a determined indiﬁ}dual's
thinking or actions. This way of change most closely rebfe%ents thé.
ideolsgy of individuali§m. In Ralph Waldo Emmersog's words, "If a
éingle man flant himself indomitably on his ingtincts and there abide,

the huge world will come around to him"4 (Bestor, 1950, p. 4). Secondly,

rapid change can be effected by revolution, or thirdly thore slowly by




i

' followed Instrumentalist philosophy in the twentieth century, in. which

“ .
‘ - Rk . -
. C ' 20

: ) ‘ .o o & ‘
gradual reform. Finally, society may be changed by the effects of - N

) ) ° . . Do . \ ) )
_exemplary alternatives. This is the way of communitarianism,'a form of
#®11éctivism. ~ It is based on the belief that small experimental B

AY v . . ‘{‘ -

communities can demonstrate successful modes of living which will -1

(, “ .
eventually be emujated by the larger gociety. The idea of the exemplary .

' 4 p sk
community was also an important factor in educational thinking that

.

the school™was seen as an experimental community, which could, by
*

influence, effect changes in society. )
A later development of communitarianism, Socialism, in its most
extreme form, offered change throﬁgh révolution. The Socialist movement
was counter to laissez-faire ihdividualism in its advocacy of public |
;wnership of the means of production. It also contrasted with progressivism
which aimedigt reform within the capitalist system. . ‘ ' T .

‘
v \

!
The nature of society: Philosophical Béckgrohnd !

1

The concept of the collective applied in this study d:fotes a social v

rather than a political grouping. The main emphasis in co lectivism is on

social rights‘and the value of cooperation, sharing and gfoup action.
4 .

~

This concept places the individual in subordination to the group, and

~

contrasts with all forms of individualism which are based on f‘e “
-~ N

5
assumption that the individual is paramount
\ Theories of collectivism focus, as‘do notions, of individualism, on

the nature of humanity. Socifal philosophy ﬁh the Enlightenmgnt was B

based on a belief in the natural morality and inalienable rights, of both -

the individual and the group, to freedom and equality.

T

Rousseau articulated the social theory of the Enlightenment when he

suggested that iﬁ the natural state humaﬂity_is innocent and morally good,

AR, |-




» . .
- . P -"' -

. N, \ (
‘but through the artificial structure of Society i§ exposed 'to evil
e 2 Lo i R .
(CasSi:er, l97§ pp.,158—159).. Rousseeu's‘ideas‘are cited by both

» v 2
Fed

individualists and collectivists + He repudiated Hobbes 'nbtion that we *

' e \

. have natural social instincts Which draw us together, and suggested

s

idstead, that *in the natural state individuals are, 1solated andg

-

indifferept to the needs of others. Although individual needs rarely’

. .
¥

,coincide with social interest, social living is a necessary state, and

»

,.-as suchhshould be based on a voluntary sense of unity rather than

coersion. : o - .

s

In short, each giving himself to all, gives himself to nobody; . and

as there is not one associate over whom we do not, acquire the- same

’

q
0

of all that we lose, and more power to preserve what we have

(Rousseau, 192&, P 110)

-

?ﬁgfin The Social Contract (1762) Rousseau presented a well reasoned

P ‘«J “ L3
argument just fying his thesis that the model for the state should '
v a {\ N &

agreement and equality of all members. Since he assumes that all humans

[3

are born free and equal, there is a consistency in his idea that they

have a right to a politicel.system in which theyuhave a controlling

.

interest. His- notion that autonomy is realized only in relation to the
'general will' appears to be inconsistent with his ideas of individualit
discussed earlier. His statement quoted on the previous page, however,

o

shows that social interaction in conditions of freedom gives the_,_

£

individual not only the right to freedem of persone}.&ill but also tﬂé

RN

y

.

AN

responsibility to support that right for others Cassirer has suggested

e that Rousseau goés mich further in favor of collectivism than individualism,
. . \ -

-+ rights which we concede to him over ourselves, we gain the equivalent

resemble the natural grouping of the family, which operates -through mutual

*

»

‘
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seeing personal objectived\ghich are against the general will as sins
- ‘against sociéty6 (1979, p. 262).
) < .

The first form of collectivism to appear in America was, .

communitarianism; a system of group 1iviﬁé characterized by a belief in
communal ﬁroperty,‘goods and services. ‘Ideas generated by the

communitarians were later}&eveloped by the Socialist Movement, which

Y

’ o expressed a similarity of purpose, that is, a desire to establish a

society based on .collectivist principles7.

.
.
[

Conimunitarianism

Communitarianism was not based on the-secular ideas of. the

Enlightenment, but on the beliefs of g&e Christian church. Christian

¢

"* ' -ideas of community originate with the discipiés of Christ as the _
‘ ' ¢ . . . '
w0 embodiment of brotherhood -and the unity of Christians within the body ,
- ' | " _ K {
' of the church. C ' « '
o \

Communita®an experiments in America dated from the‘mid-saventeenth~

o,

‘ceritury and were religious in orientation. The ffgi; religious groups to
’ .t arrivé were German Pietists and English Shakers, a sect of the Quaker

movement. The Shakers weré among the most successful of the sects to ',

establish themselves, founding numérpus communities during the eighteenth
e, . o .
and, nineteenth centuries. The following quqcation\taken from an early

~ ¢ a.

nineteenth century manuscript describes the Shaker view of community:
The Church is one of joint interest, as the children of one family, . .
’ enjoying equal rights and privileges in things épiritual and témporal,

.becaﬁse'they are ipflnenéed and led by 6nq spirit and love'is the

" = - .
+ only bond of, their union:. As it is.written "All that believe .were
. . p :

o
-t

-t " together, and had all things}i&\cqmmon - and were of one heart and -
. soul"8 (Bestor, 1959, p. 6).' ,ﬂ o~ \¢"_v ) ) i
. \ \ . )
\J - - q A
" .. . e Q. v : ) -
) ¢ . “ : 4
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Successful T ligious/communities were generally organized on a -

basis of communali economics, and led well ordered disciplined lives .

“under the dire&tiln of a religious leader or church elder. The Rappites
. N \
‘were such a group,\aanhad>come together in the belief that their
“ .

harmonious community was a model for the anticipated kingdom of Christ.
1. \
The Mormons have undoubtedly been the most successful and tenacious

of the communitqriah groups. Organized by Joseph Smith in 1830, the
Mormons have managed to survive a precarious beginning, and have grown
. . VT

and prospered. They respect both religious and sectarian ideals and

operate on the basis of commdnity property; continuing to thrive, although -

members are nQ longer geographically bound to }ve in a discreet community

.-site. Ty : - “

The 1link betweendreligious communitarianism and modern socialism s

\

was formed\by the sectarian groups which were organized according to
écpnomic criteria, and practiced communal living and equality of working u

conditions. Of these groups the Owenites are the best known: and are
T e N -

of ﬁarticular interest to this study because of Owen's advanced views on

education. - . i . . ; B o
Robert Owen, an English industrialist and ghilanthropist came Eo

America in 1824 hoping to repeat the success of his communitariah K

experiment at New Lanark in Yorkshire. Settling in New Harmony,
Y ’ '

Penpeylvania on the site of a previous Rappite community, Owen attempted

to reconstruct a model of communal living which Qould serve as an example

to society. Like -other English radicals of the period, Owen was devoted

.to the ideals of ﬁhe Enlightenment, enjoying a revival in England at that

- time, Ten bwenite communities were founded between 1825 and 1843, the

&y
»

largest and most influential of which was the settlement at New Harmony.

»
-4
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Owen's communiries were established on the principles of'justice for all,
the right of individuals to the most complete personal development, and

freedom from the restraints of a society which Owen felt to be artifical.

. He believed in the possibiiiéy of human perfectability, but, unlike

Rousseau, he'saw\the family group as a stronghold of individualism,
b;ivate property and;self—interesgi‘ ‘ .

Owen's principal concern was education, 'the most important part of
the economy of human life" (éilver, 1969, p: 25). He engineered one ef
the most extensive intelleeﬁval migratiops in pioneer history, namely the
transfer of a sizeableaiibrary from Philadelphia to New Harmohy. \He was
thus responsible for moving such resourﬁes farther west than\;hose of
any American college 2: that time (Bestor, 1957, p. 133); His humane
education theory amd practice were far in a&vance of the thmee, beiﬁg

based on ¢ooperation and feelings of fellowship. His American

communities failed, however, because of his energetic attacks on the

.status quo. He was seen by the establishment as a free thinking,

b!aéﬁﬁemous—radical, particularly for his views advecétiné birth control

and condemning the marriage system. After Owen left America for good

in 1827,fﬁ3§ comiunities gr;dually dwindled away. -Although it is

- ¢
ifficult to estimate his contribution to collectivist thinking, his

ries for developing society on a cooperative Basis have undoubtedly
I ‘s
a part in American Socialist theory and in the field of.education.

Four notjions from his pedagogical views are of importance to this study,

"in rdlatibn to the work of John Dewey (to be discussed in Chapter 5).

Owen believed that (a) the individual is integral to the group,
B
(b sog}a environmenﬁ determines character, (c) the instructors role is

rather'than didactic, and (d) a school run on the lines of a

[

supportiv

' |
|
|

24



S

small community can both produce 'the prototypical social person, and
provide a model for society. Some of these avant-garde ideas wére also

adopted by progressive pioneers in education, noteably Francis W. Parker

N,
™

who was a seminal influence on-John °Dewey. ' '

Social Activism

-~

-~ , hY

'In_the period of industrial expansion following the Civil War, and

up to the turn of the century, Government policy and the bulk of public

’

opinion, favored classical laissez-faire economics. This system, which

. t .
gave almost unlimited freedom to the business community, failed to"take -

r .

the working population into account. Discontent with ;he status quo . .
found expression in the.work of increasing numbers of social activists
+ .

operating both alone and in organizations. In many ways the ideals of

LY

the social activists resembled the tenets of qommunitafianism'in their

emphasis on brotherhood, collective solidarity, and equality, particula%ly
. 1 - . . ’

in the field of work. Approaches to *the problem of changing society

. - . o
varied from those anxious to adopt revolutionary solutions, to those who

. F
r

were content to work towards gradual reform. Among these, the most

notable were ggester Vard, Thorstein Veblen and Henry George. Ward

suggested more radical measures than Veblen or George in his advocacy of

Government’ control of all major social institutions. Veblen was
’ \

. i
particularly against the inequalities of the class system, and the
supporting Social Darwinist view. He charged the wealthy with being a

'kept class', guilty of appropriating money produced by the labor of -
. ) % . ‘ .
others, and went so far as to accuse them of sabotage (Egbert & Persons,

»

1952, p. 326). Henry George proposed reform measures designed to
. ' " r

inhibit‘land spéculation;‘and wbulq have liked to reestablishicopditions

v

of natural equality which existed ptior to the Industrial Revolutionm.
!

25
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Like many other American.socfal reformers. he rejectéd Marxist doctfine
and even the: word 'socialism"Because of its.un—American connotations -
and Communist connections (Degler, 1981, ﬁp. 348-349). -
K " The most extreme social ideology, Marxism, advocates'the basic
\ ideals of communitarianism, particularly the notion'of a classless
| community, ﬁhehabolitipn'of private praperty, and communal ownership of
the means of production. Marxism goes beyond these ideas, however, {n
its advocacy of violent revolution to achieve these ends. Two éarly
but unsuccessful attempts to formlassociations based'on Marxist doctrines,
The National Labor Reform.Party and the Socialist Labor Party, were
strongly ;esisted by union leaders and proved to be top radical\fér most
Americans. The Socialist ?arty of America, forme? in 1900 was morel
moderate iq its policies than previous labor groups and consequentily
suryived longer. Mainly composed of dissenfers from the Socialist Lapor
' Paréy, the Socialist Party pledgeé to free humanity from class rule. h

During the nineteen-twenties the general public were fearful that labor

—

unrest would cause a 'rising tide of socialism'. However, the Socialist
Party failed to suppoxt the 1917 war effort, and that factor, in
co?bination with the loss of membership to éhé,New Communist Pafty of

America, effe;tivély diminished the party to its present minor role. The
most lasting ;ffec; of these activities was to strengthen the labor
unions and thus improve working conditions and lessen exploit;tion.

+ The Religious communipy's response to the sécial problems of‘
%ﬁdgstrialization came in:thg years between 1870~and }é%o, witb the
advent of Christian Socialism. In a general movement away from the

-fundamentalist position, the Protestant Church ddopted a message of

social justice, and emphasized-thie fatherhood of God and the brotherhood

'
*

\
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of -humanity.

Th.e Salvation Army, ,fqunded in Loﬁdon. in 1878, came to, America in’
1890, spreading'to an ma_:)or cities with a' matidate t.o help the less
fortunate members of :sociei:y. The Federal Council of ckilurches was formed-
in 1908 in an effort to coordinate the social min.istry rbati'xer than x;eéch
doctrinal agreement. The result was the ;doption of a manifesto aimed‘_ .
at strengthening labor unions and ending exploitative capitalism through
welfare legislation (Link & Catton, 1973, pp. 21-28).

Laissez-faire economic pdlicy wvas effectively weakened by these
combined efforts of secular and religious bodies, which resulteﬂc‘; in ullorce1

t

restrictive regulation of business practice. In ac‘iditionfpublic opinion

. .
had turned against the polarization of wealth-which had caused so much.
hardship. Strong middle class social activism resulted in a movement
which was to prove the most effective deterrent of all against the

policies of laissez-faire. . ‘

The Progressive Movement

Dissatisfaction with the economics of laissez-faigé, and to a lesser

extent the entrepreneurial individualist position, resulted in the hirth

I
1

&
of a new middle class trusade known as the Progressive Movement. This

" movement began at the turn of the century and was an expression of

)

American liberalism. It was based on a less radical approach than the

. Socialists offered and did not aim at restructuring society, but rather

at reinstating democrati:.c principles within the capitalist systém.
Although the United States was probably the most prosperous country

in thé wo'r'ld at the turn of the century, the drive towards financiqi

prosperity had led to the neglect -of most major social institutioms,

including the educational system. The ideals of progressivism began to

'

v
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develop among the growing urban midcile cla’ss{ and prosperous farming
'communi‘ty. These ideals were founded on attitudes developed from

Christ?iaﬁ and democr\atic traditions and fused into a drive for sociall

juétice, reform of the political system and the modernization of cultural

-
’

and educational institutions. As the name Progressivism implies, this
t\novemen't was committed to moving the United States of America into the
twentieth cencury'throuéh a bréad program of democrat;ic social reform.
'Culturalﬁr, progressivism inspired or embraced new modes of = .
expression in music, painting, literature and architecture.

.Philosophically it supplanted the old absolutes with behaviorist

and relativist values and goals. Politically, it comstructed

28

complex forms of government based on an application of the empirical

a

findings of the matu;'ing social sciences (Degler, 1958, p. 425).

., This major program of reform involved regaining .power from the
representatives of corporate business who had gradually acquired more
power than the Federal GoVernment. The dangerous 'anarct}y of the

millionaires' was cause for concern on both sides of congress; Republicans

Y .
and Democrats united to combat those who supported the assumptiond of

Social Darwinism, laissez-)faire economics, and the cluster of notions

associated with economic individualism (Lin}c & Catton, 1973, p. 53).
.Public awareness and suppox:t for Progressive ideals grew\ as.the

popular press and ma—ny publications exposed the excesses ;)f big business.

Literary works, such as Upton Sinclair's The Jungle (1905) which revealed

scandalous working conditions in the meat packing industry, and Ida

Tarbell's History of the Standard Oil Company (1904) were serialized in

popular journalsg. . *
Both Theodore Roosevelt, who became Republican presaident in 1901,

o v,
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Caemees;

. (

and Woodrow Wilson, who succeeded him in 1913, are identified with the

)

Progressive era which lasted approximately from 1900 to 1920.. Roosevelt's

earned him nationwide popularity. His term of office represents the
break from goverhment deéendence on big business and the introduction of

major progressive reforms. During the first part of the twentieth century
7
social responsibility became an accepted part of 'the American Way of

Life'..

: -
Subtle changes of thought, influenced by social activ¥sm and

’ [

Progressivism, marked public opinion in the early twentieth century,

which moved from economic individualism to a more' collectivist point of

~view. Writing in Individualism Old and New (1930) John Dewey said of the

social changes taking place in America: "There is no word to adeguately

express what is taking place. ‘'Socialism' has too spec{fic political,

7

economic associations to be appropriate. 'Collectivism'’ is more neutral,
but it too is a party word" (p. 36). In view of the emphasis on groups,

associations and corporations in twentjeth century America, Dewey decided

to call it, "The United States incorporated" (p. 36). "We m;y say that

7

the United States h*s steadi]ly moved from an earlier pioneer
-~

individualism, to a position of dominant corporateness....Associations

.

tightly or loosely organized more and more define the opportunities, the

choices and actions of individuals'(p. 36). Dewey's description of the

collective nature of the progressive era charactized the first two

decades of ‘the twentieth century. The period following Wbrld War I,.

however, saw a return to another form of individualism, which was more

-introspective in orientation, pértly due to the pervgsive influence of

psychoaqalysis and psychology.

29
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.6pposition to big business and his  championship of the working population
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' f’—b£¢ggéocracy, exemplified by .the ideals of Liberty, Equality, ‘and

\)‘ justice, and at -the same time sﬁ%é§§g$ collective responsibility to form
| .

l

¢

In this chapter, the democratic system was seen to offer an effective

4

3

€

balance between excesses of Individualism and Collectivism. The n4ture

e . -

be maintained between the iImportant

Fraternity, requires that equilibrium
. |

interests of both the individual and.tﬁe collective.

[

Summarﬂ N ”

-Concepts of Individualism and Collectiv;sm were recognized in this

N\

chapter as being both basic to American ideology, and important,for'tﬁe

. g - o .
maintenance, of a demdcratic society. Individualiswf was defined as .

'

freedom from social control and the right to independence of actionm.

Collectivism, which was defined by its socgal rather than politibal‘
B ]

meaning, was characterized by its emphasis on social rights, cooperatjon,
o I .

. ) ° ,
sharipg and group action. American democracy, based on theé ideals of the

¥

3

-

'
i

Enlighténment,”emphésizes both in?ividual rights to freedom; equality and
. . /

' /
a united brotherhood. . !
o ! . /

Prior to the Civil War Americ{n Indi{ldualism was based on ideaS/%f

the Enlightenment which emphasized ?ndividual freedom, justice .and

equality. These ideas were further reinforced by the geographical ¢ *
° /

s

the tenets of Calvinist Protestanﬁism,

isolation of the population, and
- A /

which made salvation a personal respons{bility. The poét Civil War
- /

period was marked by tremendous sociai change brought about by §épid

industrialization and massive immigration. Endemic notions of l

a i
idealistic individualism gradually changed to economic laissez~-faire
. .
v /

»

individualism, which emphasized government noh—intexferenée,/particularly

0
° 0y

pioneering days, was thereby replacéd by.the im;ge of the entrepreneur

<

¥

-

in the economic sphere. The,mifhic notion of the 'rugged individual' of

-
o o T TP e



. @ .
faire economics were unsuited fo an industrialized nation.- Poor working /{

These 1ncluded‘Socia1ist and Christian Socialist movéments,oand the

. majority of its goals. . ‘ .

. 4 . ° ‘
of the-market place. . . . e .

wd
/ : - .
Towards the end of the nineteenth century it became apparent ..to

<@

those concerned with deteriorating social conditions, that laissez-
pi » —

conditions, ahd social injustice, partiCulérly among the laifely immig;aﬁt
‘ f

working population, caused severe -social unrest. ‘In response various ! ‘?

I

reforming movements became Ve at the end of the nineteenth cent&ty.

middle class Progressive Movement. Of these the latter was the most

- 4 .

far reaching and effective solution to the social probiems‘of /
; 1
ipdustrialization. The Progressive Movement adopted a broad program

-

which éimed at reforming the political system, enforcing social justice,

and modernizing cfiltural and educational institutions. By thé;time'the

movepeﬁt faded, after World War I, it had succeeded in attainiﬁg the

" B :

Sometime in the early twentieth century American ideology moied
i ' - .

.away from its previous emphasis on the individual, and embraced a more s
. ’ v o

2

_ collective, or af,Dewey suggested, a more corporate approach to democracy.

This -study noted that American democracy embodies principles which take T
both individual and collectlve interests into account, and also prov1des

a context in, which the neéessary checks and balances prevent any long

\ o
o

term abuse of the democratic system. -

.
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Introduction ' .
The phiiosophical positions of Personalism and Instrumentalism

.

_were both developed in the context of the late nineteenth century, as

- .

outlined in the previous chapter. Neither is a system-building position,
fbut focuses on a limited range of prohlams’%ather than the comprehensive
concerns of traditional philosophy. Both positions avoid the use of

absolutes, but deal, rather,‘with relative standards.

Personalism is an idealist philosophy which developed itr Europe
and America, qnd reached its peak in America at tﬁe turn of the century.
As a theistic position, it recognizes God as tbé supreme personality,
and sees the human person as the center of reality, and the totality of
values. Persénal{smdgépéeséhts the individualist‘po:igiohiin this study:
Instruﬁentalisqé£éeve}opeq~by John Dewey, is a naturalistic
position, which sees science and the material world as the source of
knowledge. Dewey's soc;al views were largely articulated in his
philosophy of educati;n, which'is of particular inteﬁFst here. Hié .
ped;gogy, based on’the belief that education has the power to change
society, stressed copperafion, sharing, group ﬁarmoﬁy and sol{gérity,
gnd represents the collectivist point of view in this study.aDewey
‘developed Inst;umentalism érom.Pragmatism, originated by Charles Saunders
Pe%%ce (1839-1914). Peirce devised Pragﬁatism to aigd ﬁgs scientific
research, and was indebtég to Scottish empirical philosopher John
Stewart Mill (1806-1873) for some of his idgﬁs.é FollowingCJames' less
conservative view of Pragmatism, Dewey retaiﬁed the scientific,
mptefialistft approach to the Broblems of philosophy. -

Personalism contrasts with Instrumentalism in its transcendental

idealistic view of reélit§ as existing only in the mind. The main

4
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focus is on the individual and the emgtioné, and the'emphaéis is on L

\
3

conditions of freedom and creativity, considered necessary for the ébﬁpleﬁe

development of the moral person. These ideas oriéinated in German
Idealism and the Romantic Movement of the late. eighteenth and early

nineteenth centuries.

Similar ideas, which developed from the same source, were also

'present in the work of American author and philosopher Ralph Waldo

Emerson (1803-1882), and Henry David Thoreau (1817-1862). Fmerson was a

transcendentalist and individualist, and was highly critical of '

collectivist tendencies 'which he detected in nineteenth century American
society. His main focus, however, was on self-knowledge and self-regard,
and like Thoreadu he was a passionate believer in the importance of

. : ) £
freedom for the maintenance of these ideals. These notions were part
\

of. American nineteenth century thought, and were refléected in the Personalist

k

position. .

s -

Instrumentalism is acknowledged to have been influential in

'

. Progressive education, and this study suggests that Personalism also

played a mediating role. Both positions eventually ceased to act as two

clearly defined hypotheses, and became diffused, materializing as
N\

tendencies and notions in combination, either with each other, or with

4

ideas from other sources. This phenomenon will be examined in a latér

chapter, which w{;l trace the development of Instrumental and Persdnalist

deas in the history of art education. T ‘

’

Although neither Personalism nor Instrumentalism is based on a

-

comprehensive philogophical system, they have been arranged in systematic

- form, in this section (Chapters 2 and 3), for the purposes of comparispn

(Chapter 4). To do this it is necessary to step aside fro% the



af

EAPTER

*;:m"-" d

4

Y

S

#

RS

wty

. ~
~
- ’ w - ~ el B
*
” . ‘.
» L Y - Tor -
-, ¢ - » ¢ e
3 - - ‘ i
- -
) . -
7 d
N
. ! X . - 36
* Y + -
. N
' [ [} ’ -
' 4 - 1 3 . i M ‘

\

) . " ] * .
historical 'perspective used in the previous chapter, and examine and

. 4

analyze these positions from a ph%%qgophical standpoint.

) \ *

R . . T

" -
‘ @ < - » ;e . R
1 ’ . .
\ v - '
. N ~ g .
.
. . . A
, . [
. - -
» g "
N

5 > o ! . ¢

o ~ . :

O

2
¥

or

"

"
R

e

. 4




“

\

pter LI

\

Cha

Personalism'

.

D
I
-
\d -
.
v
" -~
-
¢
.
rd
.
— - N
- (]
.~
3
- 1Y
| -
\ .
.
. .
»
S
/
,
s -
c
. .

e s het AR, 2, AN T

-

L ety

ol

B . R 3 -




I

L

SRR

R

38

Introduction

-

Personalistic philosophy has assumed many forms and appeared in

Great Britain, France, Italy, Russia and the Orient. It has beé. défined

<
as _any position which considers personality to be the suprema value and

the' essence of reality. Persomalism achieved its most complete ‘~.

v
-

development at Boston University with the work of Borden Parker ﬁowne
w \

(1847-1910) and his students, Edgar Brightman (1884-1953) and Alﬁfed

= |

Knudson (1873-1953). At the end of the nineteenth and the beginning of

. - the twentieth centuries Personalism spread to other Universities Jpross

the United States and became pre-eminent in the Idealist movement &at that

1
\

time. (Sabakian, 1968, p. 271).

Most variations of'pe}ébnalistic philosophy are idealistfc in their |
" [

emphasis od the self-conscious mind as the keyhto reaiity.‘ These ideas i
‘. § RS

originate with Plato, who held that the mind is Superior to the senses,
and Leibniz, who, in the late seventeenth century identified substance as

individual in essence. The notion that nature is knowable through th \\ ;
i A\
3
mind was an important insight in the Enlightemment. New understanding

’ |
was reached with the work of Kant, who held that the mind is not just the

~
' N

mirror of nature but actually structures experience. : S
’ N : N\

American theistic Personalism was developed by Bowne in the eighteen-

¢ - ~.
N

seventies.. Bowne, who was a student of post-classical philosophyl, "\

probably developed his interest ‘as a student of Hermann Lotze (1817-1881)

' >

" with whom he studied at Gottingenz. - Bowne gave credit to Leibniz as the

inspiration of his ideas, to Herbaré‘for his method, and ;o Lotze for his
conclusions. Lotze cdnﬁ?ibuted the notion that reality is\concrete,
gpiritual and individual, and that self is the sresuppositién ofr all
reasoniﬁg. it is‘impbrtant to note, however, that these ideas have

subgfantially broader and more complex, origins in the histdry of -

-




mom e -

*

%
\ |
,

- . / DT A

. s .
» 3nd cannot-be duplicated in future experience. All persons have both )

philosophy than those cited in this study.

1
|
N i

Personalism was résponsible for laying a new foundation for theology '

at a time when the materialistic theory of eyolution, sclentific

A

criticism, and comparative religion threatened the hitherto primary
position of Christiaﬁity in .American society. Bowne's belief in the

intimate nature of our relaiionship with God has been one of thé‘most
:
influential’aspectsxof Personalism, particularly as a teaching pbsition o
in Methodist éeminaries and colleges. "Persomalist philosophy r;élaces et
the dnfinitely far God by the Géd who is infinitely near, and in whofa
+we live and move an@ have our being" (Bbwne, 1908, p. 325). '*éi\\
Befoye moving to the premises of the Personalist ﬁoiétion, it is -\\,/w

-~

first necessary to clarify some of the terms used to describe different
facetg of the individual. For txample person designatﬁf a unity of
,consciousness, self—determininé ald selfaidentifying through time. Self
is the core of the person which remains constant in its essenéial features

even as it undergoes development. Personality adopts a particular

significance in Personalism, and 'denotes the sacred inner self which is

»

Zari et Fu

the paradigm of anOlogical reality. To be human in this context means

Ep.poésess those transcendental qualities expressed in the terms person,,

N .. /
self, and personality.

°

Persons are unique, separate and distinct from other persons.

Transactions between persons and the phenomenal world are also ‘unique

-

Al

- "
sl

i

unity and self-identity, that is self~integrating unity of the various.

S

.ot
-

AL

internal states, and continuous uni%y in the passage of time.

Paradoxically the self though remaining integrated and constant, also
experierices change in the'form of development. The self is therefore
1 ‘ 4
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constantly in a state of 'becoming' and never, in fact 'is' as a finished

product. The self is, then, the given; and the personaiity is the- self

(3

in’ a state of development, the ﬁnfolding of selfhqod. The subhuman or

! »

animal ésiﬁ is therefore not a personality sincé it is only capable of
but lacks reasoning powers or a value system necessary for the

experienc

.development of personhood. To be a person is to be hyman, and to be a

N

human personality is to stand in close relationship to the‘supreme
3

\\\fersonality of God.

The Personalist Pdsition ~

The fundamental premfse of this position is the primary value given

to personality as the highest form of exL@tence. The real is defined as
| . y \
the personal, and reality \is centered in God as the ultimate personality.

Theistic Personalism signifies belief in God as the omnipotent

uw

omnipresent creator, the benevo%ent supreme sustainer of existence. God
) ) *
is seen as distinct from his creation, not as supra-personal, which

/
infers the impersonal, but rather as having the supra or perfect

'

ﬁefsonality, répresenting truth, righteousness and beauty. T%e God of

v

Personalism is unique as persons are unique, and although Bowne believed”

God to be eternal, other interpretationss, find Him to be finite as human

persons arg finite. In common with persons God also shares the retention
"w i

4 ~

He is the author of time and is aware of ié, but according to Bowne, He

of His own identity, unity through time, and free self-determination.

observes and trans?ends it and is not conditioned by it. God is a

communicating ‘being, which présupboses that there are others present of a

. sufficiently God-like nature.to be able to communicate with Him.
Communication signifies separate centers of intelligenée, implying the

self-determination of both parties. God's gift of free self-determination

Y AR AR NP V- L P P
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to humanity implies the loss of His own supreme power, and explains thé_ /////

presence of evil in the world. ‘ R

[

God is therefore conscioug‘énd intelligent, with an apprehehsion of
His own existence and the existence of other communicating beings. He
has an understanding of humanity, and indeed personifies the highest

possible values in His relationship with persons. His medium of

communication is the natural world, and through persons and the objects ’ ¢
! ‘ ‘ ’ ' . : .

of nature He is made manifest. If God is good, His purpose for creation

is therefore towards good. ' .

The Personalist Theory of Reality.

<

Personalism asserts that only mind is real, that reality is concrete -

and individual and resides only in the conscious experience of persons

¢

or selves. This definition of reality is in opposition to theorles, such

4 ?
*
as Hegel's concrete universalism, which situates reality in.abstract

theoretical constructs. Personalism is also pluralistic in its further
. 4

definition of reality as a multitude of separate self~contained personms.

Bowne declared that, '"We and the neighbours are the facts that cannot

_be questioned™ (1908, p. 20). Reality, in this view is a plurality of

individuals, united in an integrated world system. The privacy of,

personal experience is validated by sharing the experience with others.

Bowne emphasizes that, '""There is a world of common experi&pce, actual or

possible where we.m%eg in mutual understanding, and where the great

business of life éoes on' (1908, p. 21), .

GFartam o

Reality is an active principle in Persoﬂalism,‘and does not lie in
. »>

v

passive matter, but rather in the active @uality of thought which lgads

-

£y

=
5l

to doing, and in the volitional charécter of developing selfhood. This

ﬁﬁ

%s not the passive "I am" of Descartes, but instead "I am active" as a

B
e T

,,
A
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-
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matter and the space-time existence 1s made comprehensible. The nature

-

o:ondition of realization. Freedom is essential .to self-determination,
"Will is the total sum of the dynamic- idea;: it either stands for that

\
or nothing"4 (Knudson, 1927, p. 221). 1If r?lity is active g_hdugh:t and
ac'tién, then matter, which is extra-mental and inactive has no reality.
Althougi'x matter tends to dominate human life, Personalism ';:llaim’s that
matter is not ultimaté or self-sufficient but 1is secondary and inst;rumenthl.

o

Its significance lies in its origin in the creative ‘thought of God, a

product of the divine energy and th‘ef medium of His comunicat;'.ori .
- ~
The space-time continuum is not significant in the relétion;hip
between God and humanity, sincg space, like time, is inactive and
therefo}re not part of reality. For Bowme, time and space are seen as
part of the cosmic process and are Iincidental in the volitional c~ausality
of the di\‘rin—e will, -

Individual personality is not only fundamental to reality, unity,

and causality, but is also the means by which the phenomenality of

s

of reality is, then, personal, distinct and different fczr every ind-iviélua;,
existing only in the free will and consciousness of the self. This
sigrnifies an gutonomous being capable of thinking, willing, acting, and
abiding, qualities which validate our relationship to God.

The Personalist Theory of Knowledge

The Personalist theory of knowledge rests on the creative acti‘vity

of thought. This notion developed from Kant's belief that our .

)

understanding of nature makes nature what it is. Thought is so immediate

that we tend to accept our perceptions of the sense world as real, but

reason intervenes to question our first reactions: Before Kant it was

generally thought that sense impressions give a true; account of. the

n
3
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phenomenal world. One of his profound insights was his rejection of the

passive nature of mind in favor of thinking as a creative activity. The

0

mind structures experience, not the reverse. Without mind to control the
flow of data, sense ‘impressions would be upintelligible. As soon as we

give meaning to sensation, thought is at work. Kant's categories of

-

understanding are a priori principles which. provide the structure for

discerning what is given in experience. Without the ijects of experience

~

the categories would lack raw data, and_without the categories experience
would lack meaning. Thfouéh the medium oflcreative tﬁought we construct
the world in our own, and therefore in God's likeness. In Personalism,
i; is the creative nature of thought whi;h reflects the spiritdand is the

-

L
essence of the soul. For Bowne and Knudson this fact constitutes the

basis for recognizing self as the ultimate reality. ’
The trustworthiness of reason rests on the premise that if thought @

'

cohstructs realitv, reason must make a reliable construct. Thinker$
such‘as St. Augustiney Descartes and‘Berkeley affirmed that knowledge is
subjective ;n& based on thé certainty of self-knowledge. However, if only
self is real this still lea;es the validity of knowledge open to question,

since knowledge of self does not constitute knowledge of the external

world. In Persopalism, as in all Idealistic positions, the mind is seen

as the foundation of all existence and is therefore the only possible

basis from which to judge what constitutes knowledge. Skepticism on this
i

point rests on insufficient alternatives, and in fact surrenders' reason

-itself The notion that the mind is capable of reason, and that reason

'

creates a valfa interpretation of the material world, is largely a matter

of faith. Bgt'based on the certainty of selffknowlédge we must assume

»

that mind is capable of reason, agd that reason gives a valid s
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interpretation of the phenomenal world. This does not guarantee that

’

efror will%hot o?cur;-freedom‘necessary in any judgment'ai§3/gresupposes
the possibility of error. But since truth and error are bogh grounded
in rationa;ity, diffgrences between them are of no consequence. Tﬁe_
présénce of truth and error are considered by Bowne' to be an essential
condition of knowledge,/gnd are implicit in the‘PersonalisE emphasis bn
freedom for thé trustwo;thiness of reason.' | ’ )
Dualiéy is present between thought and thing, between individuals, <
and between God and humanity. There is a unifying pr%nciﬁle, however,
in the creative qualitf oé thought which we share with God. 1In addi;ion,
we share our origin with the things of this world in a common genesis in
God's crgativé thoughts. " For humaﬁity, creative thought which is based
in faith and purpose offers the only possibility of a unifying system
of causality. We need both the system of theoretical reason andﬁthe
objects of experience tp complete the circle of knoyledge. ¢
With Kant, it must be assumed that the wor;d is intelligible as an-

°

act of faith which nust also extend to reason as the beginning éf

knowledge. The bond of human personality is the source of both reason

and faith. Personalism, from its hgsis in Theism and Idealism, supports’

intellectual and religious faith as having a compon bond in ultimate

°

human faith in existence. . . <

LX)
~

Later Views of American Theistic Personalism -

There are a number of variations in the views of theistic

o

Personalists without thch this description of Personalism would be

[

incomplete. Basically,belief in the personality as the fundamental

reality and the view of God as a persom holds for all views. K Bowne and

. Knudson present a;&istorical,_theolégical notion of Persgnalis@, and, '

(\‘
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,Edgar Sheffield Brightman

— ~

¢

) .

like others of the older school of Personalists, defend the idea of an

eternal God. In contrast Edgar Sheffield Brightman (1884-1953),

] v ~

H. Rashdall (1858-1924) and cdntemporaryﬁwriter Peter Bertocci

LS

believe that God is finite and limited by fﬁctors‘beyond His control.

-

Brightman was concern;d that living experience should be £ntegratea
into an inclusive whole. ''Personalistic method is an empiricism which
recognizes the demands of reason, of experimental fact; of descriptive
fact and of value; of part and of whale, it is both descriptive and
inductive, both rat;onal and empirical" (1958, p. 33). He emphasized
total personality as’ the measure of truth, and appiied personalism to

-

bsychology, logic, epistemology, and metaphysics. Brightman recognized,
¢

like other philosopher- psychologlsts that the individual should be

Ay,
o

studied from as many different vantage points as possible. To this end

he'used both deductive and inductive reasoning in his search for empirical

coherence (1958, p. 33), and attempted to subject theological and .

metaphysical topics to certain testing procedures. His notion of concrete
fndividual experience iﬁcluded, ”All\gresently observable consciougness,-
all sensations, images, reasoning, loves, hates, fears and hopés of Now;
all connotations, strivings and efforts, desires and aversions" (1958,

pi 36). All possible conditions®and states of being were of interest
and for&ed the raw material of his philosophical and psychological
research. He emphasized that a valid Q;taphysics must transcend
empirical facts in order to deal with the reality of the whole pé{;on.
This included such extra-mental states as memory, purpose,‘vglue§, and

,

thoughts of imagindry or absent places (1958, p. 56).

4 Unlike Bowne and Knudson, Brightman saw time as an active principlé,

4 '
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we communicate with H;ﬁ or not. He saw God as supremely valuable and

46

-

and one of the most funéamental categories of being. "All be}ng is
temporal and.therefore all being is persgnal“ (1958, p. 135). The
moment of experience is called the "shining present', and elements
beyond direct experience, ''the ill;minating absent” (1958, p. 63).
: Brightman reinstates substance as a fundamental category, and
undike Bowne.and Knudson sees it as an activ; force. Since whe
personglity of the person s the real in Personalismlgpe identifies
person as substance demonstrating unity, complexity, continuance and .
endurance. ' \

The ideal aspect of personality is the spirit, through whicb the ¢

/

/

individual relates to nature, values, the community of like peréons and

3

Gody : We are part of the creative thought of!God and as such can

communicate with God through the medium of the body and soul. We are

independent of God, however, and are therefore free to choose whether
- N 'l

-
. creative, but limited by the freedom of choice given to other selves. .

Contrary to Bowne and Knudson Brightman did not believe that God is
etergfl. He argued that if, as science suggests, God works through
evolution which involves time, then like His creation He must be part of
the time-space continuum. If He is 1nvoived in time He must also be
part of the évolutionary process and, like humanity, incomplete and in

a state of development through strugglg apd suffer&ng. This possibility
exﬁlains the preaendZ of gvil in the world, and suggests a closer L
relationship between God and 'The Son of Man'. The God wh: bears the ) :.‘M

Yeternal" cross is the basic given in B;ightﬁan's philosephical position

(1932, p. 80).
B
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Peter Anthony Bertocci

[

\

- Peter Bertocci is at present Professor Emeritus at ‘Boston University,

where he previously held the Borden Parker Bbwnexchaiﬁ of philosophy. He

!

represents the third genergiion of Personalist philosophers at that
institution, and like his mentor Brightman, has lectured in psychology

as well as philosophy, a combination which he considers vital to both

«

©

disciplines. ¢« . .

_Like Brightman, Bertocci thinks it important to examine the person

from as many aspects as possible, and includes difficult areas of research
such as' the emotions; will, virtue; and moral obligation. His findings

are then applied to the.fields of education, religion and sexual behaviour.

'In‘Bertocci's view the whole individual is defined as a thinking-

feeling-oughtiné self, controlled by an inner self-agent. This 'moral
. \ ‘ .

authority' is self-imposed by individuals who are in the process of

-

reasoning the dynamics of their lives, and adjusted to accord with
similar reasoning by others. Reason is identified with the effort to
make connections with one's own growth and potential, and that of others

at a similar stage of development (1979, p. 493).

‘

. Persons are ends in themselves, and must be‘}espected for what they

~

g

are. Mutual understanding is important and as a society we must defend
the right to be different and to hold different opinions.— Values are

conditioned through association with othérs, virtues differ in that they

are a person's own creation and may be conditioned, but not influenced,
‘ .

by the environmen! . ' '

k]

Bertocci's emphasis on the social aspects of experience is more

pronounced than that of ot%;i Personalists, and he makes assocdation with

ca [}

others a necessary part of rsonal development. Virtd® and moral

»




obligation, although created by the individual are essentially socially
enriching virtues. The indibidual's moral task is to or?ﬁestrate the
virtues which help to integrate the self in its relationship to the

whole experience of life. Personal development is seen as a continuous
conscious effort towards a more.iomplete and integrated value system,

the virtues of which testify to the moral structure of the universe.
B;rtocci's chief contribution to understanding the person is h}s examiﬁation
of dffficult areas of human experience, and his avoidance of the easy h

”

solution. 1Injaddition.he is able to keep tﬁe whole person in focus

’

through the understanding pe brimgs from his knowledge of philosopr and
psychologys. “
Personalistic Psychology
The gersonalist view of the individual emphasizes the transcendental,
non—physioloéical aspeZts of living experience, ‘and, ag such, ;ffers an
important digeﬂsipﬁ to the sfudy of humanity. This aspect is recognized .
a .
by Bertocci, as being essential to gaining an understanding of the whole
person. 'He is critfcal of psychologists who lack an adequate conception
of the self, and tend to ignore, what he calls, the ”thihking—wiiling— .
oughting" aspects which confer ungéy on the sub-systems of personality.
He finds that Carl Jung's approach is more sympathefic to personalistic
. psychology than that of Sigmund Freud. ¥Freudian and Behaviouristic :
concepts of basic and pegsiétent mot}ves in persons, are only partially v
adequate: '"Only by keepiné the whole human person in focus can , ’ ’%
philosophers and psychologists Mead lives of intellectual integrity"
(Stern, 1938, p. 70). - " 3

Bertocci notes a more recent trend in psychology towards a view of

the self as a unified whole. Understanding of the 'person is increasingly
,/

-~




49

seen tb require both phi}osoph%cal aqﬂ psychological descriptors (1962,
p.‘306). This view is ;lso expresséﬁ in the following quotatiomn:
Personalistic philosophy and psycﬁology can move, if you will, at
different levels of descripﬁion and interpretation, with fuli .
. ¢
awareness of the interpenetration of the two....As he (the
Pe;sonalist] tries to understand the nature of the person, his .
personality and his proprium, he uses every means of penetrating
the unknown (Cited in Wolman, 1965, p. 314).

h Belief in the importance of both ?érséﬁgiistic and psycﬁologica%
data to the understanding of persons, was first expressed‘by Germaﬁ‘
psychologist and philosopher William Stern (1871-1938). He/wqg the first
to develop a complete system of critical Personalism and use it as .the
foundation of his psychology. His best known work.covers\the period
between the publication of his.first importang book, The Psychology -of

o
Individual Differences (1900), to the appearance of his General Psychology

(1938). His philosophical position as a Personalist, formed the basis of
his approach to experimental ps;chblogy. His work in both fields was
based on the belief f%at:' "The 'person' is a living whole, individual,
unique, striving towards goals, self-coﬁcained yet open to the world
arouﬁd him; he is capable of having experience" (Stern, 1938,.p. 70).
Stern divided human life into three modalities: the first is biological,
the second is the world of experience in which the individual experiences
dyna?ic interior and exterilor interaction with the objects of the world,
the third modality, unlike tﬁe first and second; is particular to

humans, and includes the de;elopment ;f meanings and values. Thus his

objection, and those of .other personalistic psychologists such as Gordon

Allport (1897-), to the use of animal psychology in support of assumptions

o TS St ol s
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about hpman behavior. The bulk of his written work was translated into1

English and deait largely with the metaphysical iﬁﬁITEEEIéHE of experienée\
in relation to thé self-contained, goal-oriented person. His work was
widely publicized in America and was influential in the development of
personaiistic psychology in that country. '
Psychologist Gordon Allpoft-developed his_pErsonalistic position in
the nineteen-twenties, at a time wgen Fhe scholarly field of psychology
‘.was divided between a behavioristic approach and pgrsonalfstic or self- -
psychology.” He differs from Stern iﬂ his emphasis oﬁ scientific data, |
such as neural response, in preference to the less tangible transcendental
. agngks of Personalism. As a scientist he recognizes the value of
st;dies which Aeal with separate parts of human physiology, but shows his
personalfggic sympathies in hi; belief that the person can only be o
understood as a whole complex of emotions, purposes and values. He
N\ points out that:
Somewhere in the interstices:<of ngmgthetic laws psychology has lost
2
the human person as we know him in eéeryday life. To rescue him and
reinstate him as a psychological datum £ﬁ his own right is
the avowed purpose of the psych?logy of personéligy (Cited in

1

Searles, 1944, p. 588).

N Allport's work reflects a consistent énd,vigorous attempt tp
counteS&ct the influence of behavioral, operational and positivistic
method, and the favored biological and social torms of this position.
Instead he emphasizes the unique pattern and gro%th of persPnality. -
Bertocci distinguishes between Allport's use of 'person" and '"personality’’:

Person is used as a description of the totility of the indiéidual, while

-

°

O N WU UL A S DL YU

I

-




51

;perébnality is thé'dyna@ic ;rganization of psychophysical systems
which determine the person's characteristic behavior and thoughc”(l979,
p. 606).

The emphasis in the work of Personalist psychologists 1s therefore
a view of the person as a totélit; of human experience) whicp_includes \
physical, emotional and infellectual factors. fThg self cannot be bowed
out of psychology on thé grounds that scientific introspection has failed
te discover it" (Calkins, 1915, p. 495):

The personélistic orientation in psychology has significance for
this‘study because it serves as a link between the philosophy of
Persanalism and educat;qnal ;ﬁeory. in the twentieth centugy the thgory
of education has always been responsive to contemporary trends in child
psychology. This was particularly true of Proéressive Education (discussed
later in this study),awhich reflected the influencés of both behavioristic
and personalistic, psychology.

Personalist Educational Eheory
only been

%

applied to education as a secondary consideration by those who are

Personalism is a theological philosophy first, and has

interested in its practical application in that field. Thé various
Personalist authors wh; ha&é contributed to education are consistent in
their emphasis on the individual in the edu;ational setting. The.
development of moral values and ;he emotions are considered to\be the
most essential areas, with less emphasis placed ;n intellectual
development. Conditions of freedoﬁ are‘recoénized as: ilmportant to self-
determination, self-;;vression and creative thinking. These factors are
seen as vital to the creation of emotional and intelleétual express?bns
oé peEsonal value and tbe development of the yhole iﬁdividual, a méjor

-

\ . '




- goal in Personalist education.

g)
<, _Bertocci points out that a philosophy of educatipn should always

take into account the complexity of‘human life and hyman personality, and

. séys: "A philosophy of education may be judged by its sensitivity to the

complexity of experience, knowledge and valuation....and nothing short of
the fullest awarenesdizf man's place in the cosmos" (1956, pp. 156-160).
Bowne emphasize& that individuals are emotional beings first, who
"tend to }eel befor®e thinking CME&er, 1960, B. 481). He believed that ' *
faith and moral purpose are more‘imﬁortant than intellectual or logical
feasoning, ”Life is deeper than 1og§cﬁ‘(Sahakian, 1968, p. 275). Bertocci

stresses the importance of educating\the emotions, and finds this ag

)
neglected area in general education. e cites Plato's fear that emotions

dwarfed infchildhood are capable of warping adult persomality. Plato
. ' »

favored the arts\asiﬁeing particularly effective in helping individuals

to control their emotions. He belleved that the arts could make emotij:;l

stifes, "concrete and alluring.,¢.The arts therefore’ had more actual

affect on the formation of attitudes than non-artistic forms of learning" '
(Bertovci, 1960, p. -IS). “

Bertocci finds that more moﬁey is spent in education getting rid of °
apd'pvoiding emotional blocks than helping students to deal adequately \
vith their emotional needs. Emotional education through art and religion
should be given priority. "How‘many teachers in thé various arts, how,
many more real opportunities for ‘emotional education have been provided?"6
(1960, pp. 16-~17).

There fé general agreement among those Personalists who write on
:

education that.individuals should be made responsible ‘or their own )

development. Bertocci quotes Plato's views on this:
- \ !

.
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The just man does not allow the several elemeﬁts of his soul to
usurp one-another's functions; he is indeed the one who sets his
house in order by self-mastery and discipline, coming to be at
peace with himself....only when he has....made himself one man
instead of many will he be ready to do whatever he may have to do7
(Cited in Howie and Buford, 1575, p. 248).

\

educaéion underlines the essential factor of freedom. Ralph Tyler .

¥ .
The importance given to self-determinatig;gin Personalist viezf on

Flewelling8 empﬁaéizés that freedom is essential‘for the development of
moral character, the highe;t alm of personalism (Runes, 1962, p. 282).
""The most continuous permanent thing in creation is the demand of the
human scul for freedom, the thirst after the fullness of life and

—_—

opportunity. The Personalist attitude to education is marked by the

same charactéristics of freedom" (p. 295). Bertocci also emphasizes
freedom as important to self-discovery and understanding the complexity.
of experience. In addit;on he finds, "It is more important that man is
able to experiﬁnce the creativity his freedom allows him, than to hzze

any definable security minus that creativity” (1960, p. Q}(//

An article in The Personalist (1944), the Personalist journal,

discusses the pedagogy of Itallan educator Gilovanni Gentile, who is

sometimes identified as a Personalist. . Gentile advocated education for
W

. .
pre-adolescent children based on sense awareness and imagiéation,

: ' A"
believing that this approach would lead to greater intellectual and moral

discrimination in later life. He saw the relationship between the’

teacher and chilq in transcendental terms bel{eving that true education

takes place: 3
L . - ’ 6

Where the teacher unites a moment in his own spiritual life with
. 7 N «
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the‘spirituaibiife of the pupil, a work og}love which may, be defined

N
as penetrating intelligence....The teacher is the spiritual parent .

offthe child, that is, the pppii comes to the place of self-
creation in the life of the teacher, and thus a part of the
universal and eternal process, just as through his parents he has

been, as it were, inserted into the creative process of the world

{
i

(1944, p. 49).
In this view play, like art, is part of the spiritual expression of
the "I", &s distinct from sciencé and religion which express the objective

"not I". The "I" is seen as individual, "In the sense of a self-

perpetuating unity through its ceaseless becoming, its cggative"activity"

\

(p.50).

Gentile believed that all education should address the inner person} -
Thexteaching theory of arc'is ng{ the_EBgory of teaching art, but

K the theory of. all teaching from the point of view of the subjective
development of the spirit or personality. It signifies the personal
center of every problem or task, and is illustrated, for example,
in the theme or composition which should be born as a problem
arising naturally flrom the spiritual ﬁrocess of the student (p. SI).

The development of e whole person must include the important human

¥
-

potential of creativity. As a basic aséumption in Personalist N -

. .
epistemology, crfativity is seen as a divine attribute which we share

with God (See Chapter II, p. 44) Flewelling describes God as being: ''In

the truest and highest sénse personal - the supreme creative Reality" (Cited in
X

’Runes, 1962, p. 284). Moral development is the major goal of Personalist

education and «wrong doing is thought to.be destructive because it causes

-~

loss of unity, "Thus lowering the powers of the creative imagination,

- , -
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introducing inferiority complexes “and detracting from the highest

success" (p. 297). .Bertocci makes a further connection between freedom

and creativity when he says that the person must be:

Free to think, and free to bring purposed organization and direction
' a

into his life of sense, desire, feeling and imégination. This also

mea;s he, is free to cééate, free to bring 1pto being....yhat he
decides is worthwhile within the limits of his capacity at any
given time, place and situation (1960, p. 21).

The association between religi;;s, moral and aesthe£ic values is

frequently stressed in Personalism. Both Bertocci and GeﬁEile’believe

that aesthetics inspire gbod moral conduct, and art-making is seen as a

-

way of expressing personal value syétems: "A human being's aesthetic
A R .
‘iresponses invplve both his feelings and his insights. The arts,

' .
therefore, whatever their intrinsic value as aesthetic, are forceful

media of expression of intellectual, moral and religious values'

(Bertocci, 1960, p. 16). ’ PR

Gentile held that education should emphasize art and religien,
pointing out that in bothifields we ask, "Is it good, is it true?"

Education which stresses b would tend to deal with life itself, rather

than speculatien about life:

Religious instruction, like art instruction, refers to all teathing °

and means, in contrast to a continual proceeding ahead, a stopping

at every step and a turning within, emphasizing ho‘less the truth

than the certainty of krowing (Thompson, 1944, pp. 51-52).

An example of personalistic 1de6r in religious education can be found
in Affirmations (1951) published by The Education Policies Commission

of Columbus Ohio. 1In this publication moral ideals among others, are
- / o
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based on ghe premise that individual personality is the supreme concern.
Emotional development is seen as being important to spiritual development.

Art, religious pageantry, poetry and music are suggested as ways which

can stimulate creativity and develop emotional maturation (1951, pp- 19-29).

An Article in Educational Tpeory (1953) applies personmalistic = = ’

naturalism to edugational method. The author emphasizes that educaticn

should be a marriage between concrete personalistic and analytical

~ ~

naturalistic perspectives. In this view, the individual is given the

highest value and freedom and self-awareness are stressed: He states
\ -

No science or supporting philogophy may be pursued to the point

where it threatens the child’s own constiousness of, freedom and

\

responsibility: or the teacher's own faith iﬁ the worth and

freedom of the child as a person, or faith in his own free self

J .

(Soderquist, 1953, p. 373). .

Harry S. Broudy, a philosopher of education, writes, "The great

lesson of Personalism, for me, has been the absolute claim upbn the worl

* that a personal mode of existence creates' and imposes'. Like the

~/
previous author, he is critical of scientific approaches _which claim t7
. . b v .
deal with the individutal, noting-that since there.is no science of

particularity there can be no science of the person. Scientiffc Fheories

—

are only of use when dealing with humanity collectively: "Humanly

“

speaking, however, the individual version of the species characteristics

; o . ' "
is more important than the species characteristics as such"

(Cited in Bertoceci, . 1974, p. 101).

Broudy is not optimistic about the future of education and.says:

\"The good 1life will be a struggle to extort freedom, individuality, a
» .

|

(petsonal significande from a system that on the face of it denies them.

I3




* but is emphasized as being important to all fields of learning.

.all" (p. 103).

In symmary, personalistic views on educatipn emphasize the

importance of educating tHe individual as a whole person, in preparation

for a richer spiritual and intellectual life. Emotional development is

seen as a neglected but vital pa%t of educational exchange, with art as
a particularly effective medium of emotional growth. Full development
is considéred possible only in conditions of freedom which would enable

full epression and growth of individual personality.
. ° B v
Freedom is seen as essential to: understanding of self, development

-
of self, self—criticism and creatlvity In this context the instructor

is a guide and counselor, and perhaps, as Gentile suggested, a splriLual

4

parent to the child.

Several personalistic authors connect freedom with creativity,

which is seen, not only as a precious quality present in art expression,

There is a general rejection of scientific approaches to education,
such as behavioristic or mechanistic theory which-are seen as inadequate
. i ( . .
to deal with the complexity of persons, and more suitable to classifying

groups than understandipg individuals.

Moral development is a high priority in Personalist education theory,

and is linked to aesthetic education by several writers who see the same

perceptual involvement in both areas. In this view art education is
' o
closely related to moral educationm. 3

.

- summary

American theistic Personglism is essentially an idealist and

v

individualist position which emphasizes the unique, separate and private .

nature of human experience, but does not deny the need for communication

-
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with others. Reality is defined as the coqscio;s experiencé of the
individual, it is personal and pluralistic, that is, it is Eomposed of
multiple persons. .For anything to exist it must therefore be a person,
or the act or experience of a person. ‘1

,'
All theistic Personalists believe that God is the supreme
LY

personality, infinitely good and omnipresent in human experience. But
opinions differ as to whether God is temporal or eternal. Bowne and

. f3 ¢ .

Knudson hold that God is etermal, but otherﬁpersonalists including

Brightman and Bertocci maintain that God is subject.to the laws of .

—_ 4

evolution, and is therefore finite. -Other qualities which God shares in

common with human persons includes His need for freedom, and His will to
creéte. in harmony with the Personalist goal of ﬁgral development,
freedom is seen as necessary fqg both knowledgg and reality, without
freedom truth cannot be distinguished from 'error. Creativity is
characteristic of both God and human persons, and is manifest in God's
creatiqgrand in the creative nature of buman thought. Fér Bowne and
Knud/hn this factor validates the recognitlonlgf self as a conscious
force and the ultimate realz/y \

Brightman and Bertecci combined both phllo%ophlcal and psychological’
‘inquiry in order’ to gain full understanding of t e human person. By
using an empirical approach Bertocci, particularly, examines other

states of being such as emotions,‘will, and moral obligations. He

applies his findings to other fields such as religion; éducation and

- I3 N
5

sexual behavior. o
Bertocci is in sympathy with the work of personalistic or self-

psychologists who attempt to understand the human mind from as many'

different vantage pointé as possible. This approach is personalistié,

-
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in as far it accepts that each individual is a umique, self-contained
1 ) ~

‘center of experience, consisting of other levels of being, apart from a
physical body. These other factors, which were beMeved by Stern to
separate humans from the rest of the animal world, are the ability to

construct meanings and values. Allport-developed this notion further,

- ’

and q@dded emotions and the purposeful aspects of personality. By

including these other levels of experience Wwith psychological data,

personalistic psychologists wanted to reinstate the study of the whole
* »

person in psychology. In addition it was hoped-that by making a more

comprehensive study of mind, the trend towards Behaviorism, which only
t
dealt with observable data, would be reversed.

.Several Personalist authors have written on education, although it
1] ‘ -

is not the main fo%us of théir integest. Persgnalistic id%as in

: education are characteristic of that philosophical?positj.on 1%
emphasis on individual development, and the growth of the whole person
as f>pajor goal. Moral and emotional factorsk&ike prededence over ;

intellectual goals, for most Persbnalists. Freedom is seen as essential

‘v‘\
f ‘y
to ;self-determination, self-expression and creative thinking.
The arts are coupled with religious education as the most effective
. \ < } W '
‘ways of developing the inner moral and emotional aspects of the person.
- ’ h " A
Personalism, both as a philosophical and educational position, focuses
r .” .
-

on the development of moral character as the highest creative

achiéve@ent in the personh} struggle to attain full deévelopment.

H * t

]
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“ 1 - - Reference.Notes
/. ¢ :

‘1Post—Classical German Idealism emphasized a subjective view{of
9] \

existence.. The self-conscious individual represSented the highest form of

creation, and feelings and.ewotions were thought to be reliable sources

of knowledge. God was believed to possess all:the positive features of

(S

Qumanity, including creative énergy. German Idealism was part of the

Roﬁancic Movement .of which Schelling was one of the principle exponents. ,

*

This- view was characterized by an emphasis on the self, the transcentental,

- “

the imagination, and art as the supreme value (Sahakian, 1968, pp. 180-

186) (Flew, 1979, p. 285 and p. 292).
\ & )
Rudolf Hermann Lotze, idealist metaphysician, succeeded Johann

<

Fredr%Fh Herbart at Gottingen‘in 1844. He pursued int%;ests in medical
science, psychology, philosophy and the arts. His interest in art ,and

literature made him sensitive to the role of‘feéling and value in’ the

life of a culture. Edward, P. (Ed.) Encyclopedia of philosophy. New ¢

. {
York: Macmillan, 1967.

A

3Later Personalists include Edgar Brightman and Peter Bertocci

(pp. 39-43).

4Brightman, E. S. Personalism and'ahe influence of Bowne. The 6th

International Congress of Philosophy, 1926.
. . .
5Allport, G. Peter Bertocci: Philosbphe§" psychologist,

4

Philosqphical Forum, Harvard University (No date. Reprint from Peter

3 ~

" Bertocci's collection).

6Herbart developed the idea that religious, moral and aesthetic

feelings are related, j

-

7plato, Republic IV, 443. Translated by F. M. Cornforth. London:
o, v

JOxford University Press, 1945,
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8 he Personalist, first published in 1919," was the journal, of

Personalism issued quarterly by the University of Southern California, -

*

and edited by Ralph Tyler Flewelling.
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. Introduction
Pragmatism and Instrﬁﬁghtglism both developfd in the ninetqenth
century and reflect American concern for practical matters. Pragmatism

emphasizes method and attitude over a philosophical system. Philosophy

RS

is seen as a ﬁay of looking forward tp the consequences of actions
rather than at static first principles. Theorétfcal and pract;cal
spheres are merged in the concern to addres; philoéophy to commonplace
questi;ns, particularly within the area of the theory of knowledge. 1Ideas
are seen as instruments to further positive action and truth can be found
as the result of studying the practical consequences of ideas.

Instrumentalism developed from Pragmatism and focuses on fhe provision
of a sound logzcal basis for human ﬁrogress, particularly at the social
level. Like Pragmatism, Instrumentalism holds that ideas, concepts and
judgments are instruments to further the practical consequence of actionms.
In this view philosophy is a social tool which can be used to §olve
educational, political énd personal problems, and can harmonize individual
and social experience. Instrumentalism contributed two important ideas
to Pragﬁatism: the siological emphasis of its psychology and the logical,
which is based on the asshmpt@on that positive science is true.

The Instrumentalist Posiéion

Both Instrumentalism and Pragmatism were influencéd by the work of

Cha; ‘ ] 1809-1882). His evolutionary theories expr;ssed in

The Origin of the Species (1859) overturned theological and scientific

beliefs, and laid the foundation for a scientific‘approach to the problems
- of philosophy. These ideas transformed Western society through the
.revision of inherited concepts of nature and practice, settﬁng the stége
for new social conditions (Scheffler, 1974, P 195).

-

.
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Pragmatism was developed by CharleslSaunders Peigfe (1839-1914), a
logician and mathematician, who formulated it to further his scientific
enquiries. William James (1842-1910) who articulated and moderated
Peirce's position, was largely respopsible for the enormous popularity
of Pragmatism in the nineteenth and early twentieth centuries. The

‘

Instrumentalist school of Pragmatism was developed by John Dewey (1859-

1952), and was first identifigd in his Studies in logical thinking (1903).
Instrumentalism followed Pragmatism in its rejection of the standard
problems of philosophy. This includes the denial of all dualisms, such
as, the separation between mind and body, good and evil, or matter and
spirit. Instrumentalism also denies the existence of a cosmic mind or of
transcendental states in its assertion chéﬁ éeality exists only in the

world/ of everyday experience. This factor also explains the

u ’

Instrumentalist denial of all absolutes, or an ultimate b?sis of all
[ <

thought or being. In addition there is a refusal to éccept all
. 1

philosophical issues and positions which acceﬁt fixed ends and values,

ipstead Dewey ‘replaces all fixed ends and values with the notion of growth .

and progress.

As a youﬁg @an Dewey was influenced by Hegelian Ideglism, Qﬁd
retained several Hegelian féatureﬁ’in his phil;sophy.. Tﬁese included
his major concern; with growth, continuity, wholeness and belief inh the
idea as a moving force (Scheffler, 197Z} p. 195). The emphasis on
continuity was a majo£ feature of Dewey's work and extended to his vié&

of body, mind and nature as part of an organic whole. As mentioned,

growth is important.in Instrumentalism as the only‘iegitimate goal in
§ .

any area of human endeavor.

Dewey'é principal motivation ﬁag undoubtedly the betterment of |

-
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societ&, and in this he was iﬁfluencgd by his ffiend George Herbert .
Mead (1863-1931) the social behavioristl. Mead was interested in the
connection between biological theories and scientific psychology. His
notion of the organism acting and reacting in the environment was

* important to Dewey who adoptéd it as the basis of his socio-pedagogical

theory. Mead's main emphasis was on sbcial psychology, and his work in

g '

his field paralleled and effqcted Dewéy}s principal concerns,
particularly ip edutation.

Dewey's interest in educgtion stemmed from his belief that it has
he potential to change society, and he devoted the major part of his
life to the philosophy and psychology of education. His education
theory, ;hich was integral to his social theory, was based on a
biclogical view of humanity, sgeing humans as organisms interacting with
;he social and natural environment.' His sociél‘and education theory was

<

also influenced by Ehe evolutionarylidea tﬁa; human society advgnces in
an inééntionally.progressive way. Confident,that science could solve -
ﬁost human problems, he adopted the 'reformed Darwinist' viewz.that
societies could shape their own futures. Like James, Dewey believed in

¢ meliorism, the notion thaé the worl& tends to improve, and that humanity .
can further this improvemént. Tﬂis could be accomplished by using ideas
.in a scientific active way, as instruments of thahge. ‘Ideas~are only
useful, however, if they can suggest methods of organization, procedures
and hypotheses. Dewey pointed out that: 'Conceptions, theories, systems
of thought are always open to development through u@e; As in th; case
of all tools, their value resides not ig themselves;{but in their
°capacity to wsrﬁ shqwn in the consequences of their use" (1929, p. 145).1
T‘! notion that ideas can ‘be used as.tools to effect social change o

. ' N ,
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develobs‘from the idea that knowing and doing are both part of a unified '
process. .Thé mind, ;r source of ideas is.part of nature, *just as the
problem to be solved is part of nature, the mind caniformulate plans
which are capable of determining acgion. C . s
Dewey was more concerned with modes of behavior-than with states of
mind, and saw mind as an active principle ratger than the physical
°properties of the brain. :The influéﬁce of Mead's biological theorf of
human experience én'bé seen in the following sthtement:
Wherever therg is life the?e'is beha;ior, activity. In order that
\\ life may persist, this activity has gg—be both continuous and
adapted to the environment. This ad?ptive adjustment, moreover is
not wholly passive; 1is not a mefe matter qf the mbdlding of the ‘
organism bx'the envir?nment....lf'does some;hi;g to the environment .
.as well as having sométhing done to itself (1920, pp. 84-85).
By interacting with the environment in a purposeful way the human - .
organism can efféct desiréd changes. 1In this view life is seeﬂ as a
process of adtustment to prevailing conditions, and also as'an opportunity.

—— .

to adjust gonditions to present needs. Knowledge about the world
. L e

-

‘acgumulates from these encounters because the stimulus of change

initiates enquiry. Enquiry the only way belief can be warranted,

-

fawr
the question of what is true or untrue is therefore an evaluative
I an

. /
procedure. Séientific enquiry is not only a way of solving problems of
R -
knowledge, but also a way of solving moral content. "Moral ideas are

actiye in guidi:f the means of procedure, just as moral ends determine,
* results. Theseare not seéen as fixed ends ox purposes, but rather

stages of growth. Progress and growth aresthe chief aims.of

\

. L . . \
Instrumentalism, with growth as the only possible objective: "The end

‘
»
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and good....not perfection as the final goal, but the ever enduring
procéPS' ‘perfecting, maturing, refhning is the aim in living . .Growth
itself is the only moral end" (Dewey, 1920, p. 177).

Instrumentalism is a practical philosophy and suggests a practical

method of dealing with :life in the belief that our entire body of

knowledge, values and qualities reside in the physical world. It is a
response to the natural and cultural environment and an attemot to help
the human organism to create a better way of life out of what is given

in experience. l -
* Instrumen;aliém, like Personalism, is unique in its avoidance of
\
standard philosophical cla551ficatlons Dewey disliked the implicatiomns

of a term such as epistemology (1925, pp. 140-149), and barely dealt

with the question of metaphysics be¥ore writing Experience and Nature
. !
(1925). His rejection of standard philosophical categories can'be seen
Pn

in his descriptien of the Pragmatlcjpésltion
'.t‘ . i \ . s+ -

v LIt is often said that Pragmatlsm..x must develop ‘a theory of

A Reality. But the chief chara epis{ic of the Pragmatic notion of

T

Reality is precisely that there is theory of ﬁeality in general,

-uberhaupt,.is possible or needed. It finds that "Reality" is a
denotive term, a word used to designate indifferently everything
. that happens (Deweyy 1916, p. 55). o
In spite of Dewey's aversion to . terms such as 'feality' and 'knowledge'
this study wiil maintain a tradi;ionel’philosophical pattern for purposee

_\gz clarity and later comparison.

e Instrumentadist Theory of Reality

Instrumentalism defines reality as the presgnt moment of experience,

What ‘we know apout reality is derived from accumulated information

’
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obtained from t;sting existent situations empirically.

‘?hilosophers do not have access to a stogk of special knowledge
enabling them to construct a world of 'reality', or which helps them to
uncover the secret of "being' which is hidden from the world of common
sense. Deweyvposifs that only througﬁ science can we know what ‘it is \
to 'be' or understand reality (1925, p. 165).

For Instrumentalism, reality resides in an unbroken chain of events
making the time fact;r of)priﬁary importance to the theoryﬁpf reality. —
The }eal must be a continual procession of present moments in which

3

reality is actualized. 'This' moment is only transitive predicting what

.is about to occur, so that 'this' quickly becomes 'that' and so on.

»

.

Dewey points out: . N
. 4
The union of past and future with' the present manifest in every
awareness of meanings is a mystery only when consciousness is

N

gratuitously divided from nature, %na when nature is denied
temporal and Hiégoric quaiit&. When consciousness is connected
witﬁ nature, the mystery becomes a?luminous révelation of the
operétive interpenetrétion in nature of the efficiént and tﬁé
fulfilling (1925, pp. 352-353).
Our transactions with ghe natural wbr}d are seen as part of the
organic patterh of‘naturé, and ref;gct the tenor of natural events. "It .
is precisely the peculiar intermixture of\support and frustration of man

{
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the natural world and does not ackpowleége*any other states pf being.
The réality of our existence and experilence are not in question andiare
taken to be the events in which we a;e émersed. .
This is the extent and method of Wy metaphysics: the large and
constant features 6f humgnlsufferings, enjoyments, trials, fa?lures

A -
and successes together with the institutions of art, science, .

technology, politics and religion %hich mark thenm, communica;e h
genuine features of the world in which man lives (19255 p. 412).
Dewey's approach to the complexity of human experience is

purposefully empirical. By approaching the huméﬁ\conditioﬂ iike ;

scie?tist and examining it through the experimental procedures of
science, Dewey felt that he could deal with the facts.' This procedure
1s radically different from traditi;qal metaphysics wh&ch postulate;

reality as an ultimate 'other' experience, and selects certain privileged

features assuming a standard by which to measure the reality of everything
) _ ;

else (Schilpp, 1971, p.\218). Instead, Dewey suggests.a broad impartial

‘) -
reading of the factors| which constitute concrete experience, and excludes

everything which does not relﬁte to that situation. By looking at the
problem in this way he offers a new approach to tpé question of what is

“ f

real (p. 218).

By applying scientific, empirical criteria, Dewey concludes that -

what we call reality is composed of an unbroken series of events which

take place in the concrete, everyday world of experience. By adopting

. ' )
the scientific approach in his examination of reality, Dewey aligns himself
with Pragmatism, as he does in all major philosophical questions:

Pragmatism is céntént to take its stand with science, for science

finds all such events to be subject-matter of description and

€ B B
- *
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¢« enquiry....It also takes its stand with daily life, which finds

that such things really have to be reckoned with as they occur

"

interwoven in the texture of events (1916, p. 55).

The Instrumentalist Theory of Knowledge

Dewey's.énquiries into the nature of knowing avoids the term

'epistemology' and even 'kﬁowledge' , he felt that both designations

give meanings of their own apart from enquir‘y. Knowledge\in this

position is seen as, "That which satisfactorily terminates enquiry;'

(1939, p.'8). “ .

| Knowledge is‘ thought to develop through practical aétion, by altering
- conditions (a_s in a laboratory), and rea}rranging, the facts, new insights
are revealﬁeg,“ ‘ For Dewey, knowing begins with specific ::bservations
which define the problem, and ends with specific observations that test
a hypothesis fot~ its solution (1920, p. 148). The idea of testing

.

knowledge through active experience is a reinterpretation of the ancient
philosophical notion that ex;)erience is practical rather than cognitive,
Experience thus becomes éxlﬁerimental ;'ather than empirical, r'eason becomes
a resozn:ge, and the means by which,Q'activity is made fruitful in meaning"

L

(pp. 275-276). Thinking and‘knowing are a combined function acting within

-

the experience, with thought aiding t.he process of restructuring. the
environment to suit needs, and knowing as'a process of adjustment.
Knowledge is power, and a way of acquiring the tools needed to grow and

progress. The:objects of knowlgdge are, therefore, the consequence of
. i

realized activity, and not mysterious a priori entities existing before
the act of knowing.

The object,“és perceived by the ;earnex:, has a functional role in

L - \

which its sensual qualities are immediately recognizable and definable.

- . . ¥
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very recognition of objects and their qualities is the result of

;T\dplﬁg and enjoying. It is a matter of perceiving connections between

objects ‘and their application to a particular situation. Learning is-
therefore integral to concrete experience. '

\ Dewey held that‘leaQning occurs because of some interaétion between -
the human organism and a problematic situation. In Dewey's scientific
emgxrical method qf enquiry, the organism approaches the situation with
doubt which in turn stimulates mental activity and the desire to resolve ;
the problem to thé satisféction of the pargicipant. A variety of
possible solutions present\;hémselves, with obseryvation and recollection
as part of this phase. From\ﬁhese considerations the problem is
isolated and a tentative hypothesis formed. Analysis agd imaginative
rehearsal of various solutions follow. Finally a hypothesis is determined
and tested by imaginative action, a Q if satisfactory the problem is
resolved. As this cycle is completed balance is restored to the organism.
The'process ié repeated as new problems develop. ’As the storé of

experiences.grow the organism can bring more solutions to bear on

progressively more difficult problems, resulting in increasingly adaptive

2

habits. This process, defined in Democracy and Education (1916) as-
expe;ience made educative; was thought to havg the advantages of being
self-generating and habit forming (pp. 271-276). True learning takes
place only when there is a desire to solve a problem, the purpose of

_ which mu?t always be apparent to the learner.

Deweyﬁmakes a clear distinction between events which characterize

daily 1life, and, what he calls, an experience. The latter is an event

- 4 ) n ) —
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in whiech learning occurs, and which, "flows freely without seam and
without unfilled blanks into what ensues'" (1934, p. 36). An experience

is significant if it has a distinct identity, a particular quality,

which Dewey calls aesthetic, which binds the parts into a memorable

whole. Aesthetic quality can belong to any type of experience which

a

has. a distinctive flavor, and is complete in itself with a beginning,

middletand end. In Art .as Experience (1934) Dewey points out that the

+ .
term aesthetic experlence is not reserved for the fine arts. He sees
k]

ordinary experiences og\everﬁday living, such as tending the fire, or

gardening as also having ?Esthetic quality (1934, pp. 3-13). The
" & \ B ' .
aesthetic cannot be sharpily marked off from the intellectual experience

since the latter must bear an aesthetic stamp to be in itself complete"

q
I3

?1934, p. 38). The mathematician is therefore as subject to aesthetic
experiences as the artist, if the event is united by a distinct identity
and qualities of texture and significance yhich make'it.complete in

itself. An experience must therefore haveopatﬁern and structure anﬁ must

Ly
»

be seen in perception as the Eeldcion and consequences of events. The

relationships give the expetiénce meaning and are the basis of learning

and the objective' of all intelligence,
In Instrumentalism, truth is integral to knowing and like knowing is
part of experience and measured by practical consequences. This way of

vaXuing changes the .seat of authority from the traditional fixed idea of

truth, which is conformity to fact or réality, to the belief that:
» : .
#"The ttue means the verified agd means nothing else" (1920, p. 160).

The test of the truth of an assertion can ohiy be measured within the

context of present experience, and cannot be assumed to be true in any

3

other circumstances. Like knowledge, truth must be 'tested for its

-
4
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l‘. .,,f know, but emphasizes that all previousifiacqéifed knowledge must be held

. \

-

-

*

.*g\\ ”o ' .
present value. Dewey does not suggest thaf\ye abandon what we already

-
.

\
subject, to verification according to the djscovery of new criteria v
\

(1925 4. 154). ‘ e ‘ ’

P ' )
.

. . Instrumentalist Psychology

N <
S

.

& ‘ In summation, knowledge résults from understanding the comnections
e he N "

rs ' ' . *
betweerf an object and its application to the situation as immediately

-

- : -
exper%é%ced. Scientific knowledge is grasping reality Mn its final foérm.

-

Deéwey's. purpose in psychqlogy,'as in philosophy, 4is to provide a

. P further instrument which Qlll/help the human drganian to live, grow, and
1o . { - ' ' .

’. . " control théfenviténment according to goa and needs. His concern is

N ‘

. | .~
h with understanding the bioclogical nature of 'the ,human condition, and
Zactipg on present rather than future goals. He emphasized that

)i ¢ 3 . s :
psychology must be actively engaged in real life situations, otherwisg it

does not fulfil its, function. Hié‘psychology is in harmony with his

A B -~
. N ) T - - .
N - ) . philosophy in its elimination of fixed eategories and, mechanisms, and
. — } " * ! v : —
”} N »

. its placing of thg mind within the realm of natural eventd. Although

. ¢ Dewey &rotg extensiyely in psychology, he did not formulate a system
% . beyong his 'five steps to reflective thinking. These are: (a) A broplem;

3 ’ g P . ' '
Sarises out «of present experience, (b) possible solutiong are 5uggesg$?,

L >J“‘..M” . . g

~ . \
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) {(¢) data are observed, (d) a hypothesis is formulated, and (e) the
f‘ i "‘ he - ' ':Af . . : i .
~ e ; foregoing i'e‘gcped upon an‘&fhsted. 'gls enquiries into éonscious
[ K . . N . '
ot L ,oN . ) o .
s e . . experience, behawior, habits and adjustment to the environment were
o ¥y . .

i N a ,
vy . applied to his-interest in everydaykexistence, education and society.
\ , / e ) i

' ) Dewey's approach to psychology is based on dmmediate experience,
’ E - - [

v

" and is an edaboration of William ‘James' functionalism, a theory .hat ,
o &

conscious prdéesses can only be f;cogni;gd in their physical felatioﬁship‘
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with the environmenc. Dedéy stressgd that mind and the maqigial object

are not separate, but must/be seen as part of the experienced $ituation.

He defined psychology as the determination of the relations between md

-

and object ¥s they occur in the conscious subject. Mind is real, in
that it is part of behavior, it dies not operate on abstract a priosﬁ
principles of instinct or reason, but is physical activity which has ,

’
acquired additional properties. Dewey emphasized that the mind is no}

”~ 3 Ad A
just~€'structure: "It is a characteristic way of interactivity which js
,,""‘ M

.

not’ simultaneous, all at once but serial" (1925, p. 292). Thought is
mind in use, and conscious mind is engagement in the cgntinual flow of

experiencks, effecting and being eéfected by the situatdion as
‘experienced. & " \ . : .
. L ' “ ‘
rIn Dewey's psychology there is a clear distinctfon made between
. o

.miéﬁ'and congciousness,:heaning and idea. He points out:
Mind denotes a whole system of meanings as they are embodied im the
workipgs of organié liﬁs; consciou$ness in a being with langyage
*_ denotee an awareness of perception of meaningsi it is the percqption
\ of actual events, whether past, contemporary or future, in their

meanings,, the having of actual ideas (1925, p. 303).

-

. ~
Thinking inuzhis<setting is the connecti‘n made by the conscious subject

between behavior and the consequences of behavior. ' It is a biological '

3

process which results from the accommodatien of the organism to the
" . ”,

conditions of life and is a learned process. .The problematic nature of

. ~
existence stimulates consciouanﬁs and the development and reformulation:

2

of .wmeanings. .

.

The arbitra?y nature of life experiences make the formation of
“ § '
‘\ . I N
habits aq\impprtant category in Dewey's psychology. He proposed that

¢

¢
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habits make it possible to live productively, and defined them as

purposeful acquisition of approaches to experience. He emphasized thﬁg

'

—— © N

this does not mean mechanical repetition of the same, routine, but rather,
’ [

- 1

an estaElished way of behajing, which is subject to'modification as the
situation varles. Habit is, then, the successful cooperation of the
organism with the environmen:? or the temporary restoration of balance
in the natural setting according to the criteria of ‘the organism.

Dewey believed psychology to béhthe science of democratic living,
- .

and applied it to social and educatiohal preblems. His social bsychology,

which he inherited from George Herbert Mead is, like his general

~ .
psychclogy, biological in orientation, and begins with the living
ofganism in interaction with the natural environment. The principle

social ptroblem, as §rtichlated by Dewey, is the individuation which

occurs with the acquisition of separate goals, habits and impulses.

©

75

Dewey's sblution to this problem lies in the collective.group, as a social
-

situation which nurtures cooperation and common goals. He distinguishes

A

between the stability of the organized group which embodies true

democratic principles, and the crowd or-mob. A group is the wutcome.of
’ - P

social harmony between individdals. Society is composed of multiple.

+

groups, includiné'schools, clubs, institutions, and political parties.
k4 . . ,
We all belong to several social groups, but, unlike primitive societies

in which there is general identification with the group,'modern groups

are not inclusive enough to satisfy an individual's total needs.')Dewey

did not succeed in solving the problem. of .ind"ividlual unity in g

¥

Jfragmented‘modern society, bus, instead offered a specialized setting in

.

the field of education. His aim wag to provide a group situagion in
- b : "

&hich the‘methd? of learning would assure sotial harmony through the

¥ * .
s » &’ N +
\b ) " . -
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acquisition of co n habits, convictions and purposes. Education must

therefore include, not only the process of learq!ééa but must also
encourage the ability to adjust indiv%dual goals to suit the social
environment. In this way he hoped that these habits would influence
the larger society, creating unity through a comgon ex?erience in group
learning. The Trole of psychology in the educational Setting is; in
Dewey's words: "An dttempt to state in detail the machinery of the
individual considered as an instrument or organ through which social
chaﬁgé oper;tes" (Sch%&ppg 1971, p. 290). i ' .
In summation, Dewey's approacﬁ‘to psychology is biological, aﬁd in
accord with his, philosophy, is seen as‘anotper instrdfent of change, VAll

human states are therefore grounded in the natural biological setting.

-

Thus mind is seen as an activity which is continuous with experience,

thought is mind in ‘!F, and habits are ways of cooperating with the

-

€
environment.. Dewey's social psycholegy aims at the integration of the

social group through the adjustment of individual goals to common goals.

His emphasis on education is understandable since it provides the ideal
. .
setting for the accomplishment of his goal of continuous improvement
’

0

!
through social growth.

Instrumental Educational and Social Theory

'

Dewey's view of education, as noted in the previous seétion, is
integral to his social thesis and is defined by its role as an instrument
for the betterment of society. Dewey stétes that:

. Education is the\fundaééntal method of social progress and reform
.
....Through education 'society can formulate its own purposes, can

. ¢ A
organize its own means and resources, and thus shape itself with

definiteness and economy in the direction in which it wishes to




&

move (Archambault, 1964, pp. 437-438).
His criteria for education are thérefore social criteria, and as such

can be seen as leading to direction, control or guidance (Dewey, 1916,

B - —

p. 23). . a \\

77

Dewey's pedagogy is based on the premise that the natural and social
e 1% .

. - ® .
environment contains the foundation and+contents of knowledge. He

believed that by starting from the child's immediate surroundings

knowledge based on local experiences could develop’in pore complex

a
» »

directions. From the child's point of view education would be relevant

v

to daily life and inevitably lead to progress and growth. Selection of

educative experiences is therefore a vital element in education and relies

on the instrquor's skill in helping student's to select relevant topics

-

for study which offer further possibilities for development. Events
chosen should lead from simple primary experiences for young children
and gain in sophistication as the child grows. The accumulation of

increasingly rich encounters builds‘knowledgé and gives the process of
) .

learning a volitional stimulating quality.

The active experience of the student is furtheréd by the use of a
simplified version of the scientific experimental method, which is
outlined in the previous sec;ion (p. 73). Each student researches a
part of the selected subjecE tFpic, and the res;}ts are shared with the
group. Thus the social goals of cooperating and learning to work towards
common ends meet erey;s criteria for social education.

. He emphasized that a special environment is necessary in education
to replace lost identification wifh)Lhe group, which was part of
traditional rural life. 1In past times such interaction was part of

everyday life, the child learned skills and knowledge of the world from
|
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parents, neighbours and friends? But Dewey noted that in complex qodern
societies, special social environments must be introduced in education
in.order to nurture the desired group spirit. This environment should

include: simplified ordered experiences, purified and idealized

customs, and integration with the rest of the spcial sttucture (1916, :‘“‘»£>-.

/
. PP. 20-22). 1In this view education must include the learner, home, s¢hool,

and community as part of an inseparable whole. The\process of learning
must take place in an atmosphere of free_exchange between the learner

and the total social environment. Since the social enviromment is other ;?7}
individuals it is educative to the extend\that the learner ,participates.’

. ) R -
in cooperative actjyities. Integration with the group leads to true

~

understanding of the jmethods, purposes and composition of the group,

- and to identififatign with the group ethos.
Dewey inigtiated a more compreheﬁ ive role for education,‘and saw
schools taking over,|not only many/gfi;be traditional functions of
N T T

society, but also areas which had greviously belonged to the role of the -
family. The latter included the teaching of mpfal values,'heaith and
preparation for a vocation. Dewe& beli;ved that the breakdown of
morality wés caused by the breakdown of sbciety. In his view the
teaching of morals is a social rather than an individual process: '"The
moral and social quality of conduct are, in the last analysis, identical
with each other" (1916, p. 358).

The purpose of educafion, as defined by bewey, is to fit individuals
for life in modern society, by fostering social awareness and an -
\orientation towards ;cience; Schools shou}@ reflect this purpose in

their structure as small societies, in their choice of the scientific

method of enquiry, utility of subject ﬂatter, and by encouraging a spirit




F}

of group fellowship. . ‘

N { . . -
Dewey- believed that a competitive economic system was a danger to
- )
democracy, and accordingly suggested a system of education which

emphasized social rather than private ends.

L]
+

An iden?ity, an equation, exists betweéen the urgent social need

of the present and that of education. Society, in order to solve

e

its own problems and remedy its own ills, needs to employ science

-

and technology for social instead of merely private ends. This

. o
need for a society in which experimental inquiry and planning

for social ends are organically contained is also the need for a

2 new education (Schilpp, 1971, p. 443).

Summary

John Dewey's Instrumentalism is a practiéai approachﬁFb ;he.problems.
of philosophy. He developed his position from Pragﬁatism/which emphasized
meéhoé ov;r system, and focused on the consequences of actions over a
traditional philosophical system. Both posi%ions are concerned with
present experience and see philosophy as a practical method of furthering
human progress. Instrumentaiism adopted 2 biological emphasis in its
approach to psychology and stressed the truth of science. Like
Pragmatism, Instrumentalism denies all dualisms, transcendentalism,

' s
absolutes and fixed ends and values. Instead it is concerned with
present experience and recognizes growth and progress as the only possible
human goals.

Tgé present moment of experience represented reality to Dewey. He
saw the real as a series of interconnected e;ents rather than as

isolated incidents. Knowledge develops through practical action: is

integral to experience and ik a tool for furthering human progress. The

.




truth of an assertion must be }bund through empirical testing, and
previously heid }ruths must be subjected to further tests taking new \
evidence tho account. Learning develops bécause interaction has
occurged between the human organism and a problematic situation. Dewey
. distinguishgd‘getween the flux of triv;él everyday experience, and an

N .
experience which has a distinct character of its own and is distinguished
by a beginning,middle and end. Ia ﬁis view, the latter ;;e Qgsthetic
experiénces, a term he'does not reserve for experiences in the arts;

»

but believes is common to all memorable expérience.

Dewey's psychology providés another instrument for furthering human
growth and progress. All human activity, fincluding mental prqcesses‘are

linked to physical causes. Mind is continuous with experience, thought

is mind in use, and habits are ways the organism finds to cooperate with

LY i

the environment. Social psyphologyu wﬁich Déwexjgevelopedvfrom the work
of. George Herbért Mead, was seen to epitomige the science of democratic
living. Dewey believed that the source of social problems lay in the
seﬁafation of individuals through the developmeng of disﬁarate goals.‘

" The group which is brought together through a common purpose provides

;hg best example of democratic living. His solution to the individuation
of sociefy lay in the school syétem.. Through a method of,education based
on'group learning, cooperation ;nd common goals wgich integrated home,

.

school and community, Dewey advocated the integration of all areas of a

S

v

. child!§ life, and suggested that learning be based on situations arising
ffom‘immediéte experiences in the hoﬁe, school or coméuq}ty setting.

In this way he hoped to produce an individual whdlis o;iented towards
sogial goals, and through the empirical ﬁethqd of Lgarning, would: be

sympathetic to the needs of a modern society.
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Dewey's practical attitude defined *new goals for phileosophy. His
) M Yy e -
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primary interest in achieving social goals through the education system

.rests on the assumption that human intelligence is instrumental to
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1George Herbert Mead's social behaviorism developed from an inte%est

in evolutionary biclogy. Mind and self are entirely developed in the

: sociEI'process& The individual act is revealed in the‘social act, but‘

the social act is primary. Social behaviorism is not be be confﬁsed

with individualistic and mechanistic behaviorism. Bently, J. E. An
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Introdﬁctiqn

t

In the two preceding chapters, Personalism and Instrﬁmentalism wege
examined as philosophical and psychological positions. This chapter will

~
compare these views for aspects which-are important to the educational

.

focus of this study. The purpose of the comparison is to establish
points of similarity and dissimilarity between beliefs, goals and value

systems in these positions. A comparison of differences in concepts of

3
7

person and society, which forms part of this chapter, are particularly

relevant, since orientations to one or the o;h%r largely determine the

<

character of education proposed. Concepts of education, outlined in
[ 4 s

previous chapters, are contrasted in order to esFabfish the quantitive

and qualitative status given to the individual and the collective in
these views. As this study has observed, Personalism is centered in tge

!

transcendental aspects of person; Instrumentalism is grounded in the

natural world and emphasizes the collectivé nature of humanity.
~
[~

These positions can also be separated into William‘’James' ratiomal

‘ /g' »

and empirical categories of temperamené? As 'tender-minded’

rationalists, Personalists caﬁ be charactized as idealistic, optimistic,

Jeligious, freewillist, and coicerned with feelings and intellect. o
- Instrumentalists, on the other hand, are compara%lé to James' "tough-
;inded' empirical type: hard-headed, seﬁsationalist, materialist,

; .fatalist%c and irreligious (1907, pp. 10-12).
' '&he following comparison will ggtempt to further clarify the
essential differences between Personalism and Instrumentalism, and will
emphasize areas of importance to Part Three of this study.

‘ ' The Concept of the Individual

' " Both Personalism and Instrumentalism maintain that intrinsic value




resides in persons, but differ in their understanding of the

’

, quintessential person. For Personalism, the mind represents reality, a

. /
notion which places the individual in an ontologically central position

.

and sees reality as separate and self-contained.- In contrast,
Instrumentalism defines the person in biological terms, and sees the
mind as continuous with physical behavior. Dewey situates reality in

the series of events taking place in the ndatural world and uses biological

.

' »
descriptors to account for human behavior. In this view the biological

N

setténgcis the social setting, a notion which makes human experience

'

largely a social matter. The focgs is on £he‘action and reaction ofvghe

group, rather than on specific individuals. Although Dewey undoubtedly
* values the individual, it is more as an import;nt unit of the group than

as a‘unique independent person. For Dewey unity resides in the group,

for Personalists unity is in the ‘person.

Personalism represents the human inclination to individuation and

the belief that humans have transcendental properties in their relationshi

: L+
to God. This relationship is more than a tenuous connection. Humans

< . . .
can not only communicate with God but are like Him {g many respects

~ ’-i‘:~
“particularly in the retention of their own identity, in their unity

through time, free self determination and will to create. Instrumentalism

has "no reliéious interests and representé the human desire to belong to
a group, and concern for the everyday material world of experiencé,ﬂ
The me;ging of individugi\aqd social aspects of existence in
J/ Instrumentalism is t&pical of a contextualist poéiQ}pé which insists on
the_inter-relationship of all areas of human experience. In his World

Hypothesis (1970) philosopher Stephen Pepper describes contextualist

theory as typified by the, "dynamic, dramatic event....an act in and with

85
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its setting, an act in its context" (1942, p. 232). Contextualism

o ’
° ’

phasizes the continuity of all aspects of existence and is best:
xpreséed by verbs sych as doing, ending, persuading etc. which describe

the interconnected changing character of all experience. IE}S merging of

s

~ SRR . ~
one experience with the next, and one afea of life with another, is
. ! 1Y &

4
exemplified in Dewey's view of the individual as integral to ‘society.

s ¢ o

Pepper states that: ¢ ' -

4 Y
The contextualist insists that a study of any private event cargies

- -

itself into the public world. The context of private texture)@s

already some-other ‘texture; and the two textures are thus mutually

[

conjoined and interpenetrating, and so on as far as we wishd outs
o

into any epoch (1942, p. 265).

Thus the individual is an insepararlehpart of the%flux and Zhange of tre
social environment and'carn3€ be examined in isolation.

Personalist emphasis on thelindividual is an emppasis on
individuation and separat&on. '&he belief that moral development is the
higﬁest hrman goal, suggests a‘turring a&ay from the group in an efforr

to perfecE the self. Other Personalist goals,such as self-development,
< ) o . r
-self-awareness and self-determination are essentially affirmations of

the solitary inner nature OL the human condition. Dewey did not recaognize
a separarion of inner and outer spheres and was highly critical of attempts

¢

to emphasiz inner over outer deve opment. He believed that privately
AN

“~held goals are barriers to the creation of a homogeneous society:

The idea of perfecting an inner personality is a sure sign of social
z hd ; A

v

o “ . -
divisions. What is called 'inner' is simply that which does not

4 L4 . 10

connect with others —‘which is not capable of, free and ful&tg. :

! / . . v}» 2 .
communication. What is termed spiritual ¢ﬂ1t§re has usually been

- - :
/ ’ ' \ ‘
o 4 ,

—— . . ~
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. b
~ futile with something rotten about it, just because it has been

conceived as a_thing which man might have internally and therefore

exclusively (1916, p. 122).
-

Iy

Tlhis quotation is a clear statement against any form of individualism,

-

and indeed against any activi

which the solitary individual undertakes

for personal reasons. It represents both the philesopher-educator in

A
Dewey, and also the social reformer responding to current social problems.
In contrast Personalism emphasizes inner over outer development%and
supports: Ehe notion t?xat strong individuals create a strong society:

The only abidiné basis for democracy is the s{m,ct:'ity of “the person

....Personalities are unique in that which they can offer to{the

&

common weal [sic]....for this reason democracy will seek €o provide

the circumstances in education, freedom, and work under which each

person may best realize his own and the common good. This means

that personality is recognized as an intrinsic value, the most

precious possession of society and the greatest source of social

advance and welfare (Runes, 1962, p. 298).

Thus persons retain their separateness, but contribute through quality
and originality to the good of the group.

In summary, Personalism sees the person a\s ontologically fundamental,
spiritual, self-contained and the center of reality and knowledge.
Transcendental aspects of the ‘person are important, as is the individual
relationship to God. In Instrumentalism the individu;il is valued as an
important part of, and integral to the group, individual and social
interests are merged. Persons are seen as biological organisms in
interaction with the human and fétural environment. Thes'e contrasting

concepts of the individual form the basis of a further comparison between

e M
¢

v
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concepts of sbciet;y adopted by these positions.
. Jhe Concept of Society
The Personalist concept of s.oéiety rests on the belie‘f that realit};
is plural, that is, it consists of ‘a collection of self-coét;ained
autonomous persons. Pe‘rs—ons are"not ‘solipsistic,in their isolation but
relate to each other on a moral and spiritual level. 1In comf;;rison.
Instrumentalism defines society bioiogically as an organi¢ whole composed
of interact-ing human organisms’ The individual, as previously noted. is
secondary to Dewey's gc:al of social growth and progress, .In the foi}owing
quotation Dewey gives his views on the individ'ual role in the social
sphere: ‘
Soclety is the process of associating in such ways that experiences,
ideas, emptions, values are transmitted and made common. To this
active process, both individual and the instituti‘onally organized
may truly be said to be subordinate. The indivia'Ual is subordinate
,because except in and through communication of experience from an |
to others, he remains dumb, merely sentient, a brute animal. Only
in association with fellows does he become a con'scious center of R
experience (1920, p. 207).
In this view soclety forms the individual, and is the only means by
which an individual develops an -'identity.. Dewey elaborated this not‘:ion\
taken from George Mead's social behaviorism. Mead stated that, "A gself
can arise only where there is a social process within which the self

has had its initiation' (1964, p. 42).

In his attempt to reconcile the isolated individual of early

~ A

Personalist beliefs with the social sphere Peter Bertocci says of. the g

individual-environmental relationship: "The person-cum-personality is

#

i
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t};e person independent ontologically of enviromment: yet in his being- d
becoming he reflects his responses to the- environments-Environment that,
as we say 'shapes’' and 'molds' him" (1979, p. 621). .Bertocci éeparates

. ‘
the inner .core of person from environmental influence in its essential

being, but not in its capacity to be socially influenced. In contrast

-4
“

. . ~ i
Dewey sees soclety as the progenitor of all Aspects of the individual,

~
o &

and does not recognize the presence of an inner inviolable self. He
emphasizes that social a;;:angements and laws are made for humanity, rather
than the reverse, but are not means of creating something for individual‘s;,
not even }{gabpiness, "They are means of creating indi’i{idua‘ls. Only in ' N
the physital sense of phys'ical bodies thaf to the senses are separate 1is
t Y
individuality an original datum® (1920, p. 194). ;
l;ersonalist Edgar Brightman does not relinquish the notion ,of
individuation, but urges that socigl prosperity -means pérsonal sacrifice.
Loyalty is a vilrtue and suffering necessary if social progréss is to' be
’attained. He states:
Value is a social princ‘iplfe; for wt*(xile it may be ch;)s’en by an .
isolated individual, the greatest \Iralues of life can be realized in
" their fullest and richest forms only ’by a coo;;erating commu/nitly.
He who is fully loyal to obl'igation -1s driven by social loyalties
(1925, p. 55).° '
Brightman ses; society as a collection of individual personalities
L:nited by, and able to rise above every day existence through moral and
spiritual interaction, However he stresses that God transcends soc;iety
as a focus of concern: /

Religion....always regards the social problem as in part

metaphysical,gand never regards the social as ultimate. The

Y
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dependence of all human beings on God is metaphysical. If means

.

that human society is not the highest object of man's devotion
« : <P -

(1925, p. 118).
Personalism is essentially ‘theistic, and the individual rélationsﬁip
with God inevitably comes first, social cénsiggiations second. Far from
being consideredminFegral to society, the individual of Personalismwmust
sometimes sacgifice a detached position for the general good. "Dewey
softens ﬁfé position on individuality when he acknowledges the benefits ’
which outstanding individuals caA bring to society:

Whenever distinctive quality is developed, digtinction of personality

results, and with it greater promise ¢f social serviée....For how'

can there be a society really wortg erving unless it is constituted

of indiyiduals of significaﬁ; personal quality (1916, p. 121).

In conclusion, both Instrumentalism/ and Pgrsonalism acknowledge, to
some extent, the importance of beth ;oci%l solidgrity and individuation.
But, f;r Personalism, society is a necessary grou%i;; for the sustenance
of material existence, and not the summum bonum which it Tepresents in
Dewey's thesis. The contextualism of Dewey;s gﬁéition, and his Hegelian
tendency to emphasize the continuity of all things, makes any separation
between the individual and society untenable. Society 1§'individuals:
individuals are society. The Personalist emphasis on the-primihy of God's
relationship to humanit} which leads to indiyiduation, aﬁd cbe

©

Instrumentalist concept of the oneness of individual and social spheres

arg important factors in the following comparisen.

The Concept of Education

A comparison of Personalist and Instrumentalist concepts of

education rest on their separate views of the relationship of the

¢

-
¢
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individual to society. Since Personalism sees the bersbn as the primary
focus of extstence it follows that, f% this view, educdtion must be
addressed to the individual. éonver§ely, Instrumentalism does not
separate individual and social iﬁteresﬁ,yand is concerned.wibh social
goals as serving all interests. "

In Perspgnalism the goal of education is morél, with the greatest
possible ‘development of the individual as the major aim. This includes
spiritual, émotional and intellectual factors. The spiritual and emotional
aspects of‘pérsom are coﬂsidered the most significant i their connection
with-religious experience, intellectual factorslaée seen as important,
but secondary. The Instrumentalist viéw of education sges interaction,
cooperation, and thé sharing of g common goal as socially essential,
Dewey saw moral and social spheres as synonymous, moral education is

5
social education. Learning in school nust be'cqntinuous with learning

out of school. He believed if this is not pract;ced knowledge acquired
at school would be fnappliéable to life. LHe hoped that by applying the
experimental empirical scientific method to learning that education could
produce a new socially aware, scientifically oriented individual.
Instrumentalism, like Personalism, does not empﬁasize intellectual
development in its education theory. This factor became the major
criticism against Progressive education“in the late nineteen-forties and
fifties.

Personalist education theory holds that education must be addressed
to the individual as the neeﬁ arises, and must not be imposed by the
extegnal authority of the instrucfor. If personal needs are satisfied

it is assumed, as in early American Individualism, that.social harmony

will follow. . In Instrumentalism the individual is shaped through
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.
assoclation &ith others, learning is a communal affair, and individual
needs are satisfied in the fulfilment of social goals. \fhé rolg of the
insﬁructo;‘in both concepts is that of advisor,.in the first, information
is given on demand, in the second, inforiation is researcﬁed by the
séudents in consultation with the instructor. Personalism demands
individual freedom 4&s an~essential condition of education. Instrumentalism
controls educationai circumstances to the extent that it is based on
'ordered experience’', deals with idealized social customs, and must be

#integrated with the rest of the social structure.

As discussed in the previous sections, Personalist and

3
-

Instrumentalist views of reality determine the focus of their educatigngl
theory. TFor Personalism, reality is centered in the 1i§ing mind of the
individual, in Instrumentalism the natural physical world is the regil

It follows from Ehis that, for the former, knowledge ié generated in
minds, and is communicated through minds. For the latter, knowledge is
gained through alteration, experimentation and examination of natural
data. In th%s view gcience reveals the ultimate in truth, and the
scientific ‘method is seen as the only way to true knowledge.

Both Personalism and Instrumentalism récognize that there is no
permanency to knowﬂehge, and that factors must be subjected to empirical
examination before being accepted as knowledge. Personalism applies
observation to "the minds' living experience of itself' (Bowne, 1908,

p. 105) and accebts the inner experience of others as the basis of
knowledge. fnstrumentalism any ;h;épts knowledge which is gained through
the experimental methods of science. For the former religious }aith *
can also be a basis for 'knowing'. Brightman refers to religious

<

knowledge as, 'the absolutely real, the cause that cannot fail" (1925,

L.

’
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p. 115). To know, in this poéitioﬁ, is to depend on faith and ¢

rationality. Dewey was highly critical of this approach to knowledge,
¢ L]

noting that it depreciated working connections with the immediate

1]
" environment. |

[y

For Dewey, "Knowledge, groﬁnded knowledge is science" (1916, p. 326).
: ; |8

True knowledgéwis based in disinterested impartial enquiry, ‘and Es

/
"built owly/on observable facts" (1955, p. 103). Knowledge As
N‘K/ /

" instrumental and subject to the will of the potential knower who must

1
[}

» knowledge present different approaches to 1e7{eing. Whereas Dewey

actively change the objects of experience to find out moré'%bout them:
"Things are what they can do and what can be done with theﬁ - things
te}k\fan be égaevg;*EETIBerately trying' (Dewey, 1920, RJ/115). Dewey :
rejeceé\ghe categories of consciousness and soul which/éte the basis of
the Personeizgzmposition, end eliminates all informagfon‘whidh is not

generated in physical data. In contrast, the Persoﬂélist definition of
/

)i .
knowledge transcends immediate phenomenal experiente and includes all

_ that consciousness includes. - . ' i

In their application to education these divergent theories of
. ' /

progpses the method of experimental science; Bertocci believes we should
be Open to a variety of approaches in ordeé to gain other sorts of
knowledge. Everything should be accepteﬂ as possible until proven

I o
otherwise either by plausible claims gﬁ lack of evidence 61951, p. 216).
Different interpretations must also be taken into account, humility for

/
one's own dchievements and insight7 are necessary in our struggle for

knowledge (p 54) . Bertoccl emphyagizes that:
The limiiations of all.hugén knowing, the presence,even of unconscious
2%

I

bias '0r of special interé;f in the knowing process, means not that

1




man cannot know what reality is, but: thét‘every man needs to

consider the supplementation of kis own insight with that\of othersl

(1954, p. 54).

Further differences between these views are séen in their
orientation to freedom i!:l the fielgl of education. This 1s important to

later discussions in, this study which are concerned with the question of

, freedom if art education. Both positions define freedom as freedom of

thought, rather than physical freedom, although‘neith;ar believes in rigid
disciﬁline nor attémpts to restrain studént mobility. Differences lie in
conceptslof purpose and direction in education. Personalism sees
freedom as a quali‘\ty possessed -by God, a’nd essential to human self-
determination, creatiyity and the ‘development of moral character.

L]

Instrumentalism considers freedom a social necessity. Dewey defines it

as‘, "the nee'd of conc-litions which will enable an 'individual to make his /
own special contribution to a grloup ingterest....social guidance éha‘(l"{}e/
a matter of his own mental attituae, and not a mere authoritative .
dictation of his acts'" (1916, p. 301). He c;larifies this notion of
freedom when he says it is, "th'e pa'rt played by thinking...in learning:
- it means intellectual i’pitiative, independance in observation,
judiciouys invention, fore:sight of ‘consequences and ingenuify of adaption
to them" (12;16, p. 302).

In Democracy and Education (1916) Dewey describes positions which

Ve
define individuality as mind in isolation from phenomena, a notion which

corresponds to Personalism. He notes that the assumptions on which these
positions are based have found expression in education in the separation
between jdeas of the individual and society, amd between notions of the

free individual and control by others. Dewey sees freedom in education

v .
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exemp'lified b;' the expérimental approach’,' ';The wﬁole(cycle of seif-
acéj,vﬂiy demands. an oppogtunity for investigation and experimez;tation,
for trying one's i‘deas upon things, and discovering what can’be done
with materials and appliances" (191§, P. 302). »Bertocci finds that this
practical view of freedom excludes: imagination, beli‘ef\,'me@‘rg'and other
ét‘ates'which are outside the realm of physical experience. He believes
that the individdal must be: '"free to create, free \to bring into being - -
in his own body, in his mind, in nature, in soc.iety, what he de‘cidesl is
worthwhile within the’limits of his capacity at any é\iven time, place,
situation" (1960, p. 21). This includes freedom of expression and
imagination, encompassing memory and religidus beliefs and all areas of
experience related and unrelated to the phenomenal world. \This contrasts
with Dewey's notion that freedom must have purpose to qualify as freedom,
—freedom must be directed towards* something otl"lerw)dise ’it is aimless and
futile.

In Personalism discussion of freedom cénters on God as the ultimate

paradigm of ,free self-determination. This view sees freedom as a univers

-

law, a natural condition of existence, and a basic human right. Freedom
to think'is unrestricted by any methodology and is allowed to determine
its own course of action. There is agreement between the two positions

in that, as Dewey points out: "It ig less important that we all believe

.

alike, than that we all alike enquire freely and put at the disposal

A
-0f one another such glimpses as we may obtain of the truth for which

we are in search" (Schilpp, 1971, p. 607). Dewey's interest in the

~

material world, although open to experimentation and discovery limits the

quality of freedom available in education. In the opinion of one author,

~ his view of freedom is, "an effective power to modify the‘gilieuin which
. - -

1

1
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we live, thus freedom is not a psychological or mecaphysicai problem,
but one which is again practical" (Schilpp, 1971, p. 238). Conversely
in its concernm to remain lix:;itless, the Personalist view of freedom

-

presents a problem for education in its lack of direction., Although this

96

could be considered questionable practice in general edugation, the notign

. (v L
that the student must be self-directed presents the possibility of
education which 1s of more interest to the student, and in the arts

offers a more congenial enviromment for creative activity.'
Personalist authors frequently link freedom with creativity, and
make both important factors in education. lFre‘e‘dom and ‘creativity are
iﬁnate to persons. ’
God is the creator; we live in a creative universe, it is only by
using our human experience of creation that creation is revealed as
a fact of our conscious experience, and that we have a clue to ¥he
creati.v'e spirit of, God (Brightman, 1925, p. 205).
Bowne (1908) believed that those who held the truth of the theory of
evolution d\enied the exigténce of God: but this was later amended by
Brightman who ‘acknowledged the creative hand of God in the evolutionary

process. '"God is not a static being; he is found as one who works and

creates, a God whose favorite method is,evolution, process, novelty
producing" (1925, p. 236). He believed that God, himself, is subject
to fhe evolutionary proceés, and as such is unfinished in His
development as the world is unfinished. He created‘the world from His .
thoughts, and 1like God we re-create ti«;e world through our-categories of
understanding. Mind and personality ar p;ocentiall‘y. creative, but are
subject to the quality and quantity of freedom available.

4

Creativity for Dewey 1s the appligation of ingenious solutions to

N
. ~G
{
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(1920, p. 194).

97
P
the problem under,inyestigation. In his confirmed naturalism ﬁe is opposed
to the idealof cféativ&gy as a priori talent, or aég%n imaginative leap,
preferring instead mgge pragyﬂcal expressions bf unique ideas. In a

<

reference tolindiviéuality he also gives his definition of creativity:
"It'means initiative, varied resourcefuln%ss, assumption of responsibility
in choice of belief and conduct. These atre ;o;“gifts,'but achievements"’
-

In conclusion Personalist education 1s addressed to the individual
and emphasizes emotioﬁal and moral ;ducation in conditions of freedom. .
All conscious states are considered possible sources of knowledge subject
to empirical observation. Freedoft and creativity are important to this
view of education, as a reflectgpn f God's self-determination and
creativity.° Instrumentalist education emphasizes the collective in its
definition of leafnihg as a social activity. Knowledge is based in the
natural world and is gained through the use of the scientific
experimental scientific method. The tranmscendental in%ividuaiistic
nature of Personalism can be seen in the 'psychic separation of the student
in this view. In contrasf the naturalism and collectivist nature of
Instrumentalism is evidﬁn£ in the. emphasis on the group and the methods
of science as the basis of education.

Suﬁmar

Concepts of the individual and society expressed by Personalism and
Instrumentalism are based on their ideas. of reality. For Personalism
reality is based in the separate self-directed mind of the individual.
Thg,Personalist belief that reality resides in the self—consciou: human

mind is based on the human relationship and essential similarity to God.

Instrumentalism differs ip its definition of reality as being situated




@

e

v 98

1 ‘ “
.
\ #

in the natu;al world. In this view the human condition is seen in A .
biological terms The human drgéaism is believed to be inseparable
from the social gnd natural context and cannot be examined in isolation.
In the Personalist position sécieéy is a grouping of'sepaf&te

individuals who have a common need and are united by duty and loyalty

1

to the collective. Dewey saw the social group as a natural coming

-

[
together, a formation of similar organisms. Society forms the .

N\

individual and not the reverse, socie;y is also equated with morality,
personal definitions of morality are not recognized. In Personalism the

individual strives towards moral improvement, using personal criteria

SN

to détermine direction. ~

Personalist education is addressed to the individual and includeb

- '

spiritual, emotional and moral education, all states of human

consciousness are seen as possible bas2s of knowledge. Instrumentalisg

education is a collective approach to learning. Knowledge is based in

the natural world and is judged to be true by the experimental empirical
sc?eﬁtific method. Personalism uses empirical observation of all human

conditions and states to determine what can be considered true or false.
Both positions agree on the impermanence of all knowledge and agree that

it must be continually subjected to re-examination. .In Personalism

3
.

freedom and creativity are—ﬁnportant ag attributes of God and innate to

a

human persons. Freedom is considered essential tg the formation of
moral character, selflaifarmination, creativity, apd all agpects of
person. Creativity is a quality which all humans possess, but which. only
develops if freedom is algo present. Dewey's practical definition finds

freedom the power to modify the social and natural world. 1In this view

creativity means initiative and inventiveness as used in the

’
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Introduction

<

This study has identified the ideologies of Individualism dgd

: J .
Collectivism“in the context of American social history. These notions

'have also been related to the philosophical pbsitions of Personalism

.

and Instrumentalism, which originated in America in the latter.part of
the nineteenth century. Personalism represents the individualist view
» -

in this study, and posits that the conscious experience of the self is

the only reality. In contrast Instrumentalism, particg&arly in its

[

application to education, emphasizes group solidarity, and merges

. L
indivi&ﬁ@ﬂ needs with ébcial needs. This view has been equated with the
¢

collective orientation in this study.
Part III introduces Progressive education, and focuses particularly
on the influence of progressivism in art education. Chapter
o 5

V surveys the shistorical background of the movement in nineteenth

'ééﬂtury America, then examines the work of influential pioneers. in

Progressive education. The formation of the Progressive Education

- 4
Association in 1919 will be seen as the point at which the two dominant
views in the movement crystalized into two opposing positions. These
- * iy, =
views represent the Individualist and Collectivist viewpoints

1

respectively. The first, child-centered education, is in harmony with
the philosophy of Personalism in all its major assumptions. Both share

common origins’in German Idealism and the Romantic Movement, which

*

/

_celebrated the transcendental aspects of the individual. The collective

. ]
view is exemplified in John Ddwey's Instrumentalist approach to

education. Child-centered and Instrumental education both elevate the

child in importance above the qgrriculum.i/ﬁut whereas Dewey aimed at

social growth through sharing and accumulating knowledge in a group
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situation, child-centered educators emphasized inner growth, self-

expression and self-knowledge as the purpose of: education,

In Chapter 6 the background and relétionship of these divergent
positions will be examined as they relate to the field of art educationm.
ﬁewey's pedagogy was based on a system designed to train the mind
according to the empirical scientific method. Equal weight was given

to the socialization of the student” in the collective situation. Since

all subject fields were merged in this setting, art was used to enhance.
other lgarngsg material. In contrast the child-centered approach
emphasized individualzt?\and self-expression and made art central to

education. Art was seen as cathartic, a way to achieve emotional
@
wholeness without which the capacity to learn 1s restricted. Other

qpbject fields were introduced as secondary to the notion of the child

as artist. Chapter 7 examines a selection of art education literature

to determine ‘the effect of these positions in the field of art education
l o

during/tﬁé Progressive era, 1920-1960, a period of dramatic change in

the field of pedagogy.
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Introduction
Reform is the most prominent feature of early twentieth century

!

American history, and Progressivism, firstinoticeably active at the

turn of the century, is the most conépicuou; maLifestation o% this spirit.
Those inyolved felt impelled to act because of large scale injustice and
inequality evident in American society at that time. Progressives'were
mainl& urban professionals and middle income fagmers, loosely associateh
in the comﬁbn belief that American society did not reflect iLts democratic
idgology: Industrialization was seen és the main source of the problem,
and laissez-faire economic policy was blamed for inequalities in the
distribution of national wealth to the'detriment of immigrant workers.
America at the tﬁ;n of the century was a vigorous, successful world
power, but rapid progress was achieved at the cost of democratic ideals
and the culturalj contextras a whole. Individualist ideals, long held to
be basic to Amerjcan ideology, were\questioned as being inappropriate

to an Industrialized nation,. aﬁd collectivist tendencies were noticeably
preéeﬁt ip big bysiness and in social movements. - Encouraged by growing

support from white collar workers, Progressives worked for the advancement

-~

of political and social reform. Particular g®als covered a diversity of

1

aims, but the main focus was constant and included the restoration of
¥

personal dignity in accordance with democratic ideals, and the
modernization of American scientific and cultural activities. Major
efforts included the regulation of trusts and monopolies, the "cleansing'

of municipal government and the restructuring of the educational system.
)" - -
Moves against major monopolies created problems; politicians wanted the

»

financial benefits of big business but were against the hardship to

small business brought by the trusts, Theodore Roosevelt was
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instruméntal in launéhing several successful attacks on corporate
leaders, and managed to control their operations w{tho;t damaging their
material contributions. Roosevelt is identified with Progressivism and’
popular government anﬁ was motivated by the notion that.he could return
America to it€ ideals of Individualism through legislation (Freidel,
1960, p. 52). ’

By 1900 the social justice movement was well established and was
actively encouraged in this by supporters of a similar movement }n
England. Much needed social and cultural reforms were enacted,‘ﬁelped
by the so-called 'muckraking' activities ofijournaliscs'and autﬁors who
exposed cases of exploitation and injustice.

Progressive Education

Education was among the more visible areas urgently neéding reférm:
Schools in''the latter part of the nineteenth century were ill equipﬁed
to deal with growing numbers of jimmigrant - children and other; brougﬁt
into, the system by compulsory education Jegislation. Problems, of
overcrowding and the obvious inadequacy of pedagogical methods helped to
focus attention on much ﬁééded reforms. fhe Progressive Movgmént ih
l‘gducation gathered st;éngth in the early part of the twentieth century
as more pedagogues became criticél‘of tﬁg trédftional approach. John

/

Dewey'w:F in the forefront of the movement and became the honorary
Presidedt when the Progressive Education Association was;formed; Although

he was never active in the Association, and was frequently critical of
) - A i r '
theig activities, he remained in office from 1919, when -the Association -~
. ’ v . N
started, until his-death in 1952. . o , ) o

PR

Progressive refarmers in education were against the impersonalism

of the traditional system, which included a fixed curriculum, rot

s
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memorization and rigid discipline. Instead, progressive educators
fa;ored a focus on the needs .and interests of the child, rather than
the demands of the instructor and curpiculum. In order to meet the
requireﬁents of a tgchn&}ogical society educators were urged to use
new sc&%ntific findings,\part%cularly the'insights of psychology. 1In
additién tgere was, general agfeement that g&i&ation should address the‘
‘'child's present needs rather éhan the needs of an unpredictable future.
New apgroaches to education offered ﬁore.humane, imaginative and

stimulating alternatives to thk\iigidity of the tradiéional model.

TN e R
Progressive education began in small avant-garde private schools

|
i

and only moved to pub}ic schools, in a more general way, during the
ninetéen~thirtiesl. dThe eventual influence of progressivism was
enormous, and changed the whole notion of lear%ing, knowledge, the role’
oé government in education and the f;nction of the school system.

The basis of the new philoSophy of education developed from the

o work of pioneer educators, beglnning with Horace Mann in pna -Civil War

[A

2 .
years, and later. the work of Francis W Parker and G. Stanley Hall. Parker

and Hall studied in Europe, particularly Germany, and showed the influence

of German Idealism and thle Romantic Movement. The latter was a broad

movement wh%gh affected‘philosoéhy, history and political theory at the
e end ofuthe eighteenth and beginning of the nineteenth centuries

(Chapter ?l). Romanticism is Idealist in character, and venerates the

transcendental, the imagination, and the self-conscious individual. Art

in this view is the apotheosis of values and the supreme achievement. of

N

- humanity. Ideas from the Romantic Movement important to pioneer
t . '

‘progressive educators Hall and Parker included, the self-determination,
o’ ’ . 7 ’
self-expression and emotional development of the student, and an intuitive

!s

-

oo
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approach to pedagogy. THe latter notiom can be traced to the extreme

transcentental idealism of Friedrich W. J. S. von Schelling, one of the
« \
7

principal philosophers of Romanticism, who believed that self-

consciousness is the onlyxkii;s of knowledge, and art the only way in

»

which the mind can be fully aware of itself. These ideas moved the

e

‘\_exphasis in education from the instructor and the curriculum to the

individual student, and more importantly the student's emctional as well
as intellectual deveioiment Eurgpean educaEprs also had considerable
influence on American pedagogues. Johan?/5g32310221 (1746-1827) a

§ . 4
Swiss educator put many of -Rousseau's ideas into practice. He promoted

T

the notion of the child'synétural development, désifé to learn, and the
importance of ‘the ;hild over: other pedagogical considerations. Learning
was baseéd in the natural world and was believed to be. most effective
’through the learner's sensual ;nd intellectual interaction with the
material world. Self-expression'yas also encouraged in free drawing,
music and singing.

Frederich W. %. Froebel (1782-1852). another seminal 1nfluence in
Progressivism, ,based his pedagogy on ideas from both the Enlightenment

and the Romantic Movement., His emphasis onm the union of the human and

natural worlds came from the former, and his bélief that play activities
. | N 1

\

should reinforce education came from the latter. Job@nn Friédricﬁ
Herbart (1776—1841) made moral education his primgry‘concérn, and linked
morality and aesthetics in the belief that fémilia;it; with aestheties
would ensure good moral development in the‘student. .

Ideas from these" sources vere sggported by new ideas f;:h the field

of psycholoqy which valldated»the notion that children are naturally \—uﬂ\¥

good, eager to learn, and learn better by ﬁersonal experience. Iq‘

\ . . L
. A « R
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addition children were thought to be capable of self-control, self-

direction, and to have something of value to express.
Pioneers in Progressive Education

Horace Mann (1796-1859) was the earliest pioneer of educational '

reform in America and agitated:for a universal school system before” the
Civil'War. He was interested in the inbfyidual child, and shaped his
learning material to cater to ;ndividual differences, encouraging a
system of self-control rather ghan imposing discipliné from above. His
interest in phrenology lead him to ;tudy skull formation and gave him
insights into child behavior, health, and character whigh he used in his
pedagogy. This not only focussed on the child as a person, but is also
an early example of the use of science as an aid to education.

Mann was aware of the problems of ret;ining individuality‘in the

<%

student population in a system of mass education. However he also
believed that education in groups was essential to the promog;on\of

social unity. He asked a question which had troubled Pestalozzi: How

v

is it possible to free, and at the same time shape a child? (Cremin,
1964, p. 11) The conflict between these two facets of education is
important to this study. Mann saw the'need for an educational system -

which would shape the nation, a notion which Dewey was later to adopt,

but at the. same time supported the American belief in freedom and

individuality. He was not able to resolve this dilemma, although he

made considerable efforts by initiating a system of self-control. but at

13 4

least he resggnized the iousness of the problem. He believed that

free education\should be the birthright of all American children and led
the movement fé% ee public gducation, which by 1870 became a

possibility for most ¢hITdren in most States.
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Francis W. Parker (1837-1902) has been called the father of

Progressive education by John Dewey. His thesis was identifiably
progressive in its aim to Promote ghe growth and improvement of .
human beings. %agker spent ‘several years in Europe studying new
trends in education, observing at first hand the pedagogy of those who
followed Péstalozzi, Froebel, and Herbart (Butts and Cremin, 1953, p.438).
In 1873 he was elected to the position of Superintendent of Eéucation at
Qyincy Magsachusetts, by a group of €f%izens conéerned with the poor
quality of education. Parker abandoned the traditional curriculum with
its set exercises and rigid discipline, and replaced it with learning
experiences which involved active participation and were based in/;he =
. o
child's own experiences. Contemporary life was important in this
approach, and learniné frequently derived f;om newspap;r and magazine
articles or numer;us field trips which were a regular feature of the

program. Individual ékpression was encouraged with the introduction of
freehand drawing, in aniinnovative approéch not generally recognized as -
important until the turn of Ché century,

Parkér's methods were formulated into theory when he became the )
principal of Cook County Normal School in 1875. His main thesis waﬁ///////////////
twofold: first to make the child central to th% education process, and
secondly to shape the curriculum to conform to the natural pattern of
child develeopment. He also believed that.Ehe school should become a
small model of soclety, "A model home, a éomplete community, and

%mb;yonic democracy"2 (Cremin;/iaﬁa, p. 132).

This communitarian idea was particularly influential on Dewey's .

X -

pedagogy as were Parker's ideas that: (a) school topics should generate

from the student, (b) that subject matter should be integrated, and ’

e )
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{(c) that edecation should stress growth as a general purpose.

. During a period in which drawing in schools was seen as a way to

improve manual dexterity, Parker was emphasizing art as a.medium of
expression. He believed that art is one of the three major steps in the
evolution of humanity and should be an important part of education.
kccordingly he introduced modelling ana painting in addition to drawing,

in an approach based on the notion that only that which has meaning for

the child is valid in edﬁcation.

Granville Stanley Hall (1844-1924) was tHl first graduate in psychology

from ‘Harvard University. As a psychologist he was able to reinforce
Parker's notion of education based on child development with scientif%c
data. He elaborated tlhis idea further in his thesis which suggested
that individual dewelopment_follows\a similar pattern to lhe evolutionary
stages of ﬁgﬁo sapiens, and was influenced in his conclusions by
Darwin's findings. Herbart's theory of-recapitulation was also
influential, particularly the belief that past experiences play an
importgnt role in the formapion of new ideas and that new ideés
frequently depend on the subconscious (Sahakian, 196;; p. 203).

Like Parker, Hall was iﬂfluenced by Roﬁanticism through his
studies, in Germany, and particularly stressed the importance of the '

individual, the natural goodness of the child, and the importance of -

self-expression. His laissez-faire model of teaéhing is reminiscent of

Rousseau's Emile (1762). Educators should: !

"

Strive first of all to keeé out of nature's way, and to p%event

pa;m, and shou%g merit the proud title of d;fenders of the

happiness and rights of éhildren. They should feel profoundly

that childhood, as 12 comes fresh from the hgnds of God, is not
- @

5
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corrupt, but illustrates the survival of the most consummate thing
in the world; they should be convinced that there is nothing else
so worthy of love, reverence, and service as ‘the body and soul of

the gréwing child3 {Cremin, 1964, p. 103).

In 1891 Hall established the Pedagogical Seminary, a journal which

circulated progressiva, ideas generated at Clarke University where Hall

"was president. This publication stimulated discussion between parents

o

v ]

and teachers, and inspired the formation of countless child-study groups

acrosé the éoudffy. Intéié%t in new methods of learning and new
R ) N

}pproaches to rearing and‘teaching children, coupled with information
from the developing field of child psychology, fuelled interest in the
roles of teacher and parent. Clagke University became tEeLcenter of the
Child-study Movement which emphasized: (a) the individuality "of the thild,
(b) education based on the developmenxal'level of the child, (;) ‘the
importance ‘of self-expression, (d) including respeFt f;r feelings,
(e) aétitudes and imagination.

These notions were sympathetic to drawing, which-was introduced

b

before writing as a free activity, and continued in the highgr grades as
a medium of, "real expression of the child's soul". Hall encouraged free
drawing of '"battles, fires, shipwrecks, railroad %pcidents with plenty

of human figures and action" (Wygnant,‘1983, p. 89).

Hall was interested in psych&analytic theory, and in 1909 brought
Sigmund Freud and Ca;l Jung to Clarke University. Freud gave ah
interpretation and explanatieg _of his theories on neurosis, sexuaiity i
and the unconscious. Their lectures were reportéd in many medical

and lay journals and later disseminated to awWwider audience

(Cremin, 1964, p. 208). The rapid spread of these influential ideas
. \
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was due in no small part to the enthusiastic efforts of the Child-study
t_. Movement. .

Hall's pedagogical views, and subsequently the views of the Child-

study Movement stressed the subjective and idealistic facets of education

and focUssed on feelings, dispositions and attitudes which stgg from

the subconscious. Teachifig was seen as similar to parenting and the
A

<

major emphasis was on the mystery and promise of childhood.

Edward Thorndike (1874-1949) was, like Hall, a Harvard graduate in
psychology, and had also been a student of William James, but he was

interested, in behavior rather than states of mind, and carried out his

first studies with animals. He was highly critical of Hall's humanistic

. -

psychology, and found his educational thebry inadequate to the needs of

an industrial society. Like Horace Mann he beiieved,that education has

»

the potential' to change society{ and like Dewey saw the methods of
science as the most effective way to educate a modern society. He ;
rejected idealistic views of human nature, believing instead that
humanity is neither good nor bad, but is rather a mass of "®riginal -

- tendencies" which can be exploited either way-depending on the learning .

situation (Cremin, 1964, p. 112). In Animal Intelligence (1898) he

'~1Ligresented a new theory in which learning inyolvedhghe integration of a
specific response to a specific stimuliga. I:di;;)%dike’s view everything
S—
is measgreable, and siﬁge pedagogy 1s concerned*with the activity and
behavior of the child, all fscets of education can be su@jected to some

form of measurement. His approach to learning weakened belief in the

disciplinary usefulness of many traditional subjects and practices,
v

: . ‘ s
and encouraged utilitarian tendenﬁ}es characteristic ofkﬁome Progressive

\

education.
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Although Thorndike wasqinterested in individual differencgs in his
studies on heredity, pedagogically he saw Students.as%organisms in an
organic social environment, and carried out many of hiitmajor studies on
grouping. His chief concerns were social and sci%ntifi ,rana His
aim was to establish a science of pedagogy which coﬁld guarantee the

S

education of scientifically trained socially aware American citizens

{Cremin, 1964, pp. 114-115).

t
bed

In summation, Progressiée education developed from the work of
'pioneers in the field, several of‘thm finished their scholarly stu@ies
in Europe and were 1nfluencaitw&European Romanticism. Horace Mann
helped to establish the American dystem of free public education, and
provided a model which focused on the individual child, using
.scientific information as a guide to practice?v He articulated the major

problem in education, which also concerns this study, namely the .

conflict between individual need and collective or national priorikles,
T ™ -

Francis W. Parker was eésengially the first progressive educator in
his emphasis on growth and progress. He déveloped several notions
which were late{mincorporated into different positibn;vin progreésivism.
These included: a stress on prgsent'over future learning, fﬁe notion
that.séhools should Be small communities, that léarnihg material should ’}\\
be generated by the student, and that all subject fields should bé

' :

integrated. Learhing was to be bdsed on tﬁe developmental level of the
"ch1ld and iﬁcludéﬁbthe free use of the arts as media of individual
expression.‘ His position is seen as inco%poraf}ng both individualist' .
and cpllectivist tendencies in its emphasis oﬂ‘self—eﬁpré§éion in a

community setting. -

™ .+  Granville Stanley Hall adopted Parker's notion of education based
e

1 -
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on the developmental level of the child, using psycho/ldg/ly to support’
this notion. He introduced the work of Freud to N{in:/h America and was
responsible, through the work of the Child«st:udy“/Movement, for the rapid
spread of Freud's theory,‘ and coﬁsequently its later influencer it
progressive education, Hall was an individualist and emph:;zs:/Lzed&ﬁ:he
sacred nature of childhood and the inner developmez}t of the child.
W*J/%A,,Mg—wrk/f@dwa;d Thorndike directly influenced twentieth century
education, in his interest i;l human behavior and belief that education
can be subjected to measurement as a way of advancing theory and

practice. His focus was on scientific education and the social ,

environment and his purpose was the development of Americans who

be socially and scientifically informed.
Parker andA Hall are bj)th important to a later discussion of art
education in Chapt’er 6. Parker made art_an important subject fiel
v his curriculum. He introduced his studénts to a variety of. me@ia and
exphasized art as a mode of self-expression, an innovation which .should
be recognized as a major development in the history of a.rt education.
Hall followed, ar'ker in emphasizing self-expression in art and
foreshadowed progressive child-centeredxeducation (p. 110) with his
interest in emotions, feelings and the imagination. Many of the
innovations generated by these early progressive pioneers were seminal
to the work.of John Dewey, Dewey is also considered to be a progressive

o €
T ploneer, not only because he/ was a younger contemporary of Parker and

‘ - Hall, but because of the many new measures which he introduced in the
field of education. In Dewey's contextualist approach art is included

as part of other subject fields, but is not seen as qualitatively

different from¢other significant experiences. Because of “the
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importance given to his work in this study, a more detailed*description

Y ¥

of his pedagogy follows.

John Dewey (1859-1952) Like other progressive pioneers in education,
Dewey believed that ‘the child should be central to the learning situation. /////
Influenced by the work of Francis W. Parker, Dewey adopfed Parker's '

basic premise that education should be geared to the needs and interests

of the child at different stages of dévelopment. With gierr he believed

that schools should be self contained ;écieties and model communit{es,

which would eventually transform society; a similar objective to the old

communitarian ideal. IA addition he believed, like Parker, that

;eJrning material should devélop from students' life expériences, and

that growth is the purpose of education. ) T

Dewey believed with Thorndike that science offers new possibilities

for humanity, parti;ularly in education, and that schools should produce

the needed social type, who would bg both écientifically trained and

socially aware. LiKe Thorndike he believed that education forms the

child, and as such provides the most-effective way to change society.

His social theory was largely influenced by George Herbert Mead's social

behaviorism (Chapter 3, p. 73). Dewey stated that he was dubious of

any, "activity or result that cannot be described‘in the objective terms

of organic activity modified and directed by symbols-meaning, or .
#gplangﬁage, in its broad sense' (1939, p. 36). The 'needeﬁ social type'

envisioned by Dewey and Thorndike hag’been described as the 'biological-

cultural human being" (Schilpp, 1971, p. 2%9), one who would be equipped \

to deal with change, scientific developments and increased

industrialization.

Like other Progressives, Dewey was critical of traditional pedagdgy
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which failed to reflect the needs of a modern sociéty. His main

1

criticisms included the traditional isolation of schools from the rest

Iy

of society, artificidl time schedules, examinations, rules of order,

and subject matter handed down wholesale from the past. The instructor,

¢ s
wit}} books, represented khowledgg and authority, in contrast the ideal
, 3
student was docile, passive and obedient, knowledge was imposed from

N

above, and*was completely cutside student experience. By applying adult
standards, and behavipr patterns, traditional methods assumed' that
children were immature adults, and that education concerns the future’
rather 'th::fn the present life of the child. In contrast Dewey saw. the

child's immediate experiences as the focus of education, and believed

that children must be prepared for a future which would be nothing like

the past. Progressivism as conceived by Dewey offered a more stimulating

-

and relevant approach for teachers and children, and a practical
solution to integrating a heterogenius population.

In an effort to unitg school, home, and community, he based his
learning material on experiences which developed from these sources, and
was organized according to a simplified version of experimental empiricaql,
scientific me&hodo-légy. The process began with the selection of a problem
relevant to the students, followed by a period of reflection onm

possible solutlons, and observation of data taking past experiences into

account. An hypothesis was formed, followed by an analysis and finally
. !

N

the data was tested and a solution found which would in turn lead to new

‘

This me’thod used the, simple principle of cause and effect.a

notiof whi even the very young cduld grasp. Many pedagogues began to
app ¥ new approaches to education from the nineteen-twenties on. 'Among

these, the best known are the Project Method. the Dalton Plan, and the

: e
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Winnetka Plan (Butts and Cremin, 1953, p. 589).
The Project Method, used to implement Dewey's theories, was
developed by William He;d Kilpatrick, one of his student;.v Dewey was ,
not entirely satisfied with his own method developed in his experimentalﬁ>

school in Chicago, which he later decided was too individualized. The
Project Method demonstrates Dewey's belief thét democratic authority
must rest with the organized collective intelligence of the group. The
instructor in this situatidn is partaof the group, and although having
final authority, is seen-as a guide rather than a director (Archambault,
1964, p. 149). Topics for study are choseq Wy the group in consultation
with the instructor and-are researched,”if possible, in the original

setting. Geography and History were particularly recommended by Dewey in

Democracy and Education (1916) as vehicles *for enlarging direct personal

¢
experience (pp. 207-218). He advised that all projects start in the

shops, whege students could experiment with relevant forms and progress

to more intellectual experiences as the project advgncéd.
X - N kA

.

The following example of a Grade III project Eérried ot at Lincoln

-z \

School on the Hudson River is typical of this method of procedure. The

problem developed out of various experiences enjoyed by the children on

.
< TR

the river. Questions such as: "How much can a boat hold before it sinksg?",
""What makes boats mcve?" and ''Who made the first boat?" (Cremin, 1964,
pp.,28&—285) stimulated discussion, 'and initiated research by groups of

children. After several field ;zgps to the river to study boats at first

. b e

b7 M
[

hand, many models were comstructed in the shops. This lead to inquiries

into the history of boat buildingﬂbcontemporéry construction methods, and
4 .

* a4

A . »
various relevant problems connected with weight, size and displacement.
, u .

Boat stories were written, history and geography books were used as

- -,
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reférence material, museums visitedﬂ and records kept in both drawing
and writing. l

The follo¥%ving outcomes were listed, chi}dredE acquired skills in
pattern making, advanced in woodworking and measuring, appreciated the
meaning of weighgs and measures, acquired knowledge of modern inventions,
explorers, and map making. Drawing skills were furthered by sketching
boat models and blackboard drawing. IIn general, however, art was used
to gervg the topic and dealt exclusively with learning material
(pp. 2847285). ' s

Woréing together, students learned to share, cooperate gnd\ghinkﬂin
harmony with the collective groups. Problems of éiscipline,‘téought to
be the'product of boredom, were not a factor in the Project Method since
content and direction of study were chosen by students. This method
aléo insured that work centered on fresh, interesting material; and was
carried forward in an enquiring purposeful way.

Dewey's pedagogical theories were criticiz®d as being anti-
intélLectual, particularly by the scholarly community. Disapproval
was directed towards possible gaps and omissions in the student's
essential body of knowledge caused-by fragmented and unstructured .
le;rning material. The way in which learning material was selected was
also attacked on thengrounds that students lacked sufficient -~ 7
experience to choose topics of maximum value.,'Dewey did not minimize
the problems inherent in the new method, particularly for instructors:
There is no discipline in the world so severe as the dfscipline of
experience subjected to the tests of intelligent development and
direction. Hence the only ground I can.see for even a temporary

~

reaction against the standards, aims and methods of the newer

4
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édﬁcation, is the failur™ of educators wHo professedly adopt them,

to be faithful in practice. As-I have emphasized more than once,

the road to the new eductation is not an easier one to follow than

the old road, but a more strenuouys and difficult one (1938, p. 90).
But many trained in traditional ways were unwilling to relinquish tried
methods for the unsubstantiated benefits of the Project Method. Dewey's
pedag\gy was frequently misuqderstood, even by those who were most
supportive, partly because the rationale behind the methods lay in the
equivocil nature quhis philosophy and writing style.

Th Projecthethod appeared to work best In private schools with'

enthusiastic administrgtors%,dedicated staff and small groups of students.

Of these, the most successful included Lincoln School, and the Horace

Mann Boy's and Girl's Schools (all under the auspices of Columbia

[

\

Teacher|'s College), Chevy Chase S¢hool, and Oak Lane County,

Philadelphia. These ,schools were either started by educators who, as

NI

s

achieved outstanding results gith Dewey’s method included: Porter School,

n, 1964, pp. 291-308).
Enthusiasm for Dewey's progressive ideas was widespread, but

successful application was scattered. His ambition to produce a new

scientifically traiged, soclally aware type of American remained
largely unfilfilled. He was 'critical of much that passed for
Progressive Education,~including the child-centered personalistic

- R

approachkwhich is discussed in the next section, and later developments

\
in progressivism such as the Life Adjustment Movement of the late

/

\
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niAeteen—fofties. )

In summatio®, Dewey's objéctive approach to the student stressed
development and growch within the collective group accogding to the
aims of the group. Beginning with topics chosen by the group in
consultation with the instructor, learning cmne? from activg, joint
<. ) participation in the scientific, experimental, émpirical me héd of

research. By actively contributing to a commungl learning exéerié;ce

!
the student experiences social growth. Success is measured by the

degree: of understandiné shown of relationships’, continuity between one .
experience and the né&xt, and ths accumulation of such information.
Dewey's pedagogy is essentilally contextualist and collectivist

in ‘approach, scientific in orientation, empitical in metho@&io%y. and

verging on scientism in many of. its assumptions. His theory d methods

which promised ;o develop a new race of scientifically trained spcially
// conscious citizens was frustrated by a lack of well trained teach%rs

dedic;tea to his form of ﬁrogressivism, and because of counter conéerns 'i%ﬁi

in the movement itself. There was also a large body of pedagogues who

" remained unconvinced that the new methods were superior to the old, and
.it washonly in the nineteen-thirties that these ideas began to have an
appreciable effect on American education. The following section examines
- . another appr&ach present in progressivism which emphasized the individual
as distinct from the collective orientation of Dewe?'s pedagogy.
Dissent in Progressive Education
In the foregoiﬁg discussion the focus has been on John Dewey's

s

social reformist, scientific orientation. However, as noted in the
o -

previous section, this was not the only direction taken by the

Progressives. After the formation of the Progressive Education

” K
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Association in 1919, a noticeable schism developed between those who

favored the reformist approach, and those who favored the child-centered .

approach. The latter is described by Malcolm Cowley in Exile's Return
(1951) as an individual revolt aga‘inst the restraints of Protestantism
(pp. 52-66). Their adoption of both Expressiogist art theory and |
psychoanalytic notions, both counter to a narrow iﬁterpretation of )
Protestantism, tend to support this belief.

e Cowley sees World War I as the catalyst which forced Progressives
to decide in which direction their loyalties lay. Dewey's social
reformism, the moving force in pre-war progressive education, no longer
seemed relevant in the post war period‘. Instead individualist ideas
which stemmed from psychology, psychoanalysis, individualism and an
identification with art and artists emeréed, more suited to the spirit
of adventure and éxperimentation of the era:

Radicali& no longer seemed fashionable...it did not die; it was
merely eclipsed by a polyglot. system of ideas, the combiped doctrines
of self-—éxpression, li;)erty, and psychological adjustment, into a
confident iconocvlastic individualism....This postwar protest
developed its own pedagogical argument; the notion that each
individual*has uniquely creative potentialities and that a school
in which children are encouraged freely to develop these
potentialities 1s the best’ guarantee of a larger society truly
devoted to worth and excellence (Cremin, 1964, pp. 201-202).
The, 'polyglot system of 'ideas", téo which Cremin refers,
crystalized in the individualistic child-centered approach supported by
Progressive leaders such as Harold Rugg and Hugh Mearns. Child-

centered theorists were influenced by the individualism of early pioneer

-
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educators Parker and Hall, by Expressionism inhart and by psychoanalytic
theory. The emphasis on the individual psyche in both Expressionist art
theory and psychoanalysis conffrms the importance of self as the center
of conscious emotion, and validates art  as a worthy vehicle for the
expression of feelings. This connection later initiated the emergence
of art fo%ikﬁ%rapeutic purposes, beginning with the work ;f‘Carl Jung in
the early twentieth century and deweloping.into the field of Art Therapy
"with the later efforts of Margaret Naumburg.
The emphasis on emotionai development, freedom, and self-expression‘
characterize other individualist views such as those of Nietzschei(1969)

- ) ~
and Buber (%972) who also believed the finme arts to be the highest

achievement of humanity. Bowyer (1970) claims that the viel of humanity
which emphasizes the subjective, creative aspects of human nature

,
stresses the fine arts. Certainly the foregoing individualistic child-
centered position tends to support this notion.

The following section will examine the similarities Setween the
child-centered approach and the personalistic view of éducation both of
which emphasize the subjeztive'breative'natuzidgg/the individual.

Personalistic Trends in Progressive Education

®
Chapter 2 has shown that the following characteristics are

idenlifiably personalistic:  individualized educgtion, moral development,
é{eedom, creativity, self—dete;%ination, self-expression, concern forA
feelings and emotions, and the development of the whole person as a major
educational goal.

Personalistic notions have been absorbed into the culture in many

ways, emerging in religious education - particularly in Methodism - and

in self-psychology which promotes knowledge of the whole person. The

-~
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American‘cultur;l climate has, in the past, been sympathetic to ideas,
such as these, in which the individual is the focus of attention.

Child~centered education reflected the same characteristics as
personalistic education but emphasized the importance of art over moral
development, tﬁe major goal of Personalism. The similarity between these
views 1s explained by their common genesis in German Idealism, part of
the Romantic Movement. Romanticism elevated art as the highest human
achievement and saw God as the ultimate in freedom, creativity and
morality. This combination of ideas explains both the similarities
and diffe;ences between personalistic and child-centered educatioen. The
first emphasizes the religious, moral aspects of Romanticism, the second

*
the importance given to art. A -

The philosophy of German Idealism marked an;adical departqre from
the philosophy of the Enlightenment in which knowledge was derived from
Reason. German Idealism retained an emphasis on the individual, but
stressed the soundness of personal experience and knowledge from the
emotions and senses.

Thg‘infldence of these views cagibe seen in the work of B. Parker
Bowne, the founder of Personalism, and that of early progressive
educators, Francis Parker and G. Stanley Hall. All three attended German -»
Universities, a practice which was common among graduate students in the

-~

nineteenth century.

Bowne was a phk}osopher and did not apply his ideas to the field of
education, but like Parker and Hall was concerned Qith the development
of the individual in conditions of freedom. All three believed that

knowledge must be gained through personal experience, and ‘that emotional

knowledge must also be taken into account. Bowne emphasized that nothing
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exists independent of thouéht and that the truth about anything is.the
result d(f thinking about our total experience of that thing (1908, p. 79).
Parker focused on the arts as ways of enhancing meaning through personal
involvement with media (Cremin, 198'5, pp. 131-132). Hall was
particularly interested in the emotions and included them in his
psychological studies, parti;ularly in his Adolescence (l1904) and

Educational Problems (1911). 1In the first issue of Pedagogical Seminary

(1891) he stated that: "Every educational reform has been the direct
result of closer personal acquaintance with children and youth, and
¢
deeper insight into théir needs and life"6 (p. 123). The émphasis on the
inner life of the person, the emotions and personal experience are common
TP
elements which Bowne, Parker and Hall derived from the Romantic Movement.
The Romaptic movement circa 1775-1815 represented a dramatic change
in philosophical, historical, artistic and political thought, effectively
replacing the rational model of humanity developed by the Enlightenment.
In contrast Romanticism generated a new veneration ;or the more
irrational and emotional aspects‘ of existence. The certainty "of external
experience was replaced by al new respect for the transcendental, for
memory, the imagination and emotional expression. Inner emotional
stability was recognized as primary, an insight which resulted from a
new awareness of the transient, precarious nature of existence.

Schiller and von Schelling, leaders in the Idealist movement believed

with others holding individualist positions that art is the highest

form of human expression. Art was also seen as a superior vehicle for
the expression of emotions by child-centered pedagogues, who as Schiller
suggested, based education on the arts. Art was seen as ‘a way of

developing emotions and creativity, a subtle link between 'inmer' and

f/‘/ . .‘
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'outer' experience, and for the instructor a way of monitoring emotional
,development. '

At ité most extreme, romanticism encouraged a penchant for the
bizarre, melancholy, madness and the supernatural. The German
Expressionist movement in art represented‘the most radical example of,

b P
"the transcendental of the Gothic world of expression'" (Read, 1974, p. 52).

Other aspects encouraged a desire for inner harmony with God and nature,

- N ¢
a deeper understanding of humanity and a new approach to aesthetics.

The Romantic view saw art as.the highest human achievement, and approached
life, "according 'to the criteria of art"” (Hauser, 1951, p. 179). The
arts were believed to achieve the perfect synthesis betwéen the sensuous
and the spiritual in huma; nature, and to be a divine form of play
'which culminates in the attainment of aesthetic reasgn. In this view God
is the supreme creative artist, a notion which resulted in the elevation
of artists to a position of respect.

From the common ground of German Idealism and the Romantic Movement
both the personalistic and chilg—centered approaches addressed education
to the 'inner' as opposed to the 'outer' development of the child. The
focus of %oth was on education of the emotions, an area seen as expressing
unconscious and subconscious levels of experience. Im child-centered
education this interest crystalized in the work of Freud.and Jung, whose -
ideas were disseminated earlier by child~study enthusiasts and the work —
of G. Stgnley Hall. Art, in tﬁe child-centered view, is a cathartic
activity and provides an outlet for both negative and positive feeli;gs
about the self. Self-expression is seen not only as an exéressive ;ct but

as an indication of the child's inner state. A stress on thé\ynconsc;kus

£ .
also developed i;L§omanticism: Naturphilosophie7, a typical concept, AN

> : D
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expressed the;ﬁgifntic view of medicine and psychology. This w48 to have
Tu

§k¢h >,

a profound in encle on the work %T both Freud and Jung (Ellenberger,

»
1970, pp. 202-210) and subsequently through their theory, child-centered
art education, to be examined in Chapter 6.

The Personalist emphasis on emotional development in some ways

parallels the child-centered emphasis on emoticnal expression through art.

In his Edueation and the Vision of Excellence (1960) Peter Bertocci states

~

_that: "A human being's aesthétic responses involve both his feelings and
his insights. The arts, therefore, whatever ?%eir intrinsic value as
aesthetic, are forceful media for expression of intellectual, moral and ~
religious values"8 (p. 16). This connection between art and religion is
important-to the similarities between Personalism and child—éentered
educat;on suggested by this study. Both express gacets of Romanticism
in their aﬁproaches to religion and aesthetics which emphasize emotions,
empathy and intuitidh. ,

Connections have been made beLween art and religion which suggest
that both use similar language Lé express difficult areas ofx'knowing'.

.

In his article,Aesthetic Experience and the Nature of Religious Perception

(1980) the author finds that, words like "unity". '"harmony', "wholeness',
|

and "integration" carry ethical as well as ae§thetic import (Austin, p. 31).

He also finds that freedom is essential to both religion and art as a

means of making persons whole and validating individuality (pp. 28-29).

-

The relationship between theistic Personalism and child-centered education

S

is further strengthened in these approaches to the object of worship or
the aesthetic object, whic}‘include emotional involvement, imaginative

apprehension and non-intellectual awareness. ~

S
Ideas shared by child-centered education and Personalism include the

= bl
)
3

;
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emphasis on: individuality, creativity, freedom, self-directio self-

expression, coﬁcerp for emotions and the development of the whole Jperson.
Creativity and self-expression were believed to be the mbét impoértant
human qualities in child-centered educatién, and freedom was seen as a ‘ //,
necessary condition for the development of these features. Personalism
also holds that freedom and creativity are important to the development of
the person, principally because these are qualities which we ‘share in
common with God. Self—@irectign is part of the Pegwnalist code of moral
responsibility which each individual must take upon themselves. These
qualities are a given in child—cégtered education where the chiild is
expected to be autonomous and the teacher to play a supporting role.
|
Finally the notion that education must develop the whole student is-.a

major aim of both posigaons. PersonalI;Z\GTiters Bertocci (1965),

Flewelling (Runes, 1963) and personalistic psychologist Gordon Allport

W

(Searles, 1944) all emphasize the importance of developing emot?opal as
well as intellectual géculties in the student. Child-centered pedagogy
with itsoparticular interest in psychoanalytic featuqu ;130 emphasizes’

emot%Pnal education, even above intellectual accomplishmeAQ. It was
felt that if emotional stability were attained intellect could function
more comprehensively. '

In summary the similarity between Personalist ideas developed in

the later nineteenth century, and child-centered education effective in

b
1

the nineteen-twenties stems from a common'background in German Idealism.
This study suggests that the cluster of Romantic-Idealist assumptions

. ;
wvhich became popular in the nineteen-twenties was reinforced by the

mediating influence of Personalism at a time when conditioms in the

culture were ripe for this approaéh. Flewelﬁing (Runes, 1962) believes
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. devel%gbd by pioneers in the field, Horace Mann, Francis W. Parker, and

that personalistic ideas in the history of western thought come to the
‘éurface during certain historical crises. This study suggests that the
period following World War I was such a time, when social strugtures
appeared weak an; ineffective gnd,interest in individual resources‘was
rekindled. Pérsonalistic‘ideas became relevant, and the parallel
beliestof child-centered educators were received with widespread
interest. & ‘ . ~———
) Summary

Progressivism was a broad social movement occurring in the early

twentieth centqu which aimed at reforming ineéualities in American

a

=éociéty 6Euseéjﬁy rapid industrialization, economic expansion and
. . ;

massive immigration. Progressivism extended to all sectors of society,

including thef eddgational sphere, of éarticular interest to this study.
Progresgivism, which began in the early twentieth century, eventually

coalesced in the Prog?essiVe Education Association in 1919. The broad

aims o? khé Association were: to make the child central to education,

to address education/xo present rather than future needs, and to use

both scientific and p;ychological insights to further knowledge of the

¢hild to impfove ed&?htional theory and practice. With the formation of

&he Associatioﬁ twd streams of thought became evident. John Dewey's

social reformism, which was collective in orientafion, dominated the P

movement prior to the war. In the post-war period child-centered

education 9metged as ﬁeing more in accord with post-war interest in the

individual.

Some oﬁ the ideas which inspired Progressive education were first

G. Stanley Hall. All three focused on the individual as central to

- o
!
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‘ .
education, but Parker's notion that the school should be a small society

i

gave Dewey the setting for his,collective orientation. Other ideas he

developed from jParker included: the notion that learning materlal should

<

-

be geared to the needs, interests and developmental level of the chlld
\ .
that experience should be the basis of learning, and that growth is the

’

aim of all educationm. ~_

Child-centered education developed other ideas which Hall pioneered.

These included the emphasis on the individual, inner emotional development,
personal experience of inner states and self-expression through art.
K .

The latter was also a feature of Parker's pedagogy. Hall's interest in

3

psychoanalytic theory, particularly the work ¢f Freud, was undoubtedly
a seminal influence on the child-centered approach. Through the Child-
study Movement many educationists became aware of ghe educational
implications of Freud's theory. Child-centered education was based én
a combination of psychoanalyticlnot;ons and Expressionist art'theory.
It was believed that through‘th% catharti; ;ctivity o£ making art, the
Ehild would sublimate any gegaéive tendencies and achieve emotional
wholeness, the aim of this approach.

This study has suggested a parallefﬁbetween the philosophy of

Personalism and child-centered education two positions which are in

agreement in most of their major assumptions. Like Pioneer educators

~
N

Parker and Hall, Borde? Pa{Fer Bowne, the founder of&Personaiism
was also influenced by German Idealism and Romanticism. Areas of
agfeement between Personalism and child-centered education include an
emphasis on: the individUal,\freedom, creativity, self-determination,

self—egpression, concern for féglings and emotlons and the development
) {

Y
of the whole person. As a theolquéal position Personalismfemphasiges
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the moral and religious aspe¢ts of Romanticism. Child-centered theory
retained the Romantic emphasis. on art. The religious aspects of

Personalism and the aesthetics of child-centered theory were found to

¢

be analogous in several .respects. These include the emphasis on emotions,

empathy and intuition, a similarity of descriptive language, and an

approach to religion and aesthetics which is both imaginative. and non-
intellectual.

Dewey's pedagogy was based on his philosophy of Instrumentalism;qﬁ#a"

o
and aimed at social reform through the public education system. He

believed that by using human intelligence instrumentally society could
be changed. Accordingly he suggested an appassich which emphasized

collective learning through the experimental empirical scientific method.

+» Many of these notions were directly influenced by the work of George H.

\\Mea& who deweloped social behaviorism, a biological orientation to
\ ) ™~

® . ) . ) .
séciety, Dewey saw the human organism in constant interactien with the

1

human and natural environment, and determined that all learning must be
social, The Project Method, which he supported, emphasiz®d sharing,

3

co%peration and group action, and was designed to produce'a new type of
American who would Be both scientifically sophisticated and socially
integrated. ' ' R

Progressive education fostefed both the child-centered individualist
i

approach and Dewey's Instrumental collective approach to education.

These views will be examined in Chapter 6 particularly as they relate to

<

the field of art education.
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Reference Notes
n
llnformation on early progressive sthools can be found in John

Dewey's Sthools of Tomorrow. New York: Duttom, 1915. These include

’

Cook County Normal School,(attended by Dewey's son Fred), Menomonie

school, Fairhope, Alabama.

Schools, Wisconsin, and Marietta Johnson's 5

2Francis W. Parker,‘Talks on Pedagogics. New York: 1984, p. 450.
3G. Stanley Hall, The Ideal School as based on Child Study. The
Forum, 1901, XXXII, pp. 24-25. This article argues théﬁ the traditiomal
school tries to fit the child to the system rather than thg system to
the child. Hall points out that this is the only possible ideal for a
)
republic.' ' <

4Thorndike's theory involved fusing specific responses to specific

. .

stimulae.through a psychological bond in the neural system, in such a
‘way that the same stimulus generates the same response. The basis of
this notion came from William Jamébd/%elief that the child is an
organism reacting to events, and would benefit by an education which
developed and organized habits, a notion which also inflJenced Dewey.

f

Lawrence Cremin, The Transformation of the School. MNew York: Vintage,

1964, pp. 113%114.

y <

5In many ways Dewey's notion of the social significance of
e&ucation was similar to the communitarian ;iew of the function of their
y
particular group in society. Arthur Bestor notes that, "More remarkable
even than the communitarian interest in education, was Fﬁe complementary
tendency of educational reformers to think in communitarian tegms”
(1959, p; 135). The social context of education became increasing}y

interesting to educational reformers in the nin teeﬁgp century. Bestor

finds that the educator turned reformer WQF, by nature of a similar

- N\
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approach the natural ally of the communitarian, in that both could bring
about immediate reforms within a limited sphere, He lists three

similarities between the school and the secular coméunity: (a) Each is
a small Self-cgntained society which can be seen as a social laboratory,
(b) Both are set apart from society, but are so closely bound to it that
.3 successful experiment would be inevitably spread, and lastly, (¢c) More
than one educatigifl reformer became by stages a communitative reformer,

"meraly by opening out the yalls of his ideal schoolroom" (1959, p. 135).

Dewey's theory was compatible with these views, and similar to the

]

educational notions of Robert en (See Chapter I, pp. 31). Owen
believed that: (a) the individual is a component of the group, (b) social
environment determines chéracter, (¢) the instructor's role is supportive
rather’than didactic and (d) a school run on the lines of a small
community can produce a prototypical person and prexé@ﬁf; model for
society.

. &
6G. Stanley Hall. Pedagogical Seminary, I, 1891, p. 123.

A
Y
1

7Naturphilosophie: A school of thought founded as a branch ogl
German Romanticism by philosopher F, W. S. von Schelling (1775-185&).
This position held that nature and spirit are p;rt of an indissoluable
unity. Nature cannot be understood in terms of physical laws only, but
must be undgrstood in terms of underlying spirituai laws. Henri F.

Ellenberger. The Discovery of the Unconscious. New York: Basic Books,

1970, pp. 202-210.
8Personalist links to theories of art can be tr;céd to Rudolph
//ﬁermann Lotze, whose influence Bowne acknowledges as shaping his
philosophical conclusions (Sahakian, 1968, p. 273). [Lotze wrote a

‘treatise on aesthétics, Geschichte der Asthetik (1868) which dealt with
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psychic empathy and works of art, and was quotad in Wilhelm Worringer's

L4

definitive thesis on Expressionism, Abstraction and Empathy, (p. 106).

Rudolf Hermann Lotze. ‘GéSChichte der Aesthetik. Munich: Cotta Press

\

(1968). From the National Union datalogue. Pre 1956 Imprints.

.
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Introduction

In Chapter 5 two dominant positions were found in the Progressive
Education Movement which were identified as Instrumentai apd child-
centered approaches. The former developed from Johnrgiwey's philosophy
of Instrumentalism, and was found to be collectivist in orientation.
The latterfwas seen to be similar in most of its magor assumptions to the
individualist philosophy of Personalism and to héve developed from the
same source in German Idealism and the Romantjtc Movement. The present
Chapter will look at these two approaches éé they relate to the field of
art educatién. s

Art education is a relatively receﬁt addition to-puﬁiic education,
only becoming established in the schoél system during the nineteen-
thirties.' Prior to the,founding of the Progressive Education Association
in i9l9, interest in art eduéation was scattered. Early progressive
bioneers, particularly Parker and Hall, in combination with the later
advent of the Child-study Movement, were in large part responsiBle for
important innovations in the field. These included the notion of the
child as a unique individual, and the parallel idea of the child as an_

.

expressive artist. These notions in combination with other ideas

"

generétea in German Idealism and tﬁe Romantic “pvement came together.in
child-géntered education. These more immediate influences will be
explored in the present chapter. . -
Educatiohal theory generally evolves from long-held philosophical
positions and gradually develops new theory from past practice. Although
progressivism.also developed frpom ideas which can be traced back to

historical philosophy, it was pﬁp parg'of a gradual change, but appeared

as a new approach to the problems of‘egucation. In the nineteen~
N
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twenties, c%ild—centered education with its strong orientation to art,
created a model for art education which has remained as an important
approach to the field. It must be emphasized, however, that only a few
public school systems adopted a child-centered; or Instrumental approach
in the nineteen-twenties. Leadership in child-centered education came
from the private schools which could afford to be more avant garde. 1In
these schools it was financially possible to hire artists to teach art.
Leadership in art education came from those who Were’in sympathy with
Expressionism and psychoanalytic psychology and taught in the child-
centered mode. .

During tﬁe nineteen thirties-Progressive education became more

established ard Dewey's Instrumental approach eclipsed child-centered

education. The Project Method was used to implement Instrumental ideas,

EChapter 5, p. 117) and art, like other subject fields served the needs
of the ongoing project. In this system art was used as a means of
recording data, of studying phenomena, and of constructing objects
relevané to the project. It was during the decade of the thirties that
art became well recognized in the public school systems of America. This
ma& have been due to the cognitive approach to art adopted by the Project
Method which empﬂasized educagional criteria over the needs of aLt
established by child—éentered educators.

“ The following chapter looks at notions in nineteenth and early
twentieth century education which were.later‘adopted into Progressive

art education. Child-centered and Instrumental approaches to art.

education\will be discussed, and more immediate influences examined.
\\\__ At
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Notions related to Instrumenta} and Child-centered
- Education Present in Art Education

////4‘ Prio; to Progressivism

Instrumental and child-centered notions can be found in the early
history of art education. [In the broad sense the instrumental use of art
for other purposes was established in the late nineteenth cen;ury. At a
time when the apprenticeship system washbreaking down art in education
was seen as providing a useful vocational skill. fn‘1874, the Bureau
of Education found that drawing skills were a great advantage in nearly
all branches of industry:

Whatever trade may be chosen, knowledge of drawing is an advantage

and in many occupations is rapidly becoming indispensable....The

end sought is not to train the scholar to draw a pretty picture,

but to train the hand and eye that he may be better fitted to

become a bréadwinnerl (ﬁgstie, 1965, p. 302). - /
This orientation remained in effect in the, early twentieth century until
it was gradually replaced by approaches such as that of Arthur Wesley
Dow. Dow emphasized the formal elements of art and the principles of
design, but fostered child-centered and pe;sonalistic notions in his
belief that creativity is a divine gift and that art helps the
development of the whole child.

The child-centered orientation became an entrenched position in art
education with the inception of the Child-study Movement. The gradual
humanizing effects of this movement created a climate of greater respect
for the child as an individual, and helped to validate art as an actiwvity

&
for the benefit of the child rather than as preparation for a

L4

vocation. The genesis of child-centered art educatioff can be traced to

L]
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the eighteen-nineties with the birth of the Child-study Movement:
¢« There has been an important neo-Rousseauian orientation in the field.
This orientation holds, in general, that art is not so much taught
as caught. It argues that the primary responsibility of the teacher
of art is to provide the stimulation and environmental conditions
that will allow the child's latent potentialities to unfold....It

e

Y does not conceive of the teacher as an instructor (Travers, 1973;

~

p. 1197). :
At about the same time as‘;he appearance of the Child-study Movement
American psychologists were beginning to investigate child growth and
developmert through art. There was an additional interesl'in the -
aesthetics of children's art in relation to adult art. It was found that
even the work of very young children showed qualities of imaggnation and
individuality.
The personalistic notion that aesthetic and moral education
compliment each other was charac#eristic of the Picture Study Movement,
in widespread use during the first thiéty years of the twentieth century.
It was generally believed that the study of great works of art would

4343

teach children valuable moral lessons. vﬁ
" There was a strong inclination towards Romanticism at the turn of

the century which was partially responsible for the individualistic

orientation in pre-progressive art education. This included an emphasis

on the imagination, creativity as a divine gift, and the belief that

ability in art is innate, and sustains inner growth. There are social

implications in the use of art education to develop designers and draftsmen

to meet the needs of industry. The social element was fundamental

to the Instrumentalist approach as exemplified in the Project

- TN

A d it v,
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Method in which art was used to further collective learning.
Art Education in Progressivism
Art education in the Progressive Movement was integral to prevailing
trends in education, a factor which will be discussed in Chapter 8.
During periods when the child-centered approacg was favored in L
progressivism, art education focused on Romantic, personalistic notions
of individuality, freedom, ¢reativity and self-expression. Child-
centered education alternated with the Instrumental approach in ir
" progressivism, although both orientations were present to a degree during t.
the entire Progressive era. The Project Method, which implimented
Dewey's theory, used art as part of a collective approach to learning,
;s a useful adjunct to the experimental scientific method.
Dewey's approach to art education was esseﬁtially part of his
contextualist thesis. Art was seen as integral to life, and was not
restricted to contact with the fine arts. In Dewey's definition social,
serviceable activities which tend towards a product are useful arts,
those which have immediate qualities which appeal to taste are fine arts
(1916, pp. 236-237). He found this distinction to be arbitrary, however,l
taking inftead the quality of the experience involved as a measure of
what consfiituted art. Art in his view, is present in any experience
which has adgthetic quality (1934, p. 326) (Chapter 3, pp. 71-72). The >
" notion that art is potentially present in any setting proved to be too \5
ambiguous to most practitioners. When Dewey's theories were more widely
| ~
used 1in the nineteen-thirties, utilitarian rather than aesthetic
qualities were emphasized. ° ¢

As was shown in Chapter 5, Dewey's educational philosophy prevailed

in ptogressivisﬁ prior to World War I. The post war period was marked
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by a change of direction, child-centered education which appealed to
avant garde Progressives dominated the movement in the pinegeen—twenties.
The latter emphasis on the individual was part of a broad cultural
movement which effected Europe and North America at that time. Insights

from ps&chology, psychoanalysis, existentialist philosophy and

)expressionisg art théory, all focused on the unique quality of inner

experience. J

Xrt education became the pivot of all education in the child-
centered approach and was seen not only as a means of expressing the self,
but also as a way for the instructor to understand the inner life of the
student. This approach émphasized individuality and encoutraged self-
determination, self-expresgion and creativity through‘the free use of art
media. In addition art was believed to be the ideal activity for "the
sublimaéion éf negative tendenciés and é method of validating the self
and initiating inner growth. &

Three more direct influences which determineﬁ the course of child-
centered a}t education came from, (a) the work of Austrian Franz Cizek
(1865-1946), (b) the influences of Sigmund Freud (1856-1939) amd Carl i
Jung (1875-1961), and (c) The Armory Show of 1913. ﬁ*i

o Fwanz Cizek was a painter and membgr of the Sggessionists, a group
of artisés including Gustav Klimt, who were dedicated to pioneering
modern art. Secessionism was a revolt against nineteenth ceﬁtury i
realism and academism, and was championed by artists who favored
Symbolism and Art Nouveau. From these sources Cizek developed an
understanding of, '"The invisible processes taking place within the

human psyche" (Gerhardus, 1979, p. 19), a preference for the expressive

use of ornament for its own sake, and experimentation with materials
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suited to bﬁ; purpose.

Cizek became interested.in ch¥ldren's art by accident, and was

encouraged in this by other members of t Sessionists, who also

‘recognized the expressive qualities of the work. He organized art

classes for children using teaching techniques which were very different

A

from those of the time.

In cantrast to the mechanical drawiﬁgdexercises which passed for,
art in Austrian schools at the turn of the ceﬁtury, Cizek advocated,
'not teaching at all'. He introduced the neo—Rousseéuign notion that“
;rtistic ability is innate, and that children should be encouraged to
express themselves in art without adult interference. He proposed that
child art should be allowed to grow naturally, "Working entirely out of
feeliné, unselfconsciously, spontaneously, pressed on by some urge from
within" (1924, p. 1). Believing that skill develops through self-~

r
expression rather than the reverse, he emphasized créativity, ani
freedom to expefiment so that, "The uniqueness of individual
personalities would be nurtured and deyeloped" (Barkan, 1955, B. 48).

Cizek saw his role as that of protector, keeping naive children's
afﬁ work safe from adult interference. He treasured the unépoilt,
unsophisticated work of very young cfilldren, but Lhe pictures chosen
’for travelling exhibitions seemed to have been chosen for their polish
and ski&l. "

The Third International Drawiné Congress held in London in 1908
brought Cizék's work to the gttention of British and American educators
for the first time. Later emphasis on the expressive qualities of

§
children's art work in the pineteen-twenties brought renewed interest in

T

Cizek. During this period articles and publications on his work were

*
\"‘/‘ .
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widely circulat®d and were very influential particularly in child-

centered education.

hd ’

The powerful impact of Freudian and Jungian psychoanalyfiéal theory
also contributed to child-centered education. Historian Lancelot Whyte

notes that the conception of the unconscious mind was commonplace in

\

. . v
European circles by the eighteen-eighties, and that, "many applications

of this general idea had been vigorously discussed for several decades"

e

(1967, pp. 169-170). These ideas became widespread in early/;weneiefﬁ’/"”

o

century education mainly due to the entbqiiastizrefforts of the Child-
study Movement and the worg/of’ﬂf/zj/grill who worked with Jung in his

7
T ?

clinic in Zﬂfigh//’ﬂény publications emphasizing the unconscious were

! . < .

-

also‘puﬁiished at that time, and those dealing with education, urged the
provision of opportunities for the successful sublimation of the child's

. - ,
repressed emotions .

Cremin believes that, "Freudianism seemed to shift the focus of

school almost entirely to non-intellectual, or indeed anti-intellectual
concerns"_(196hg‘ﬁﬁ. 209-210). The work of Jung after his break with T8

Freud, was, peghaps, more influential in child-centered art education.

Whereas Freud stressed sex as the bgsic human drive, Carl Jung beliébed
the strongest drive was the need to express one's'unique indiyiguality
in"the face of social pressure to conform (Butts & Cremin, 1953, p. 505).
Jung believed art fulfilled that need, and was among the first to use art -
as a therapeutic tool in psychoanalys}s.

Art was used in child-centered education as a means of expressing
emopional/states and inner tensions. As already noted in Chapter 5,

Personalism and child-centered education approached religion and aesthetics

-

in similar ways. Jung also believed that religion, 1liKe art,'supports .

~
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individuation and promotes an integrated personal l'ifg.///i
tiie.

v s . e

Interest in European art movements,-totably laéking in North

America, greatly increased with the advent of the Armory Show in 1913.
" .
For the first time a large number of Americans were exposed to avant

T

ui‘Bpean art, reaction varied from distaste and ~ridicul§, to the
realization that American culture lagge§l far -behind its European
counawvart. In addition new approaches to painting:

exc}&ga young painters and sculptors, awakehed them to fresh

~

\possk,?’nféziriiq.ies and created in the public at large a new image of

R

///godernity... .In time the new LEuropean art disclosed at thc? Armory’
~ ' Show became the model of art in the United States, (Shapiro, 1978,

p. 136). '

The exhibition included a great variety of modernist styles: Cubism,
Fauvism, Expressionism, Neo-impressionism, and Symbolism. The common
factor among them was the intimate nature of the work which appeared to
reflect the inner state of the artist more than the external world. Many
critics ~and viewers of the time considered the new art forms, particularly
Cubi§t, l':‘.xpressionist and Fauvist works to be unreélis'dtic and difficult
to understand. - ’
Expressionism, the approacﬁ which’ i";xélueﬁced child-centered art

education,‘ is an anti—class}lcal position which frees the artist from all

previously held academic rules and becomes, instead, ap expression of

-

inner states.
Expressionist theories of art developed in Germany with the

formation of a group'of artists called 'Die Brucke' in 1905, and another

t

called 'Der Biaue Reiter' in 1911-~1912. These groups had many elements

-7

in common' with the,French Fauves (1904-1906) parfi{élalarly in their

subjegtive, spontarféeous, free approach to the exterfnal world.
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Wilhelm Wogringer's Abstraction and Empathy (1908) first gave
theoretical formulation to Expressionism and emphasized that‘natural
beauty is not a necessary condition'ZE art. Instead of aesthetics based
on téaditional norms, Worringer suggests an empathic approach in which
the viewer becomes emotionally involved in art as an expression of the © o
artist's psyche. He notes that this approach to aesthetics, 'extends
back ;o Romanticism which, with artistic intuition, anticipated the
fundamental outlook of contemporary aesthetics'" (1967, p. 136). The
notion of empathy as an approach to the work of art was elaborated by
Theodor Lipps, quoted by Worringer:

Tge form of an object is always being—fQEEEd by‘me, by my inner

activity. ‘It ié a fundamental fact of all psychology, and most

certainly'of allﬁaesthetics, that a sensuously given object, :
precisely understood, i1s an unreality, sométhing that does not and
cannot exist. In that it exists for me - and such objects alone
come into question - it 1s permeated by my activity, by my inner
life (1967, p. 6-7). , . /ay,
Worringer nét@g that this perception is not random but is ¢onnected with
the object. Thé sensation is the crucial factor, asvyprringer says, it
is, '"the sensatio; itself, f.e. the %nner tion, the iQEfr life, the

inner self-activation" (p. 5). This new approach to art, and the art

form itself.,, are given an entirely new psychic function, and are
®

.

described as:
A luxury acttvi_ty of the psyche, an activation of previously
. ’ '
inhibited inner energies, freed from all compulsion and purpose,

»
and the bestower of happiness. Its delight is no longer xhe rigid

regularity of the abstract, bﬁt the mild harmony of organic being
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(pp. 134-135).

The emphasis in Expressionism on the inner emotional life harmonized
with the psychoanalytic orientation of child-centered education. Art in
this approach dealt entirely with inner states. Whether the subject

matter was imaginary, or developed from the natural world, it was still
A
an expression of the artist's feelings at the time of painting.

Appreciation of the gesthetic sources of these styles in the wor&)
of ﬁkofessional artists helped to pave the way for a neW'ﬁtceptance/gf
child ‘art. Primitive art which was also thought to have much in common

with child art was seen to have rinspired many modern artists. Hugh

Mearns notes that: "'The modern discovery of the child as artisg...is
coincident with the realization of the beauty of primitive art generally
.v..The art of the uncivilized tribes is just that untutored art of ij;f/{
own e%ildren"(ﬂartﬁan & Shumaker, 1926; p. 17). These facfors contributed
not only to a,néw respeét and admiration for child;en's art, but also

3 “

>
‘£ . . .
for children themselves as unique expressive persons.
Influences .from the work of Franz Cizek, Freud, Jung and

Expressionist art revolutionized the teaching approach. In child-

centered progressive education the instructor viewed children's work '¢JJ'

>

with empathy and tried to imagine the child's inner state through their
) S~

art work. The work itself was also seen aé frge, natural and
frequently of aesthetic value. v
Summary .

Two clusters of assumptions were identified in the Progressive

bre 5

Mbgement: Dewey's Instrumental collectivist approach which saw education
as a way to -effect social change, and child-centered education which

focused on individual development through the arts. This chapter

. o —

/
.
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examined the sources of these views vis a vis art education, and direct
influences present in the cultural context, which were particularly
influential in cliild-centered education. Dewey's pedagogy was integral

to his philosophical posfition and didknot noticeably alter during the

progressive era. ,

This study found that some of the assumptions on which these
positions bas§d their theory were élready present in early twentieth
contury art éducation. The notion of training students in school to
meet the needs of industry, was an early example of the Instrumental
notion that education should contribute to social growth.

Child-centered personalistic ideas identified in early twentieth
century art education included Dow's emphasis on creativity as a divine-
gift and the development of the whole child through art. The Picture
Study Movement linked aesthetic and moral education in an approach

which was,more personalistic than child-centered. A general softening

of didactic pedagogy was noted, as a result of the work of the Child-

‘study Movement. In art education this was noticeable in the increasingly

individualistic orientation which developed even before the turn of the

century.

.

Dewey's approach to art education was cond}éloned by his

philosophical speculations'in aesthetics which/saw art as part of

{

everyday.experience. He believed that art/; ould merge with other
subject fields, and saw art as qualitatively similar to gther.memorable
experiences. 1In theory this appro had' the advantage of making art
more approachable and less of an elitist pursuit, but in practise his
theory proved to be too obscure. The Project Method, which implimented

{
Dewey's theory, used art to illustrate, record and construct material
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-suitable to the general topic of the project. The work was shared among

1
— =

the members of the group and became not so much an individual product,
as part of the collectivé effort and a method of communication.

The child-centered approacg to art education was influenced by
three contemporaneous facéors. First, the w;rk of Franz Cizek of
Austria, who developed an attitude of respect for the art work of
children and found it aesthet;;;lly pleasing. Second} the psychéanalytic_
theories of Freud and Jung which focused attention on the emotional
health of the inner person. Third, the Armory Show of 1913, a large scale
exhibition of Modern European and American art, The former proved to be
inspirational to artists and pedagogues alike. Based on ch/Expressionist
théory of art, child-centered educators emphasized inner development ad&
inner eﬁbgional wholeness through self-expression in the arts. l
{:;%ructors followed the empathic approach to children's art elaborated
by Worringer, in which the viewer attempts an imaginative recreation of

the artist's inner state.-

-~
-
e \ -

[}

These two Agygrgent approaches to aét education were both present
in progressivism, emerging at different times as the dominant positionm,
but existing side by side during the whole Progressive era. The °
following chapter will examine tﬁese positions as they appeared during

i

the four decades of progressivism, 1920-1960.

o)
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1The Relation of A¥t to Education. Circulars of Information of

o
the Bureau of Education No. 2. Washington: Government Printing Office.

1874, p. 86.
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2Early books applying analytical theory to education include

W. A, White, The Mental Hygiene of Childhood (1919):_% Lay. The Child's

s Unconscious Mind (1919) and Psychoanalysis in the Service of Education
(1922). a

B

b L

»r



R S D,

4\

. Ideas of Individualism and Collectivism as they

:
.

e

Chapter VII
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Introduction
The following chapter reviews art education literature during the
era of Progressive education, 1920-1960. Material will be identified as

being either child-centered and individualistic in orientation, or

- .

Instrumentalist and collectivist.
In the following review and analysis authors and theories have been

-

selected for their relevance to the topic. As stated in the General
Introduction this study focuses on the development of ideas r;ther than J

on the history of the discipline. In order to restrict the following

material to ideas which are germain to the topic, it has therefore been

necessary to omit other approaches to art education and the work of

many leading authorities in the field.

In Chapter 5, child-centered and Instrumental edpcation were found
. )

to be the two dominant positions present in Progressivism. Child-

J-centered pedagogy was compared to the philosophy of Personalism which

also developed from German Idealism and Romanticism. Both positions

emphasi the importance of the individual, freedom, creativity, self-

ination, émotional wholeness and the development of the whole
Instrumental pedagogy was seen to stress the social group over
the individual and to‘emphasize collective learning, cooperative decision
making and social growth with progress as the final goal. ‘The scientifis
experimental method 1s integral to the process of sharing and learning
as a group. ‘ l ‘
Chapter 6 focused on art education. Ideas which resembled child-
centered and Instrumental pedagogy were found in pre—Progressiv;N%Hhcation

theory. Art education was examined as part of Progressivism, and was

seen as peripheral to Instrumental pedagogy. but central to the child-~
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centered apprgach. %

At this point in the study it is important to clarify the two
clusters of terms being used to delineate the individualist and
collectivist points of view. 1Initially this study identified the
ideology of Individualism in the American social context. The
individualist view was further examined in Personalis;rl which was used
as philosophical support for ideas found in-ahild'—c/entered education.
The social, philosophical and pedagogical individualist views concur in
their emphasis on the need for freedom and self-determination. All
three share a common belief that the social group advances according
to the qualityl of individuals who make up the group. In codtrast John
Dewey's ‘Instrumentafview of society rests on the’ quality of unity and
social p,rogress w'ithin the group. This view has been identified with
communitarianism and socialism in A}nerican social history.
Thstrumentalism was also found ke be contextualist in its emphasis on
the changing inter-relations'hip of experience, and collectivist in its
pedagogical stress on the group. The characteristics and relationships
between these terms \will be examined in the review of literature.

The Period of Progressivism in education lasted from 1920-1960 and
is divided here into four decades, not only for ease of presentation,
but also because variations in the social and cultural context occurred
roughly as the decade c’hanged. The periods of the nineteen-twenties and
thirties have been arranged according to the positions held by the
authors represented. In the interests of clarity the two sulcceeding
decades of the forties and fifties are not discus}edfﬁbhronological

order, but according to the ideas themselves. This arrangement was

determined by the increased eclecticism and confusion of views expressed




13

during this period.
The following review of literature. in the field oF art education

will identify theory which supports either the child-centered or

. Instrumental positions in order to determine the sc\?pe, cont/égbrapd

e
,

directlons af these orientations.

.

-
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The Nineteen~twenties

. The niﬂeteen—twenties are seen in retrospect ;5 a decade of growing
wealth and'power in the United States; a period when thére appeared
to be no limit to financial prosperity. National economic records were
consistently- broken as 'profit levels rose. Increased business
confidence, new markets'and entrepréneurial ventures attracted a growing

number of investors. Dominant societal changes include a generally more

matérialistic approach to life as well as an dncrease in crime. These

~,
A

events WeFEFomign to all western countries and were attributed to post-
IS
.war euphoria and reaction against the Puritain restraints of the 'pre-war

period. ‘ '
Superficially the mood of the country was youthf&l and energetic,
but beneath the veneer of optimism there werg¢ mamy who were uneasy and
critical of the materialismhyand cultural ﬁ erty of the era. ’Literary
contributions by writers such as Hemmingway, Falkner, and O'Neii& gtressed
the shallow, brittle philosophy of the nineteen-twenties. 'Those Twenties
writers actually began to define the existehgi;list position which is the
zeitgeist of the twentieth century. Ihey see the Twentieg és
materialistic, shallow, ﬁnd,secular." (Langford andffaylor, 1966, p. iii) -
The problem was seen by those in the arts as one of ‘the survival in moral
and cultural wasteland created by World War I:
The key to learning how tb do this survive wywas a ne&‘kind of
individualism; new because...it no longer meant social inbolvement.
Rather it meant personal integrity, turning inward to a.close

examination of individual man to find a new means to endure....

If meaning was to be found it was to be found within, alone.:..

« s

2t




~  Beyond the despair lies a search for personal meaning‘ (p. iii).
In all facets of the arts the search for personal meaning was evident in
unique expressions of individgality. Expressionism in dance, as seen in
the work of Martha Graham and Isadora Duncan redefined the
possibilities of movement, just as Charle;“fves in music, John Marin
and ﬁax Webber in painting, and Alfred Stgiglitz in photography
produced highly personal descriptive work. Artists isolated themselves
in ghettos, such as Greenwich Village, New York City, in an expression
of solidarity, and as a way of excluding superficiality and materialism
of the period.

!
The Personalist view of this era is expressed by Edgar Brightman;
/

-
: : !’
when he noted that: "On every side we see the insurgence of "a new life

....Freedom is again emerging in the human spirit, and the huﬁéer for
freedom is essentially a hunger for new powers and new values." (1925,
»

p. 2119

Art Education

Progressive ideas in art education were first developed by those

%ofking in private schodls. The notion of seif-expression through fre
p *

play with art materials was adopted early by nursery sc

kindergartens. In 1914 Caroline Pr ¢ned her Play School in

Greenwich _Village; and was the finst to develop these ideas into a

pedagogical method suitable for older children. In some ways Pratt was
influenced by Dewey's ideas, particularly the notion that the school

should be a small community, and that learning must develop from concrete

experience. Her main focus, however, was on the individual as an ’
\

emotional, imaginative, expressive person, She believed that tﬁr0ugh~
creative play with art materials children could reinforce learning

A

rx,
=
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experiences. Her students were taken to th; Zoo, the harbour, stores,
and parks, etc. and on returning to school relived the experience by
recreating it with a variety of materials. Believing that all children _
are artists Pratt stated that, like the artist, the’chilq, ""Is dominated
by a desire to clarify this idea for himself. It i; incidéntal to his
purpose to clarify it for oth;rs” (Cremin, 1964, p. 205). 1In this
approach all subject fields were incorporaggﬁ'inc free play activity

-

|
. |
in an unstructured, unsystedﬁtic way. Her iategration of learning

&
—

material was influenced by Dewey's methodé,'bui her emphasis on freedom,

-

. »
creativity, self-determination and self-expression was child-centered and

has personalistic impldications.:

In 1915, Margaret Naumburg opened Walden School in Greenwich Viilage,
like Pratt, Néumburg attracted the children of artists and intellec{uals.
and adopted a child—cenég:;é approach. és a psychologist she followed
first Jung and later Freud. With herx sister, painter Florence Cane Who
taught art at Walden, she underwent psyghoanalysis with Beatrice Hinkle, ,‘//
a Jungian analyst. Her later interest was in art therapy, and she |
believed that education and art therapy should both be based on the
principle that the” student must discover the meaning of his or her own
education, just as the patient discovers the meaning of their art¥stic
creation. Both Cane and Naumburg held that all teachérg should go through
analysis in order to be able to deal with the emotional health of thg
child, and the development of an integrated personality. g

Art was tﬁe focus of all education at Walden and was seen, not only
as a means of expressing feelings and emotions, but as a way of
developing moral and spiritual Values. Cane describeq this process'

when she points out that:

g
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As the child matures the art becomes mpre than a balance wheel,
. . :

it becomes a means for searching through the self for things beyond

* ’

the self, a search archetypal forms, for universal concepts,

for tru£h emerging through beauty (Karier, 1579, p. 65).

CFne bglE%ved:that thelwhole child must beuinvolved in ;;t—making,
requir&ng physical freedom,\organization, memory, ilmagination, and
emotional input: "allowing the depths to bring forth what they will from
the source of life'" (1926, p. 99). Painting and the inner psyche were
seen as inextricably invol&ed: "The quality of painting inevitably

develops if the child develops as an individual, and equally the child

vgrowgﬁgith his growth as a painter™ (1926, p. 155). Art provided a

mirror imagé of internal states, as one of her students remarked:
"Painting should look the way you feel inside™ (p. 158).

Cane presided in an atmosphere -of freedom, where mowing, talking,
ané all ;spects of work were a matter of individual choice. Art which
developed from feelings and states of mind was considered far superior
to work done from life. A release from the ”bondags of the object" and
"the slavery of representation" (1926, p. 159).

Art should I;ad to the development of the emotions, the irrational

part of man. Here lies all varieties of feeling, the wild as well

_as ﬁhé calm; the dark moods as well as the light. Only when the
whol; nature of man is accepted can life or art have validity.

Therefore any subject the child selects is acceptable, for this

work the artist requires ffee.choice (Cane, 1926, p. 316).

Like Pratt, Cane be&ieved that the foundation of art is plai‘énd'
that the work of the‘pre—adolescent child combines crea£ivity and

3
artistic detachpent. "Painting is play for him and he is better off

s
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"art. This was particularly important for the adolescent who was seen as
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with almost no teaching. The creative.fantasy must be respected and

Y 0""‘
allowed free play a long time before the laws of art can be brought

N

to the child without harm" (1926, p. 156).
Her pedagogy, although 1aissez:'faire, was not without control.

Each student waq's. carefully watched for sjigns of need, and appropriate
i : '

help was given- on request, including techniques 'and the formal rules of

c

subject to self-doubt and insecurity. As the play impulse becomes less

-

pronounced in the older student, knov/ledge of art4nd art'pfoéesses

-

becomes increasingly significant.
Man is born with the creative impulse, and this fimpulse may become

the means of revealing and developing the self.\ The work side being

| .

. . - \ .
a continuation and development of the play, becomes more conscious
andfdirected; it brings in its traim strength and power, the
ability to conquer difficulties and achieve a completed thing (1926,

p. 154). ) P
- - ' X f . /-—
Cane treated children and their work with respect, #d encouraged even

1
"

very young children to be sensitive to media, color, and quality of paper.

She believed the true .value of art, for the child, lay in the opportunity.

to see the self objectively. g

The joy in creation is the joy in_the spirit's becoming. For in the
_act of projecting his inner state into an outer form, he separates
himself from 1t The subject has become the object: he comes to
greater consciousnes,s ;:hrough this act.’ He sees himself, which is
the same thing as saying he grows....So for himself the creation of

an art form is the growth of his spirit (1924, p. 96).

With other child-centered educators, Cane believed that art must be

o
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taught by artists. Only thoss with persdnal experience of the delicate
procéss of making art could judge the right moment to help the student,
and only those who had undergone therapy were equipped to deal
compassionately with the student's state of mind. ‘

Her approach was Rousseauian, with the teacher acting as.guidé in
the natural unfolding process, and the student learning from the self- .
revealing activity of making art. This is essentially the methodology -
of Art Therapy, but in this case growth, rather than healing, was the
final goal. ’

Cane was byno means the most extreme advocate of child-centered
l;issez—faire art édugation, as the following quotation frqﬁ,an article
written by Elizabeth Byrne Ferme shows:

The educational value of art work...cannot be measured by its

technique, color, line, or subject. Its distinction lies in its

being‘a pure reflection of the inner life of the child. There are

no external stimulus [sic? suggestions or examples; there are no -

art talks,. art walks, no journeys to museums. The child}en are

!

free to paint all day, or no day....We recognized art as self-

[ .

expression, as a revelation of the spirit projeéted outward (1926,

p. 1l41).

Left without adult standards of bgauty, Byrne Fer%e believed that'-¢hild’

art would reflect inner needs and states which were frequently

aesthetically beautiful, and absolutely unique.(p. 141). ; -
Hughes Mearns, a leading exponent of child-centered education

emphasized thatrg kindly enéouraéing atmosphere is not enough. He

believed with Cane that the teacher must be more artist than teacher, - .

and must know enough about art to be able to entice students in the right

i =N
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direction. The choice of the right experiéﬁce given at the right time,
in the moég effeciive manner is vital, "It is the'new business of théﬁw
teacher to provoke children into wanting to know about these and various
matters and then to provide materials and such help as is asked for'
(1926, p. 103). This approach demanded not less, but more of the
kAstructor. Knowledge was not t%‘be dispensed Wholesale, but mustn

’

addrgss the specific needs of the individual learner as the occasion
arose.—

Ipstructors teaching art in the public scho;l system tended to
reflect ideas from different sources including child-centered,
Instrumentalist and pre-progressivist approaches. Margaret M%thias, a
generalist,; educated at Teacher's College, Columbia University, believed

that the principles of general education, "should always determine the

teaching of art' (1929, p. 5). In her book The Beginnings of Art in the

Public Schools (1924) she made several references to the child-centered

approach: "If we are to hope for a society with art appreciation and

-

some ability to meet art problems, an adequate art course must provide

for developing ability for self-expression, and for understanding the
< {

rexpressions of others" (p. 1). Frederick Logan's review of this book in
. - T
his, Growth of Art in American Schools (1955) squests that Mathias's
- ~

approach was almost entirely child-centered and eﬁphasizes‘her statement
that: "Training is harmful when it grecedes the development of the power
to be trained. Training should therefore be given as th’/need for it
arises and as it 1s felt by the childred" (1955, p. IESJQ In spite of
thes? statements and others which suppoit the ch;zgfgénCered approach,

Mathias provided her students with problems to solve, a Deweyan notion,

and taught art principles as she thought, they were needed, rather than

o~
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onn demand. Her belief thgt knowledge and skills are necessary aids to

t AY
self-expression differs fJom child-centered theory which held that knowledge
of art is only necessary 1if the child artist expresses a need. Mathias's

later book, Art in the ElementarygSchool (1929) adopts a more didactic

approach and is clearly influenced by Instrumentalist theory which was
A
beginning to dominate progressive edutation at that time. She shows

more social awareness, and-develops themes for art instruction based on

e

school subjects, particularly Geography and History. Developmental

stages are ldentified in psychélogical terms and are used as a gauge for

different levels of instruction. Experience must precede art expression
Pl

in this view, and is ﬁlanned in advance covering such topics as perspective,
placing, proportidn, mechanical drawing and principleg of design. Her

short bibliography lists five books by Dewey, one bynchild-centered
pedagogue Gertrudé\?artman, and one by Arthur Dow, suggesting the

proportion of welght she gave to these theories. )

Belle Boas, also working in the public school system combined several

approdches which she outlines in her book Art in the School (1924). She

promoted creativity and encouraged imaginative work and individual
expression, but believed in demonstrating methods and suggesting subject
matter. She continued to use Picture Study believing that knowledge of
order and balance in pictorial composition, and inspirational subject
matter helped to lay the foundations of moral order in life./fﬁg?\qain
focus was on developiﬁg good taste, a sense of beauty, and powers ox\b
observation. GShe was among the first to introduce a program of museum,
education. Discussion of works oé art followed Dow's principles of
composition, but true understanding was believed to develop only through

practical application. Although Boas used an eclectic mix of different
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theories, there is some evidque in her book that gbild—centered theory
o~
liberalized her approach and changed the focus of her work.
Public school art education in the nineteen-twenties drew"
inspiration from many sources, and tna program outlineé by Maud Hardman

in Necessities and Opportunities (1925) is(@wtypical example. Although

mainly Instrumentalist in orientation, Hardman includes personalistic, 1&

child-centered education of the emotions. Basing her pedagogy on a
"True social situation where social laws, social customs, social manners
become a necessity' {(p. 5). Hardman stresses art education to suit
presentrinterests and integrates art with other school subjects as Dewey
recommended. The main emphasis is on the social aspects of art, becauséj
"Art is made for others and in this way unselfishness and service are ’
emphasized" (p. 5). However,'the author is critical of over-technical
art -instruction and finds that if children are encouragéd to express real
or imaginative expéri$nces and emotions, creativity will develop and will
benefit other fields éf interest. '"Children's visions are visions of their
own lives, plentiful, beautiful, elusive things not to be stretched
by adult hands, but to be cherished and nourished into maturity" (p. 9)”;
Hardman recognized the lack ofwcultural tradition in America at that time
and believed that good art education would encourage more‘public
participation and enjoyment of the arts.
Summary a

In the post World War I period, American prosperity and the
euphoria'which followed, produced a supe}ficial feeling of well being
which resulted from growing materialism and commercialism. Beneath the )

surface, however, there appeared to be an uneasiness and concern for

personal identity and values which found expression in various branches

k
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of the arts. Artists and intellectuals were particularl& sensitive to
the superficiality of the decade, and many unique personal styles and
st;tements resulted which have subsequently been recognized as outstanding -
contributions to the arts. In this period, when sympathy with the arts

was in vogue, child-centered progressivism presented an approach to

education which revolved‘around the arts. This was inspired by Cizek's

example, and was informed by the Expressionist Movement in art and by

the psychoanalytic theories of Freud and Jung. Progressive private

schools which practiced child—centered‘pedagogy wéie supported by

artists and i;Zellectuals and tended to open in areas frequented byg

those sympathetic to this approach. Although these innovations

developéd within private schools they were founa to have armediating

effect on the more traditional and eclectic style of public school

teaching. The laissez-faire attitude to teaching typical of child-

centered education tended to soften the traditional didactic approach,

and to place more emphasis on developing the=*inner' rather than the

'outer' person.

Child-centered theory, dominated progressive education in the
nineteen-twenties. Renewed concérn for the individual in the industrial-
merchantile setting of the périod spearheaded a strong movement towards
Individualism which resulted in a new educational interest in the arts.

The Nineteen-thirties

»
Social and Cultural Context

. :
The upward spiral of the American economy which appeared unending

in the nineteen twenties, showed increasing signs of instability towards

the end of that decade, which were largely ignored. Millions of investors

p

were caught in the stock market crash of 1929 which effected all sectors
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of the economy. Feelings of insecurity‘gnd pessimism developed in

larg; sedtors of thg population which had become accustomed to conditions~
of affluence, and were faced with unemployment and poverty in the
nineteen-thirties. The Individualism and experimentation characteristic
of the previous decade, were superseded by the general belief that
Americans must pull together to survive.

In education, budget cuts caused school closings, particularly in
rural areas, in others, school terms were shortened and teacher's
salaries drastically cut. At the same time a baby boom éating from the
First World War filled secondary sch;ols to overflowing. Many art
specialist positions were eliminated leaving the generalist classroom

“y-feacher tp/manage without support (Efland, 1983, pp. 38-39). Although
ih\rt was/curtailed in general eduecation, the culture as a whole,
benefitted from far-sighted Gpvernment support for the arts which

created a new audience. 'Art for the many' became the slogan in the
nineteen-thirties, as many, who had never attended cultgral events be;ore,
began to visit art galleries, museums and concerts.

‘Roosevelt's landslide victory in 1933 heralded a period of change.
The worst of the Depression appeared to be over, and long range programs
whiﬁh‘included political, ecoqomic and social reorganization were
inaugurated as part of Roosevelt's New Deal. In an attempt to reduce
the powerful remnants of laissezjfaire individualism still present in
the form of trusts and monopolies, Roosevelt introduced measures designed
to equalize opportunity and share the benefits of national wealth mote
equitabl>k/

The Federal Arts Program, initiated in 1934 by the Works Progtess

Administration, was a support program for, practising artists.’ The
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result of this endeavor was a large volume of work, including the now .

famous Index of American Design, a vast compendium of American folk

arts. Artists were encouraged to teach!iﬁ"a variety of settings,

including hospitals, schools and museums, while others were employed
/

by civic authorities to help in various ways with lccal events. Art

for the Millions (1973) edited by Francis O'Connor documents this period.

.
-

Essays written by those teaching in depressed areas showed that their
role was more frequently that of social worker or art theragist than
instructor in the fine arts. There was an additional scheme, suggested
by Roosevelt himself, to use schools as exhibition and sales g¥nters

for the work of local artists. These operations were far-sighted
attempts to sustain the arts in Alerican culture, and to rescue those who
had suffered most from the effects of the depression.

Art Education

1
During this period of hardship Instrumentalism with its social
orientation, scientific method, and practical approach to problems,
seemed to offer a more democratic egalitarian type of education than

the child-centered approach. Dewey was highly critical of child-

7

5,

o
centered methods and noted that even children who appeared to progress

in this type of‘education inevitably became bored without cumulative
learning experiences (Arékambault, 1964, p. 150). Child-centeEEg

theory was eclipsed during this period by the more socially relevant
Instrumentalist apg‘oach. The econcmiq'limitations of the depression,
always present in the nineteen—tﬁirties, bg?ught a change of emphasis in
wealthy and less affluent schools alike in a common emphasis on social

equality as the goal of democracy. The socially conscious spirit or

the times proved to be an unsympathetic climate for the individualist

-
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approach expressed in personalistic ideas, and although these notions
were still present in education they Qere la;gely superseded by Dewey's
theo;y. -

The Progressive Education A;sociation was actively reformist in
the nineteen-thirties, and sponsored ;n important research program
called the Eight Year Study. This project was designed to improve
secondary school education and was carried ouf in thirty high schools.
échools taking part in the program were given the choice of a theme
from contemporary life, or world culture. All subject fields, including
the arts were subsumed under tﬂe chosen topic, as in the Project Method.
When the study w;s evaluated it was found that the arts were poorly
represented, and a subsequent auxiliary program was designed which
made one of the fine arts a requirement for all students. Logan notes
that this insured an increase in art education in succeeding years
(Logan, 1955, p. i96), but judging from the literature of this and later
periods art was noé always treated so graciously in the public school
system. The Project Method which relies on scientific methods of

1
»
research, and emphasizes social cooperation may be an effective way to

approach fields of knowledge, but the arts were frequently used as
utilitarian adjuncts to the main field of enquiry.

‘Another important undertaking, the Owatonna Project, which:
lasted from 1933-1938, originated with Melvin Haggarty, Dean of Eéucation
at the University of Minnesota. Fidnded by the Carnegie Foundatidn, its
manda;e was to enrich the life of a small community, increase the use’of
art in schools, and generally raise aesthetic stan@afds. Haggarty

chose an approach based on Dewey's social and contextual origntation,

which integrated home, school and community life, and gave more weight
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to the applied than the fine arts. The entire population of Owatonna appears
to have been involved in iybitious redecorating, planting and designing
schemes based on the interests and tastes of the community. Through
participation in projecﬁs, adult classes and the educational system,

the theme of Owatonmna, "Art as a way of life' became a'reality for many.

The use of art to further social ideals is an important feature of
Thomas Munro's work. As a former student of Dewey's,Munro extended Dewey's
thesis to include the political as well as the socidl use of art, to
solve social problems and further the ideals of democracy. 1In a

collection of essays, Art Education: its Philosophy and Psvchology (1956)

Munro wrote that: "Much recent social thinking has pointed to the
fundamental importance of aesthetic and ;artistic activities as possible
means of healing, in part, the evils of(§651ety”‘\P. 287). ‘In this view
the student is seen as an instrument ofhéocial change gand art as the
medium through which change can be accompliéhed. ’\

Increased use of the Project Method in the nineteen-thirties was '
noted by Efland (1983)@§Q3q suggests another reason for its popularity

could have been that it eliminated the need for specialists, thus

reducing costs. Felix Payant's OQur New Art Education (1935) reflects

»

S e
the prevailing social awareness, and supports Dewey's idea that schools
. o .

must be responsible for furthering democratic ideals. Like Munro, he sees

art as a useful tool for promoting these ideas, and identifies the social

climate of the thirties as, '"Social idealism'" (p. 3). These social \\\
-

id%?s are coupled with ideas from child-centered education and the two

factoék\iited as most important to art education'are;% understanding the

individual aﬁaﬂgﬁs place in society, and the nature of art as expression.

The trend towards socially oriented education can be seen in The &
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Visual Arts in General Education (1939). A report by the Progres%?ve'
Education Association for the Committee on Secondary School Curriculum.

1

This report suggested that art offers an akternative way to improve
L T
individual and social qualities and other ways of expressing social
ideas. This document is critical of child-centered self-expression
which, it pointed out,left pedagogy without clear direction and
frequently resulted in uncontrolled license in the art room. The
growing influence of psychology is seén as a welcome advance
particularly in the development of student personality. This
personalistic émphasis was t; bec;me increasingly important as a
rational for including art in education.

In 1934, the journal of tle Progressive Education Movement,

Progressive Education announced that child-centered laissez-faire

individualism was dead. Dewey's socio-scientific approach was

officially welcomed as relevant to all facets of education including

art. Many art educators, however, retained their child-centered views,

!

and this mode continued as an important trend into the nineteen-fifties, -
and even after progressivism itsq‘F collapsed.

A

Nataiie Robinson Cole was a leading exponent of this approach from
the nineteen-thirties to the nineteen-sixties. Like Cane and Naumburg,
she underwent psychoanalysis, and was p;rficularly sensitive to the
feelings and emotions ofqher students. She differed from practitioners
of the child-centered approacp of the nineteen-twenties in that she ' :
taught in a pﬁblic rather than a privaée school, and taught poor

immigrant children, rather than children of artists and intellectuals.

Many art educators combined both Instrumentalist and personalistic

”~
¥

child-centered notions, making both thebry and practice unclear in

o
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orientation. Leon L. Winslow, a prominernt art educator of the peii?d,

" well known for his Piscal, social and political views shows this

eclecticism in his, The Integrated"Schbol Arts Program (1939). As the
title suggests, his main thesis is Instrumentalist and promotes
integration of subject matter, socialization of students, and concern

A .
for the relevance of the art program in the social context. His interest
in developing student taste reflects an e;rlier era, but is directed
towards influencing trade practices, rather than discrimination in the

b,
fine arts. Emphasizing the social relevance of this notion Winslow says:

"Thus the teaching of art in the public schools has a practical relation

ore 3

to the Business interests._in every community' (p. 53)
Winslow's course work is based on the principles of design, and is
also influenced by the work of members of the German Bauhaus, particularly

: t
Walter Gropius, the Qichitect, and Moholy-Nagy the designer both of whom

immigrated to America in the early nineteen-thirties. Winslow predicts
& new age in which design will have new social significance:

We are entering an era which notably shall be characterized by

N
N

design in four specific phases: Design in social structure to
\ ensure the organization of people, work, health and leisure.
Design in industry. Design in all objects of daily use.... ,

Design in the arts, painting, sculpture, music, literature,
X,
architecture that-shall inspire the new era (p. 9).

Personalistic tendencies are present in the Cgild—centered notion that !

et

art is the expression of individual thoughts and féelings, a way of

making dreams and aspirations into concrete reality. 'In addition he
/

advises freé‘playful experimentation with art materials and suggests

\

that art education is also useful for therapeutic purposes, for expressing

] .
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difficulties and resolving probiems. . w

His mixture of theories suggests a lack oﬁ\girection, and is g
*_ \

~—

tfpical of much art education literature in the nineteen-thirties,

forties, and fifties.

Summary

With the onset of the Great Depression in 1929, the climate of
experimentation which characterized the nineteen;twenties was exchanged
for one of éoncern for social problems. Progressive education no longer
saw individualistic¢ or personalistic concerns as relevant to cultural

needs. Instead, Dewey's Instrumentalist approach seemed more socially.
s

. relevant, and art education was seen as a vehicle for promoting social
¢ ; -

values. The end of the nineteen-twenties also marked A period of change

—

in the Progressive Education Association, and an increasing number of

professional educators anxious to identify themselves with the latest
g

trends, joined the movement (Cremin, 1964, p. 250).

Those using Dewey's model of education inteFrated art with other

o

subject fields, encouraged projects which united home, school and the
]
community, and encouraged good interpersonal relationships and group

)
I3

harmony. There was concern for the environment during this period, it
was believed thats through art education the social and natural
environment could be improved. Exttra weight was given to the useful

over the fine arté, a factor which accounts for the utilitarian role of
®”s

[y

art in this period.

Although the child-centered approach-was dismissed by the .

Progressive Education Association in the mid-nineteen thirties, it

‘

Ed
continued as an important facet of_art education, and dperated _as a —

medidting influence in the work of those who adopted other theory.

L
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Public school art education became increasipgly eclectic during this

.

period, incorporating pre-progressive, child$§entered, and

. \
instrumentalist theories, without regard for possible conflict. The end
' A

o \

-
of the nineteen~thirties saw art education well recognized as an . »
\

\\~

accepted field in general education.

' The Nineteen-forties : 5

# ° ‘

Social and Cultural Context

ALY

s

The early nineteen-forties marked the period of World War*II.

.
e

Many Americans were reluctant tg become involved with the war in Europe.

i

. Progressikrists were active in/the anti-interventionist lobby', fearing

that (they might laose theq%ains of preceding years. L

m entry into the conflict in 1942 constiderably increased the
povwers of the deral Government, and further extensior;s were looked for’
“in Truman's/Fa r Deal p‘rogram of 1948. Political probléms /fn post war

years stemme g&om disagreements between those whdbelieved in an .

individualistic free enterprisessystem, and those anxious to avoid the
* %
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. . g N .
errors of the Depression, by adopting some system of ‘Federal protection ~

- ' ’

. ' against ecohomic hardship. Individualists feared a/drift into a

., . .
’ soclalistic way of life wirh the eventual threat of totalitarianism. o

1 ‘e
@

, , , . T S . . . o
A return “to economic laissez—faire individualism was believed by many to
. - W

be the most effeqtive way to cqmbat}Ihcreased socialization. Fear of

- . \ -

»Comrunism dominated the post;wgr per‘iod and lead to ultra conservatism
‘ ¢ ¥ : ' '
in political and socidl spheres. 'In 1945, the Federal Bureau of -

[ B

1‘Z,r}_\/estigation were, given wvide powé(s to deal with subversion, and in 1947

"

loyalty oaths were required by Congress, and the State Legislature, all

Government departments, and in education. During that period trade

~

unionsy, universities, 'schools and the mbvie industry in particular,

_ A
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were subjected to scrutiny by the Federal Bureau of Investigation.

Fear of Communism reached its peak in the late nineteen-forties and

early fifties,.

s -

R.. F. Butts and L. Cremin in, A History of Education in American

*

Culture (1953) note that in periodé of domestic upheaval, education has

always been a focal point of public concern. During the late nineteen-
I3

forties teachers were ndt only required to take an odth of loyalty, but

legal measures were used to remove any with Communist or othe$ suspect
. N

affiliations, political membership and activity outside school was

restricted, as was all written and spoken material on school property
/ .
(p.”551).

Educational policy reflected post—-war cofservatism in its resistence

'

to change. This was ex‘émpllif\ed by the Life Adjustment Movement, a

vocational approach to education, effectively designed to reproduce a

social type of student to fit the requirements of society and maintain
>

+

the status quo.

I . - a _
Art\Edugation .

Although art education, in war time, was restricted to patriotic

posters, activities and topics, this was a particularly'rich period for

literature in the field. Authoritative statements testified to a

growing sense of professionalism and the écceptance of art as an

a

important subject in general education. Increased use of psychologicdl

data validated the notion of art as a way of reinforcing personal values,

ewbressings emotions, integrating personality, and adjusting to the

environment.'_ Psychological emphasis also reinforced many of the tenets

»

A}
of child-centered personalistic art education, Which became popular

- [

following World War II.

171
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In 1947 the National Art Education Association was formed , giving
art educators a professional forum, and a p;wer base from which to
disseminate information important to the discipline. In spite of
official sup;port formDewey's theory from the Association, Instrumental

f@s@ education was partially eclipsed b}: a renewed in}tere?,t in the child-
centered position.

Publications by child—c.entered art educators Florence Cane and
Wilhelm Viola were sympathetically received. Viola's book, the standard
“Brigtish work ort Franz Cizek (Chapter 6, pp. 140-141) was published in
1944. Viola enlarged Cizek's thesis that children are born with an
instinct to oreate and that adults must not interfgre with this natural

. ability. He contributed verbatum reports of sevfral of Cizek's classes.
which gave an indication of the respéct with which-Cizek treated
children's art. o ,

Ralph Pearson was influenced by*Florence Cane and the Bauhaus school

of design, both of which stressed individual expression., Pearson's approach

was a mixture of freedom and structure, but he emphasized freedom of

expression as a first principle. 1In his book The New Art_Education (1941)

he combines the notion of art as an emotional creative activity with a

‘

c\ basic knowledge of design. ﬁe com‘pares his approach to Florence Cane's
and agrees with most aspects of her pédagogy with the exception of her
lack of int'e’rest in design. Pearson finds this puzzling since, in

° his view, "it' sprin\gs from the same subconscicus sources'' as the
expressive material which sne encouraged (p 34). In Pearson's view only
"unbal;mced confusion'" can result from arg;. which ignores therprin(;liples

of design. Like Cane, he believed that all art develgps from the psyche,

‘. v

and} requires freedom to express emotions, dreams and the imagination,

1

< -
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because it mirrors inner experience.

e,

S ';
His design principles are presented in a series of exercises

-

)
which leave room for personal expression and stress spatial harmony and
relationships rather than mechanical steps. Like others who held child-
centered theory, Pearson shows an evangeTical tendency: ''Creative art
can transform the environment of man....It can change dull routine to
emotional excitement. It opens the door through participation, to the
N ?‘G‘L . .
art of ages....lt can mean that personal and elusive thing - joy in
living" (p. xiv). However, his work reflects the practical spirit of
the nineteen~forties in his emphasis on knowledge of design before the
student can ''do what he wants to do" (p. xvi). He believed that design
- ‘ ’ ’ 2 '3
gives the student, "an insight into many ways and means of carrying out
his own viéions and of building them into pictorial or sculptural form'" . _/

(p. xvi). {

)

Pearson's stated purpose was the reorientation of art education
purp

based on advances made by the Modern Movement in art, ""Which say that

B

the dictates of the human spirit are the important matters, that skill

is a craft and useful only as a means to gpiritual ends" (p. xvii).
Natalie Robinson Cole developed an approach which emphasized belief

in oneself,  freedom and individuality. This concept of the child as a

«free, valuable, unique individual is personalistic and Romantic in its

stress on imagination and creativity. Her books 'The Arts in the
{

Classroom (1940) and €hildren's Art from Deep Down Inside (1966) were

@omously popular and helped to perpetuate the child-centered position.

During the nineteen~-forties two major works, based on the findings

of psychology, were published: ‘Herbert Read's Education Through Art .

4

(1943) and Viktor Lowenfeld's Creative and Mental Growth (1947).

Il

~
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Read's pedagogical theéory was influenced by psychology, and his
’ -
philosophy by German Idealism and Romanticism, particularly the work of
J. F. C. Schiller. Schiller believed that all education should be’based on

aesthetics and Read argued for this épproach on the'grounds that aesthetic

& R
awvareness develeps organic wholeness and moral value in the individual.
4
The latter notion has be identified as personalistic, and frequently

-

appears in connection with aesthetic education (Chapter, 5, p. 126). Read
based his pedagogy on the psychology of personality which he defined as a
combination of temperament, chargcter and intellect. He equated personality
types wWith styles in art and iientigied the former as catégories pf_?%inking,
feeling, sensation, and intuition. His approacH was based on the Jungian
analytic which is concerned with the development of the whole person, and
~.

takes emotional as well as intellectual factors into account.,

Viktor Lowenfeld's magnum opus is 'undoubtedly the most_ influential
bock in the history of the discipline. As a refugee from Austria;
Lowenfeld settled in the United States towafds the end of his life. His
theory, like that of chiid-centered pedagogy, derives Q%\paft from post
War I peace movements ;;d the German Chlld Study Movement, but unlike
other expoﬁents of the ch}ld—centered approach, he presented a well
researched thesis based on the findings of psychology. This gave others
;onfidence in theory which was previously thought to be unsupported, and

o

offered a normative foundation, and clear direction to art education.
His book presentéd a systematic account of child development through art,
and laid the foundations for contemporary pedagogy in the field,

Lowenfeld was equally respected in the field of psychology, and

wrote for scientific journals. This aspect of his work, and that of

. ¢ : >
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others like him, became models for later research in art education.
Lowenfeld believed in(%reedom for the individual and a balance
between intellectual, aesthetic and physical development through creative
self- expression. His iaﬁerest in psychology prompted a concern for the
process of‘making art rather than the product, a notion which was basic
‘to progressive art education. Copying, trad‘ng and adult interference in '
the art making activity were condemned as meédling with the child's
unique vision of reality. He believed, that teachers must guide children
through the different stages of their developmenfignd the visual-hap;ic
continuum. His work is significant not only because he provided
psychological support for the child-centered approach, but also’bmcagse his

. )
methods were highly influential in teacher training. This factor was

a
.

&
undoubtedly responsible for the continuing presence of child-centered

- N
notions in the period up to, and incluling contemporary art education ﬂ.’

¢

theory.

" Several psychoanalytical studies were published in the late
? L3

nineteen-forties which were.of interest to those ‘'who emphasized the

therapeutic aspects of child-centered education. These included Margaret

s

Ngumburg's Study on the Free Art Expression of Behavior Problem Children

which appeared in 1947 (Chapter 7, p. 155). Rose Alschuler's and

La Berta Weiss Hattwick's study Painting and Personality (1947) found

that the art work of even very young children showed extraordinary

diversity. Art educators anxiotr to make use of the latest information
on the psychoanalytic approach included® findings from these studies in
their pedagogy . g

The work of Henry Schaefer-Simmern is chargcterized by his interest
in the thergpeutic us%s of art education. In The Unfolding of Artistic ‘2
Activity (1948) he promoted an idea which Cane articulated in 1926, that\%

¥ N ’ |
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child development in art is a true reflection of personality deve lopment,
f -
"He who forms artistically, forms himself" (p. 28). Concentrating on

pictorial data, he evaluated the child's mental and psychic growth as
evidenced in the art work. He believed that the /integrated use of all
capacities in art would develop an integrated personality. Although this
view emphasizes art as the mirror of the personality, Schaefer-Simmern's
orientation is primarily therapeutic. This can be seen in his methodology

- \

which included repetition and elaboration of the.same pictorial theme
- [ 4
until all possible value was extracted from the initial concept, not only

for visual enrichment, but for personal development and self-confidence.

Although there was an increased tendency towards merging child-

. centered and Instrumental theory, some authors continued to hold

t [

strongly polarized positions. Thomas Munro was one who remained

highly critical of child-centered education maintaining that' it was

o

inapptopriate for an industrialized society. 1In 1941 he pointed out
that the notion of the artist as a unique individual was a remnant of
e
the Romantic tradition and connected to extreme individualism and social
laissez-fairism. He noted that: .,
7
It ignores the whole drift of modern practice towards tollective

action. There is less and less place for the pure'ly

individualistic artist and more for the man who can cooperate

»
Py .

with others in a vast undertaking like the.making of a Catl{édral,

an airplane, or a motion picture witho\ut worrying too much abo‘ut

his incorruptible originality (1956, p. 81).

Instrumental ideas contfinued to be influential in the nineteer%-
forties, particularly the integration of art with other subject fields,
the use of the child's environment as the basis of art work and art as

a tool for socializing children. This approach received strong support
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ffcm the'Progre §ive Edfication Associétion. The 1941 policy. statement
cites growth as the major goal, socialization as a priority: and the
general aim that education should exemplify democratic living at its
best. The National Education Association reflecteg.the conservatism
of thexfﬁme§ in its utilitarian approach to education as a Qngparation .
for earning a living. ‘ .

These general aims are reflected in Harold Gregg's Art for the

Schools of Tomorrow (1941) which outlines a program for use in small

tawns and rural areas. His pfogram appears to have been influenced by
the Owatonna Project completed in 1938 in his emphasis on the role of

art education in the local community. His orientation is the
socialization of students into their own enviromment, and topics»chosen
for projects re%&fct this factor. In this prSéram aesthetic experience
is seen as integral to students' lives. This was in harmony with Gregg's

view that his role as an art instructor was to enhgngé{the lives of his

'

students and not to create ‘artists.

The integration of art with other subjects, also praétised by Grégg,
was seEnlby Alfred Howell as a great advance. By using art as an
integrafing force between all subject fields the role of art would gain

new' significance. He Stated that: "Modern education is poised for a
> <G

y e
<
movement in which art will be fused with every branch of. learning"
v A
(1950, p. 2).
" A growing trend towards utilitarian non-intellectual concerns 1n
"5t
general education occurred towards the end of the ninétesﬁ~forﬁies.

This can be traced to the increasing conseryatism of the decade, and to .

the influence o& the Life Adjustment Movement which developed in the

i $o—r
post-war era. This was_a practical vocational scheme designed to \
\

-
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prepare adolescent students for integration into the work force.

Bl

Beginning in the Vocational Education Division of the United States
Office of Education in 1944, these activities culminated in the

formation of the Commission on Life Adjustment Education for youth in
1947. This movement resulted in tﬁe extension of the function of schools
to include social, health and vocational programs. The new curriculum
inciuded a multitude of non-intellectual courses which effectivef;
trivialized the content of education and art education. Although Life

Adjustment did not meetswith Dewey's approval, it was based on the
¥

Instrumentalist thesis that the goals of education should be”integrated

with the needs of society. Lawrence Creémin notes that of all the pest-

war innovations in progressive education, none was more strongly opposed

.

'than the Life Adjustment Movement (1964, p. 333), particularly By the

scholarly community.

Summary

The early nineteen-forties were Eurbulent years, marked first, by
the question of American_erntry inta World War II, and in 1942 by -

. . 3. . . . .
involvement in the war "itself.. Post war years were disturbed by internal

conflict between those %?o feared socialistic trends towards
totalitarianism, and those who feared a return of the Depression years. . ,
The former advocated a return to traditional economic individualism,

the lattermfgvored more- Government control of the'economy. Fear of

Communism and concern for intermal security grew in the post-war years,

-

reaching a climax in the late nineteen-forties and early fifties.

Education reflected these events, and, in the sensitive climate of

-~ -~

<Q
"the late nineteen—-forties, was seen as an area of crucial importance to

national security. During the pre 4nd post-war per{ods of cultural

- i
- -
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- education, giving/psycholoEi*eal suppobrt and substance to child—centered
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upheaval, child-centered theory which emphasized the individual was

favored. But during the socially insecure years at the end of the decade,

-

Instrumentalism, which stressed social solidarity seems to have been more
dominant. The conservatism of this era was reflected in the utilitarian

concern for vocational education, indicating a desire for the «

maintenance of the status quo.

+

Art education, which became established in the school system at the
end- of the.nineteen-thirties, developed an increasingly professional
attitude which can be seen in several important publications of the
nineteen~forties. fhis was due in p?ft to the more w‘idespread ‘use of
psychology used to substantiate child—ceqtered theory. Thé latter

approach, popular before and after the war was given a more practical

redefinition by Ralph Pearson and others who held that knowledge of
design is essential to self-expression. The addition of structure to an

activity which was originally defined as free emotional expressiom gppears

.

to be a contradiction of terms. "'However this combination derives from
v ©

1

professional art training-.and Bauhays influence where knowledge of the

formal elements of -design were consjdered esgential to any approach. "

P N :,
The therapeutic orientation in child-céntered educati®n continued to

attract adherents. But inappropriate use of clinical studies to support
diagnosis of children through their work in art educaticn was

. . Cea s A .
increasingly criticized. During this decade &M therapy was in the
process of becoming ggseparate discipline.

Viktor Lowenfeld's work was identified as a watershed in art

N )

theories of creative self-expression, and a foundation to theories of

child development through art. ' His empha.si's"én child~centered notions

.,
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of individuality which included émotional development, re-emphasized
;he personalistic trend in art edhcation.

Instrumental ideas present in art education during the nineteen-
forties inciuded: (a) the integration of art with other school subjects,
(b) the use of the cHild's‘environment as a basis for art, (c) art as a
way of soclalizing children and (d) art as preparation for adult life.

A continuing awareness of the collective nature of education is implicit

in most of these goals.
. . .o

R 4

The schism in progressive art education is clearly ‘discernible during

this period, as a comparison aof views indicates. Lowenfeld's emphasis
on the individual and inner development is.in sharp contrast with Thomas

.
Munro's criticism of the individual artist, as a remnant-of the Romantic

era. Munro found collective art forms more socially relevant, and )

.

stressed greater social responsibility. These personalistic and
A

Instrumental notions continued to divide r‘art education, and indeed ‘the .
& @

Progressive Education Movement itself. During the l}ate nineteen-forties
- X ,
the latter view, emphasizing the social aspects of education, was .
dominant, largely due to the political conservatism of the period.
> . X

'

K The Ningteen—fifties t

Social and Cultural Context

The conservatism of the late nineteen-forties and early fifties was

unsympathetic to free enterprise or a lessening of Government power in
\
\ .

any sector. Attempts to reinstate the laissez-faire approach met with

.resistance from a strong conservative element who saw any Government

‘ ©
- ) .
retreat on these matters as a threat to American security. At the .

[ .
height of anti-communist feeling many members of the military, political,
. ® K .

I < *
inte%lectﬁal and artistic communities became the targets of lg/f*\ T

.
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unsubst;ntiated a’llegations. ?here was general fear at that time that

the 'Amefican Way of Life', which represented individual freedom, civil,
rights and respeét for the due process of the law, was in serious
jeopardy. After 1954, when Senatér Joseph McCarthy was publicly
discredited, general opinian supported Eisenhower's policy of

’Progpessive conservatism' which encouraged individual initiative, and -
discouraged 'creeping socialism' (Nye and Morpurgo, 1965, p. 707).

During the late nineteen-forties adﬂ early fiffies, there was
increased criticism of the vocational and utilitarian aspects of
prbgressive education, particularly from the scholarly community. A
large number of polemic publications appeared at that fime, including

—

|3
) Arthur Bestor's Educational Wastelands (1953) and Robert Hutchins' The

Conflict in Education (1953), both strongly opposed to the anti-

»

intellectual aspepts of Progressivism, particularly the“Life Adjustment
E]
Movement. Statements against Progv®ssivism increased as the effects of

‘ popularized education, particularly the latter movement, began to effect

<

college education.

In 1957, when the first Russian satelite was launched,

¥

Progressivism was seen «?being totally inadequate to the demands of a
technological society. Dewey'simethods, originally designed to produce

'

scientifically, oriented citizens, was seen to be lacking in the basic

routines of learning. A different type of education based on traditiopal

’ ~

-academic norms was reinstated, with a foundation of 'hardcore' subjects
such as mathematics, science, and foreign languages. Emphasis wis
“ placed on the content of subject fields, rather than on the immediate

Z-~ needs of the student. These events coincided with the ?ollapse of the
\ A Progressive Education Association, in 1957 due in large part to the fact

u

T/ ' *
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that the main tenets of progressivism had been absorbed into general

education. Continued dissent within the Association,” and the lack of
. ‘ ; e
cooperation bet the various forces of reform in education were

undoubtedly additiomal factors which coﬁtrig?ted to the demiséfﬁf a

‘movement which in ﬁany ways had outlived its usefulness.

v

A new orientation appeared in art education after the mid-nineteen-

fifties when empirical methods of research began to influence metho@blggy.

-

Graduate Studles in art education became established in such major s

universities as Columbia, Pennsylvania and Oregon. The trend towards the

use of what-~were perceived as more stable and reliable teaching criteria. .

-~

met with considerable resistance from those who were still committed to

’

the child-centered approach. Psychological data remained as the main

substantiation for ideas in art education, particularly through the
influence of Lowenfeld's work which dominated teacher education for w

,several decades. Possibly through this influence, amd certainly throuéN'
. LA

the influence of -the main body of child-centered advocates, the notion

of creativity as a focus for art education became the shibboleth for all

N

art education in the nineteen-fifties. Instrumentalist pedagogues

ddegtified creativity as a behavioral activity which could be developed

»

through education in art and transferred to other\areas of learning.

N >

Art Education -

-~
.

Conservatism and The results of the anti—Qommuﬁist movemeént are
/ .
/
reflected in art education literature of the nineteen~fiifties In his
editorial comment in the journal Art Education (1950) Italo dgjFrancesca

+ .
noted the trend to increased conformity in education and warned of the

detrlmggpal effects this could ﬁave on’ the child as a person and artist.

[y

WitK/;arkan (1953) he found individual rights were being eroded, and




o 183

A

feelings of self-worth harmed by prevailing political and social
ideologies. By 1956, Charles Cook noted ghat the crisis in American

Democracy had passed, and that, 'we have just been through one of our

E2

recurring, intensé perigds when we have been subtly, and not so subtly
pressed to conform{ (p.]12). He added that the storm had pas3ed, but
b 4

had left much damage in its wake., 4 ¥ o

~

The continuing presence of 'Life.Adjustment' in the early nineteen-

e

! fifties reflected the conservatism of the period. Art-.education was

-od
respected for its utilitarian values; as a way to improve taste, help.

-

earn better livings and improve leisure. This can be seen in Whitelaw's

a (1950) definitiqn of art,as anything which“fills a need and is wal‘made

”~
from conception to completion. This author believed that art education

B

should be taught, like other subject fields, along the lines of the
experimental empirical scientific method. s

The eclecticism noted in art education of the nineteen-forties

-3

continued into the fifties. This tendency is present in Manfred

1

Keiler's (1951) work which focuges on the social goals of art education

i —

which inélude: Sa) deveioping positive social attitudes, (b) encouraging

respect for democratic living, and (¢) understanding the social and
L]

naturalﬂenVironment. He suggests that topics for art education éhould\

-

be taken from everyday life and that linking art education to community -

projects would help to accomplish these objectives. He als® lists the

. . ¢

child-centered goals of emotional and psychological growth of individuals. /ﬁﬂi>

This suggests a conscious attempt to balance Instrumental social theory
i} M ’
Y [

- 5
with concern for the 'inner' individual.

2
.

. ' .
Social objectives im art education continued as the main focus of
2

many programs. Margaret Erdt (1954) taught -art aﬁ@afcollecd%ve aétﬁvity"

y 2 * 0
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N
.becaulie she believed that other skills, such as learning to lead and

take part in a debate, would also be aqcomplished. Working with others

4lso teaches the virtues of cooperation, sharing, and the opportunity to
“»

" practice unselfishness. Thomas Munro writing in 1956, believed that in

the wider social context art edu;ation could further ipternacionai |
relations. In its more docal ;pplication it could influence and improve,
home, school and comﬁﬁﬂity life. Like Dewey, Munro believed that artfis
present in any memorable experience, which could include gardening and
cooking:

Manuel Barkan (1953) was critical of utilitar435<tendencies in art
education, and suggested that an approach which was sympathetic to inner
well-being and personal values would be more effective in dealing with
technical and quantitive trends in soéiety. He thought it signifigant

that the Natiogfl Art Education Associafion Conference title that year
[\

was 'Art and Human Values'. Interest at the Conference focused on the
quality of 1life available to the individual student. Delegate§ were
cri;ical of the utilitarian tendencies of general educéti;n, and the
prémotion of the stereotypical over the unique personality. A general
wish was expressed to establish imaginative qualitative human concerns in
art education. - . ¢

Opinions differed as to the validity of the Instrumental approach to
art education. Freaegick Logan stated that: "It is worth making the
effort to understand how'Dewey's philosophy of art is the motivating
powef of the most valuable current approaches to art education" (1955,
pQ/203).~ He regretted that Dewey's work was re;atively unread and only

vaguely understood, and therebiféginted to the ultimate problem inherent

in Instrumentalism.

e

S

i ~iPa

v L :.,é:«%, ﬁ‘@@&%
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After 1955, Instrumentalism is less visible in contemporaneous art

" education literature, in practice, however, tQFre is some evidence that
» 5

0

Dewey's theory was still popu?ar. In 1956 Kenneth Winebrehner surveyed ot
i . . , \j

sixty leading art educators to discover their preferences in the

literature of the field. Out of BOg'possible choices, Dewey's Art as

Experience (1934) and Art and Education (1954) were leading seléctions,

: }
placing sixth and twenty-first, Ray Faulkner's Art Today (19%6) based on ¢

el

Dewey's theory placed third, The same survey found that child-centered

publications were more widely read. Viktor Lowenfeld's Creative and

Mental Crowth (1947) was first choice, his Your Child and his Art (1953)

fourth, Natalie Robinson Cole's The Arts in the Classroom (1942) was fifth,

" ‘and Herbert Read's Education Through Art (1943) was eighth. 3
~&

The child-centered approach again appeared relevant to art educators,
and was frequently seen to strengthen feelings of self-worth and

.individuality. Interest in probiams of adolescence emphasized the .

e A

" psychological and analytical aspects of making art. In 1957, the Nationa?{

Art Education Association Year Book, Art and the Adolescent, noted that

there was a growing emphasis on freedom of choice and action for the e
purpose of developing creativity, helping the growth of personality, and
B¢

furthering the progrej!>of the whole individual. In 1951, Florence Cane's

The Artist in Each of Us was re-issued, berhaps‘helping to revive interest

in this approach. Child-centered therapeutic tendencies presentlin her

work can also be seen in the work of others such as William Jansea who B
outlined his theories in Art for the Elementary School (1951-52). " He
saw art educat%on as a cgthartic a;tivity which helps students to ~ % )
understand themselves; and express thémselves in constructive creative J ﬁ
ways. Art production~yas thought to g%ve the ingtructor insights i?kaw %

4
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student personality. Daniel Mendelowitz (1951) describes art dctivity

1
as a release from emotional tension, and. a WRy of ridding the individual

of unhealthy emotions. Creative expression brings reassurance and

understanding of the unique quality of persoﬂﬁf‘experience.

The* U.N.E.S.C.0. Symposium of Education and Art (1952) held in

Paris featured many distinguished speakers including Henri Matisse, Jean

o &

.Piaget and Herbert Read. The contributions of these speakers were biased
towards the child—centereéﬁview of art education. Matisse emphasized the|
freshness of the child's vigdon of the world and noted that: '"The

artist has to look at life ;s he did when he was a chfld,.and if he. -
looses that faculty, he cannot express himself in an original, that is,

in a personal way" (pp. 21-22). Jean Piaget saw the role of art education
as a means of validating and reinforcing personal expression against the
restraints of\school and fa;rxily lifé, (p. 22).\6;{erbert Read re~emphasized
thag the roleiof education is the development of the whole person and-

) ;

urged the reconciliation of intellect, intuition and imagination through

/

art education (p. 27). ' j

In an evaluation of art education in 1956; Charlés Cook suggests
that the eclecticism of the perfod was due fo the sens:_Ltivity-of the’
field to problems in soclety. He believed that the frequent use of
-contradictory theory was the re;ult of a varigty of tensions and
pressures present in society. He reser;ed his~main criticis& for those
art educators who insisg on psychoanalyzing student work, and called
this a poor.substitute for creative expression.

The tendency to analyze children's art work was increasingly '

criticized in the nineteen-fifties. Continued use of the therapeutic
- f

approach to art education was seen by many to be inappropriate because
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art therapy was, by that time, a clearly defined and separate di’srci-pline.
The collapse of the Progressive Movement in the late nineteen-fifties
swept both Instrumental énd chii‘ld—centered approaches from the f::efron't.
of art educagion theory , although elements of both approaches are still
present ir*the contemporary literature of the i}pld. After the advent
‘of Sputnik, the first Russian satelite in space, concern for the
relevance of American education to the problems of maintaining supremacy
changed the em‘phasis in that sphere. A new concern for subject field
content in general education caused é_ similar change in art education.

A new focﬁs, which became known as aesthetic educatjon replaged

Instrumental and child-centered theory with an emphasis on the sttldy of

art history, art criticism and an interest in the artist.

Summary

The conservative trend of the late‘ nineteen-forties continued into
the first half of the nineteen-fifties, :J}l\en the f'ear of Communist &
activities abated. In education 'Life Adjustment’ e;ctended the function
of the schoolvto include vocational and recreational concerns,
encouraging the inclusion of courses which ine;li/tﬁbly trivialized the

)

content of learning. Life Adjustment was based onm an over—extension of

Dewey's belief that educatibn should be relevant to present social need;.
Art Education followed the reactiomary trend, basing its position

on social needs, and including such ;:riteria asg earning potential, and

the use of -leisure time. The whc‘ale notion of educaticn as a process of .

student adjustment to soclety was particularly repugnant to the scholarly

community who were highly critical .of progressive education as a whole,

3
i

By the mid nineteen-fifties progressivism had begun to disintegrate, not

only from external criticism, but also from continuing internal dissent,

4

i g ke WS o
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and lack of solid support from the prof?ssion. With most of the major

~

tenets of Progaressivism absorbed into ti‘xe general ‘phi'lloso'inhy of .

S~ .
education, Pr‘ogressiv'ist(n, as a move'ment‘, was seen to have 6utlived,%ts -
usefulness. ' \ o . '

The dominance of Instrumentalist theory in thg early nineteen=-
fifties did no} mean that art educators ‘héd acquired a greélter
understandihg of‘ Dewey's theory. More likely they /preferred to work in
* harmony with educational philosophy, and maintain the position of
usefulness established in the previous decade. i

Eclecticism continued as a noteable feature of art veducation
literature during this period. Those 'authors who supported
Instrumen;:al the;ory selemed to feel the'need to include elements from
child-ce{gtered education such as self—expression., cgreativity and
emotional development. It is significant that child-centered educators

. 4
rarely included Instrumental theory in their approach. This suggests

that those using Instr:unental tiheory felt the social approach to making

allt was lacking in its orientation to the %ndividual, while those using

child-centered theory remained content with their established position.
Arthur Efland dates the child-centered era from the adoption of '

child~-study theory in the late ninetgenth century, and traces its

continvation through the psycho.an:‘alytic phase of the nineteen-twenties )

ERTEwTvac

to the psychological petriod of the \{meteen-forties and fifties (1971,

pp. 12-24). This supports the thesis that personalistic emphasis on

U RS T L -

the ‘'inner' person, emotional and personality devglopment, creativity,

and selfi-expre\s"sion, were present in varying degrees for the duration

+

of Progressive \eduéation and beyond.

Personalistic notions played a minor role in the early nineteen-

f N , é
%
.
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L4 ' '
fifties, and tended to emphasize the cathartic and therapeutic uses of

o

art, particularly in relation to the new interest.in adolescent prbblems.
As the socio-political crisis rece;ed and President Eisenhower's policy
of progressive conservatism began to take effect an ;ncreased emphasis

on the child;centered ideas of fre;dom, self expression ané greatigit&
can be seen in the literature. The position of artvin education was

further strengthened by the general belief that art fostered the ability -

to be creative, and helped in the development of a well rounded _ ¢

' ¥
personality. Later interest in aesthetic education which characterized

art education in the nineteen-sixties began in the pos;~sputnik era as
a reflection of the tendency towards subject content in general educaéion.
In art -education the empirical approach which resulted from doctoral
studies begun in the early nine;een—fifties encouragad‘the more adalytical
trend present in aesthetic education.
,Genera1~Summary of the Implications of Ideas of Individua}ism
and Collectivism in Art Education during the Progressive
’ ‘ Education Movement 1920~1960
. It has only become possible in recent years to make generalizations
about the larger trends and sequences which occurred in the short history
_of art education. As a culturélly sensiti&e area: education has always .
reéponded to social needs, movements and crises, this was particularly
true dqring the years covered by this study.
The review of selected literature showed the influéncé of both
the child-centered and Instrumental approaches to.pedagogy.
The first emphasized individualized education and was concerned with

'inner' emotional development, freedom, creativity, and self-expression.

.
This view was found to be consistent with personalistic notions which

Yo

&
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stemmed .from the philosophy of theistic Personalism, and emphasized the
[ :
- 4 -
same copcerns, but focused on moral rather than artistic educationm.

!
The second approach present in progressivism, Dewey's, Instrumental

;
view, was based on a contextualist approach which merged individual and

»

social concerns. This approach recognized no separation between / .

'

individual, group, home, or community interests, Learning which folIQWed

the scien:I?}t~ééde, was defined as a collective experienéé, and/stressed

3 4
o 4

'outer' as. opposed to 'inner' development.

’

As part of the public system of education, art education/has
¢ !

1

tradtﬁi:?ally followed the same norms as education, rather ﬁ%an :

D T Y /

developiwents in the art world. The exception tb this has ﬁeén child~
. Cd

centered art edugg;ion, which remained close to expressiyébart_theory

/

while, at the samethne,answering cultural needs. Duriné periods when
educatidn followed the Instrumental collective orieantion. art was

‘used in a utilitarian capacity. Dewey's democ;atizaéion of the fine and
applied arts, which found quality experiences of aﬁ} nature to be

aesthetic, translated into a negative approach to art in general
P .

/

education. At best, art was seen as a mimeticyécmmunicétive activity,

.

VY /
at worst} it was used to enhance other learn%ﬁg material. *
— '

7 / ‘
These findings raise the qustion of the role of art in the
/
educational context, and at the same time/ﬁelp to explain' the undesirable
/ .
fluctuation in the fortunes of this disgzpline. Art has geen seen’ to

move from a central position in the n%‘gteen-twenties to playing a
‘ 1

\ /
decorative and even utilitarian;;gi:ii;:ing other periods. The

P

following chapter will examine the/ﬁue ions of role and content, and
/ .

will discuss the relationship of’ért education to the context of - :Q

/

general education /

: /

3
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- Review l ' , : ‘ ",,f
This study has examined the cultural and philosophical backgrounds
of the American theistic Personalist and Instrumentalist positions, and
related. the former with Individualism, and the latter with the collective -
orientation. .These posit ons were co;pared(\to education; and then to o
art education, durin e era of Prpgressivism, niheteen-twen to
oﬁinete,en—sixty. Theistic 7Personalism~ was found to be similar in many
respects to child-centered education )‘theor\y, by reason of a common
background in German Idealism and the Romontic ﬁovotoent. In this study'
the Personalist positiondwas used to suoport child-centered theory, and
was compared to and oontrasted with Instrumentalism developed by Joho
Dewey from William James' Pragmatism. o : . o
.Individual and collective rights were both found to be an important
part of American democratic ideology. Of the two, the ideas and ‘ -
objectives of various types of Individualism wez;e‘f.:::und to be dominant,
with co;lective‘ori‘entations playing a minor role. Three major typgs of
Individualism were identified: first, philosophical Individualism'which
developed from the ideas of the Enlightenment and promoted a self-
sufficient independent way of life, second, economic Individualism which T~
. advocated freedom in the market place, and third, ig’ealist Individualiom
which déveloped from German Idealism and the Romantic Movement and

t

emphasized emotional and transcendental human jualities.

Transformations from one form of Ind;l.vidualism.to the next were seen’ /r;

" to represent important changes in the general perception of the American - ’ %
Way of Life. Sociaiist movements which developed from the earl}; N | f
commuﬁitar}an systems became more socially reievant in the late . * ‘",}:

nineteenth century as working conditions deteriorated. During this perilod r




194

the excesses of laissez-faire economic Individualism contfibuted to
¢

.

the exploitation and oppression of the working population

“the growth of trusts angamonopolies and the neglect of social

institutions. Although the American economy continued to prosper, it

¥ .

became 'apparent, particula;}ﬂrto the middle classes, that the soclal
cost had become too high. Subsequently a drive for reform developed in
this sector of the pdpulation which became known as the Progressive

Movement. This movement aimed at redressing the wrongs of laissez~

" faireism, through reinstating the democratic ideals of sécial justice

-and equality of opportunity.

Progressive eddcation was part of this reforming movement, with the
principal aim of making the child central to the process of education.
With the founding of the Progressive Education Association in 1919, two
different or}entations emerged. Prior to the founding of the Association
Dewey's social reformist ideas influenced the movement, Ry; in the
experimental ;ra of the nineteen-twenties, the child-centered ,
individualist}approach seemed more appropriate to the spirit of the fimes.

Child-centered pedagogy, like theistic Personalism was based on a
cluster of assumptions which developed from Romanticism. A similar
orientation was also found in psychoanalytic pstholpgy and Exsfessionist
art theory which evolved from the same source. Child—centeredAée&agogy
was ‘influenced directly by the two latter positions and, this stud;
suggests, was supported in an indirect way by personalistic notions
present in the‘cultural context. All positions which developed from‘§he
Romahtic Movement recognize the transcendental, irrational, imaginative,
creative and ;:otional aspects of human experience and emphasize'th%

-
primacy of the individual.
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This study found that child-centered pedagogy and éérsonalism express

e different facets of Romanticism. Pédagogical goals derived from Personalism

focused on the moral development of the child, while child-centered
pedaéogy is concerned with the child's art expression: However, a
similarity was found between t@ese approaches to art and religion. Common
roots in Romanticism recognize that both art and religion deal with the.
delicate area of the human psyche, ana recognize the importance of freedom.
—
Both positions use a simllar descriptive language and see art and religion
in an empathic and emotional way rather thaq as an intellectual exercise.
In education the child-centered approach focused on the inner
individ&al, and expressive ways of lqérning. Art, is defined as a creative
expression of self and is central tu all child-centered education,
enhancing-ipner development and foste:ing emotio;al wholeness. The content
of art education in'this position is art, a{ihough the process was seen
as a therapeutic activity, results were approached with empathy, .in the
same way that Expressionist art Is approached. In addition the work
itself was frequently acknowledged to be aesthetically pleasing and
important in itself. Problems which d;ve;oped in this approach resulted
from the notion that ability in art 1s innate and that no instruction
was needed. In spite of the fa;t that original practitioners of this

e

method, such as Florence Cane were emphatic thdt help should always be
- L)

available on request from the child. The idea that no instrucfiqn or
‘ .

Nty
help need be given may also be seen as an economic measure. o
. t

Dewey's Instrumental pedagogy is an extension of .his philosophy of

Instrumentalism. He believed that education 15 a social experience, as
. 1]

" all areas of life are social, and provides the most effective way of

achieving.social growth and progress. Like his‘philésophy of

—

"
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inétrumentalism,‘ﬂewey's théqry of educationcis contextualist and mergea;
the individual with»the‘grOug in learning, as in all other areas of
experience. Subject areas are combined under one topic fn the Projecf
Method which/was used to.implement Dewey's theor& through the <

- T
experimental, empirical scientific method of working. Art in this

% i ‘

approach was integral to the' topic and was seen as useful for st‘udying,b
recording and constructing. Widespread use€ of Dewey's thgory in éhe
nineteen-thirties had the advantage of consolidatiné the position of art
a; a subject field in general education. But it also meant that art
lost an; claims to being 'different' from cognitive Fearning material,
or to requiring specialist te;Ehers. As in child-centered educatipn
this was perhaps more a matter of economy than conviction. Art was seen
as communication, a shared experience in wvhich all efforts combined‘to
furtheér a ¢ommon goai. From the eduéationists viewpoinF Insgrumental
pedagogy offered a practical solutipn to the problem of socializing
children and a unique way of enriching all subject fields through
the scientiﬁic method. Topics in the'Préject Method were chiosen for
their relevafice to students' lives, and for the possibilities the& offereq
for wider research. Separate subject areas such as ;he arts were’
completely absorbed into the Fota;.program.

A comparison of child-center%d pedagogy and Instrumental education

’ -

fhust take into account that the first deve%gped from the Romantic

7 b}

Movement, the second from the practical scientific orientation of N
v f

Pragmatigm! Child-centered education addresses the inner person

.

including emotions, fiemory, imagination and all transcendental states.

- -
In contrast Instrumental education emphasizes the human position as an

organism in the natural biological world, and denies transéendental

- 2 . »
" X7 2
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states. Inner functions such as mind, and memory are comnected to
physical causes. As part of Dewey's contextualism, Instrumental pedagogy
stresses the active principles of doing, making, experimenting and
sharing which are external activitigs. Devélopment of the inner person
was seen by Dewey a% a selfish approach and an effort to withhold
something from the group (Chapter 4, p. 86). In this view it is_
believed that collective accord also satisfies individual needs and -
interests. Conversely child-centered pedagogy held that educatioq which
aimsd at the emotional stability of indﬂvi&uals would automatically
benefit other members of the grouﬂ. This belief is in accord with other
forms of Individualism discusséd in Chapter 1, which held that

freely developed self-interest automatically benefits the cgllective.

Dewey's Instrumental approach to art in educatign followed his

contextualist thesis in the notion that art should be integral to everyday

P
-~

_ experience, and possible in any type of experience. This was a delfberate

attempt on his part to eliminate the isolation of the art object with its

connotations o( class conscious culture and to reinstate art in the life

L

of the child. This approach emphasized cbgnitive over aesthetic criteria,
kY

in contrast to the child-centered approéch which was concerned with
expressive emotion first ana\p%gnltion second. Child-centered education
also ‘returned art to the 1mmedi;¥e experlence of the child and effectively,
if not dellberately, also eliminated tﬁu\hlerarch} of the museum object.

By focusing on emotional health ag a prereqbﬁ {te to learning,external

stimuli were eliminated.’ Y

s ﬁx’»«; N .
In neigher Child-centered nor Instrumential art %gucation were the

phiiosophical intentions of the originators parried f;:;hgq in the
. ..
succeeding decades of education. In the Ingtrumental method art

»

’ { ' 197
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deteriorated into a utilitarian concept,and in the child~centered 4
approach art %§P5ession became increasingly concerned with therapeqﬁic
factors and less concerned with'art.

‘ A «review of art education literature betwee@ 1920 and 1960 showed
the individualist position of child-centered pedagogy and the
collectivist position of Instrumental education alternating in importance
du;ing the era of progressivism.- -The majority of art educators,however,
particularly in the later decades, attempted to use a combination of
both theories. The appropriateness of using ed;cation th;Zry to address
Art and thgt?egree of compatibility between the goals and needs of these
different spheres will be the concern of the following discussion.

) Conclusions
This study has focused on notions of‘the indiQidual and .the collective‘

as they aé;ear in the context of American history, philosophy, education
and'art education. In the tﬁo latter fields individualist theory was

“identified in the child-centered“position and collectivist theory in

Dewey's Instrumental pedagogy.

* The followiné discussion will examine the aims of public education

and compare them to the needs and practice of art™n the education

setting with the aim of determining similarities, differences and the

possibility of harmonizing the two positions.

First it is essential t§ establish the function of edugation in a

A}

democratic system, bearing in #ind that in a democrécy individual and

collective rights must be in equilibrium. ¢

The following discussion of|the ‘goals of public education must

necessarily be broad and generalized. In a democracy, public education

reflects the purposes and values perceived to be common to the

O
e

[ e I
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population. As a social institution education therefore functions as a
setting in which the young are socialized and inititated into the mores
of the culture. In addition the needs of society dictate that an
educated population must be available to serve essential needs. These
important social goals guide education policy, and to a large extent
determine whether methodology follows individualistic or socially
oriented directions., In thelinterests of democracy, the Government
tends to attaaﬁsa'balance between autocracy, or absolute rule, and the
free economic system of laissez-faire Individualism: '"The ideal course
for government, never,..\guite possible of tealization, would be a via
media which would balancey}he necessary control with a reasonable degree
of freedom'" (Sayers & Mad%;h, 1959, p. 78). The dilemma between
individual and collective interest is reflected in the field of art
education, énd can be seen in Ehe period covered by this study in which
art education yariedrgetwéen social-centered and individualist
orientatiougi The ev;ntual rejectiom/of child-centered education in
favor of Dewey's collective approach to pedagogy tends to support the
notion that education is primarily a social institution with social aims.
Dewey understood this when he said:
By various agencies, unintentional and designed, a society transforms
éhe uninitiateddand seemingly alien beings into robust trustees of
its own resources and ldeas..,.When we have the outcome of the
process in mind, we speak of education as shaping, forming! molding‘
activity - that is, a shaping into the standard form of social

‘activity (1916, p. 10).

Education is, therefore, primarily a social prOCESQ‘With social

« goals, and is only secondarily interested in the separate individual.

-

vl orgs
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This refers not only to the collective nature of the educational setting,

but also to curriculum content, The review of literature (Chapter 7)

indicatea that the content of éducation ig largely determined by social,
political and economic events. Examples of this influence include:
(a) the emphasis on $ocial and collective learning during the Great
Depression, (b) the patriotic content of education during wartime, and
(c) the emphasis on scientific, and technologically related subject matter
during the cold war arms race of tﬁe late nineteen-fifties, From the
Instrumental colléctivist view, 'since the individual is society,
individual needs are subsumed in the needs.of education and society.
From the individualistic child-centered view, however, collective ‘
American needs are best served by an educational system which develops
the strong self-sufficient individual.

In the following discussion it will be understoo& that the
collective orientation of Instrumental education was in harmony with
the goals of public education. It is also evident, from the pre;ious
analysis ;hat the individualistic child-centereéd position is contrery
to the aims of educationists. Before moving to a discussion of the
child-centered approach as a position in education, it 1is first
~ﬁecessary to clarify that the content discussed, will only include thﬁ
activity of making art and will not dealy§ith art history or art

.

criticism. Emphasis on these aspects of art education entered the field

.
rd
»

at a later period and are not pertinent to the present discussion,
since pbth art history and criticism are in accprd with the cognitive
and collective approach fostered in public gducacﬁon.

The collective orientatibn towards art edycation evfdent in

Instrumentalism, was seen to emphasize outer over inner content, and

~
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communication with others over personal expression. This approach is

contrary to trends in modern art which have been highly subjective,

particularly ddring the period covered by this study. E. Lucie-Smith
describes the change which took plate iIn arf}at the‘turn of the century:
The overall .change has been the way in which the artist has
abandoned the outer for the inner world_— he has transferred his
attention from nature to the psycheé. Afid this in itself has lead
him to deal in imaées of change, for thg first thing we 1ear£
about ourselves is the facé of changeaﬁility and instability
(1968, pp. 31-32).
This means that the bulk of twentieth‘centur§ art has been
influenced by ihe Roméﬁtic Movement in its concern for the inner world:
of the artist. Even work which deals ;ith the outer world can be'seen

~

to bear the stamp of the artist's p;réicuiar mood and emotions as distinct

from art which is based in nature. Lucle~Smith points out that subjective

<2

approaches have frequently éppeared in the’historb'of art, but that the
twentietﬂ century 18 notable for its consistent interest in the
subjective orientation. Child-centered art education was therefore iﬁ
complete accord with the contemporary philosophy &f art. As such, ;his
;pproach also offered children thé possibility of understanding and
enjoying bhe'art of their own time.

The Instrumental approach has been jdentified with the collective
orientation of public education. ;n its approach to art educag;gﬁ it
was seen to be more concerned with c;gnitiv; than aesthetic ends. Child-
centered art education is found to be in harmony ‘with contemporéry
movements in art which stre;s subjeciive emotional expf!ssion.

Another aspect of art which vas developed during the Romantic

) 4
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, which is egocentric and irreducible to 'grouping' is essentially symboiic,
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Movement, particularly by J. C. F. Schiller, is the notion of art as play.

This contrasts with the Instrumental use of art as part of work. 1In
2

Progressive education the idea of art as play was used as }he basis of

learning by Caroline Pratt (Chapter 7). Pratt did not focus on the
cognitive aspects of making art; but preceded child-centered pedagogy in
her emphasis on individual expression of assimilated cognitive material.
The metaphor of art as play is useful to the discussion of appropriate
abproaches to teaching art in education, since art and play are believed
to be innate forms of expression and theref9re natural to all children
(Cremin, 1964, pp. 203-207). '
Piaget's observation that there are at least two kinds of play,
makes an important point. He dist;nguishes between make—be}geve play
which uses symbolic forms, and constructive play which attempts to
reproduce'reality and calls for skills. While the first is free aﬁd

‘ . L
self-determining, the second is an imitative, constructive atctivity which-

resembles work more than play. From this he deduced that: '"Thought
/

intermediary between the image and the concept, while rational,

‘conceptual thought presupposes socialization and 'grouping'' (1962,

p. 290). This differentiates between activities which reflect the inné%
world, d activities which atteémpt to reproduce the outer world. The’
first resembles the individualistic child-centered approach, the seqomdf‘
collective Instrumental education.

fIJ hiﬁ desc;iption of these two kinds of p%ay, Piaget ,cpnnects
introspective forms of play with the individual, and play wbich is based

on rational conceptual thought with group activities. Piaget's description

of private and public play is also analogous to child-centered and
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Instrumentalist érp education.
'fﬁ Child~centered art making can be compared to ?iaget's notion of

fl

make-believe play which is free, self-determining and irreducible to
’grouping. This fezw Bf ;lay is primarily addressed to the self.

. Caroline f; tt observed this impottant factor in’per play school

(Chapter 7, p. 154). She noted that, like théé;ktistt the child "is
dominated .by a desire to clarify the idea for himself. It is incidental
to his ?urpqse to clarify i£ for others" (p. 161). The important feature
of this‘activity is the intefnal?ﬁandgshgfefore invisible process of

art as an expression of self made for the benefit of the self. Art

work which results from this approach is inevitabl; ;oloured by the
individual's moods, emotioﬁs and feelings and 1s-made to satisfy an innmer
need. It is therefore accidental if sucht work is aesthetically pleasing,

and may equally be disturbing and unpleasant., This is also true of much

modern art and is symptomatic of the honesty with which the artist

T N

h

addresses the work. This does not suggest that professional a¥t.and child
Att are comparable, but merely points out that the work of art
derives_from the same source: Florence Cane emphasized that "Any subject
the child selects is acbeptable, fpr ;h$s work the artist requires free,
choice" (Chapter 7, p..156). Makiqg art in this mode is therefore
comparable to intréspective play.

In contrast Instrumental art education 1s integral to the learning
process and part of the collecti;e project. In this approach art making
is-similar to Piaget's model'of imitative constructive play which is
addressg&vto the group. Art as a:form of communication must be clear
and informative rther than expresg}ve,;and mimetic rather than

-

imag%aative. It is, therefore, a toolito -further cognition and not a

. . z . . . A
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free activity but is rather conditipned by the needs of the group and part

of work rather than play. \
Art education in Instrumentalism fulfills the criteria of general
education in its emphaé}saon the collective, but reduces art to its |
‘Bzoctical function as o\methoo of reproduction and communication. In
contrast the child-centered model promotes the inner aspects of the
individual and is thus in harmony with movements in modern art. This
approach utilizes ;Ee natural fnétinct to‘%orm which is an internal self-
fulfill}ng activity., Martin guber endor$es the necessity for individuation
in the originative process when he says:
T .
There are two forms indispensable for the boilding of true
humanilife, to which the originative imstinct, left to itself,croes
'not lead and cannot lead: to sharing in an undertaking, and to
entering into mutuality...,There is a foroe within' the person, which
goes out, im;resses itself on the material, ano'the achievement
arises objectively: the moment is over, it has run in one direction
from the Qpart's dream to the world, and its course 1s finished....
fes, a¥®3n originator man is solitary (197?, p.'87):
Thomas Munro, an art educator who was strongly‘influe;ced by De&ey, argues
against the notion that' the individual is the only source of creation. He
suggests‘that contemporary art eoucation must be oased on a collective
view of life, and cirtes collective,ondertakings oqch as moéion pictures,
architectural achievements‘and.modern foaos of engineering as Todels for
the field. He emphasizes that in ividual artists must aQendon their
notions of originality and put their collective efforts to work (1956+//
p. 81). This idea is alsd present in contemporary art which has.

«

produced environmental sculptures, performance art and collaborative
A}

) ' ' !
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ventures in various modes of expression. Collective work appears to
deny the presence of an originator and emphasizes the group. In work
which str;sses unity it is easy to overlook the genei}s of the original -
idea, or the genesls of the vagious ideas which combine to make the final
work of art. It is undeniable, however, that every idea must originate “k@f
in the mind of an individual. The fact that it ma; alter or develop in
exchange with others does not change the origin of the idea. This'is,
perhaps more evident in art than in other fields where ideas can be more
factual and less dependant on subjective perception:

Twentiekh century interest in collective art suggest that- Dewey's
Instrumental approach may ;ave some relevance to the fine arts. Thisg is
denied, however, by the stress on cognitive factors to the exclusion of
-affective conCeﬁt in art education. This study has found his approach to |
be ogjective and collectivist in orientation, mimetic and cognitive in
intent and related to work rather than play. These quaiit;:s are of
benefit to other subject fields, and to the acquisition of skills, but in
emphas{zing the collective this approach by-passes the originative instinct
to form. This contrasts with child-centered art education which fostered
the originative instinct. By focusing on the individual and on inner
expression, art'in this model of education encourages both independent
thiﬁking ;nd creative activity. -In spite of the advantages offered by

this approach however, educationists have tended to view affective art

education witk suspicion. This may be partly because it increases

individuatioy, does nof offer visible or measurable rewards and originated
from poorly de ed theory.
\ettempts by art rs to reconcile art education with prevailing

aims in education has resulted in eclecticism and confusion in the

y

-~
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literature of the field. The dichotomy between views in education and
views in art education;‘represented by these posiFions, are important,
not only in terms of historical precedent, But because similar probl?ms
C%Ftinue to exist in the field. In its efforts to be éccepted in public

-}
education, art education has frequently confused the aims of art with the

aims of education. Arthur Efland (1971) sees the indecisive nature of

art education as a disturbing téndenc}hin which one set of theories is
continually being traded for another. Nietzche points out that this is
not uncommon gmong emerging disciplines and that all new disciplines
appear to suffer from similar problems. Ean philosophy, 'for a long time

lacked the courage fo} itse it was always looking around to see if

someone would come and help it, t it was afraid of all who looked at
it" (1969, p. 112). This same uncehtainty has been a negative factor in
art education resulting in loss of creMbility and a general weakening

of art content. In Chapter 7'art educatibnAvas seen to be vulnerable,

not only to a variety of different educational goals, but also to changes
in the social context.

A system of public education is inevitably a socially sensitive area
which responds to changes in the cultural, polifical and economic spheres.
This factor was particularly noticeable during tfe duration of the two
Wrld Wars when the collective spirit prevai&gd, and in succeeding years
when there was a renewed interest in individual values (Chapter 7).
Internal crises such as the Great Depression or the anti-communist cold
war period of‘the late ninetee:;ﬁézties and early fifties were again times
when collective unity seemed-ihgyrtantl In education interest in the

individual coincided wigp post-crisis periods resulting in a more liberal

approach and increased interest in the arts. A conservative trend could

N
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'be seen during wartime and in times of internal «crisis apparently leading

to a more utilitarian approach to education. It is important to note,
however, that public education has. never been. individualistic in orie;tation :
but has only tended towards a more liberalized view of the individual.
Educational historian C. H, Bowyer (1970) contendg that views of
humanity which emphasize objective experience stress science and technology,
views which stress subjective experience emphasize the fine arts. The
review of literature in Chapt&r 7 suggests that dﬁring periods when the
collective spirit prevailed an objective, scientific orientation was
present in both education and art education. Conversely, during periods
of interest in the indiviaual, j;fh as the ni;eteen—twenties, a subjective
orientation was noticeably present resulting in an increased interest in
the arts. g
Since both education and art education are culturally sensitive areas
which respond to social pressures, is it unreasonable to posit an
individualistic model of art education in a field which must answer to
the ‘collective? o . P
The problem of ingividual freedom and the need for collect}ve control
was apparent to pioneer progressive educators. By proposing models of
education which focused on the individual bot@ Johann Pestalozzi and
Horace Mann were aware that a new problem had entered the field of education.

Both asked how it is possible to free and also shape a child at the same

‘time? In pre-progressive public education the sys%em was almost entirely

concerned wfih public welfare. With the adventgof Progressive ideas,
however, the problem expressed by Pestalozzi and Mann became a reality.
As part of public education, art education has inherited this problen.

In conclusion it is clear that a system built on an individualistic
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approach auch as child-centered education is overly idgalistic in

its belief that the collective good .can be left to individu#iEéBpscfence.
In contemporary society the need for a collective spirit is essential.
Ic is importani to remember, however, that in education the collective

view is secu}e in its position as an instrument of society. It is the -

-

individualist view which is most vulnerable and must be retained.

Philosopher Bertrand Russell emphasized the importance of this wlien he

o

sald: '"Reverence for human’gspsonality i8 the beginning of wisdom in

PR
every social question, but aboye all in education" (1956, p. %38). This

PR

study suggests that the presedgé of the arts in education is important if

‘for no other reason than to maintain a balance between the individual

N

and the collective. ///‘

-#
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