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Hugo John David

The conversational mode of speaking and the educational philosophy
of expsrimentalism developed, for practical purposes, almost simultan-
sously. The purpose of this study, therefore, has been to determine in
what ways and to what extent this philosophy has influenced the writers
of textbooks for college courses in public speaking. Accordingly, three
major divisions result: an explanation of the principles of experimen~
talism, its application to teaching public speaking, and an examination
of six selected textbooks currently in extensive use in college and
university pudblic speaking classes.

Exrerimentalism, expounded by John Dewey primarily, is founded on
man's experience in interacting with his physical and social environ-
ment. Intelligent interaction necessitates inquiry from which results
learning. Knowledge, intelligence, and thinking are descrided in rela-
tion to this method. The instructor's task ie to provide learning ex-
Periences which originate in the student's living and constitute prob-
lems whose solution requires the intervention of intelligence. In
practice speeches students experiment with speech methods and devices

and have oprortunity for intelligent practice of skills.

Fundamentals of Public Speaking by Bryant and Wallace reveals no
important influence of experimentalism, The pattern of inquiry receives
scant mention. The method of learning is preceptive and teaching is
authoritative. Students learn principles and apply them in practice
speeches. IEvaluation of student effort is based on conformity in praoc-

tice to rrinciples learned.

Crocker's Public Speaking for College Students, founded on classical

rhetoric, advises conformity to principles and extensive practice of them.
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Evaluation of student's work is based on application of prescribed

standards, not on the effect of classroom experiences on student growth.

Sarett and Foster in the revised Basic Principles of Speech believe

man is malleable by experience but they prescribe his experiences for him.

Students should emulate noble examples in thought, language, and style.

In Basic Training in Speech: Brief Edition Thonssen and Gilkinson
seem to accept an experimentalist view of experience and emphasize the
pattern of inquiry. Their learning theory, however, reinterprets "ex-
perience” as following regulative principles and gives great significance
to the stimulus-response mechanism. They accept as fundamental certain

ideas basic to experimentalism dbut disregard weighty implications.

The third edition of Monroe's Principles and Types of Speech advo-

cates the pattern of inquiry as a method of organization for all types
of speeches, but learning is following principles and directions. The
author professes eclecticism despite recognizable inconsistencies. Ac-
cordingly, an audience can learn via the method of inquiry while the sgtu-

dent mast learn speech-making by accepting and applying prepared principle

Baird and Knower conform extensively to experimental principles in

General Speech: An Introduction. The pattern of inquiry is the method of

learning and speaking experiences are seen to affect student knowledge,
attitudes, and skills. The concepts of Imowledge and ultimate truth seem
non-axperimentaligt. Of the texts examined, this one leans most heavily
upon the theory of experimentalism.

While textbook authors are under no compulsion to subscride to ex-

perimental principles, they might, however, give additional thought to

the consistency with which they adhere to some point of view, even if

eclectice
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CHAFTER 1
I''PTRODUCTION

Since the turn of the century, two significant developments have
occurred in relation to the teaching of public speaking. The first
was the shifting from the methods of elocution to those of conversa-
tional manner. This shift or chan:e culminated, for practical purposes,

in the publication in 1917 of James A. Winans' text Public Speaking.l

The second develorment was the ideas of John Dewey on education. These
ideas gained considerable acceptance, particularly through the publica-

tion in 191o of Democracy and Education.® Each of these has received

extensive recognition in its field. Speech departments have been
established in many colleges and universities, at first usually as
subsidiaries of English departments, but later as separate entities.
The number and varjety of textbooks have grown along with this expan~
sion. At the same time Dewey's philosopny has grown in influence and
FPopularity especially in the elementary and secondary schoolse.
furpose. The pr-sent study endeavors to determine the implica-
tions and extent of influence of the ihilosophy of John Dewey, herein

called experimentalism, upon the teaching of public speaking in the

lyames A. Winans. Public Speaking. MNew York: The Century Company,
1917.

2John Dewey. Democracy and Education. New York: The MacMillan
Company, 1916.




colleges as it 18 reflected in representative textbooks in pubdblic
speaking currently in wide use. The author has not assumed that such
influence or application is either possidble or desirable. He has,
therefore, prnceeded to determine for himself, first, what the essence
of the philosophy of experimentalism 1s, then what the imrlications of
it might be for tenching public speaking, and finally the extent to
which these implications are evident in selected public speaking texts
currently being used in a variety of college public speaking classes.
If, however, experimentalist ideas can be adapted to the public speak-
ing classroom which seeks, upon the foundations of the Winam8 text and
its subsequent tradition, to emphasize commmnication with an audience,
and 1f greater success can bde reasonably expected from the use of its
methods; it is not too much to hope that teachers of public speaking can
increase their contributions to the solution of one of the most presse
ing prodblems of the day, which, in the words of Elton Mayo, is:
I believe that social study should begin with careful observation
of what may be described as communication: that is, the capacity
of an individual to comnunicate his feelings and 1deas to another,
the capacity of groups to communicate e:fectively and intimately

with each other. This problem is, beyond_doubt, the outstanding
defect that civilisation is facing today.

Definitions. Fublic speaking as used in this context has reference

to speaking done by one speaker before an audisence. It is not considered
to include group discussion, debate of the conventional interscholastic

type, nor oral reading as interpretation. It is also to be disinguished

3%1ton Mayo. The Social Problems of an Industrial Civilization.
Andover, Massachusetts: The Andover Press, 1945, p. 22.
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from the Sreech Fundamentals course which, to be sure, includes public
rlatform speaking but also concerns itself with a variety of other forms
of sreaking such as those Just mentioned; it is more of a survey of
kinds of speaking.

"Experimentalism" is the name here used to designate the philo-
sorhy, and in this connection particularly, the educational philosophy
of John Dewey primarily and secorndarily of some whno have aligned tnem-
selves with it, such as John L. Crhilds. The latter maintains that
"experimentalism" is perhaps the best name for the Dewey point of view
when he says, "One of the reasons why experimentalism is an appropriate
name for this philosophy is because as a philosophy it desires to pro=
mote a soclety which will be intelligently experimental in carrying
forward this reconstructive movement.'u The same author also states
that this philosophy takes a frankly experimental a.rroach to both the
world and man and, from the educational standpoint, represents the meth-
od of exreriment in constructing l1ife and knowledg;o.5 He further ex-
Flains that the foundation for it lies in experience itself:

Exrerimentalism is a radically empirical rhilosophy. It main-
tains that the nltimate source, authority, and criterion for all
beliefs and conduct are to be found in ordinary human exrerience.
Experience stands on its own bottom. Life is its own sanction.
"hatever of guiiance and insriration man requires to meet the ex-
igencies of his 1ife is to be sought from the resources within

exrerience and not from some supra-empirical source. The very
cornerstone of exrerimentalism is the faith that experience is

“John L. Childs. Education and the Fuilosopny of Experimentalism.
New York: The Century Company, 1931, p. 229.

SIbid., pp. 5-b.




N

able to develop from within gts own processes all necessary regu~
lative standards and ideals.

Review of Literature. The literature dealing with the relation-

ship of experimentalism to the teaching of public sreaking in college
is limited in s;iite of the fact that Dewey's steps in thinking have
been widely publiciszed in the field in connection with the process in
group discussion. The relation of this method to teaching procedures,
however, seecms not to have gained extensive popularity am-nZ teachers
of college speech. A review of the material pertinent to the relation
of experimentalism and the teaching of public speaking follows and in-
dicates that only a few have given 1t sufficient serious thoucit to
study and publish with regard to it. This limited supply of pudblica~
tions may well suggest that experinmentalism will also ajpear in but a
minor way in the textbooks later to be examined.

O'Neill,7 in discussing the implications of the "Changing Curric-
ulum” for the teaching of speech, indicated his belief that this change
rerresented a swing toward the methods of the speech teacher already
long in practice. This method is largely the method of student activity
in the classroom. After stating the principle that education and life
ought not to be divorced, and tnat minds are not just storeiouses of
information, he contimues:

John Dewey's prilosophy of education is based upon this concepte.
The best education is made up of activity, experience, doing.

O1vid., p. %o.

TJames M. O'Neill, "Speech in the C:anging Curriculum." The Quarterly
Journal of Speech, XXII (1936), 183-186.
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Education is not a matter of the distribution of items of information

«eee The best education consists of active pgrticipation in exper-

iences which develop human power and ability.

Baird9 observes that speech teachers have aligned themselves with
one or another point of view in educational philosophy ranging from
bhumanism, rationalism, aestheticism, and scientific determinism, to
behaviorism and experimentalism. He emphasizes several controlling
rrinciples which should guide the speech teacher in his classroom ac=-
tivity. The first of these is that "speech instruction should be based
upon individual needs and capacities.'lo He points out the upper five
Fercent have besn tausht well but there is need to do equally well with
the others so that in education there will be "speech for all."™ The
second 1s that "speech training should provide for social integration.
The assumption here is that every response has social 1mp11cationa.'11
Dewey, he points out, was concerned with social reconstruction. 3Baird
believes speech training is essential in effecting such reconstruction.
He also shows how speech teachers have parted company with Dewey in
that the colleges have emphasized the vocational aspect of speech
training beyond a point acceptadle to Dewey. The third principle, a

concept directly attributed to Dewey, merits stating in Balrd's own

words:

8Ibid., p. 184,

%a. Craig Baird, "The Educational Philosorhy of the Teacher of Speech,®
The Quarterly Journal of Speech, XXIV (1933), 5u45-553.

101vid4., p. 5Uu7.

1l1p44., p. 5u8.




e.espeech education should be a ‘reconstruction of experience.'
Azain we revert to Dewey's thesis ot the identity of school and
life, of learnin.; and doing. Our goal, then, will be to sudbstitute
activity for subjects, to make the classroom & miniature world, to
carry the pupils into the world, and so enable them to rebuild
their experience by reconstructing treir ide:.s 'in the 1light ot
newly discozered relationships between the parts of 'their? ex-
rerience.!

That this prirnciple is thoroughly experinentalistic will become clearer
in the subsequent chapters.,

The fourth principle, he says, is that "experimentation and eval-
uation are its moving spirit,"l3 the wwoving spirit, that is, of a
philosorhy of speech education. He urges that some attention be given
to evaluating teaching results by means of instruwents already avail-
avle or by others to be develored specitically for the urpose.

Freedlu points out that "The Just end of all language education
is sncial efficiency. Increased social effieilency can arise only from
increased understanding of the meanings of language symbols.'15 The
social purpose in speech training is emphasized here. He observes
that the trends in education are toward a more functional type of ed-
ncation, toward a more socialized curriculum, and toward an increase in

16

oral work in t he uprer elementary and secondary school grades. He

concludes that "oral techniques are consistent with the present trends

121p14., p. 551.
131bi4., p. 552.

1L‘Conrad Y. Freed. The Role of Speech in the Educative Process. Un-
published Ph. D. thesis. bnivarlity "of Southern California, 2u48
numbh, leaves,

151v18., p. 215.

161bi4., p. 117.
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in educational thought and practice,"17 and that "in most, if not all,
educational teaching situations the most efficient procedures will be
those which make the fullest use of oral exprension."18 Tuis thesis
shows that both biologiecal and educational develorment and rhetoric
indicate that speech 1s life in action, speech education mst be functione
al, and language grows with exjeriencing.

Kopp19 concludes, "Frilosophically we can say that speech is the

20 He be-

common denominator of all educational and social activity.”
lieves with Quintilian that the emphasis in speech training should be

on developing the powers of the whole man rather than concentrating on
discrete aspects of development individually.

Rodriguezel

examines briefly various philosophies of education
ranging from rlato and Aristotle down to Dewey and Zutchins. In setting
ur the content for a course in the fundamentals of speech, horever, the
irinciples of experimentalisi are not a significant influence in spite
of the fact that he seems to have caught the essence of the exjerimental-

ist roint of view from Dewey's Dewocracy and Education.

A more extended treatment of the implication ot experimentalism

for the teaching of speech is found in the Xaster's thesis of Howard W.

171vid., p. 239.
181pig., p. 242,

19690rge A. Kopp, "Basic Principles of Speech Education," Teachers
College Record, 41 (1G40), 397-404.

201bid., p. 399.

21Alfoneo Rodriguez. Tke FlLilosorhy of a Fundamentals Course in Speech.

Unpublished ¥.A. thesis. Wayne University, 1940, 120 numb. leaves,




'1lson.22 The discussion is directed toward teaching speech generally
rather than specifically toward public speaking at the college level.
Its emphasis throughout is upon the educational point of view. Various
aspects of it are substantially treated, for examile, the relation of
the school to life, the concept of ex,erimentalism, the place of lan-
guage and its relation to trhe sharing of experience. He concludes that
speech education should be based upon a recognition of the social na-
ture and furction of speech, and its purpose should be to improve be-
havior from a speech standpoint. Making over language habits from
those having to do with rather general notions to such as deal with
more precise notions presents difficulties, but these can be solved.
As Dewey recommends, enlarging the student's vocabulary, making its
terms more precise, and forming tke hadit of consecutive discourse
are helpful fprocedures.

An article by Fleischman23 takes the view that speech is more than
a tool in communicating ideas. It is, even more than that, a means of
adjustin., to a social environment and of making fine adjustments in
human relationships. From the standpoirt of thinking, spe<ch, is "a
mastery of a technique ot oral communication by means of which he
[;he atuden£7'can reach an understanding throush the efficacy of lan-

guage of what goes on in the minds of other people."el4 Also it 1is

22toward Woodrow Wilson. Some Implications of Dewey's Fhilosojpiy for
the Teacring of Sppech. Unpublished L.A. thesis. The University of
Illinois, 1240, ©9 numb. leaves.

2
3Earl Zmery Fleischman, "Speech and Progressive Zducation," The Juar-

terly Journal of Speech, XXVII,(1241), 511-517.

°%1v1d., p. 517.




the "business of speech to develop techniques for testing ideas and
dealing with them so that they may be practically useful to the indi-
25

vidual,® “ and to "“provide the student with the means for effective

26 in wiich commun-

participation in all of the situations in his life"
ication and speech are involved. He emjhasizes:
Knowledge is not enough., It is a question of cultivating basic
response tendencies--habits, tendencies, preferences. Progressive
speech education involves the development of taste, the appreciation
of wvalues, the acquiring of skills in dealing with people and the
various human relations situations confronting the individual,
techniques through which one tries to applyeintelligence to the
problem of living successfully with others.
These objectives can be accomplished, he says, by requiring self-exam-
ination on the student's part and creating a desire in him to control
himself. With that problem clear to him, he is ready to progress to
learning to use intelligently a mature self-control by acquiring the
techniques of adequate adjustment.

#iriting primarily perhaps for the pre-college educational levels,
but including also the college speech progran, Barnes28 tends strongly
toward an experimental view of speech education. He stresses four
fundamental processes involved in speech education: "(1) adjustment

to the speaking situation, (2) symbolic formulation and expression

(thought and language), (3) phonation, and (&) articulation."29

25Loc. cit.
?61bid., p. 51b.
27LOC. cit.

esFarry G. Barnes, "Basic Concepts of Speech Education,™ The Speech
Teacher, I (1952), 1u4-19,

291bide, p. 15.
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Teaching methods, he says, should include recognition of the fact that
the speaker develops as a whole in response to a total situation,
grosser skills develor first, habits once developed are difficult to
retrain, and insight into specific goals is essential to learning. The
exjerimentalist point of view is expressed in the opening paragraph
which states, in part, "The modern educator conceives of a school that
adjusts its program to the needs and abilities of its students in terms
of the solution of problematic situations with wnich they are, or may
be, confronted.“3° He concludes by saying:

esothe speech education pros;ram...begins with the individual--

hie ne~ds, abilities, and his immediate environment. Tarough
systematic and progressive instruction it acquaints him with

standards and gives him insight and knowledge as a basis for
developing natural, normal habite of speaking. Thereby it aids
him to develop a general facility in meeting speaking situations
and stimulates him to acquire as much skill as his talent will
permit in order that when spealdng situations ggnfront him in
the future he may meet them normally and well.
Method. The procedure in this study has been to construct,
primarily from the writings of Dewey, a sequential pattern of ideas
w' ich forms the framework of tnis philosophy. Chapters Pwo through
Five are devoted to an exposition of exrerimentalism. Of these four,
the first exrlains the concept of exprerience and the pattern of inquiry
which rests upon it. The second treats various aspects of exrerimen-

talist educational psychology, especially the method of learning, the

concepts of intelligence, and knowledge and certain other related

301via., p. 14.

*11via., p. 19.
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topics which are reasonably well delineated and therefore discernible.
The third is devoted to bhe theory of language and certain implications
aiming toward their significance for the educative process. The fourth
rresents the major phases of Dewey's theory of value with an emphasis
on its relation to educational theory. These four chapters are based
on a wide selection of Dewey's writings and on those of several of his
"disciples” whose point of view also leans patently toward a reconstruc-
tionist theory of education. An attem}t i1s made to relate these various
works to one anether so that the interpretation wnich follows in those
chapters, necessarily the writer's own, may not suffer excessively
from too narrow an overview ot the subject as a whole.

Chapter Six presents some reasonably defensible derivations from
the subject matter of chapters two through five, for the teaching of
public speaking. The organization follows the sequence of topics as
developed in the four preceding chapters so that a consistent pattern
of organization may be apparent. The suggestions for teaching procedure
prinarily, and incidentally several for course content, are based in

the main on Dewey's Democracy and Education as it reflects the education-

al point of view of this philosophy.

The analysis of selected texttooks in public speaking seexs to
deteruine to what extent the imrlications of ex;erimentalism as a
phillosophy of education have affected the points of view of the authors
of those texts, or, to determine to what extent these texts agree with
or differ from this point of view, The method of determining this dee
gree of correspondence has been to carefully examine these texts in the
light of both the basic propositions of the philosophy itself and its

implications as described in chapter six. First an attempt is made to
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base comment on overt statements of the various textbook authors and,
secondly, to draw inferences as to their over-all point of view. In
the latter case such points of view were judged to be the points of
view only if they seemed to be the dominant trend of the discussion
either of the subject matter, of the direct advice given to the student,
or of the exercises at the ends of chapters.

The six texts in question32 were selected on the bagis of returns
of a questionnaire mailed by the author in October 1950 to one hundred
forty-four colleges and universities in the United States. A copy of
the questionnaire is included in an Appendix. Z=ach of the state
uriversities and one state teachers college in each of thirty-six-
states was included; the remainder included private colleges and uni-
versities representing all areas and nearly all states of the nation.
“inety-two replies, constituting a return of sixty-three percent, were
received and indicated tnirty-two different texts were being used in
college rublic spreaking classes. T..e list of these also is included in
an Appendix.

From the total 1ist of texts, six were chosen because they are
being used in a larger number of schools and by a larger number of

students than are the others. Each of these books is beings used in

324, Craig Baird and Franklin H. Knower. General Speech: 4n Intro-
duction. New York: McGraw-¥ill Book Company, Inc., 1949. Donald
C. Bryant and Karl B. Wallace. Fundamentals of lublic Speaking. New

York: D. Applet: on-Century Company, Inc. 1347. Lionel Crocker.
Public Speakins for College Students. Second Edition. New York:
American Book Company, 1950. Alan H. Monroe. FPrinciples and Types
of Speech. Tiird Edition. New York: Scott, Foresman and Company,
I§h9. Lew Sarett and William Trufant Foster. Basic Principles of
Speech. Revised. Boston: Houghton Mifflin Company, 194b. Lester
Thonssen and Howard Gilkinson. Basic Training in Speech. Boston:
D. C. Heath and Company, 1949. Brief Edition.
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four or more schools, one of them in nineteen, and each is being used
annually by upwards of fifteen hundred students. On tho bagis of the
number of students using them, two others should have been included but
are not because the results of this survey indicate they are being used
in but one school each, namely, the particular school with wiich the
author(s) are associated. The BPrief Edition of Thonssen and Gilkinson's

Basic Training in Speech is analyzed here because eighty percent of

those replying and using this text indicated they were using this edition.

Summary. The purpose of this study is to discover some implica-
tions of the educational philosophy of experimentalism for the teaching
of pudblic speakinz in college and, secondly, to discnver the extent to
which those implications are manifest in representative textbooks now
in extensive use in college public speaking classes. Fubdblic speaxing,
as used here designates speaking by one rerson before an audience.
Experimentalism refers to the educational philosophy specifically and
rrimarily expounded ty John Dewey. The method includes, first, an an-
alysis of this philesophy, secondly, a development of the implications
of it for teaching pudblic speaking at the college level, and third, a
critical examination of selected texts in the field. The texts were
selected on the basis of an almost two-thirds return of 144 guestionnaires
sent to all of the state universities, to thirty-six state teachers
colleges and a select group of private colleges and universities in the
U'nited States. The literature is not extensive and reveals a thorough
intereat on the part of some and only an interest in portions of the

philosophy on the parts of other writers.




CHAFPTER II

THE FATTERY OF INQUIRY

It 1s well recognized that the now famous "steps in a complete act
of thought" are at the heart of the experimental method., What is per-
haps less well recognized is the matrix in which this pattern operates.
Thus, the present chapter will first describe that matrix in order to
clarify the assumptions upon which the rrocedure in inquiry rests. The

second major division will then take up this pattern directly.

The Conce;t of Exjperience

The ex:erimentaliet refuses to go outside of nature to estabdlish
a frame of reference for his point of view. He begins and ends his
case within nature so that his exrlanations of phenomena and events
need no substantiation from a supernatural or 'mental' side.

While his point of view is thus circumscribed, it does not imply
that he considers nature wholly favorable to man. In fact, he considers
nature as offering man extensive opjosition.

The conditions and proc=sses of nature generate uncertainty and
its risks as truly as nature affords security and means of insur-

ance a-ainst perils. Nature is characterized by a constant mixture
of the precarious and the stable.

l13ohn Dewey. The Quest for Certainty. New York: !inton, Balch &
Company, 1929, p. 243.
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seoWe live in the kind of world in which success is contingent.

From the standpoint of human interests our world is a mixture of re-

sources and obstacles; it mast be accepted for what it is, an af-

fair of affairs. In this plural world existence is precarious, and

human welfare depends upon our ability to comprehend these diverse

affairs and to learn how to use them on behalf of human interests.a

As related to this contingent world, man is not considered separate
and apart from it. "Since man's life is a development-—an event--in
that natural world, his organic structures are, for the most part, con-
Zruent with 1t.."3 Fe is an object within that world as much as natural
objects are within and a part of it, but within it he is not inactive
or passive. Because nature is precarious and unstable, "lMan lives in
& world in which he has to act.“u "Man 18 seen as a living organism, and
the most characteristic thing about life is behavior, activity."5
Dewey adis that man is "instinct with activities that carry him on."6
The experimentalist thus regards activity as being 'matural' for man
during all his waking moments. Further, this activity is not restricted
to overt, observable activity. On this point Dewey says:

In truth man acts anyway, he can't help acting. In every fundamen-

tal sense it is false that a man requires a motive to make him do

something. To a healthy man inaction is the greatest of woes. Any
one who observes children knows that while periods of rest are

2John L. Childs. Education and the Fhilosophy of Experimentalism. New
York: The Century Company, 1331, p. 16M.

31vi4., p. 59.

uJohn L. Childs. Education and Morals. New York: A;,pleton-Century-
Crofts, 1950, p. 158.

5Jonn L. Childs. ZEducation and the FPhilosophy of Experimentalism.
Cp. cit., p. 70.

6John Dewey. Human Nature and Conduct. New York: Tne liodern Library,
Inc-, 1930' po 289.
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natural, laziness is an acquired vice--or virtue. While a man 1
awake he will do something, if only to bdbuild castles in the air.

Since this world of which man is a part is a process-world, both
man and nature are continuously changing, but with an essential differ-
ence. Neither a stick nor a stone has any goals to attain, any 1life
to maintain, or any preference as to what happens to it. Man, however,
seeks to maintain his 1ife, and he has preferences as to what happens
to him. As opposed to the stick or stone, "the organism," as an active
agent, "continues its 1life by maintaining a life-sustaining equilibrium
with these surrounding forces."8 And since the maintenance of this
equilidbriup is uncertain because of the processes of continuous change
both in himself and in the surroundings, man mast continuously act, not
blindly or from whim, so as to bring about those adjustments either in
himself or in the surroundings which will help sustain his equilibrium,

These surroundings with which man interacts are called "environment."
"The environment, in other words, is whatever conditions interact with
rersonal needs, desires, purposes, and capacities to crente the experi-

ence which is had.”9 The term environment is not limited to the physical

objects in the surroundings; it includes whatever may be experienced
whether physical, social or cultural. This point Dewey makes explicit

when he says:

TIvid., pp. 118-119.

quhn.L. Childs. Education and the Philosopny of Experimentalism.
Op. cit., p. 72.

97ohn Dewey. ZXxperience and Education. New York: The ¥acmillan
Company, 1938, p. 42.




17
esoethe existential conditions which form the physical environment
enter at every point into the constitution of socio-cultural
phenomena. No individual person and no faoup does anything except
in interaction with physical conditions.

The environment in which human beings live, act and inquire, is
not simply physical. It is cultural as well. Froblems which in-
duce inquiry grow out of the relations of fellow beings to one
another, and the organs for dealing with these relations are not
only the eye and ear, but the meanings which have developed in the
course of living, together with the ways of forming and transmit.

ting culture with all its constituents of tools, arts, institutions,
traditions and custom ary beli ars.ll

The enviromment consists then not only of physical objects in nature
itself but also of the relationships of persons with one another and
of the meanings that enter into the life activities and adjustments of
the organlsm. These things in the environment need not always be
imnediately and physically present. For instance, the physicist who
is workxing out a problem mathematically has as his immediate environ-
ment his pencil and paper and whatever else may be in his study, but
his activities in the study will vary with the conditions going on
somewhere outside his study. The student of the history of the Civil
Yar has as his environment the ewvents o1 the Civil War period and the
records and documents and histories through which he establishes his
relationship with that era. "Just because life signifies not bare pas-

sive existence (supjosing that there is sucn a tning), but a way of

acting, environment or meaium sisnities what enters into this activity

as a sustaining or frustrating conaivion,"e

10Jonn Dewey. Logic, The Theory of Inquiry. New York: Henry FHolt
and Company, 1938, pp. 491-u92,

M1vid., p. u2.

125 hn Dewey. Democracy and Education. New York: The Macmillan
Company, 1916, p. 1lH4.
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As an active agent within an environment, interacting with those
elements in his surroundings having significance in his life-sustain-
ing struggle, man finds the source of his experiences. For the exper-
imentalist defines 'experience' as this "active process of interaction
between the human organism and its natural and social environment."1l3
That this experience is an important concept for the experimentalist
is evident in this statement: "...the entire ideational 1ife of man
is considered by the experimentalist literally to derive its substance
from the 'doings and undergoings' of what is called 'primary experience."lu
In other words, experience is the starting point upon which the roint
of view of experimentalism is based. It is this which forms the matrix
out of which the pattern of inquiry grows, and it is within this frame-
work of experience that men's 1ife is described, wherein his activity
occuras.

These experiences the experimentalist takes for just what they
are. Dewey says: "All materials of experience are equally real:; that
ls, all are existential; each has a right to be dealt with in terms
of its own special characteristics and its own problems."15 Here,
then, are the source of man's problems of adaptation and adjustment,
each problem being a separate problem requiring its own treatment,
each being as real or existential as any other.

Re [;he experimentalis£7'assertl unqualifiedly that experience is
all we can have or can ever hope to have. It is 'the ultimate

1370nn L. Childs. Education and the Fhilosophy of Experimentalism.
Op. cit., p. 8.

roc. cit.

1530hn Dewey. The Quest for Certainty. Op. Cit., p. 2lu.
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universe of discourse.' In more homely language, 'it is anything
that anyone can talk about.'! As such it has the first word and
the last word., Experience 'sets our problems! and it 'tests our
solutions.' Hence if human experience cannot give us an account
of reali{ées, then man has no possiblility of gaining such an
account,

In addition to experiences beins; individual and particular, they
are further characterized by immediate enjoyment and suffering. So far
as our undergoing an event is conserned, "things are poignant, tragic,
beautiful, humorous, settled, disturbded, cémfortablo, annoying, barren,
harsh, consoling, splendid, fearful; are such immediately and in their
own right and behalf."17

In addressing himself specifically to the relationshir between
exrerience and education, Dewey specifies two criteria which an exper-
ience mist satisfy if it is to be educative. The first is that it must
have continuity and the second, that it must have a certain quality.

In its simplest form the Lrrincirle of continuity means "that every ex-
Ferience both takes up something from those which have gone before and
modifies in some way the quality of those which come after."1® 1f we
lnok at this concert in terms of adjustment, it means that the organism
constantly acts wnile seeking to maintain its equilibriwn by satisfying

its recurring and differentiated needs, each exiperience shading off in-

to a succeeding one.19 In terms of hadit it means that the experience

1670hn L. Childs. Education and the Fhilosophy of Experimentalism.
QE. Cito » prl. 50-510

1750hn Dewey. IExperience and Nature. Crricago: The Open Court FPub-
lishing Gompany, 1925, p. 9b.

18John Dewey. Experience and Education. Op. cit., p. 27.

1950hn Dewey. Logic. Op. cit., p. 27.
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an organism has modifies the hadbits it brought to that experience so
that the habit it drings to the next experience is again a modified
one.20 For the classroom it means that activity must duild upon pre-
vious exjeriences whose residue serves as background information which
mAy be revised as new lmowledge is attained. And from the standpoint
of inquiry and knowing it means that an investigator in any given field
will seek out the experiences of his fellow workers for “"confirmation
and correction of his results."21 Unless and until other workers af.
firm hie conclusions under reinstated conditions, his conclusions re-
tain the status of hypotheses.

The second criterion of experience, that of its quality, applies
in one of two ways. In the first instance the quality may be such as
is involved in over-indulging a child. Over-indulgence may result in
an attitude such that the child will seek those future experiences which
will satisfy the desire to do as he pleases at any given time. "It
sets up an attitude which operates as an automatic demand that persons
and objects cater to his desires and carrices in the future.*2? The
result is a low level of mrformance and a hindrance to further growth
~nd development. On the other hand, Dewey says,

«++1f an experience arcuses curios ity, strengthens initiative, and

sets up desires and purposes that are sufficiently intense to

carry a person over dead places in the future, continuity works in

a different way. Every exrerience is a moving force. 1Its valgg can
be judged only on the ground of what it moves toward and into.

20John Dewey. Experience and Education. Op. cit., pp. 20-27+

2lyonn Dewey. Logic. Op. cit., p. 491.

22John Dewey. Experience and Dducation. Op. cit., p. 3l.

23Loc. cit.

———
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For classroom activity such exjeriences must be chosen as will lead to
growth toward independence and maturity. Continuity is present in every
typre of experience, but it is the latter kind which develops the indi-
vidual so that he will become a strong, contributing member of the social
€roupe

Through experience in a social environment man develops. Develop-
ment is a life-long process having as its objective "the successful
integration of environmental forces arocund the individual as center,
and one of its outcomes is the integration of the individual organism
itself. w2
The experimentalist believes that it is within this framework of
experience, such experiences, that is, which are 'moving forees,! that
the pattern of inquiry operates. If this integration of the environ-

ment is to occur, it will not happen accidentally or through whim or

caprice.
The Fattern of Inquiry

By inquiry Dewey means "the controlled or directed transformation

f an indeterminate situation into one that is determinate in its con-

stituent distinctions and relations so as to convert the elements of

the original situation into a unified whole."Z9

Certain traits of experimental ingquiry become apparent from the

definition. One is that this process of converting an indeterminate

21‘Jo:mph Justmwan. Theories of Secondary Education in the United States.
Teackers College Contributions to Education, No. 814. New York:
Bureau of Fublications, Teachers College, Columbia University, 1940,

p. 197.

257ohn Dewey. Logic. Op. cit., pp. 104-105.
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situation into a determinate one involves overt doing. Some activity

must occur; an event takes place. Another is that this activity is not

a haphazard jugeling of the elements in the original situation but that
it is "controlled or directed" by an idea of what is desired. The

third trait is that out of this activity a new situation, different from
the 0ld and different from the individual parts of it, is brought

about.26

In terms of the contimuity of exrerience already discussed,
this result of inquiry constitutes the end, temporally speaking, of
the present inquiry and the beginning or a part of the facts of the
case in a subsequent one,

The process of inquiry, then, "is as accessible to objective study
as are..,other modes of behavior."27 It is an event, an experience,
and as such it is open to inspection by any observer competent to know
what he is looking for.

Within this process of inquiry there are two distinguishable
phasea: In the first objects are treated as events, i.e., everything
about them is ignored except thelr occurring. The qualities of objects
in this phase serve merely as signs which aid in identifying the nature
of the event that is happening. Here the observer is interested in see-
ing what 1s haprening rather than in merely observing objects or in
making an appraisal of the event or any constituent factor comrrising

the event., In the second phase the aim of the inquirer is to discover

the relationships between events which are occurring. He seeks to

2650hn Dewey. The Quest For Certainty. Ok. Cit., pp. 86-87.

27J0hn Dﬁweyo LO&I’iC. QR. Cit-. p- 102.
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understand what they have to do with one another in the given situation
and what they may mean in terms of a possible terminus of the event or
what they may su:.gest as a course of action in resolving the situatiau.ag

A corollary of the principle of the continuity of experience is
the continuity of the process of inquiry. Of it Dewey says:

The process of inquiry reflects and embodies the experiential
continuum which is established by both biological and cultural con-
ditions. Every speclal inquiry is...a process of prozressive and
curmulative re-organization of antecedent conditions. There is no
such thing as an instantaneous inquiry; and there is, in conse-
quence, no such thing as a judgment (the conclusion of 1nqué§y)
which is 1solated from what goes on before and comes after.

Later this point will be mrde more explicit; suffice it here to say
that the residue of previous inquiries and experiences plays an im-
portant role in present inquiry, and the results of present inquiry
will be used, if they are warrantable, in subsequent inquiry. Another
aspect of this same idea is that the outcomes of any particular in-
quiry, no matter how settled the issue may seem to be at the moment,
may be subject to further inquiry at any time in the future. Know-
ledge, then, has a certain tentativeness about it so that any item
regarded as knowledze today may ve challenged tomorrow and be re-
opened for further investigation.3°

A further characteristic of inquiry is that it is socially and

culturally determined. Since man lives in association with other men,

and since he communicates with them by means of lan-uage, he lives in

23John Dewey. The Quest for Certainty. Op. cit., r. 12o.

m———

29John Dewey. Logic. Op. cit., p. 2xb.

crpm——

3°1vid., p. 8f.
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a soclal environment whose culture has been transmitted to him. In
tnis environmnent the problems for inquiry arise.

...08very inquiry grows out of a background of culture and takes
effect in greater or less modification of the conditions out of
which i1t arises. Merely physical contacts with physical surround-
ings occur. But in every interaction that involves intelligent
direction, the physical environment is part of a more inclusive
social or cultural environaent,ol

The Indeterminate Situation. In order to understand the present

topic it is necessary to clarify what the experinentalist means by the
term "situation." Since the environment as exrerienced is never an iso-
lated, single object or event, but always a part or pnase of a given
environment in process, the term "situation" refers to this environing
rrocess which is experienced. An experienced object may stand out in
A glven environment but if and when it does stand out, it does so
against a background of other objects or events making up that total
situation. On the other hand, the particularity of one object as a
crucial one in a complex of objects may occur at some given point in
the process of inquiry or observation.

There is always a field in which observation of this or that ob-

Joct or event occurs. Observation of the latter is made for the

sake of finding out what that field is with reference to some

active adaptige response to be made in carrying forward a course
of behavior.

An object or event may thus be discriminately viewed for the jurpose
of clarifying a given situation, and "it is rightly (validly) perceived

if and when it acts as clew and guide in uso—onjoymont."33

311vid., p. 20.
321v14., p. of.

331bid., p. 68.
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When then the experimentalist speaks of the indeterminate situa-
tion, he means that the gsituation is indeterminate, not the inquirer.
The latter is doubtful because the situation is doubtful.3* This fact
signifies that the overt activity that must be performed must be per-
formed upon the situation rather than upon the inquirer, for with a
clarifying of the situation the confusion and uncertainty in the in-
quirer will also be alleviated.

The indeterminate situation, then, is one that is questionable.
It 1s "uncertain, unsettled, disturbed."3® The meaning of the situa-
tion is unclear, confused, or ambiguous and so sug-ests questions to
the observer. But these questions which the observer or inquirer asks
are not questions about the over-all situation. Each such indetermin-
ate situation has its own distinctive doubtfulness which makes it the
exact situation it i1e and so evnkes a narticular inquiry rather than
Just inquiry in general. Were this not the case, the method of inquiry
would be immaterial- one method would be Jjust as effective as any other.
Or, if a situation laciks uniqueness as to its indeterminateness, then
ranic and anarchy reign, and responses to it are wild and blind activ-
ity.

In what, then, does this indeterninateness consist? Dewey provides
an explicit answer when he says:

Every such interaction is a temporal process, not a momentary

cross-sectional occurrence. The situation in which it occurs is
indetermninate, therefore, with respect to its issue. If we call

iulhlg., Pp. 105-106.

SLoc. eit.
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it confused, when it is meant that its outcome cannot be antici-
pated. It is called obscure when its course of movement permits
of final consequences that cannot be clearly be made ocut. It is
called conflicting when it tends to evoke discordant responses.
Tven were existential conditions unqualifiedly determinate in and
of themselves, they are indeteruninate in significance: that is,
in what3ghey import and portend in their interaction with the or-
ganlism, -

Specifically, the Lroblem is to ascertain what kind of response
the organism shall make to the existential situation. It is axiomatic
that different responses to such a problematic situation will produce
different results, The fact that the appropriate response is in doubt
and that potential consequences are foreseen emrhasizes the flexibility
of the situation and the need for maintainin, an attitude of tentative-
ness about each such situation. An imnediate overt response to a prob-
lematic situation short-circuits the process of inquiry, does away with
the necessity and opportunity for 1t. In dangerous situations which
mast be handled immediately it is necessary to respond quickly, but it
is common knowledge that in restrospect there frequently conmes a re-
alization of how much better another response would have been.

In the world of practical activity man deals with particularized
Froblematic situations constantly. To the extent that they are individ-
ual, and as such have never occurred exactly in the same way before,
there can be no certainty that responses to one situation will satisfy
another, even if almost identical; hence absolute certainty about a
course of action is not poasible.37 This uncertainty man has in every-
day affairs also relates to the thougnt of an action he may be about to

take.

36Ibid., pp. 106-107.

37John Dewey. The Quest for Certainty. Opr. cit., p. of.
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Objects that are experienced in the process of interaction with
the environment have a doudble status. As individual objects they are
experienced as complete in themselves and so may lead to eithar joy or
suffering. On the other hand, they are also part and parcel of a con-
tinuity of interaction in which they have the role of potential means
toward later experiences. "Im.ediately and directly they are just what
they are; but as transitions to and possibilities of later exjperiences
they are uncertain.'38 Herein lies the problem from this standpoint:
the role of the object in the continuity of interactions man has with
the environment, that is, its unique role in each individual situation,

must be determined and its meaning established.

Institutinz a Problem. The first step, according to lewey, is to

recoznize a situation to be problematic.39 The imrortance of this first
stepr cannot be over-aemphasized, for

To mistake the rroblem involved is to cAause subsequent inquiry to
be irrelevant or to go astray. Without a problem, there is blind
groring in the dark. The way in which the problem is conceived
decides what specific suzgestions are entertained and which are
diemissed; what data are selected and which are rejected; it is
the criterion for relevancy and irrelevancy of hypotheses and con-
ceptual structures. On the other hand, to set ur a rroblem that
does not grow out of an actual situation is to start on a °°“r°ﬁo
of dead work, nonetneless dead because the work is 'busy work.'

Tne fact that genuine problems are set by existing jproblematic situations

is also true of social problems, social as opposed to more technical

381bid., p. 23b.
39John Dewey. Logic. Op. cit., p. 107.

“Orv1d,, p. 108.
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and scientific. Problems arising from any other source are not walid
problems at all. It is pertinent to observe here that social conflict
and uncertainty and confusion exist prior to the establishment of prob-
lems for inquiry. "The latter are intellectualizations in inquiry of
these 'practical’ troubles and difficulties.”*}

In inquiry it is important to ask how the particular aspects of the
rroblem situation can be determined. "“This question can be answered
only...by operations of observation, collection of data and of inference,
which are directed by ideas whose material is itself examined through
operations of ideational comparison and orgnniza.tion."42 Fact-finding
is necessary to establish the precise nature of the problem and to pro-
vide the data necessary for testing the hypotheses entertained during
the earlier stages of the inquiry.

Now facts as facts have no significance in this connection. But
facts as evidence of something else not existentially present have
tremendous significance. In inquiry it is necessary to observe these
facts because of their evidential wvalue, that is, because of their func-
tion as signs "of the existence of snmething else, this something being
at the time inferred rather than obsorvad."“3

These observed facts have a dual role as bases for inferences.

Trey may operate either as obstacles or as resnurces in instituting

specitic operations which are intended to solve the rroblem. If they

Ylivid., pp. 49%-u99,
41bid., p. lbl.

“31bid., p. 5°.
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operate as obstacles, as hindrances so as to restrain the progress of
a given action toward its objective, their influence imst dbe diminished.
It they orerate as resnurces, they must be released in an ordered se-
quence so that their full force may help the course of acticn on its
wey toward establishing the resolution of the diffimlty.“

But how are the 'facts of the case'! discoverea? It was stated

earlier that there are two rhases of inquiry, the first involving obser-
vation ot whatever objects or events are concerned, the second invol-
ving the establishment of the relationships between those objects or
evennts. The first means that the objects comprising the objective sit-
uation are observed throu-h the s~2nses and are called "sense data." As
such, however, they suj;;ly merely the "material for inquiry: a problema-
tic material." As sense data they are material for xnowing, they are
not known, aceoarding to the experimentalist. This rrocess of observa-
tion may yieléd a massive varjety of facts which, until their relation-
cships have been determined, remain a mass of unassembled and unorderead
facts., To guide the search for facte it is helpful "when some possible
.neaning is used as a guide in exyploring facts, especially in instituting
a2 hunt for some fact that would conclusively point to one explanation
and exclude all others.'ub Such a guided search aids in selecting from
the totality of facts those which are most likely to throw a more direct
light upon the nature of the trouble. Through this process of observa-

tinn the inquirer can estadblish, tentatively, what are the facts in a

Uhrpsa., pp. 499-500.

quohn Dewey. The Quest for Certainty. Op. cit., p. 177.

U'anhn Tewey. How We Think. New York: ©DT. C. Heath and Company, 1933
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given situation, which are the more important and which have the more
obstructive or deflective force. The residue of such observation can
then be formulated in “;rimitive existential propositlons,”u7 that is,
elewentary statements about the constituent parts of the situation.

The complexity of some situations makes handling them difficult.
Ffficiency and economy then demand that some simplification be effected.
Artificial simplification or avstraction is a necessary ire-condi-
tion of securing ability to o deal with affairs wrich are complex,

lg_which there are many more variables and where strict 1so£ation
destroys the syecial characteristics of the subject-matter.

Now the experimentalist also uses data in a sense otkher than as a
technical term for observed facts, for sense data. This other meaning
sinifies that these noted facts in the sense of data, in their inter-
relations,

..shave a siecial function in control of the subject-matter of in-
quiry. It embodies a fixation of the problem in a way which indi-
::z:: 2h£ozzi:i:°:ot::to?; pit also helrs to jprovide exédence which
nypotretically entertained.
Facts become data when they are selected as a part of the special con-
figuration of objects and events which esjecially constitute the prob-
lematic situation. XNot all facts are data but all have that potenti-
ality.

At a point in the rrocess of inguiry it may harpen that certain

facts constituting the unsettled situation will evoke or;osing waysof

resronding to trnem, or the various facts may joint in orjposite direc-

tions. The process of selecting the positive facts and eliminating the

*13ohn Dewey. Tne juest for Certainty. Op. cit., p. 179.
48

John Dewey. Logic. Cp. cit., p. 107.

“O1bia., p. 124,
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negative ones, accomplished by means of comparison, may gain directiam
thrcugh rescert to previous exjeriences which may suggest how the se-
lection may best be mnde.so Knowledge gained from solving previous and
similar ;roblems may exercise a vital guidance over subsequent inquiry.
The evidential nnture of available data is forimilated in affirmative
and negative prorcsitions which function as means of redetiring and re-
evaluating the situation. To clarify their function a rather complete
statement seems indispensable.
Affirmative prorositiones represent the agreement of different sud-
Ject-matters in their evidential capacity; they agree in that they
surport or are taken to support one another cumulatively in point-
ing the same direction, in srite of the fact that existentially
the sudject-matters involved occur at different times and places.
llegative prorositions, on the other hand, rejresent subject-iat-
ters to be eliminated because of their irrelevancy or indifference
to the evidential function of material in solution of a given prob-
lem. Ultirately, the fact that certain facts or ideas are ex-
cluded means that the original indeterwinate situation can be trans-
focrmed or requalified into a determinate one only through exist-
ential experimental operative eliminntion of some of ites constit-
uents; firmation of certain data or ideas means that they are
operatively seloctgf to reinforce one another in institution of a
unified situation.

Tkis process of selection of facts in the case rerresents the second

rhase in inquiry, the discovery of the meaning and relationshirs of the

data in a given situation.

A further aspect of this process of understanding and formulating
the relations between facts is that of ordering them on the basis of
sore rrinciple orerative in the specific inquiry. Dewey illustrates
t:is by alluding to a mechanic who, ne says, understands the several

rerts of a machine "wren and only when he kmnows how tre jarts work to-

cetner:; it is the way in wnich thay work togetner that rrovides the

“01bid., pp. 185-186.

5livid., p. 183.
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principle of order upon and by which they are related to one another.'SZ
This order in an intelligently directed inquiry is that of means-to-
consequences.53 The materials at hand are used in a carefully selected
and arranged sequence so that the special interactions may operate to
dring about an intended result. The more specific the intended result
is, the more precisely those materials must be selected and ordered if
that specific result and no other is to be realized. Of course, the
materials then serve the function of tools, and the more complex the sit-
nation the more care must be exercised if the operation is to be econom-

ically performed.

Determining the Solution. Once the data have been selected and

arranged in what appears to be the most meaningful order, the next ques-
tion is how to determine which experimental operation is to be performed.
The experimentalist believes that when the organism is dealing in-
telligently with the perceptual materials that he has established in
the earlier steps in inquiry there will arise notions as to what opera-
tion(s) will bring adbout a settled situation. "3iven data which locate
the nature of the problem, there is evoked a thought of an operation
which if put into executinn may eventuate in a situation in which the
troudle or doubt which evoked inquiry will be resolved."su These thoughts
of operations he calls suggestion. The point at which suggestions arise

seems to be the oint-—-if indeed it can be located temporally--at which

521bid., p. 511.
531vid4., p. 385.

5uJ’ohn Dewey. The Quest for Certainty. Op. cit., p. 123.
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the process of inquiry passes from the manipulation of perceptual to
conceptual materials. From this point on, then, the exj:erimenter is
dealing not so muchk with the objects as objects as with the meanings and
relationships of those objects in a particular set of circumstances.

In explaining sugestion Dewey recurs to the theme of the inter-re-
latedness of everything, the concept that nothing exists in isolation.55
In the process of the organism's interaction with the environment it is
*that portion of his present experience which is like that of rrior ex~
Ferience which will call up or suggest some tling or quality connected
with it which was present in the total previnus exjperience; that thing
or quality in turn may suggest something connected with itself; it not
only may do so, but it will do so unless some new object of perception

n56 The inquirer is thus

starts another train of suggestions going.
the recipient of suggestions inasmuch as they are something that happen
to him, not something which he manufactures or conjures up; "...sug-
Zestions Just spring up, flash upon us, occur to us.'57 They may come
slowly or with difficulty, a few at a time or almost in a flood. Which
suggestions will occur is dependent upon the experiences of the person
and these experiences, of course, are determined by the cul tural en-
vironment in which the person lives. And which suggestions will occur

is secondly dependent upon "the rerson's own preferences, desires, in-

8
terests, or even his immediate state of passion."5

55Tohn Dewey. How We Think. Op. cit., p. Ul.

56John Dewey. Xow fle Think. Op. cit., p. 4l.

5T3ohn Dewey. Logic. Op- cit., p. 110.

583ohn Dewey. How Ve Tniuk. QOp. cit., p. 9o.
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Usually suggestions, when they first occur, are vague unless the
subject matter at hand is highly familiar. When, however, the suzgzes-
tion "1s examined with reference to its functional fitness; its capac-
ity as a means of resolving the given situation,"59 it becomes an idea.
The sus;estion attains the status of an 1dea when it 1s put to use in
the business of transforaing the problematic situation into a resolved
one. Thus, it follows that all ideas originate in sugsestion but not
every suggestion becomes an idea. Ideas have genuineness only when
tney are used as tools in the problem-solving process. Ideas are ideas
by virtue of their operational character in leading to approgriate in-
ferences and Jjudgment in settling an undecided issue.

Because suggestions and ideas deal with something not actually pre-
sent, they must be embodied in symbols. In fact, this is so necessary
that Pewey states, "Without some kind of symbol no idea...,"bo because
"a meaning that is completely disembodied can not be entertained or
used." Ideas are meanings, and since meanings are in themselves not
tangible things, they must be attached to something physical, and what
we now regard As the conventional carrier of meanings is langunge, lan-
guaze as representing something not imnediately present, language as a
symbol. Ideas may, then, be characterized as linguistic formulations
of proposed solutions. They are a vehicle for manipulating the concept-

nal materiale growing out of the process of establishing the facts of

the case.

593ohn Dewey. Logic. Op-
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In loglical fact, perceptual and conceptunl materials are instituted
in functional correlativity with each other, in such a manner that
the former locates and describes the problem while the latter repre-
sents a possible method of solution. Both are determinations in and
by inquiry of the original problematic situation whose pervasive
cuality controls their institution and their contentg. eo.As dis-
tinctions they represent logical divisions of labor.0l

In terms of the rrocess of moving from the problem toward a solution
ideas have a dual function: they are an anticipation of a possible out-
come and as such describe an eventual state of atffairs; they prescribe
an operation or act which is to be performed. Apparently this duality
of function has not been too clear, for Dewey has found it necessary to
reply to a critsical comment in this way:

An anticipation of the eventual issue is an idea; such anticipa-
tion of a possible ocoutcome defines being an idea; and...such antici-
pations are necessary factors in effecting the existential trans-
formation which it is the business of inquiry to accomplish....

But it is equally a part of my theory that the idea, or anticipatinn
of possible outcome, must, in order to satisfy the requirements of
controlled inquiry, be such as to indicate an operation to be ex-
istentially performed, or is a means (called procedural) of effect
ing the existential transformation without which a problematic
sltuation cannot be resolved. ...the validity of the idea, as an
anticipation of the eventual resolved existential situation, is
tested by the contribution which performance of the operation pre-
scribegeby it makes to the institution of the final deteruinate

rhase.

Ideas, in Dewey's writings, seem to be tantamount to hypotheses.
Perhaps the distinction is one of degree rather than one of kind; per-
haps he would consider an hypothesis a more "definite supposition"°3

than an idea although in the sentencs in which this phrase occurs the

€l1yi4., p. 111.

52 1ohn Dewey. "Inquiry and Indeterminnteness of Situations." The
Journal of Philosorhy. 39 (May 21, 1942), p. 293.

537ohn Dewey. How We Think. Op. cit., L. 110.
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term "idea" is omitted in that he says "...the sugZgestion becomes a
definite supposition, or, stated more technically, a gngthesis."b4 In
another instance he speaks of hypotheses in the way he describes ideas:
"The rrocess of inouiry as inquiry consists...of treating the general

prornsitions that are formlations of ways of action as hypotheses--a

mode of treatment that is eaquivalent to treating the tormulated modes
of action as possible, instead of required or neceasary."b5 When it
is necessary, then, to refer to hypotheses, we shall treat tnem as
identical with ideas, bearing in mind that they may have a higher de-
sree of specificity.

In order to select and appraise borth the factual and the conceptial
material in a given inquiry, it is necessary to have an idea of an end
to be attained. Without such an end-in-view, the inquirer lac«s a guide
in his observations and any one fact mignt be as acceptable as any

ob In this sense an hyyothesis or an end-in-view becomes a means

otner.
of control of the whole procedure in inquiry. It gives direction both
in discovering the facts in a cnse and in formulating and selecting

tne ideas about possible modes of response. An important consideration
is that such rhypotheses be held tentatively because within the course
of working out the solution to the rroblem suf:icient changes may oc-

cur so as to eliminate one or more procedures and because continued

investigation may show an orizinal hypothesis to be erroneous.

Suioc. cit.
°550nn Dewey. Logic. Op. cit., p. 2o0.

°01bid., p. 497.
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Discourse in Inquiry. Were one to accept and imnediately act upon

an idea as it occurs, inquiry would by that very fact be brougnt to am
end. Should the conclusion hapyen to be valid, it would be accidental
in the sense of having little if any realized ground to substantiate
it. To avoid this haphagard and irresponsible reaction to an idea, an
examination of the meanings as meanings 1s necessary. Developing the

meanings and establishing relationships between them through a symbolic
o7

process the exrerimsentalist calls reasoning.

This examination consists in noting what the meaning in question
implies in relation to other meanings in the system of which it

is a member, the formulated relation constituting a prorosition.

If such and such a relation of meanings is accepted, then we are
comnitted to such and such other relations of meanings because of
their membership in the same system. Through a series of inter-
mediate meanings, a meaning 1s finally resched which is more closely
relevant to the problem in hand than the originally suggested idea.
It indicatesbgperations which can be performed to test its appli-
cability....

Anotner name frequently employed to designate tnis same prrocess is
"jeliberation.® Others are: "argument, or ratiocination: Discourse.'69
Just how extensive this reasoning stage will be in a gZiven case

is dependent u;on the facllity with which the inquirer habitually
handles ideas, the extent of his knowledge about previous and similar
situations, which is again dependent uj;on the kind of culture in which
he is operating and upon the available means of communicating know-

70

ledge. The person who customarily delays action until he can look

°T1bid., p. 111.

°8Loc. cit.
°91b14., p. 314,

7030nn Dewey. How We Thimk. Op. cit., pp. 111-112.
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at an idea from all angles both as to its factual background and as to
its implications in practice will make a more thoroughgoing analysis
than will one who is more impetuowas and unaccustomed to this procedure.
“n the other hand, he who has 1it tle bacikground in the given subject-
matter will see fewer of these imiplications in that he has fewer sources
of suggestion in his experience mmnd will therefore tend to cut short the
reasoning stage and proceed to act more quickly; he is unable to use
rrevious knowledge as a means of wmuggesting other ideas or of elabor-
ating ideas as they are sugzested . A new object, let us say, from an-
other culture will call up a vari ety of ideas, including possidbly walid
ones, but in the absence of guidmmnce from previous experience many of
trhese ideas are likely to be wild guesses and lack surficient ground
to give them merit. And if few o x primitive co:snmunication facilities
are availabdble, either sources of Mnowledge are cut off or the language
itgelf is unable to convey adequa te and precise meanings for lack of
sufficient vocabulary.

Sometimes this reasoning sta .ze may be long and intricate., Never-
theless, it is necessary, more ne cessary for tkhe careful investigator
and in situations whose outcome 1 s expected to be of great moment, be-
cause its object is “to obtain th=1t meaning or concertual structure
which i1s best adapted to instigate and direct just those operatiomsof
observation that will secure as thheir consequence just those existen-
tial facts that are needed to sol we tne iroblem in hand."n

Lest it be suspected that de 1 iberation is a simrle, elementary

process, it is enjugh to observe hiere that many rossibilities of action

7l75hn Dewey. Logic. Op. cit., - 133.
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present themselves in extended discourse. Of this matter Dewey com-
ments in various ways:

Whenever there is genuine deliberation, there are alternatives
at almost every step of the way. There is something to be sgaid or
tentatively affirmed at each step on both sides of the questions
that come up.

. - - - - . L [ . L L] L) . L4 . L e * L L] L4 - L] L) L] L) L) L] - - . L] -

Each state of facts presented in a proposition sugzests its own
alternative course of action, and it there is genuine inquiry the
sugg~stion has to be foruulated.?2
As soon as a meaning is treated as a meaning, it becomes a

nmember of a system of meanings. ... This development constitutes
reasoning or rational discourse--where discourse is a matter of
sequential 1mplica?§ons rather than communication of something
already possessed.

The statements that embody these meanings are of two kinds, both
called rrorositions: those which denl with the factual wmnterials and
those which deal with tkhe alternative courses of action. With the for-
mer we have dealt earlier in tris chagpter. Here it is necessary to
dwell on tkose waich desl witnh conceptual matterse.

These propositions or statements predicate the possible solutions
to the rroblem in hand and at trke same time prescribe the orerations

I
wnich are to be rerformed in resolving the difficulty.7

They originate
in the situation under scrutiny as there is reference to the eventual
iasue from that gsituation. Hence, in and of thenselves they sre not
"self-determined, self-sutticient, or valid. ...their validity depends

upon their conseuences which ensue from acting upon them--as far as

these consequences ensue from the operations the rropositions dictate

#€Ibid., p. 1b3.
731bid., p. 301.

T41bia., p. 288.
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and are not accidental accretions.'75 Their function is instrumental
and intermediate, for it is through their implementation and use as
means that the inquirer is adble to work forward to a solution.
The form of these prrorositions is tkat of an if-then relationship.
I a certain course of action is adopted, then certain results can be
anticipated. Ir other words, the exjeriment enters in at this point.
A rrorosition is held tentatively as a premise of a conclusion, that
if a selected set of dats are rlaced in a certairn pattern of intersc-
tion, it is expected that a given result will ensue. "...experiments
that institute the required set of related traits are dependent upon
rypotreses formulated in if-then ;ropositions.'7°
The organization of facts and projositions is fluid and is deier-
mined by the interactions tLey have with one anctnher. When there is ex-
tensive inquiry intc a given problematic situation, there are numerous
intervening interactions, a serial process Dewey describes artly:
Some observed facts point to an iden that stands for a possible
so2lution. Tiis idea evokes more observations. Some of the newly
nbserved facts link up with those irevinusly ovserved and are such
as to rule out other observed tnings with respect to their eviden-
tial function. The new order of facts sug- ests a modified idea
(or bypothesis) which occasions new observations whose result
again determines a new order of facts, and so on until the exist-
ing order is both unified and complete. In the course of tiis
serial process, the_ideas that rerresent possible solutions are
tested or 'rroved.'

It is rossible throush this process to adort finally a proposition that

is far different from the one originally thought to be adequate., These

"®1v14., p. lou.

T61vid., p. 453,

T1via., pp. 11311k,
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propositions are arranged in terms of their intermediate function in

the sequential manirulation of the environment, material or ideational.

Experiment in Inquiry. Once the propositions have been formulated
and there is a well-established hyilothesis about what special arrange-
ments and conditions are necessary to bring the inquiry to fruition,
the next phase of inquiry is testing by overt action of that hypothesis
in order to verify it. This is the directly experimental phase of
inquiry.

In the preceding pages the term "operation™ has frequently been
used as A designation for manipulation of factual material and of the
ideational content of propositions. Dewey clarifies the word "operation®
vhen he elaborates in the Logic:

Operations...fall into two general tyres. There are operations
that are rerformed upron and with existential material--eg in ex~
rerimental observation. There are operations performed with and
upon symbols. But even in the latter case, !operation! is to be
taken in as literal a sense as possible. There are operations
like hunting for a lost coin or measuring land, and there are
orerations like drawing up a balance-sheet. The former 1is rer-
formed upon existential conditions; the latter upon symbols. But
the symbols in the latter case stand for possible final existen-
tial conditions while the conclusion, when it is stated in
symbols, is a pre-condition of further operations that deal with
existences., Moreover, the operations involved in making a bal-
ance-gheet for a bank or any nther business involve physical ac-
tivities. The so-called 'mental! element in ofrerations of both
these kinds has to be defined 1n terms of existential conditions
and consequences, not vice-versa./8

In the ideational phase the operations are of she symbolic type, i.e.,

wkatever manipulations are performed are done in a symbolic manner.

Yet Dewey would also call this acting even though it would seem to be

done without acting.

"81p1d., p. 15.
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By means of symbols, whether gestures, words or more elaborate

constructions, we act without acting. That is, we perform experi-

ments by means of symbels which have results which are themselves

only symbolized, and which d$ not therefore commit us to actual

or existential consequences, 3

To stop the rrocess of 1inquiry short of overt exrerimentation is
to manipulate the symbols onliy and to leave the actual existential
conditions as they were., TFailure to modify the existential conditions
of a rroblematic situation results in a problematic situation still.
Hence exreriment is necessary to complete the process as well as to

test the validity of the hypotheses that wer= entertained. ZExjeriment

may be described in this way: "...conditions are deliberately arranged

in accord with the requirements of an idea or hypothesis to see whether

the results theoretically indiczted by the idea actually occu.r."so

Its object is "the construction, by regular sters taxen on the basis

of a plan thought out in advance, of a typical, crucial case, a case

formed with exrress reference to throwing light on the difficulty in

question. n81
If the hyrothesis is justified in terms of the results of the ex

reriment, i.e., if there is agreement between the anticipated and actual-

ized results, there being no reason to surpose that the same results

coruld not be attained in another way, the residue is strong enough to

be called a conclusion. If the results do not agree, all is not lost,

for a fallure may yet be very instructive in that the very process

which resulted in failure may sug-est other ways of res,onding to the

791vbid., p. 151.

8OJr)hn Dewey. HYow We Think. Op. cit., p. 1ll4,

®11vid4., pp. 175-176.
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same situation. It may help further to define the existing problem,
open up new problems, or sug-=est ways of modifying the hypothesis so

that a different result can occur.82

The Conseguences of Inquiry. The objective of inquiry, already

frequently mentioned, is "institution of a unified resolved situa-
tion."83 To the extent that this result is achieved it may be said that
the end-in-view as well as the terminating end have been accomplished.
The problem has been gsolved and so far as the organism in interaction
with that problematic environment is concerned, its equilibrium has
been restored. Because the inquirer may have uppermost in his mind the
verification of his hypothesis, he may regard it as the most important
result. But in the process of estadblishing a unified situation new
objects with new features are brought to light, and "As far as the ob-
Jective course of knowled—-e is concerned, ihis result is the important
one; in comparison with it the verification of a iyrothesis is secondary
and incidental."su
Whnile earlier the term "conclusion" was used to designate the re-
sults of successful inquiry, in his Logic Dewey says he prefers another

term, viz., "warranted asaertibility."85 He prefers the latter because

8o

of certain ambiguities connected with the terms "belief" and "knowledge."

In terms of the continuity of inquiry, specifically that aspect of

821bid., p. 114f.
83John Dewey. Logic. Op. cit., p. 39L.
8u’.‘fohn Dewey. The Quest for Certainty. Op. cit., . 190.

8570hn Dewey. Logic. Op. cit., p. 7.
SbLoc. cit.
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continuity which permits the re-testing of the results of previous ex-
reriments, those results have an aspect of tentativeness but are, until
such retesting, "warrantably assertible."” In Dewey's words:

"hen knowledge is taken as a general abstract term related to in=-

guiry in the abstract, it means 'warranted assertibility.' The use

of a term that designates a rotentiality rather than an actuality

involves recognition that all special conclusions of special in-

quiries are parts of ag enterprise that is continually renewed,

or 1s a going concern. 7

Again in the light of the princirle of continuity of inquiry, the
results of a series of related inquiries are cumulative.88 Taken to-
gether, the results of such a series taken as knowledge constitute the
sum total of what is presently known about that particular subject.
In terms of their degree of availability these results become resources
for further inquiry as they are «mown to other inquirers. These results
then have a double status in that they per se are objectively real and
are matiers of knowledge and in that they may become instruwental as
facts in a later inquiry and as such are a source of suggestions to
that inoguiry. 3Beyond having value as the residue ot a given problem

they have worth only in so far as use is made of trem in further in-

quiry.89

Summary. In its relation to the pattern of life-activity the gen-
erel features of the pattern of inquiry may be sumnarized with these

statements:

&71vid4., p. 9.
881vid., p. 470

€970kn Dewey. The Quest for Certainty. Op. cit., p. 150.




)

Environmental conditions and energles are inherent in inquiry
as A special mode of organic behavior.

The structure and course of life-behavior have a definite pat-
tern, spatial and temporal. (From the problematic to the resolved )

There is no inquiry that does not involve the making of some
chanege in environing conditions.

The pattern is serial or sequential.

The serially connected processes and operations by means of
which a consumatory close is brought into being are, by descrip-
tion, intermediate and instrumental,

The besic importance of this serial relation in logic is rooted
in the conditions of 1ife itself. liodification of both organic amd
environmental energies is involved in life-activity. This organic
tact foreshadows learning and discovery, with the conseguent out-
growth of new needs and new problematic situations. Inguiry, in
settling the disturbed relation of organisw~-environment...does not
merely remove doubt by recurrence to a prior adaptive integration.
It institutes new environing conditions that occasion new prroblems.
“hat the organism learns during this process rroduces new powers
that make new demands upon the environment. In ort, as special
rroblems are resolved, new ones tend to emerge.

30:+0hn Dewey. Logdc. QJp. cit., p. 33 passim,




CHAPTER III
EDUCATIONAL PSYCHOLCGY Il EXFERIMENTALISM

The preceding chapter outlined the pattern or method of inquiry
as the basls in the system of the philosophy of experimentalism. The
present chapter will present the derivations from that pattern as they
apply to the process of education. The first part will indicate the
relationship between 1life, conceived as growth, and education. The
second will describe the experimentalist conception of the method of
learning and its resultant knowledge, It will Also include othner as-
pects of educational psychology based on rather explicit statements of
Dewey and several of his interpreters. Finally, the relationship of
this point of view to that of other psychological theories will be

indicated.

ife and

——

Education. As already pointed out, man is an active being
in continuous interaction witnh his environment. T:his interaction is con-
sidered a two-way process in that both the human organism and the envi-
ronment have an effect upon one another. The human being, not being
inanimate and unconcerned about its future, turns its enerzy in such a
way as to help preserve its own future existence. Hence, liie is de-

awl

tined as "a self-renewing process through action upon the environment.

It is a continuous rocess of adaptation and self-renewal. As long as

lyohn Dewey. Democracy and Education. liew York: Tne Macaillan
Company, 13lb, p. 2.
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the organism is expending its energy and is getting a return in terms
of self-preservation from tnat expenditure, it is growing. More broadly,
then, this growth is seen as an individual-social process by wuich soci-
ety transmits the benefit of its accumulated experience to the neophyte
and by which the individunl organism re-adapts its adjustments to the
demands of the situation. Growth "is a process that is accomplished
through a continuocus 'reconstruction of experience' that begets new
meanings and yields further power control over subsequent experience,"

But man is not and cannot be an isolationist in this life-process.
"“{an...is a social animal.“3 As a social being he livas and experiences
and interacts not only with the physical environment but also with the
social arrangements peculiar to his locale. Life in the broader sense
mst include the "customs, institutions, beliefs, victories and defeats,
recreations and occupation"u of his social group, for it is also within
this framework that his exjperiences will occur., Furthermore, the tem
"experience" is also used in this broader sense. In adapting to this
environment and in adapting the environment to maintaining its life~
process the infant will of necessity be initiated into the "interests,
rurposes, information, skill, and practices of the mature members: other-

wise the group will cease its characteristic life."5

- w Am———— —— —

2J0ohn L. Childs. Education and the Philosgphy of Experimentalism. New
York: The Century Company, 1331, p. 97.

35ohn Dewey. Logic, The Theory of Inguiry. UNew Yorx: Henry Holt and
Company, 1938, p. B3.

uJohn Dewey. Democracy and Zducation. Op. cit., p. <.

5Ibid., p. 3.
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This process of initiating the young into the ways of the mature is
called 'education'. "Education, in its broadest sense, is the means of
this social contimuity of life."s "Zducation, and education alone,
spans the gap.": It 1s the process by which the infant develops into a
mature adult. In other words, the experimentalist makes a virtual iden-
tification between 1ife, growth, and education. Dewey surmarizes it
this way:

veelife is development, and that developing, growing, is 1ife. Trans-

lated into its educational equivalents, this means (i) that the edu-
cational process has no end beyond itself; it is its own end; and
that (11) the educational progess is one of continual reorganizing,
reconstructing, transforming.

Education, in the experimentalist view, does not stop at a certain age

or with the crmpletion of a certain number of grades in a formal school.

Since 1ife mesans growth, a living creature lives as truly and

rositively at one stnge as at another, with the same intrinsic full-
ness and the same absolute claims. Hence education means the enter-
rrise of supprlying the cnnditigns which insure growth, or adequacy
of 1life, irresr e ctive of age.

The above statemente and their inaplications might sugzest that the
experimentalist values activity for its own sake or that any activity
1s educative in and of 1tself, an accusation not uniknown. This point
of view is not correct, as Dewey hastens to point out:

Life 18 not to be identified with every superficial act and interest.

Even thouzh it is not always easy to tell whether what appears to be

mnere surface fooling is a sign of some nascent as yet untrained
power, we mast remember that manifestations are not $o be accepted

8Ibid., p. 59.
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as ends in themselves. They are signs of possidle growth. They
are to be turned into means of development, of carrying power for-
ward, not indulged or cultivated for their own sake.... What im-
Pulses are moving toward, not what they have been, is the import-
ant thing for parent and teacher.lO

The cruclial point is in the last sentence. "What impulses are moving
toward" is important in determining whether or not an activity will re-
sult in growth. And what they will move toward is dependent upon the
deliberate intervention of intelligent rather than passive interaction.
Man is distinguished from lower animals in that he is able to use tools,
ideational symbols as signs of objects, and to communicate and share
his experiences with his fellows.
Through these various means man's interaction with his environment
comes to possess distinctive intellectual quality. When is be-
havior intellectual? The simple answer of the experimentalist is,
when 'it knows what it is about'~-when it knows what can be expected
of things and what can be done with them....the organism acts in
the present to start influences moving which will bring about an
eventual state of affairs mare in harmony with its vital interests;
when it is more than mere mechanical reaction to immediate stim-
ulus; in short, when present behavior is §u1ded by anticipation of
consequences, it is intelligent behavior. 1
Growth is a product of intelligent activity., It “"depends upon the
pPresence of difficulty to be ovarcome by the exercise of intelligence."l2
The relationship of this statement to the patiern of inquiry described
in the preceding chapter is clear: growth is dependent upon the use of

intelligent method in solving the problems man experiences; this intel-

lizent metnhod is the method of scientific inquiry. Its use enables a

10Loc. cit.

1l3ohn L. Childs. Zducation and the Philosophy of Experimentalism. Op.
cit., pp. T4=-75.

12John Dewey. Experience and Education. New York: The Macmillan

Company, 1938, p. h2.




50
better adjustment to the environment in terms of accomplishing the pur-
poses man has and the goals he seeks in the life-process as opposed to
prassive acceptance of natural events.

For activity to be educative and lead to growth two conditione
must be met. One is that the problem to be solved must come from the
experience presently being undergone, and hence aleo within the capacity
of the student; the other is that it arouses an active search on the
rart of the student for facts, information, and ideas with which to
solve the pro'blem.13 Here again the experimentalist emphasizes the
continuity of experiences in which the past operates as a guide in
handling the present with a view toward future consequences.

In this way the purpose of the school in promoting educational
g€rowth is evident, namely, "to insure the continuance of education by
srganizing the powers that insure growth. The inclination to learn
from 1ife itself and to make the conditions of life such that all will
learn in the process of living is the finest product of schooling."lu
Fut in another way, education is continuous with life. Its activities
should come from present 1living, regardless ot the age ot the jerson,
and it should enable the stuient to live more effectively today as op-
posed to the view that education should prepare the student for future
living. Furthermore, this concern is not only with the immediate pre-
sent, but the experimentalist has also a long-range gnal in mingd,

namely, "ao to control the educative process that this tendency to

131vi4., p. 97.

luJohn Dewey. Democracy and Zducation. Op. cit., p. o0,
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learn from experience is progressively developod."ls He seeks to es-
tablish the habit of learning to learn from experience as it occurs.
If thet is established as an enduring tendency, the student will bdbe
able throughout 11fe to solve his problems by the same method and so
continue learning as he encounters ench new experience.

The specific Justification for a school "is to provide a selected
environment and schedule of activities for the nurture of the young in
those appreciations, outlooks, and behaviors considered most important

nlb It is a special agency to

and essential to the 1ife of the group.
initiate the immature into the ways of his social group in a planned
and efficient manner. Xxperiences in the school must be selected from
the wealth of experience avallable in everyday living to prevent the
student's being overwhelmed by the grent mass and turmoil of existence.
There he may be Lhelped to work his way through these experiences so
that he learns to understand them, aprreciate thelr meaning and use
that meaning in his rresent and future living.

Jow what 1is the essentinl condition under which this apprecrriate
growth may take place? Dewey says it is immaturity.l7 Almost apolo-
cetically he expands on this statement because to him it means some-

tring dirferent from what may be termed absence of maturity. To him

it means not only capacity or potentiality in the sense in which a

1570hn L. Childs. Education and the Fhilosopiy of Experimentclism.
Op. cit., p. 1lbho.

16350hn L. Childs. Education and Morals. i.ew York: Aprleton-Century-
Crorts, 1950, p. 4.

17John Dewey. Democracy and Education. Ok. cit., p. 49,
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glass Jar has a specified caracity, but also a power, an ability in
the sense of an ability to develop and to grow. Thus growth is not
something which an instructor in school does to the student. Rather,
because the student is an active being, it is something which he must
do for himself. It is this power to grow which he exercises for him-
self in the rrocess of exreriencing and living.

Dewey continues to look at immaturity in a positive way when he
describes the two traits of immaturity: dependence and }lasticity.ls
By derendence he means, not that the organism is hopelessly dependent
and so incapable of development, but that the human orgarnism has an
excertional capscity for social intercourse upon which he depends for
development. It is true that the infant is, at the outset, wholly in-
capable of gettiing satisfaction for his physical neecds by himself, but
he is compensated by being able to prevail upon adults upon whom he is
derendent to helr him satisfy his wants. It is this ability or power
to enlist the aid of others which, in Dewey's view, constitutes depend-
ence as a positive trait of his imnaturity. FPlssticity, the other trait,
is not the plasticity of wax which yields to external pressure and mold-
ing but rather,

...the ability to learn from experience; the power to retain from
one experience somethning which 1s of avail in coping with the dif-
ficulties of a later situstion. Tiis means power to modify actions
on the basis of the §esults of prior exrerience, the power to de-
velop dispositions.l

The human infant is capable of many "instinctive tentative reactions"

but he has to learn tno use them effectively. In learning to use them

181bid., pp. 505k,

191vid., p. 53.
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he needs to vary factors within them, combine them in various ways as
circumstances demand, and through this process accomplish his objectiw.
Yhile he is doing this combining and varying, he is learning methods
which, in addition to serving his purpose in the immediate situation,
will serve him in later, similar situations. A series of successes
will tend to bring about the hadit of learning. Through the process he
learns to learn, and in time he will become less dependent upon others

for his immediate physical needs.

The lfethod of Learning. The method of learning follows, according

to the experimentalist, the procedure outlined in the foregoing chapter
on the pattern of inquiry. Since learning is resultant from the activ-
ity of primary purposeful doing, it is derived from that doing. Doing
is fundamental while learning is a function of that doing.

The first stage in the process of learning is to experience some-
thing. For a child this first contact will be unstructured; at first
ke will not be able to do more than to get acouainted with the obJjects
involved. Thie "must inevitably be of the trial and error sort."eo
Ko matter what the age of the student, his first experience with an
unfamiliar environment will necessarily be l1imited to exrloring, try-
ing, playing, As he fumdbles in his own way with the objects, he will
note what happens to them and to him during and after the interaction
and so begin to construct some rattern of organization or find some

meaning in hig relationsnip with them. This kind of dealing with a

subject is the first ster, and it 1s necessary if education is to be

2071p34., p. 181.
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more than a rote memorization of new words. Froblems from daily living
outside ct the classroom have real interest for students and cause real
reflection to take place. And if reflection takes place, then learning
also occurs. Dewey exrlains it when he says that these problems "gzive
the puprils something to do, not something to learn; and the doing is of
such a nature as to demand thinking, or the intentional noting nf con-
nections; learning naturally recults."el

Here it i1e clearly implied that the exj.erience must have certain
characteristics. If the exrerience is to have value for the learning
rrocees, it must consist of A problem that is real and it mast be a
real problem to the student. Otherwise it is artificially set and fails
to arcuse the student's inter~st. It has no intimate connection with
trhe affairs of his 1ife and so fails to engage hiw excert in so far as
he may by compulsion apply himself to it in order to 'get a grade' by sa-
tisfying the recquirements placed upon him. On the other hand, the
Froblem must be such as is commensurate with his background of exper-
iences. Otherwise it may be too easy to merit his consideration or it
may be too difficult and by its very difficulty discourage him. Dewey
explains:

«ssto think effectively one rmst have had, or now have, exjeriences
which will furnish him resources for coping witk the difficulty at
hand. A difficulty is an indispensable stimulus to thir«ing, but
not all difficulties call out thinking. Sometimes they overwhelm
and submerge anéd discourage. The perjplexing situation must be suf-
ficiently like situations which have already been dealt with so
that purils will have some sort of control of the means of handliig
it. A large part of the art of instruction lies in making the dif-

ficulty of mew Lroblems large enough to challenge thrught, ard small
ennush so that, in addition to the confusion naturally attending
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the novel elements, there shall be 1uménous familinar spots from
which helpful suggestions may spring.2

The second phase in learning, again following the pattern of in-
quiry, is the collection of data which will define the nature of the
difficulty and serve as a source of suggestion of solutions. While in
the previous chapter observation, broadly interpreted, was sus:.ested
as tbhe means of discovering the facts of the cnse, Dewey says that is
relatively immaterial how this information is gathered. '"Memory, obsexr-
vation, reading, comumunication, are all avenues for supplying da.ta."23
It is important to remember in this connection that this stage in think-
ing is not performed merely for the purpose of gathering information,
because the purpose is not merely to collect it but also to use it in
worikins toward a resolution of the difficulty. Dewey calls these
stored facts merely information, not knowledge-~"static, cold-storage

2k He says it hampers

ideal of knowledge" and "miscellaneous Jjunk."
rether than promotes thinking, because the students "have no practice
in selecting what is appropriate, and no criterion to go by; every-
thing is on the same dead static level."25

The crucial stage in the learning process is the one in which the
learner draws inferences from the observed facts, in which ideas arise.

These lealprs into the unkrnown as warranted by the discerned fects are

creative and inventive. What is original about them is not that the

°?1vid., p. 184.
?31bid., p. 185.

Ibid., E. 186.

25Loc. cit.
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facts are discovered or that they are used but rather the new combina-
tions of them, their relationships, and establishment of meaning among
and between them. When a child finds out that he can pile blocks one
upon another and make a high tower, he has made an important discovery
and has established for himself a new relationshiyp between the blocks
even though everyone else around nhim knows all about it. This discovery
is a real addition to his experience in that his exrerience is enriched
by a new qu.z:x.li.ty.?'b

Tewey adds on this point that mere commnication of an idea does
not constitute an idea for the one who receives the commmunication. To
him it is merely information. "Only by wrestling with the conditions
of the problem at first hand, seeking and finding his way out, does he
think."27 This qualification of thinking does not mean that the teacher
is merely to make the assignment by providing the conditions wnich may
estimalate thinking and then retire from active participation wit:h the
student in the exrerience. Indeed, he does provide the conditions and
after that becomes an active sharer and participant in the conjoint
exjerience with the student. They learn and work together. TLe emyiha-
esis here on the fact that the student must "tlLink his own way out" of
the problem, must manipulate the facts himself, must be active in order
to learn, is the reason activity by the studant receives so mck con-
sideration in non-~traditional schools.

Now ideas as ideas are guides to action in anticipation of some

foreseen consequence. As such, they are intermediary rather than final.

2bLoc. cit.,

271bid., p. 188.
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What remains of the over-all process of learning is to test these ideas
in action. "...thoughts just as thoughts are incomplete. At best they
are tentative; they are sug:.estions, indications. ...Till they are ap-
rlied in these situations they lack full point and reality. Only appli-
cation tests them, and only testing confers full meaning and a sense of
their reality."?s In this same context Dewey admits trat real value
may come irom exercises of the sort usually listed as problems illus-
trating the application of a problem. On the other hand, he also has-
tens to point out that so long as these exercises are such as perunit
the student to look upon them as mere school exercises they retain a
certairc school-ish artificiality about them. They are valuable, in the
student's mind, for recitations, term papers, and examinations have but
little value in the affairs of daily living. The alternative to this
artificiality is, he continues:

“"here schools are equipped with laboratnries, shops, and gardens,

vhere dramatizations, plays, and games are freely used, opportuni-

ties exist for reproducing situations of life, and for acquiring

and arrlyineg information and ideas in tne carrying forwara ot pro-

Zressive exjeriences, Ideas are not segregated, tLhey do not form

an isolated island. They aniiaate and enrich the ordinary course

of 1ife. Informatinn is vitalized Sg its function; by the rlace

it occupies in direction of action.

Looking at this idea in another way sug-ests thrt the testing of
ideas in action is the best method of proviiing cross-connections with
materials ntherwise familiar to the student, either from studying in
nther areas or from their actual experience in the world of aftairse.
Tnis is the best method of handlins an assinment and the only feasible

aprlication and interpretation of the pri:nciple of the continuity of

experience.

- - -

>ZIbid., p. 189.

291b1d4., p. 130.
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This idea in action produces consequencges which will in turn be-
come means in their meaningtul relationship in another context. These
consequences trhe student has learned in the course of tne inquiry he
has conducted, that is, in the process of learning, and to the extent
that he uses them in subsequent inquiry and further learning they serve

as his resource material in those future experiences.

Enowledge. Tnls residue accruing upon the completion of the pro-
cess of inqgquiry, or of learning, is knowledge. "Anytning thnat may be
called knowledge, or a known object, marks a cuestion answered, a dif-
ficulty disposed of, a contusion cleared up, an inconsistency reduced
to coherence, a perrlexity mastered."Bo Enowledge grows out of or ac-
craes from an intelligent operation of the steps in the learning or
inquiry process. Tne distinctive feature oif the tneory is that it is
a "xnowledge mode of experience, defined in terms of the outcome of
competent inquiry, as that which accomplishes these functions.”31 It
is mediated through the method of inquiry, not iumediate.

™his view denies that <nowledse can be attained in a spectator
fashion, by mere lnoking at something. Sense impressions do not con-
stitute knowledge: neither is the 'mind' a wax tablet upon which im-
pressions are registered. Such a view is far too simple to do Jjustice

to the facts.

A - — — - —————r—

30John Tewey. The Quest for Certainty. New York: l!Minton, Balch and
Company, 1329, pp. 228-229.

31 5onn Dewey. "Experience, Knowledge and Value: A Rejoinder," in The
Pnilosorhy of John Dewey. Ed. Faul A. Schilg,. New York: Tudor
fublishing Company, 1951, p. 563.
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If the 1living, experiencing being 1s an intimate participant in the
activities of the world to which it belongs, then knowledzge is a
mode of participation, valuable in the degree to which it is effec-
tive. It cannot be the idle view of an unconcerned spoctator.3
Furthermore, what is known is not something gliven a prisri which must be
absorbed somehow by the organism. It is eventual, that is, something
yet to come about as the outcome of experimental operations intelli-
gently directed.33
Sense qualities themselves are not cognitiwve. "Direct experienc-
ing takes care of the matter. What science L;bientific inquirz7 is con-
cerned with is the happening of these experienced things."Bu They merely
exist, and inquiry accepts them as given in experience. The object of
xnowledze is not to discover them in existence but to discover their
meaning and relationships. "Sense qualities...are something to be known,
they are challenges to knowing, setting problems for investigation. Our
scientific xnowledge is sometiiing about them, r=solving the problems
they propose."35
On the other hand, knowledge is about specific relationships.
There is no .eneral knowledge. "Zxperimental xmnowledge is a mode of do-
ing, and like all doing takes place at a time, in a place, and under
specif 4able conditions in connection with a definite problem."3t> This
characteristic of knowledge suggests that knowledge is not all of one

tiece. Each investigation is individual, and since operations never

exactly repeat one another, the accruing knowledge must also be

. cit., r. 39.

Op
3350hn Dewey. Tie Quest for Certainty. Op. cit., . 171.

341b1d4., p. 104.
351vid., pp. 122-123,

351vid., p. 102.
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individual to the particular inquiry out of which it originated. How-
ever, since operations may be classified into several types, these

types serve to identify certain classes of knowledge. Dewey explains

them by saying:

«+eN0 problem can be solved without a determination of the data
which define and locate it and which furnish clews or evidence. In
sn far, when we secure dependable sense-data, we know truly. Again,
the systematic progress of inquiry in dealing with physical prob-
lems requires that we determine those metric rroperties by means

of which correlations of changes are instituted so as to make pre-
dictions possible. These form the objects of physical science, and
if our operations are truly adeoauate they are truly known. Ve
develop orerations, through symbols, which connect possible opera-
tions with one another; their outcomes give the formal objectsof
mathematics and logic. As consequences of suitable operations
these too are truly known. Finally, when these operations, or

some combination of them, are used to solve thne problems which
arise in connection with the things of ordinary perceived and en-
Joyed objects, the latter, as far as they are consequences of these
orerations, are themselveg truly known. Ye know wnenever we do
know; that is, whenever our inquiry leads to conclusions wnich
settle the prodblem out of which it grew. Tuis truism is the end
of the whole matter--upon the condition that we frame our theory

of knowledge in accord with the patiern set by experiiental
methods.

Now <mowing as a mode of doing, as an overt act, is cAarable of be-
ing observed. It is As rmach an act as is any nther process. There is
a set of conditions in terms o¢ which the problem is stated; there is
a particular operation or series of operations, both physical and sym-
bolic. It takes place at a time and at a place under certain conditions.
These can be reported so that anyone can reinstitute the conditions and
relations and the overt acts if he cares to verify the results. Exper-
imental knowing is public and open for inspection by anyone.38

As an overt act experimental knowing has three temporal ;hases

throush which it passes. "There is the initial phase of a non-cognitive

371bid., pp. 137-198.

¥1v14., p. 289.
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situation out of which knowing develops; there i1s the terminal stage of
the attained knowledge; and there is the intermediate rhase in which
subject-matter is what it is as conditioned by inquiry....”39

The validity of knowledge as the outcome of inouiry is not final
or irrevocable. Absolute certainty is impossible. Its truth, or as
the experinentalist pretfers to call it, its validity 1s contingent
upon the results of future inquiries. Tius, the most he will claim is
"...as near the truth as inquiry has as yet come, a matter determined
not by a guess at some future belief but by the care anc¢ rains with
wnich inouiry has been conducted up to the present time.“uo Doing
"provides insurance but no assurance. Doing is always subject to fperil,
to the danger of frustration."ul Because the term 'knowledge' carries
with it the notion of certainty, the exyerimentalist is careful sbout
using the word. He rref-rs "warranted assertibility" in the sense that
whatever statements can be made as the result of inquiry can be made
cnly in so far as the conditions in the rrocess warrant their assertion.
This term then permits consideration of the continuity ot inquiry and
it degignates a potentiality ratner than a finality.“e The experimen-
talist need not, therefore, fall into the ojpjrosite extreme of complete
skepticism. Just as he knows specific things following inquiry, so
also is his skepticism specific. "It relates to the wvalidity of parti-

cular beliefs and 'l:lrx..rflesl."“3

3956rn Dewey. "Exrerience, Xnowledge and Value: A Rejoinder," in The
Fhilosophy of John Dewey. ©Ei. Paul A. Schilpr. OQOp. cit., r. 56b.

“0O15hn Dewey. The Quest for Certainty. Op. cit., p. 33.

4l1bid., p. 573.
42John Dewey. Longic. Op. cit., p. 9.

“3Jnhn 7. Mfhilde. Fducation and the Fhilosophy of Experimentalism.
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But why have tentative knowledge? Of course, the answer is in part

that certain knowledge is impossible of attainment. But in terms of
the continuity of experience, a fundamental concept in experimentalism,
"The eventual purpose in knowledge is observation of a new phenomenon,
an object actually experienced by way of perception."uu From this
standpoint knowledge is a means of control of future experiences, and
its function is not a settled and final thing but instead it is a
medium toward more adequate control of subsecquent experiences. "When
one change 1is given, and we know with measured accuracy its connection
with another change, we have the potential means of producing or avert-
ing that other event‘.."z"5 As a means or resource for suggestions in
future inquiry it is not knowledge in its instrumental function any
longer. The term 'inforumnation' is then given to it. Thus the method
of learning produces knowledge wnich, when subsequently used in further
inquiry, is resource material again and way help in the lsarning of
other knowledge, "'Knowledge', 1in the sense ot intformation, means the
woerkins capital, the indispensable resources, of further inquiry; of

. L
finding out, or learning, more things." b

Impul se and Habit. While the rrocess of lesarning resulting in

knowledge as described above outlines the major steps of the method of
learning, there are certain other factors which enter in and play an
important role in the total procedure. Since a particular order of

presenting these has not been worked out in Dewey's writings so as to

“43onn Dewey. The Quest for Certaiuty. Op. cit., p. 207.

+51bid., p. 101.

qbJolm Dewey. Democracy and Education. Op. cit., Ep. 185« 180,
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constitute a clear system, the pages following from this point may seem
more serial than related. However, the writer hopes that the order
will be such as to enable the reixder to sees the relationships as he pro-
ceeds. Since, chronologically, in a given inquiry, impulses precede the
action of habits, it may seem clearer to begin with the time seqguence
in arriving at an understanding of the relationship between the two in
interaction.

Within the frameworik of interaction Dewey distinguishes impulse
as the "original, unlearned activity."“7 How impulses seem to be the
immediate responses to stimuli in the environment. Tney are the inclin-
ation to act upon whatever presents itself to the organism. They are
embryonic in that they are starting roints whicn impel to action withe
out delay or retlection, embryonic in that they initiate action which,
if arrested by reflection and a delay of response, will eventuate in
an intellectualized response to that situation. The dictionary detini-
tion seems to express it well: "a sudden deteruination to act, without

w8

reflection or determination. An impul se, therefore, is randon, un-

srgariced, and without direction. "In the caze of the young it is
patent that impulses are highly flexible storting joints for activities
vhich are diversitied according to the ways in which they are used."“9
If this initial response is checked and guided approrriately, the im-
iulse to act may be directed into whntever channels are desired. One

aspect, then, of impulses is their rlasticity. YWhat it will become

47Tohn Dewey. :uwnan lature and Conduct. ilew Yorx: Tue lodern
Liabrary, Ire,, 1530, pp. 97=93.

Y8mpe Winston Dictionary. College nditione.

49John Dewey. Fuman Nature and Zonduct. Op. cit., p. 95.
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"depends upon how the impulse of fear [SE an examplg7 is interwoven
witl other impulses. This depends in turn upon the outlets and inhibi-
tions surplied by the social environment.”50
Habits, on the other hand, are secondary and acquired, not native
and originnl as are impulses. Habits are "outgrowths of unlearned ac-
tivit,iea."‘:_’1 A series of relsted acts tends to establish a predisposi-
tinrn to resypond in a patterned fashion. Dewey says further:
...we need a word to express that kind of human activity which is
influenced by rrior activity and in that sense acquired; which con-
tains within itself a certain ordering or systematization of minor
elements of action; which 1s projective, dynamic in quality, ready
for overt manifestation; and which is oprerative in some subdued
subordinate form even when not obviously dominating activity.52
In this connection he objects to using the word 'attitude' or 'disposi-
tion' on the ground that disposition is too restrictive in that it re-
fers to a predisposition to act overtly in a specific fashion and that
an attitude is a part of a Aisposition which has the feature of auto-
matism connected with it. A habit is more broad in its inclusiveness
- 53
than either of the two preceding terms.-- In fact, he excludes the
element ot reretition from habit as an essential feature even though
he grants that tendency towari reretition may be one element in sone
habits. Of its essence he says:
The essence of habit is an acquired predisposition to ways or modes
of response, not to particular acts excspt as, under special con-
ditions, they exprese a way of behaving. iHabit means special sen-

ceitiveness to certain classes of stiumuli, standing predilectiaﬁa
and aversions, rather than bare recurrence of specific acts.-

2OLoc. cit.

5l1bid., p. 89.
521vid., pp. 40-41.

53Loc. cite
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In terms of the plasticity and growth of the young, Dewey says
there 1a the capacity to acouire habits.55 From the standpoint of growth
tre first important feature of habits is thant they are "a form of exec-
utive skill, of efficiency in doing. A habit means an ability to use
natural conditions as means to ends.“sb The skill of trhe artisan en-
ables him to use in an economical and efficient way the patterns already
established in order to control certain femtures in his environment.
A hadit from this standpoint is motor efficiency in dealing with famil-
iar matters. As more and more hatits are acquired, tuis expansion ef-
fects in an active way a greater control of the means for achieving
purrosed ends. Through hatrit the organism tends to resjpond in a rela-
tively passive way, i.e., witkout expenditure of much pn; sical or mental
effortes Thus two asrtects of habits as efficiency -ec-me apparent. The
first is that when the organism meets a new situation there is likely to
te mucn floundering, excessive action, and lack of direction. As it
gradually becomes used to the situation, it wiil select fromr the mass
of stimulil certain items on accrunt of their special pertinence ana
omit otlkers from consideration either because o0f treir lack of relevance
or because adjustments have been made to them. The second aspect is
tl.at a more or less permanent background of adjustment in a given situ~
atinon furnishes the background arnund or upon wnich future speciiic
adjustments are made. The organism seexs not to change the entire en-

vironment but only trose features wiich stand in the way of its attaining

5510nn Dewey. Democracy and Zducatio-n. Op. cit., . 54.

56Loc. cite.
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a specific objective. And thus the background of habit needs to adapt
to only those specific features imuediately involved in the present
difficult situation.

The second important feature of habit is its intellectual and
emotional disposition as a preference for certain ways of responding,
in particular, for those ways wiich are involved in its exercise. A
habit "actively seeks for occasions to pass into full oporation."57
It is an active preference. On the intellectual side it means:

"here there is a habit, there is acquaintance with the materials
and equipment to which action is applied. There is a definite way
of understanding the situation &n which the habit operates. Modes
nf thought, of observation and reflection, enter as forms of skill
and of desire into the habits that e a man an engineer, an ar-
chitect, a rhysician, or a merchant.

There are also undesirable habits, namely, those which become
routine in ways of acting, which have rigidity, wnich dominate the or-
ganism and prevent adaptation or reflection. This xind of habit is a
Flague uyon the individual; it ruins plasticity and prevents growth;
it makes an automatic machine-~-like individual and prevents develorment.
This kind of skill educators ought not to endeavor to develor. The
fact is that practice and repetition of an nabituated skill should keep
the skill flexible and adjustable. If intelligence subvenes in the
practice of a skill, the skill will grow, not only more efficient, but
also more varied and flexible as the prnctice continues, For reflection

will enable the organism to see tkhe inefficient aspects of the skill

and to find ways of readjustment 8o as to increase its efficiency.

5T1Ibid., p. 57.

58Loc. cit.
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"Eabits reduce themselves to routine ways of acting, or degenerate into
ways of action to which we are enslaved just in the degree to which in-
telligence is disconnected from them."29

It might seem from the foregoing statement that habits are carable
of knowing in and of themselves. Such is not the case in Dewey's view.
Y¥avits, he says, are too fixed, too organized, too insistent upon action
to stop and reflect or to leave room for imagination. "Habit incorpor-
ates, enacts or overrides cbjects, but it doesn't know them.”bo

On the other hand, "we may, indeed, be said to know how by means
of our habits."61 Dewey says we do many tnings in ordinary living with-
cut thinking of doing them, e.g., walking, eating, dressing. Here he
makes a distinction, however, between knowledge of how to do something
and knowledge of and about someti.ing, knowledge into which imagination
and reflection enter. If xmowledge of how is termed knowledge, then the
ntrer kinds of knowing are unacccunted for in his system. Consequently,
e seems willing to apply the term knowleige to 'knowing how'! only as
a matter of courtesy.be Thus he reserves the term knowledge primarily

for results and nutcomes of inquiry.

Intelligence. Intelligence, as referred to in the previous pages,

is integrally connected with the pattern of inquiry elaborated in the

previous cnapter. Dewey explains:

5970hn Dewey, Democracy and Education. Op. cit., p. £8.

©0John Dewey. Fuman Nature and Conduct. Op. cit., p. 177.

Oolioc, cit.

521bid., p. 172
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..owhen the sentient organism, havings experienced natural values,
good and bad, begins to select, to prefer, and to make battle for
its preference; and in order that it may make the most gallant
fight possible picks out and gathers together in perception and
thought what is favorable to its aiws and what hostile, then and
there Nature has at last achieved significant regard for good.
4nd thie is the same thing as the birth of intelligence. For the
holding of an end in view and the selecting and organizing out of
the natural flux, on the basis of this end, conditions that are
means, is intelligences....

It is indeed true that problems are solved only where they arise--
namely, in action, in the adjustments of behavior. But, for good
or for evil, they can be soilved there only with method; and_ulti-
mately method is intelligence, and intelligence is method.®

e.ointelligence means operations actually performed in the modi-
fication of conditions, including all the guidance that is given
by means of ideas, both directly and symbolic.

The statement may sound strange. DBut it is only a way of say-
ing that the value of any cognitive conclusion depends upon the
method by which it is reached, so that the perfecting of methoda
the perfecting of intelligence, 1s the thing of supreme va_.ue.

Intelligence, then, is not some innate capacity given at bdbirth. It is
rather the method by which the organism adapts itself to the environ-
ment and by which it adapts the environment to itself. One can speak
of an intelligent being then only in so far as that being is capable of
a satisfactory method of adaptation. To say that he has intelligence
would in tnis frame of reference mean thnt he has an intelligent method
of solving his problems. ZXZffective intelligence, then, is "insight into

tr.e behavior of persons and things, and actual ability to guide present

activities in the light of foreseen consequencos."°5 It is the method

©37ohn Dewey. The Influence of Darwin on thilosopny. New York: Henry
Holt and Company, 1910, pp. h}-“# quoted from Jonn L. Childs. Zduca~
tion and the Philosophy of Zxgerimentalism. Op. &it., pp. o0-0l.

o4sohn Dewey. The Quest for Certainty. Op. cit., p. 200.

©550hn L. Childs. Education and the Fhilosophy of Experimentalism.
2p. cit., p. 138,




of retlective thinking, the pattern required to resolve a problematic
situation into a resolved one.

The experimentalist further regards nature as intelligent to the
extent that man, as pert of and continuous with nature, exercises intel-
lizent behavior in his interaction with the environment. Nature, con-
csidered in its entirety, is the scene of many interactions which produce
effects wholly unguided unless man uses intelligence in instituting some
change in the process of interaction to produce a foreseen consequence,

a consequence being distinguishable from an effect in that the former
has the added cuality of direction. hen an interaction has the added
cuslity of deliterate direction of chance, it is intelligent interaction.®P

This interpretation of intelligence does away witn the necessity
for conceiving wind and bdody as two separate entities. Intelligence is
a pert or a quality of action, of metkod of handling interacting parts
of an environment. Tiinking and doin. are likewise but two aspects of
one and the same thing. Both are important aspects of the rrocess of
adjustment. ™ne is as important in intelligent living as the other;
neither is subordinmate to the Jther.

Intelligence as intelligent beliavior serves an instrumental functisn
in effecting better adjustment to 1life and its froolems. It is function-
ing effectively when it redirects the process of interaction from a hap-
hazard conurse to a consequence wnich will be more fruitful in terms of
the purposes the intelligent organism seeks. A further aspect is that
intelligence is experimental in the sense that it cannot be certain of

success.,. As methiod it is tentative; it must be verified by the actual

—— . —— - - ————— > ————

©%John Dewey. The Quest for Certainty. Cp. cit., ri. 21%=215.
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test made by instituting the conditions prescribed by the idea of the
desired consequencss. In that it is tentative it permits of modifica-
tion of method so that more satisfactory results can be attained.b7

“ow then do impulse, habit, and int elligence operate together in
tne experiencing: process? Lite is a process o1 interaction with the
environment. The organism seeks to maintain a satisfactory equilibrium
in this procecs. Actually there is almost constant interference with
it at some‘point or other. When this disturbance becomes sufficlently
confused and obscure, the organisw is upset so that it loses its sense
5% balance in that an outcome is unclear or uncertain. Normnally, how-
ever, the disturbances seldom reacn such a pitch and most activities
proceed nn a relatively normal course.

When, however, an unexpected or un<nown factor enters into the se-
quential pattern of an habitual Activity, the new factor stiinulntes an
imrulse whicrn in turn releases anctner and different activity so as to
upset the original activity and bring about some redistribution of its
elements. Here is a point of ccnflict and uncertaiaty--two courses seem
2ren and nnly one can be fcllowed. Dewey exrlains how tlils problem is
resolved:

Yow at these moments of a shifting in activity conscisus feeling and
thought arise and are accentuated. The disturbed adjustment of or-
ganism and environment is reflected in a teuporary strife which con-
cludes in a coming to terms of tne 0ld habit and the new impulse.®8

Habit has been orerating easily and efficiently; it meets a blockage of

P — — - ——— > — -

6770sexh Ju-tman. Theories of Secondary Education in the United States.
Teachers College Contributions to Education, Xo. “B1Lk. New York:
Bureau of Publications, Teachers Cnllege, uolumbia University, 1940,
Pp. 115-116.

287ohn Dewey. Xuwanan Nature and Conduct. Op. cit., p. 179.
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some sort, and yet it seeks to maintain its own course. The blockage
arnuses a counter-movement promoted by an impulse. Thought intervenes
to resolve the difficulty by the deliberative method of determining how
satisfaction can best be had. Impulses, then, "are the pivots upon which
the re~organization of activities turn, they are agencies of aeviation,
for glving new directions to old habits and changing their quality."69
Impulses give new direction to an on-going activity and by so doing turn
our attention to a new aspect of the situation. They initiate the new
activity toward a new effect.

Dewey describes this relationship very aptly when he says:
Iupulse defines the peering, the search, the inquiry. It is, in
logical language, the movement into the unknown, not into the im-
mens® inane of the unknown at large, but into tnat special unknown
which when it 1e hit upon restores an ordered, unified action. Dur-
ing this search, old habit supplies content, filling, definite,
rTecognizadble, subject-matter. It begins as vague presentiment of
what we are going towards. As organized habits are definitely de-—
Ployed and focused, the confused situation takes on form, it is
'cleared up'---the essential function of intelligence. Frocesses
become objects. Without habit there is only irritation and confused
hesitation. Witn hadbit alone there is a machine-like repetition,
a duplicating recurrence of old acts. With c?nflict of habits and
relense of impulse there is conscious search. 0
It seems Dewey regards impulse, hadbit, and intelligence as instrumental
counterparts of several of the steps in the method of inquiry. Impulse
performs the function of observation and establishing the facts of the
case; habits, as established ways of looxing at things, of performing,

and making combinations of elements in the environment and as resource

material from rreviously solved problems, supply content and background;

691bid., p. 93.

"%1vid., p. 130.
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while intelligence corresponds more nearly to the discourse estage, tha
is, the entire process of selection of the facts of the case, of sugges-

tion, idea, hypothesis, and experiment in the pattern of inquiry.

Thinking. Reference has been made to 'tninking' in the handling
of material in the process of solving a problem. Dewey's definition
of thinking clearly indicates the relationship with the pattemof inquiry,
and, of course, the specific kind of thinking he is concerned witnh is

reflective thinking. Thinking, he says, is "that operation in which

present facts suzgest other facts (or truth) in such a way as to induce

belief in what is suggested on the ground of real relation in the things

themselves."71 Thinking is a method of handling the materials in in-

quiry. But it is 'handling' with a certain qualitication, namely,
deteruining from what is present something which is not present but
wiiich is reliably signified by what is present. "Reflection is not
identical with the mere fact that one thing indicates, means, another
triing. It commences when we begin to inquire into the reliability, the

ni2

worth, of any particular indication.... There must be reasonable
ground for the belief that one thing signifies sometning else. A
cloud, for example, may by its si.ape sugZest some animal, but it does
not mean an animal for there 1s no cornection between the two beyond
tne accidental shape of the cloud. A cloud, however, may signify rain

because of the inherent bond between the two. "It is an objective cm-

nection, the 1link in actual things, that makes one thing the ground,

7l.Tohn Dewey. How We Think. XNew York: D. C. Heatn and Company, 1933,
po 12.

721bid., r. 11l.
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warrant, evidence, for belisving in something else.”73 Because of this
connection of thinking with rational discourse in the pattern of in-
quiry, Dewey uses the two terms, thinking and reflection, synonomously.

As thinking relates to education, Dewey says:

Tre sole direct path to enduring improvement in the methods of in-
structing and learning consists in centering upon the conditions
which exact, promote, and test thinking. Thinking is the method
of intelligent learning, of learning that employs and rewarde mind.
We speak, legitimately enough, about the method of tninking, but
the important thing to bear in mind about method is that thinking
is method,, the metnod of intelligent experience in the course which
it takes.’u

Thus, thinking is method and intelligence is metnod, that is, we think

and are intelligent to the extent that we employ the method of reflec-

tisn.

Now it may be noted here that "Natural impulses and desires con-
stitute in any case the starting point."75 But these impulses and de—
sires were arrest=sd and iniibited wnen impulse initiated the s<arch
for data and reflection instituted a reorganization of that data into
meaningful relationshirs in terms of desired outcomes. Left uninhib-
ited and unordered by an intelligent method they would only accidentally
accomplish the desired end, if indeed any end had already been fore-
seen. Thinking in this way postpones action and permits the combination

nf forces thrrugh observation and memory into rather specific plans of

action,

731bid., p. 12.

[RAL Dewey. Democracy and Education. Op. cit., pi. 179-130.

757onn Dewey. Experience and Education. Qp. cit., p. Th.
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Habits, as was pointed out enrlier, conflict with impulse and are
also inhibited by thinking. When the testing phase of thought has been
completed, habits are also transformed in the process. Dewey explains
their function and character when he says:

Developmental behavior shows...that in the higher organisms ex-
citations are so diffusely linked with reactions that the sequel 1is
affected by the state of the organism in relation to environment,

In habit and learning the linkage is tightened up not by sheer repe-
tition but by the institution of effective integrated interaction
of organic-environing energies--the consummatory close of activities
of exrloration and search. 1In organisme of the higher order, the
special and more definite pattern of recurrent behavior thus formed
does not become completely rigid. It enters as a factorial agency,
along with other patterns, in a total adaptive resronse, and hence
retairs a certain amount of flexible capacity to undergo furtheg
modificetions as the organiasm meets new enviroaning conditions.7
Aims. The preceding discussion of intelligent acting and of think-
ing implies clearly that it is identical with having an aim or a pur-
10se, The distinction is between 'result' and 'aim'. The former rep-
resents an activity without an objective, e.g., a lear blown by the
wind moves in position but to no purpose. One place for it to rest is
as good as another. Aims, contrariwise, must possess the trait of "in-
trinsic continuity,"77 that is, they must order activity into a sequen-
tial pattern so as to lead to an objective. And this order must be
such, in terms of the process of thinking, that it will lead to a fore-
seen result. The corollary of this trait is that an aim will give
direction to the activity based upon careful observation of the condi-

tions involved in the activity, the ordering of the elements in the sit-

uation so as to make selectinn of the means toward that end possible,

7670nn Dewey. Logic. Op. cit., p. 32.

77TJohn Dewey. Democracy and Education. Op. cit., p. 118.
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The fact that an aim is essential to the process of thinking, and
therefore also of learning, sugqests the futility of the notion of
"activity for activity's sake." Good aims, as Dewey calls them, must
meet certain criteria: (1) they must arise from existing conditions,
from what is already going on; (2) since the process of observation
may uncover new materials essential to resolving the problem in hand,
ajms must be flexible so as to enadble adaptation to the new facts; (3)
they mast represent a freeing of activities in that they permit what-
ever activities are necessary to continuing the activity succossfully.78

Forming an aim i3 comparable to getting an idea. An unsatisfactory
condition prevails. There is a wish that it were different. Imagina-
tion presents a scene which embodies those features which would be sat-
isfactory. This scene is a fancy, and it becomes an aim "when it is
worked out in terms of concrete conditions available for its realization,

nf9

that is in terms of 'iceans',

Mind. It is arparent that acting with an aim is identical with
acting irtelligently. And acting intellisently means hiving a mind,

esefor mind is precisely intentionel puriosetful activity con-
trolled by perception of facts and their relationships to one an-
other. To have a mind to do a thing is to foresee a future possi-
bility; it is to have a plap for its accomplishment; it is to note
the means which make the plan carable of execution and the obstruc-
tions in the way,--or, if it is really a mind to do the thing and
not a vague aspiration--it is to have a plan which takes account
of resources and difticulties. Mind is capacity to refer present
conditions to future results, and future consequences to present
conditions.80

781vid., pp. 121-124,

7%John Dewey. Human Nature and Conduct. Op. cit., p. 234,
Op-

€03ohn Dewey. Democracy and Education. cit., p. 120.
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Acting with an aim, intelligently, and having a mind to do something
means acting with a meaning, doing something and seeing the meaning of
things in terms of that intent. Hence, mind is not an entity, a part
of the body, which is to be filled with information; it is acting with
a purpose, acting intelligently.
The conception of mind as a rurely isolated possession of the self
is at the very antipodes of truth. The self achieves mind in the
degree in which knowledge of things is incarnate in the life about
him; the self is not a separate mind building up knowledge anew on
its own account.8l
Mind arises in the process of experiencing. It is not something
given at birth, as are arms and legs. Precisely what this mind will be-
come is dependent upon the conditions out of which it arises. Likewise,
how one acts and thinks is contingent uwpon the environment in which that
thinking or acting originates. It is not something, therefore, with pre-
determined limits and restrictions. Childs explainss
«.semind itself is something built in the very process of experienc-
ing. Since experience is in and of the world of men and things,
our minds are also continuous with these objective materials. Had
our environments been different, our exreriences would have been
different. EHEad our experiences been different, our minds would

also have been different. In short, to live differently is to
think differently.52

Consciousness. In this process of intelligent method Dewey ob-

serves that the organism is 'conscious! of what it is about. At the
roint of conflict between the course hadbit seeks to take and that course
which impulse i1s impelling the organism to take, the organism becomes

conscious of the difficulties it is facing. "low at these mouments of a

8livig., p. 3us.

8250hn L. Childs. Educrmtion and the Fhilosophy of Experimentalism.
Op. cit., p. 9.
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shifting in activity conscious feeling and thought arise and are accen-
tuated.'g3 The organism does not act in a mechanical stimulus-response
fashion, but it takes stock deliberately of what it must do to regein
equilitrium in the difficult situation at hand. Again this trait is
associated with the activity of problem-solving. Dewey elaborates:

To be conscious is to be aware of what we are about; conscious
signifies the deliberate, observant, planning traits of activity.
Consciousness is nothing which we have which gazes idly on the
scene arnund one or which has impressions made upon it by physi-
cal things; it is a name for the purposeful quality of an activity,
for the fact that it is directed by an aim. Put the other way
about, to have an aim is to act with meaning, not like an auto-
matic machine; it is to mean to do something an& to perceive the
meaning of things in the light of that intent.8

Capacity and Individual Differences. In accordance with the in-

terpretatinn of intelligence, thinking, and mind as already described,
the experimentalists seem unwilling to engrge seriously in the nature-
versus-nurture controversy. Since their point of view is naturalistic,
they accord considerable significance to the influence of cultural
conditions upon the infant. This is not to say that they deny native
endowment to that infant. Since education is growth and develorment,
Newey, asserting that there must be something from which growth may
germinate, continues, "There must be a native stock, or carital, of
resources; we cannot force the power to think ujon any creature that
does not first think spontaneously, 'naturally', as we say."85 "The

W86

child has specific powers.... Tirus, he assumes that each infant is

born with his given capacity for intelligent behavior.

83John Dewey. Human Nature and Conduct. Op. cit., p. 179.

2Usonn Dewey. Democracy and Education. Op. cit., p. 1721.

85John Dewey. How e Tnink. Op. cit., p. 35.

SbJohn Dewey. Democracy and Education. Op. cit., p. 59.
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On the other hand, a major emphasis seems to be given to the sus-
taining nmurture provided by the specific environment in which the organ-
ism develops. The opportunity for growth of that innate capacity is also
important. In fact, while recognizing that each individual has his own
native capacity, which is not exactly duplicable by any other individual,
Childs expresses the idea that

...such organic uniqueness as is given at birth dy no means predeter-
mines the sort of mature individual the child is to become. Innum-
erable different adult selves are all genuine possibilities in the
normal native equipment of any child. Which of these potential
selves is actually to de realized depends upon the specific educative
experiences to which the organic capacities are subjected.87

Nurture, however, has the dominant hand in determining the extent of
€rowth. In interpreting their point of view Justman states that the
influence of the environmment is of major importance when he says:

Every human being inherently possesses the capacity to 'kmow!?
to 'anderstand' experience and the capacity, therefore, for intel-
ligent behavior. That is what makes him, rather than any other
kind of being, a human being. Individuals differ among themselves
in the extent to which they can direct and control their experience,
but all possess an initial capacity. The extent to which they
ultimately obtain this power is not determined by heredity, but is
a functioning of the experiencing process--of the experiences they
have, of the manner in which they deal with these experiences, of
the meanings that they obtain, and of the manner in which they use
these meanings tubsequentlyos8

Childs elaborates on this same point by saying:

The individual acquires most of his meanings through communication
with the members of his cul tural group, and through participation
in their established activities. If such activities are rich in the
number and variety of meanings they incorporate, the individual with
an average capacity to learn will in time probably achieve a valu~
able equipment of meanings by sharing in the activities of his group.

€7sohn L. Childs. Education and the Philosophy of Experimentalism.
Op. cit., p. 137

8810seph Justman. Theories of Secondary Education in the United Statos.:r‘m
QB' Cito. Pe 193. P
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On the otcer hand, 41 the activities o1 one's grou} a:ford neager
'weigh:ted stimuli', the indiviiual nurtured on trese meager stimuli
will achieve a meager 2ind no matter now excellent his native endow-
nents mAayv be.S

-
-

is roiat of view denies tne inheritance of fixed and immutable qual-
ities oY mind Aand capacity. "Tie inrterited nature of a creature is

no? imzutadble---it is whatever it vtecomes througlh tne process of living
anc léarning.‘ao They do not ¢go so far as to say, however, that no
linites are set by nature., C..11ds states on this foint:

The more xnowledge that we accumulate adbout ruman beings and the
rrocesses by wrich they develoj;, the more we are coniiient that the
iatterns of human nature are neither uniquely given at birth nor do
t.ey mrutomatically develop by A process of tne uni-.dins of a pre-
formed self. Innerited factors set broad limits Ior the growth of
tne indivijual nhuman deing, but eviience from a variety of sources—-
oiological, rsychological, and anthropological--indicates that a a1
wiie rancse of possibilities lies witnin these nntive determinants..

The exyrerizentalists, tnherefore, have little concern witn intelli-

zence testing in order to measure individual di:ferences. In fact,

he!
Jewey cays,

Zow one person's ebilities compare in quantity with tnose of another
is none of the teacher's business. It is irrelevant to his work.
*hat is renaired is that every individual snhall have o portunities
to emprlnay his own poweras in activities tnat nhave meaning.

Allport, in discussing Dewey's individual psychology comuents signifi-
zantly:
¥ere we must corment on Dewey's lack of interest in capacity
is¥chology. Intelligence testing concerns him not at all. Anyone

is capable nf thinkxin: and so imiroving his adiartations and mastery
within his environnent. A puril labelled as hnpeless, he points

¥3r5hn L. Childs. Education and the Fhilosopny o Ixjerimontalism,
Np. cit., p. 138,

9~hn L. crilds. Iducation an

°lrvid., p. 3.

*?John Ceway. lemncracy and Zducation. Or. cit., r. 203,
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out, may react in a aquick and lively fashion when the thing in hand
seems to Lim worth while. ¥e has likewise written, 'Barring phys
ical defect or disease, slowness and dullness in all directions are
comparatively rare.' (Low We Tuhink, 2°) There is no hoiogeneous
faculty of tnougnt nor any uniforuaa power of intelligence that would,
cecause of di:rlerential pnssession, maxe education for some jupils
unneccessary and for otners worthless. In srcort, irndividual dif-
ferences in capacity are of far less consecuence tnan is the fa:t
that everyone can be taugnt to trnink more efiectively then he does.93

Interest. Tewey, characteristically, ties u, his view on interest
with on-going activities. He distinguisnes tihe attitude of a srectator
from that of the rerson who 'has an interest' in an activity. The for-
mer has no rreferences as to t..e outcome 0f the activity wrile the
latter "is bound ur with what is going on; its outcome maxes a differ-
ernce to him.'9u Fractically, the attitude of the latter persosn is that
2f a particirant with these two characteriastics: "...there is solici-
tude, anxiety concerning future conseauences, ana a tendency to act to
assure better, and avert worse, consequences."95 An interested rerson
is one wro is concerned about what an activity may do to him and he is
eager to act in such a way as to secure = desired outcome. Interest
and aim are connected in tne continuity of the same activity, bdbut each
fr>m a di:ferent pnint of view,

Such words as aim, intent, end, empnasize the results wzicr are

want~d and striven for; thney ta<e for granted the personal atti-
tude of solicitude and attentive eagerness. Such words as interest,

9%35rd~n ¥. Allport. Wewey's Indiividual ana Social Fsycrology," in The
Fuilosopny of Jonrn Dewey. Ed. Taul A. Schilpy. Cp. eit., fn., p. 277.
Wote: Tre gquntatinn from Tewey's How e Trink is in tre 131C edition.
In the 1332 revisiosor it reads, "Barring physical defect or izpaired
Lealt:z, slowness ant dullness in all directions are comparatively
rare." ., L7,

John Tewey. Temncr=acy and Iducatiosn. Cg. cit., E. l4o.

35Loc. cit.
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arffection, concern, motivation, emphnsize the bearing of what is
foreseen upon the individ 's fortunes, and his active desire to
secure a rosgsible result.

Interest involves an interaction of a person with an active environment
witn whose outcome he is vitally concerned.

Literally the word 'interest' means something which 'lies between',
a connecting 1inx between two thinge remote from each other. Xducation-
ally speaking, this distance may be a temporal distance, specifically
the distance in growth between the initial stages and the final stages
of consummation. Again Dewey's succinct statement presents the matter

clearly:

In learnine, the present powers otf the jupil are the initial stage:
the aim of the teacher represents the remote limit. Between the
two lie means--that is middle conditions:--acts t» be performed;
difficulties to be overcome; appliances to ve used. Only through
them, in the literal time senge, will the initial activities reach
a satisfactory consummation.

The problem of interest in the classrnom, according to this view,
is for the teacher to discover such objects and methods of doing things
vhhich have some relation to the present powers and attitudes of the stu-
dent. When material has to bte made interesting, eitner the connection
0f the material with present activities is lacking or it lies concealed
from the student. The simple expedient is to lead the student to recog-
nize this connection between this material and his activities. On the

nther hand, "to make it interesting by extraneous and artifiicial incuce-

ments deserves all the bad names which hav= been arplied to the doctrine
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of inter-st in education."98 The remedy lies not in activity alone but

in activity which meets certain qualifications.

Tiscovery of tyrical modes of activity, whether prlay or useful oc-—
cupations, in which individuals are concerned, in whose outcome
tney recognize they have something at stake, and which cannot be
carried throush without reflection and use of judgment to éelect
materials of obdservation and recollectiocn, is the remedy.9

Discipline. Activities take time, effort, and concentration. Fe

wno persiste in an activity by seeing it tnrough all of its stages from
realization of dirficuity to resolution is said to have 'will'. Thise
rersistence includes the meeting of obstacles, the framing of ideas and
ends in as clear A fashion as possible, and su’ficient patience to wait
for the action to be consumuated as a test of the idea. A person who
can thus rersist in a course of action in spite of obstacles, whio can
deliberately continue in an activity, is said to be disciplined. Dis-
cirline is thus viewed as a positive power instead of the usual concep-
tinn of physical punishment administered by the teacher whose orders

lL.eve been defied.

A person whn is treined to consider rnis actions, to undertnxe
them deliberately, is in so far forth discipliced. Ad: to this
ability a power to endure in an intelligertly chiosen course in face
of distraction, confusion, and di{ficulty, and you have the essence
of discirliine. Discirline means jower at comwnnd; mastery of the
res~urczs available for carrying tnrougn the actisn undertazken. To
now what one is to do and to move to do it rromptly and by use of
tre requisite means is to be disciplined, whether we are trinking
of an army or a minde DTiscipline is positive.

“8Ivic., p. 150.

Ibid., k. 150

1991p14., p. 151.
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The relationshir between interest and discipline is thus not to be
sougnt far afield. The processes of deliberation and concentration will
be perfunctory and superficial without interest in the outcome. Stu~
dents shy away from thinking about sometlin,; which has nc perceptibdle
connection with their living. Such materials have no relation to them
end do not touch them. They maAy act to satisfy superimposed require-
ments but with only a minimum of effort and with even that minimum begrudg-
ingly given. TFurthermore, persistence at the task, discirline, in other
words, also suffers along with the quality of response. The student
without Aan interest in an assignment will probably t~xe the first oppor-
tunity to tfind an excuse for not decine that assigniaent and instead en-
cage in an extraneous ‘'mnischievous! nctivity. Dewey concludes his ob-
servations upon this p(hase of the guestion by sayirgs: "Interest measures
--or ratner is--the deptk of the griy wkichn the for-seen end nas ujon

101
one in moving one to act for its realization.™

Yotivation. The experimentalist point of view on motivation rests

squarely upon the assum)ition that man is an active being, that he can-
not hely acting. As a consequence he needs no motive for acting. "It

is absurd to ask what induces a man to activity generally spesking. He
is 2n active being and that is all there is to be said on that ecore."102

Ye therefore rejects the view that such drives, as they are now cormonly

called, as anger, hunger, sex are motives althougl: he grants that hunger

191 1pi4., p. 152.

1C';'John Dewey. Human Nature and conduct. Ope. cit., p. 119.
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is an "unqualified natural impulse"lo} to a starving man. The reason
for rejecting them is that anger, for example, varies for the same in.
dividual from situation to situation and upon the condition of the
orgenism at the time, this condition never being twice alike., Besides,
to speak of tihhem in this way is an over-simplification of the facts
in the case, since such classification involves transtorming "social
results into psychic causes.“lou

However, the cuestion of motive is important when a teacher, for
example, se-ks to herve a student act in a srecific way, to have him di-
rect his activity in a specific direction. In this sense, then, a
motive is "that element in the total complex of a man's activity which,
if it can be suffieiently stinulated, will result in an act having
specified consequences."lo5 When a rarent praises or censures a child
for a particular manner of eating, the pralse or censure constitutes
that element which will tend to reinforce that kind of action pattern.
"A motive does not exist prier to =2n act and produce it. It is an act
plus a Jjudgment upon some element of it, the judgment being made in the
light of the consequences nf the act."100 When this pattern of acting
is thus evaluated by the actor, he recalls the response of others to
it., Thie "inchoate activity taken in this forward-looking reference

to results, esrecially results of approbation and condemnation, consti-

tutec a motive."lo7

1051bid., pp. 152-153.
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This description indicates that a "motive...is simply an impulse
viewed as a constituent in habdbit, a factor in disposition."lo8 Its re-
sults, temfered by previously established and applicable habits, are a
plan of action which, when put into oreration, produce knowledge which
retroacts upon the old habit so as to modify it. For this reason, and
because there are as many motives as there are impulses, it is not sat-
isfactory to lum] motives into a few small clascifications, the experi-
mentalists believe.

Dewey's view is clearly a move far afield from the usual concept
of motives in that it does away with the mechanistic classificatory ap-
rrroach and so seems, according to Allport, "built not upon solid rock
but upon shifting sand."109 Allport admits, however, that, while it
may lack the incisiveness of other psychologists, "he may yet perceive
more clearly tunan they the infinite variety of ways in which man can
accomplish his primary task of adapting and growing within the surround-

110 He continues to criticize the theory, though, on the

ing world."
ground that it serms to undermine the stability of personality. He

says in the same context thnt Dewey seems not to have given ample con-
sideration to the durableness of either interests or habits. This com-
ment again points out that Dewey never wholly worked out his psycholog-

icel cnoncepts into any sort of systematic picture. lMany points remain

unclear for that reason. All one knows is what he said; beyond that

1081v14., p. 122.

109Gordon #. Allport, "Cewey's Individual and Social Fsychology." in
Trhe Fhilosophy of John Dewey. Ed. Paul A. Schilpp. Op. cit., p. 275.

1%1vpi4., p. 276.
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only inference, based upon a cnmplete understanding of the philosophical

roint of view in so far as it is systematic, is possible.

“etention and Forgetting. Dewey frequently refers to memory as a

xind of backlos of rescurce material for sugigestions. He seems ancon-
cerned about it beyond that; he seems to take it tor granted.

With regard to forgetting, he makes this comient: "Wnen kxnowledge
is cut oif from use in giving meaning to what is blind and baffling, it
drops cut of consciousness entirely or else becomes an object of aesthe-

wlll o

tic contemplation. is point of view is reminiscent of Thorndike's

Law of Disuse.112

ransfer of Training. Dewey rejects the notion of transfer as pro-

Founded in faculty ipsycholongy when he says, "...the more specialized the
reaction, the less is the skill acquired in precticing and ferfecting

113

it transferadble to otrher modes of behavior." By the same token he

also rejects the theory of the transfer of common elements witnin the
0ld and new situations.llu

FTe does not deny, however, tre possibility of the arrlicability
of broad adartations from one situation to another. Even this can

occur 7nly because of widely extensive exjeriences. Xe comments:

Bt trhe wider the contexte--that is to say, the more varied the
stimull and resyonses coordinated--the more tre ability acgquired

11155rn Dewey. Devocracy and Education. Op.cit., p. 397.

112zrpegt =. “ilgard., Treories of Learning. liew York: Ajp;leton-
ZJer.tury-_"rofts, Inc., 1¢«g, 6 p. 23.

11355nn Tewey. Democracy and Ziucation. Zp. cit., E. 75.

114z pest =®. *i1lgard. Theories of Learning. Ci. cit., p. 71l.
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is available for the effective performance of other acts; not,

strictly speaking, because there is any 'transfer', but because

the wide range of factors employed in the specific act is equiva-

lent to a bdroad range of activit{ to a flexible, instead of to a

narrow and rigid, coordination.?t 5

One may be an authority in a particular field and yet of more than

usually poor judgment in matters not closely allied, unless the

training in the special field has been of a kind to ramify into

the subject matter of the other fields.l1l®

The Foint of View. Cn tlLe basis of what has been said thus far it

may aprear that the psychology of Dewey, so far as it deals with imjulse
at least, is a thoroughgoinz behaviorism. Dewey admits that fundamen-
tally within his view of the experiential continuum, wherein one act
may follow another in somewhat serial fashion, wherein nbserved materials
arruse suggestions, wherein a difficulty arouses an impulse which may
run counter to establisned habit, "the psychological theory involved is
a form of Behaviorism."117 Yet he does not accept a mechanical behavior-
ism in toto; in fact, he has a different interrretation of it altogether.

He explains that a response is an answer to a stimulus, the latter
not merely exciting an activity, but also directing it to an object,
There i1s an interaction between the stimulating object and the perceive
ing and resronding organiasm such that mutual adaptation takes jplace.
The organ of percertion will perceive in its distinctive way under such

appropriate conditions as enable it to perceive. Hence, “tne stimulus

is but a condition of the tulfillment of the proper function of the

115r6nn Dewey. Democracy and Education. Op. cit., p. /0.

1l101vid., p. 77.

l17John Dewey. "Ixyerience, Knowledge and Value: A Rejoinder," in
The Fhilosorhy of Jonn Dewey. Xd. Paul A. Schilpp. Op. cit., p.555.
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n.wll8

organ, not an outside interruptio Thus, it merely hel.s the per-

ceiving organ do what it is in the process of doing or tending to do
anyway .

The response, however, is not merely a blind response, mecharical,
and irresponsible, but rather a resionse in terms ot the meaning of tke
stimulus. He objects to the highly mechanical type of S-R theory on
this very point when he says:

-+« person learns by merely having the qualities of things im-
rreseed upon his mind throush the gateway of the senses. FEaving
received a store of sensory impressions, association or some power
of mental synthesis is suprosed to combine them into ideas—_-into
things with a meaning. ...Put as matter of fact, it is the char-

acteristic use to which the thing is put, because of its specific 11
oualities, whick supplies the meaning with which it is identitied. 9

A sinple response to a stimulus is purely plysical, not intelligent,
T™he ditference between an adjustment to a prhysical stimilus and a
mental act is tkot the latter involves response to a tring in its
meaning; the former does not. ... when things have a mearing for us,
we mean (intend, propose) what we do: W‘EB they do not, we act
blindly, unconscinusly, unintelligently.
Bode exrlains tris reciirocal adaptaticn of stiumulus to response

when he says, "Our pedestrian does not tirst see the objects and then

restoné to them..., but he se=s them in terms of the responses tkat

e makes to them."121 This is also another way of saying that the re-
esronse is determined, not blindly, but b/ the meanin. tine stiimilus ise

deemed to have. It 1is thus a relative affair o1 an element within a

total situational field.

113856kn Devey. Democracy and Zducation. Op. cit., k. 29.

11956ohn Dewey. Democracy and Education. Op. cit., pp. 34=35.

IEOLOC. cit.

lQIBoyd Fenry Bode. FEow e Learn. 3ost>u: D. C. Heatn and Company,
1940, p. ”193.
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Dewey also observes that when habits become too automatic they re-

sult in Aautomatic action and that when this process has gJone to the ex-
treme, it is called absent-mindedness. "Stimulus and response are
mechanically linked together in an unbrokxen chain. Each successive

act facilely evoked by its rredecessor pushes us automatically into the

122 Habits then control the organ~

naxt act of a predetermined series."
iam., He voices his objection more specifically when he comments:
In the first place, behavior is not viewed as something taking
Place in the nervous system or under the skin of an organism but
always, directly or indirectly, in obvious overtness or at a dis-
tance through a number of intervening links, an interaction with
environing conditions. In the secnnd place, other auman beings
who are also acculturated are involved in the interaction, in-
cluding even persons at a great distance in space and time, be-
cause of what they have done in makings the direct environment what
it 190123
The first of these two points, that action is really interaction, em~
rhasizes the totality and wholeness 01 interaction, ratner than repre-
senting a dualiam of environment and organism. The organism-as-a-whole
resionds to the situation-as-a-whole rather than that an element re-
sr~nds to an element. The naturalistic view that a man is part and par-
cel of nature, that he is continuous ¥ith nature, precludes this kind
of separation. The second emphasizes the fact that experience is all
of one piecea. One problem snlved produces xmowledge which will be use-
tul in another problem at a future date. The sum total of previnus

experiences is available now as resource material in the solution of

present problems. Responses of previnus individuals to the environment

- e e e i e —~—

12256hn Dewey. Human Nature and Conduct. Op. cit., p. 173.

12350hn Dewey. "ZIZxperiencs, ¥nowledge and Value: A Rejoinder," in The
thilosophy of John Dewey. Ed. Fkaul A. Scailpp. Op. cit., pe 55H5.
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and their modit'ications of it are also involved in what serves as a
stimlus in present conditions.

These two objections imply the orderliness and serial nature of
human activity as it moves from difriculty toward resolution. To deter-
mine what activity shall be instituted it is necessary to arrange the
facts of the case in such a manner that the desired result will be ac-
complished. This process requires reflection, thinking, not merely an
undelayed response to a stimalus. Tne typical stimilus-response mechan-
i1sm is an over-simplitfication of what intellisent activity, according to
tre experimentalist, reocuires. OCn the other hand, another element is
implied by this same serial and orderly nature of huinan activity. This
is that thinking has a very definite place in the process. Through think-
in- this order 1s established. The orgAanism is conscisus of 1its own
activity and thus "it is able to take more things into account, to dis-
rlay greater flaxibility in ite activity, to define more adequately the
enisg for which it is striving, and to utilize and create better means

al2u

for the realization of those ends. For Dewey, behavior is purpo-

3sive, not merely a temporal pattern of stimulus-response sequences.
A further point by the same author is that reflection begins with a
problematic situnstion and moves toward a resolution. He explains:

Reflection starts with a diificulty--with a block in activity. It
arises from a situntion that is experienced as a problem. In other
words, it is not the presence of an adecuate stimulus, but the ab-
sence of stimulus adequate to produce an overt response that ini-
tiates reflection.125

—— e — - ——— —— ————

124Jshn L. Crilds. Educatisn and the r:ilosoihy of Zxierimuentalism,
(220 Cit., ppo ?11-2120

125Loc. cit.
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Now thinking 1s the active search for stimlus adequate and aprropriate
in its meaning s2 that the action can go forward toward a purposed goal.
'leaning' is, in fact, so important to the experimentalist point of view
thrt the terms 'means' and 'consequences,' reierring to intelligent and
rurposeful activity, are suzgcsted as better terms than are 'stimulus?
and 'response'.120 On this point Dewey's rsychology differs from be-
haviorism, for the latter tries to explain activity without considering
the reason for the activity. If Guthrie's continuous conditioning
may be taken as representative of the earlier theories of behaviorism,
then a comment of Hilgard effectively points up this difference:
Concepts 1ike "insight" are handled in a derisive manner, although
it is recognized that learning with foresight of its consequences
may occur. The tendency is to talk down such learning, however,
Just as Trorndike does, and to emphasize the stupid, mechanical,
and reretitious nature of most human as well as animal learning.
Such learning with intentinsn and foresight as does occur is ex-
plained on the basis of conditioned anticipatory or readiness re-

actions, based upon pasf27xperience and hence not contradicting
aesociation principles.

The stimilus-response tvpe of psychology, thep, is considered in-
adeguate for the experimentalist p-oint of view in that it is an over-
simzlificntion ot what happens in intelli-ent behavior, in that it is
too mechanical a conception of behavior, and in that it omits conscious-
ness of behavior, conscious purprose in behavior, and reflection from
intelligzent activity, even though certain aspects, for example, the
existence of a stimmilus-resinnse type ot relationship, impulsive be-

havior, are admitted and frequently used in discussing various pnases

nf hwaan activity.

of Learning. Op. cit., p. 23.

1”°62rnest 3. “ilgard. Tneorie 1T N

—r—

127 1v34., p. 71.
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In some respects the psychology of experimentalism favors the
proint of view of the field theories in psychology. Both accept, at
least the latter do not deny, consciousness as opposed to the largely
mechanical impressions of connectisns in behaviorism. In the field
theories this aspect is called insight and seems t5 corresjpond fairly
well with what Dewey calls rational discourse in the problem solving
pattern.les Both emphasize that the learning situation is one which in-
volves a problem to be SOIVed.129 Dewey says that the conclusion of an
exrerience will create something new which will serve as a stimulus to
reshape that experience into a somewhat dirferent meaning. This is
strangely similar to the "“trace™ theory of new learning in Gestalt
psychology. The main features of this trace theory are:
l. Some processes are directly dependent up-n sti.imuli. When

such stimuli are presented a second tiae, the processes differ from
those rresent the first time because the stimulil have been reacted

to before. coe
2. Processes may undergo transformations within a single sus-

tained presentation. ...
3, Some processes are transformed by their eonsequences. ...

Once success is achieved the process leading to success is trans-
formed. i% has a new meaning, a new role in the foal-directed
activity. 50

Both agre~ that trial-and-error fumbling with a confused situation may
precede the pnint at which insight takes place and becomes effective in
worxing out the solution to a problem.131 Both agree that transfer—-

the field theorists prefer to call it 'transposition'--happens to the

1281p34., pp. 190-193.

1°91bid., p. 183.
1301bid., pp. 187-188.

1311vid., pp. 121-192.
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extent that meaning or relationships are common to each situation.132
Both insist that effective thinking or intelligence occurs to the ex-
tent that there is understanding as opposed to blind application of
formulae or immediate response to impulses.133

The dirficulty in classifying experimentalism psychologically is
that Dewey never explicitly formulated his ideas in any systematic

2L
1 Hilgard speaks of experimentalism as a subdivision of

fashion.
functionalism and says of it, "Tunctionalism is empiricist rather than
systematic."lxs Later he says, "The disadvantage of an extreme empiri-
cism and relativism lies in its lack of articulating principles to cut
across empirical laws.”136 It is eclectic without special preference

for any one position and without fesling obligated to defend its choice

from any snurce,

Sumnary. Interaction with environment constitutes life and results
in growth if the activity involved grows directly out of ongoing affairs
and requires an active searcn for means by which dit:iiculties can be over-
come. The child is a social being and interacts also with the society
of wnich he is a part. Through interaction with both his human and
physical environment he is inducted into society or is educated. Hence,

growth is equivalent to education. A school is designed to initiate tne

1321bid., p. 194. See also p. 205.

1331vid., p. 195.

1%y hn Dewey. "Zxperience, Knowledge, and Value: A Rejoinder." In The
Fi:ilosophy of John Dewey. ZXd. Faul A. Schilpp. 0Qp. cit., p. B54.

135zrnest R, Hilgard. Theories of Learning. Op.cit., p. 17<.

136Loc. cit.
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imaature into adults ways in a planned and efficient manner. Learning
occurs through the process of solving problems growing out of interact-
ing with an environment. As a mathod it follows the pattern of inquiry
from instituting and definings & problem to testing and revising an hypo-
tiiesis i1f the outcome of experiment warrants reconstruction. Knowledge
is n problem solved or the result of inquiry. A person is intelli:ient
in the degree he has a facility in resolving dizficulties. He tninks
as he handles materials in ingquiry, and ne develops wind as he becomes
able to sec the reciprocal relation between rresent conditions and future
consequences. Intellectual ability and process are intimately connected
with the method of incuiry so that the customary dichotomy between body
and mind or intelligence is unnecessary. Individual ditferences are
important but more sismificant for the teacher is the fact that every-
one can be taught to think better than he does tnink. Students will be
interested in school activity if they aprrehend the connection between
such activity and matters iuportant to them. Discipline, instead of
being rigid order and quietude so comiwonly required in the classroom,
is the power to see inauiry throush to completion. Illotive, too, con-
cerns inquiry; a motive is an act rlus a juagment of the consequences
of thnt act. Forgetting occurs through disuse of knowledge. Transfer

is pnssible in that btroad adaptaticne can be made as a result of wide

experience,




CHAPTIR IV

DEWEY 'S THEORY O} LANGUAGE

Chapter Two explained some of the basic assumptions upon which the
rriloso;’ y ot experimentalism is constructed and then described the es-
sential framework upon which the inferences and implications derend--
the pattern of inquiry. Chapter Three explained what knowledge is and
how it may be attained within, thrcugn and as a result of the pattern of
inauiry. The present chapter will reiterate some of those pertinent as-
sunptions so as to establish a basie upon which to explain the origin of
langunge as Dewey conceives of it and then pursue some ot the implica-
tions involved so far as they apply to use in general and to education

with certain additional particularitye.

Backeground Assumptions. It will be recalled that Dewey considers

man as part and parcel ot nature, trkat he is in and of nature, that he

is continuous with it, and that his life consists largely of the rrocess
of interacting with it. !Man interacts with his environment for the pur-
rose of adarting to it and of adarting it to niwself and to nis purposes
so that the ends he conceives as bein; desirable many better be accomplish-
ed tnrough tnis reciprocal interaction. He 1s an active being and as

such is constantly striving to secure his life against the uncertainties
of nnture wnich in itself constitutes an on-going jrocess ol change

from its present ctate to something ditfferent. It is not certain what

the outcome of the process of change will be, but man is the beneficlary

of its reaults whether favorable or untfavorable. He must interact with
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it, and to the degree that he interacts intelligently with it, i.e.,
after examiring the component elements in a situation and framing ideas
as to what outcome he would prefer to see eventuate and so instituting
the necessary changes and modifications so as the more probably to
bring about those desired changes, to that degree he is sble to exercise
some control over nature and adapt on-going; change to nis needa. Within
tr.is pattern of change, experience and interaction, language has a dis-
tinct place and rerforms various signiticant functions.

For Dewey, however, the term 'language! is more inclusive than
merely words, either orsl or written. He explains tuat "...language in-
cludes more than oral and written speech. sestures, pictures, monuments,
visual images, finger movements—-anytning deliberately and artificlally
employ~d as a sign is, loglcally, language."l On another occasion he
amplifies this idea and says, "...language is taken in its widest sense,
a sense wider than oral and written spreech. It includes the latter.

But it includes also not only gestures but rites, ceremonies, monuments,

and the products of industrial and fine arts."2

In this broader sense,
then, langunge may b= aluoet anything which has a rerpresentative func-
tion as a sign of something else. He does make a distinction between

natural and artificial signs and classifies 'verbal' languase as arti-

ficial. This distinction will be elaborated upon below,

Lensuage--Its Origin and Status. Man, active and interacting, ut-

ters groans and other sounds and he gestures and points. From these

1JoLn Dewey. How We Think. Boston: D. C. Heath and Company, 1922,
Phe. 230-231.

2John Dewey. Logic, The Tueory of I;.quiry. lew York: Henry Holt and
Company, 138, L. 46
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conrese beginnings language develored. "Language, signs and significance,
come into existence not by intent and mind dbut by over-flow, by-products,
in gestures and sound. The story of language is the story of the use
made of these occurrences; a use that is eventual, as well as eventful."3
There is nothirg ideal or extra-worldly about the origin of language in
tris view; langurge grew out of man's necessary exreriencing and inter-
actinse When these groans were perceived as distinct and indicative of
specific phases of behavior, lenguage was there. "These vocalizations
are perceived and sorted out so that certain parts of the organic over-
flow of activity represent certain aspects of adjustive 'beha.vior.")4

Ye explains the unintentional asprect of the origin of language in
another instance by saying:

!en did not intend lengunge; they did not have social objects con;
sciously in view when they began to talk, nor did they have gramme~
tical and phonetic principles before tlem by which to regulate their
afforts at comminication. These things came after the fact and be=
cause of it. Language grew out of unintelligent babblings, ingtinct-
ive motions called gestures, and the pressure of circumstance.

Yet mere snounds and mere gestures in themselves do not constitute
lancmunge. It they did, the lower aniials tnrough their cries and shrieks
might better be able to commmunicate with one another than man. These
signs, whether visual or auditory, became langunge "...only when used

within a context of muitual aesistance and direction. The latter are

alone of importance in considerin: the transformation of organic gestures

5John Dewey. Zxperience and Nature. Chicago: Open Court Publishing
Crmpany, 1925, p. 175

uAlfred S, Clayton. "Dewey's Treory of Language with Some Iuplications
tor Zducational Theory." In Essays for John Dewey's Ninetiath Birthday.
Td. ¥Kenneth D. Renne and Wm. 0. Stanley. Urbana, Illiroils: Bureau of
Desearch and Service, College of Education, University of Illinois, 1950,

p. 42,

5John Dewey. Fuman Nature and Conduct. Mew York: Henry Holt and Com-
pany, 1@?2, p. 79.
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and cries into names, things with significance, or the origin of lan-
guago.“6 Dewey explains further that this signalling, as he calls it,
has significance for the observer as when an infant cries as an over-
flow; this cry has no intent beyond itself but is interpreted by a de-
voted mother as heving a meaning. The infant has no purpose in terms
of securing something and its crying, if it did not serve as a stimmlus
to an observer, would not constitute lansuage as Dewey conceives of it.
It is a condition that has to be fulfilled but it is not a sufticient
condition.

This sufficient condition 1s that mutual comunication is estab-
lished between the actor and the observer. The actor, that is, the
rerson who utters a snund or makes a gesture, does it intentionally
and with a purpose and the observer of th:t sound or gesture responds
in terms of the actor's point of view. If the observer resgonds as
the actor indicates, there is understanding, there is sharing of the
same idea, tkere is communication. Only then can it be said that lan=
guage 1s being used. Dewey exrlains:

Such 18 the essence an! i‘mport of cormmmunication, signs and meaning.
Something is literally made commnon in at least two different cen-
tres of behavior. To understand is to anticipate together, it is
to meke a cross-reference wnich, when acted upon, brings about a
partaking in A comion, inclusive, undertaking.
A sharing of the meaning of such signs by botr actor and observer is es-
centinl for signs to be language. This meaning attached to a sign dis-

tingui shes human from animal behavior. Meaning is thus something belong-

ing to the behavinr in question. "But the behavior of which it is a

6John Dewey. Experience and Nature. Op. cit., p. 1706,

Tibid., p. 178.
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ouality is a distinctive behavior; cooperative, in that response to an~
other's act involves contemporaneous response to a thing as entering
into the other'!s behavior, and this upon both sides."8 It is apparent
that lancuage is "...a strictly biological mode of behavior, emerging
in nntural continuity from earlier organic activities, while, on the
other hand, it compels one individual to take the standpoint of other
individuals and to see and inouire from a standijoint that is not strict-
ly personal but is comnon to them as participauts or 'parties' in a con-
Joint undertaking.“9

“hat lan.uage or set of symbols or signs a particular individual
uses is derendent upon the cultural conditions in which he is reared.
An infant will learn the signs and symbols of those about him if he is
to enter into any real communication with them. To build up an indi-
vidual system of symbols, as small children sometimes do, 1is too im=
rractical for purposes of comuunication; it is much more convenient to
adopt the symbols in comnon use by those with whom a person comes into
contact. The meaning; of gymbols must be established between those en-
gaging in commmanication. Without comron meanings there is misunder-
standinz. Dewey explains this feature in relation to differing cultures
in saying:

.soethe meaning is established by agreements of ditferent persons

in existential activities having reference to existential conse-

nuences. The particular existential sound or mark that stands for
dog or Justice in di:iferent cultures is arbitrary or conventional
in the sense that although it has causes there are no reasons for
it. But in so far as it is a medium of commanication, its meaning

€1bid., p. 179.

9John Dewey. Logic., QOp. cit., p. Ho.
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is com.on, because it is constituted by existential conditions.
If a word varies in meaning in intercomuunication between different
cultural groups, then to that degree communication is blocked and
migunderstanding results. Indeed, there ceases to be ccmuunication
until variations of understanding can be translated, through the 10
nesning of words, into a meanin. thnt is the same tc botl parties.
.any cultures have tlheir own langurcge, a language olten jpeculiar only
to their own particular culture. A4nd so language "...is itself a cul-
tural institution, and, from one point of view, is but one among many
suck institutions."ld
Lansuage then has a physical existence of its own. It consists of
s-unds, marks, a statue, or a machine. "For symbols and language are

nl2 H“owever, wren any symbol is

nbjective events in human experience.
used as a symbel, it is n~t its physical existence that besars tLe sig-
nificatory power but rather the fact that it operates in commnication
as rerrecenntative of scmetning else or as a meaninge.

The perticular prysicnl existence wnich hac meaning is, in the case

of sreech, a conventional matter. But the convention or com on con-

sent whick sets it apart as a means of recording and com.unicating

weaning is that of agreement in action; of snared mocdes_of respon-

sive behavior and participation in their conseqguences,

Lest tiere be contusion about language, in particular as it relates
tn verbal langunge, Dewery distinguishes between 'sign' and 'symbol!.
'Sign' refers to natural events or objects as signs, as smoke is a sign

of fire or a cloud may be & sign that it will rain. 'Symbol' he reserves

*»r decsignating artificial signs such as woras, nuabers, oral sounds.

101bid., p. 47.
1lIbiri., 1e UK,
Ibid., p. 234,

131vid., p. 46.
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This distinction dyes notimply that either is subordinate to the other
tor as signs both function as indications of something else.lu

lfatural signs have thelr limitations in terms of efficient living
and thinking. They tend to distract attention from the thin:; designated
to themselves and may lead to misunderstanding. They occur only when
tney occur and at other times man would be without the meanings they
signify; he has to wait for nature to present them. Finally, since
they were not originally intended to be sisns, many are large and un-
wieldy so as to make any kind of manijulation difficult. Artificial
signs, sywbols, have several advantages in their favor. Since thneir
value as pnysical obJjects is slignt, attention may well be focused up-
on their wvalue as signs of something else. Their presence is possible
at any time since their production is under man's control. ¥an cannot
easily make a cloud, but he can make the sound or write the word as he
tleases. Finnlly, artificial si~ns are small, easily handled, conven-
ient., Compared with A gesture, phonatisn is a very small matter and
requires a minimua of eiffort. For purposes of dealing in ideation,
tnen, natural signs are far too inconvenient and cumbersome and symbols
more desirable.ls

iow the efficient use of lanruaze necessitates that the same word
should have relatively the same meaning to all peorle. sranted thgt

there is much misunderstanding between people, yet there is imuch stabil-

ity of meaning, a necessity for effective commnication. As a matter

nf fact,

————— - — - - — —— - —— — — —

141pi4., p. 51.

1570hn Dewey. How ¥e Think. Qp. cit., pp. 231-233.
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...the social necessity of meanings that are the same for two per-
sons in spite of differences in their experiences and their condi-
tions of 1ife is one of the chief forces in standardizing meanings.
..eEach of our entire 1ist of common nouns always refers to the
same objects, in spite of_ differences of place, time, and otner
conditions of experience,
Dewey does not deny, of course, that it is possible to shift the mesn-
ine: of a symbol in the course of a discussion. The obvisus remedy is
to take stock of the new meaning and be sure that all parties to the
commnon discussion are aware of the new or revised mesning currently in
use. It is not possible to have a strictly correlative relationship
between a word and that which it represents. Dewey specifically em-
Phasizes this precaution about lanrsuage in saying that "...there is not
rossible any such tning As a direct one-to-one correspondence of names
with existential objects; tnat words mean what they mean in connection
with conjoint activities that efect a common, or rmutually participated
in, consequence."17
On the other hand, words as individual words in isolation are not
a part of a language. "Any word or phrase has the meaning which it has
snly as a memnber of a conestellation of related meanin;s."ls Aords are
gcart of an extensive system of syrnbols and can function in a represent-
ative capacity only in conjunctinn with other members of that system.
They are part of a cohesive system made possible by the activities of

a group, by the customs, institutions, and interests of a group. Dewey

calls such a system common sense as distinguished from science. 1In the

167pid., p. 151

175o0hn Dewey. Logic. Ofp. cit., P. 53.

¥1b1a., p. 9.
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latter, language must be examined and tested for its express relation
to other members of the system. Scientific languange is intellectual,
Jrecise, and its "meanings are related to one another in inference and
discourse™ and "the symbols sre such as to indicate the rela.tion."19
In the former, meanings are not so rrecise; they contain much that is
irrelevint, and many meanings may be inconsistent with one another.
Yeanings may vary from the various contexts within which they are used,
i.e., they mean one thing with relation to conversation on business,
something else in A religious situation, and still something else in

an educatinonal setting. Scientific lansuage is thus more exact and per-

mits of fewer misunderctandings than does the language of common sensge,.

The Functions of Language. It was implied above that words have

cnoncern with mmeaningss. One function of la..guage then is that it is a
repository of meanings. In this connection Devey says that a word acts
as a fence, a label, and a vehicle. As an fence it "puts 1limits around
the meaning, draws it out from the void, makes it stand out as an entity
on its own account.“go It thus circunscribes an area of mesaning and
restricts its use to that area. As a label it fixes the meaning to
itself so that henceforth it represents that weaning and may be repro-
duced without the presence of thnt for which it stands. It is adiaitted
ti.at srmetimes these meanings may chanze, but there seems to be suffic-—

ient stability to words as labels to enable coimmnication by their use

tn» continue with renssnable facility. As a vehicle lanfunge permits

12

bid., ©. HBl.

[ ]

201 nn Dewey. Eow Ve Think. Op. cit., p. 233.
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the transfer of a meaning from an old context to a new one.

To be able to use the past to judge and infer the new and unknown

implies that, although the past thing has gone, its meaning abides

in such a way as to be arplicable in deternining the character of

the new, Speech forms are our great carriers, the easy-running

veliicles by which meanings are transported from experiences tha

no longer concern us to those that are as yet dark and dubious.-1

Language and ¥Mind., The last statement above has a significant
bearing on the emergence of mind. Since Dewey defines mind as "pre-
cisely intentional jurposeful activity controlled by perception of
facts and their relationships to one another,"22 mind has to do with
manipulation of objects according to thelr meanine; in a situation.
Transfer of meaning through langunge and its reapplication in another
context of meaning "is the key to all judgment and inference.“23 Mean-
ings are selected and applied; ideas arise and are jursued in dramatic
rehaarsal of the foreseen consequences; tninking takes jlace. "Through
speech a person dramestically identifies himself with potential acts and
deeds; he plays many rnles, not in successive stages of life but in a
contemporaneously enected drama. Thus mind emerges."24 The relation-
shipr of languege to thinking, to intelligence, to mind is thus clearly
indicated. As the stock of meanings increnses and becomes available

for future use mind grows; action in future becomes more intelligent,

thinkinz becomes more adequate, and the pattern of inquiry more

?lipid., pp. 234=215.

°2Tshn Dewey. Democracy and Education. New York: The Macmillan Com-
rany, 13lo, p. 120.

? . -
'3John Dewey. How Ve Think. OQp. cit., p. 2134,

2“’John Devwey. Experience and Nature. Op. cit., F. 170.
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complicated in the fact that more data is available for establishing
the facts of the case and that more ideas arise relative to possidle
solutions to the difriculty.

Even more, symbolization effects a change in both the knower and
in his relationship with what is known.

The brute events and happenings of organic interaction are converted

through the addition of meanings into objects of knowledge. A

change occurs in the relationships between organism and events which

remakes the basic nature of their interaction. Knowing makes a

real difference not only inside the knower but also in the exist-

ential field of energy which defines the thing known. New potenti-

alities are unleashed. Mind, the functioning of the organism by

means of symbols, creates a new order of energies which was not

there before. It is a creative intelligence which emerges within

the totally natural order and in so doing changes that order into

gomething that was not there before.2
In this same connection Dewey says, "Where communication exists, things
in acquiring meaning, thereby acquire representatives, surrogates, signs
and implicates, which are infinitely more amenable to management, more
rermanent and more accommodating, than events in their first estate."26
Thus experience is transformed into new meanings and relationships so
thnt a new and different conception of them comes into being in the
rnowing subject. With it comes a new and more adequate appreciation of
them such that their import in the affairs of living and inquiry becomes
more aprarent.

Implied in the above paragraphs is the idea that language makes

reasoning possible. It enables inference and ccnceptualization. Dewsy

explainss

When events have commnicable meaning, tney have marks, nota-
tions, 2nd are capable of con-notation and de-notation. They are

5Alfred S. Slayton. "Dewey's Theory of Language." Op. oit., p.La=43.

267onn Dewey. Experience and Nature. Op. cit., p. 1067,
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more than mere occurrences; they have implications. Hence infer-
ence and reasoning are possible; these operations are reading the
message of things, whigh things utter because they are involved
in human associations.<!

Fiatt emphasizes this point in stating, "Grantin,; that reasoning oper-
ates with ideas or concepts, it does 80 only by the manipuiation of
symbols arranged as terms, propositions, and the like. There is no
thought without langunge behavior.“23 Syubols make groupings of ideas
Fossible so that even these groupings can be related to one anothere.
Words are parts of sentences. To cite Dewey on this point again:
Fropositions, sentences bear the same relation to Jjudgments that
distinct words, built ur mainly by annlyzing propositions in their
varicus types, bear to meanings or concerptions; and just as words
imply a sentence, so a sentence implies a larger whole of consecu-
tive discourcse into which it fits. +ee The chiel intellectual

classgifications that constitute the working capital of thought
have been built ur for us by our mother tongue.

Language-- Instrumental and Consummatorye. Dewey states further

th#t langunge is both instrumental as well as conswuetory. It is
instrumental in that it is "a means ot concerted action for an end...."BO
Asain he says, "Comrmunicntion is an excunange wnicn procures something
wanted; it involves & claim, appeal, order, direction or request, which
realizes want at less cost than personal labor exacts, since it pro-
cures the cooperative assistance of others.">! It is in this sense

the medium throush and by which a course of action is instigated, di-

rected, and controlled. It is consummatcery in that it may be enjoyed

T1bic., p. 174

’8Ponnld A. Fiatt. "Dewey's Logicel Theory." In The Prilosophy of John
Dewev. Td. Paul A. Schilpp. Wew York: Tudor Publishing Company, 1951,
pe 122.

297ohn Dewey. How We Think. Op. cit., k. 235

3055hn Dewey. Experience and Nature. Op. cit., Pp- 184,

3171vid., p. 183.
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tor its own sake. "The dance is accompanied by song and becomes the
drama; scenes of danger and victory are most fully savored when they
are told. Greeting becomes a ceremonial with its preecribed rites."32
Literary forms and figures of speech are discovere¢d and treasured for
their own beauty. ZEven scientific discourse may have its own fascina-
tion despite the fact that abstract thinking is generally regarded as
difficult. "In view of the importance of such activities and its ob-
Jecte, it is a priceless gain when it becomes an intrinsic delight.
Few woulédé philosorhize if philosophic discourse did not have its own
inhering f.scinatinn."33

Language is also the repository 1or the exjperiences of the race.
Considered in its widest sense, language
is the medium in which culture exists and through which it is trans-
mitted. Fhenomena that are not recorded cannot even be discussed.
Langusnge is the record that perpetuates occurrences and renders
them amenable to public consideration. On the other hand, ideas
or meanings that exist only in symbols that are not commnicable
are fantastic beyond imagination. ... Nelther inquiry nor the most
formal set of symbols can escape from ﬁhe cultural matrix in which
they live, move and have their being.>
Since it is the repository of the experiences of history, it is
the chief means of transmitting the culture to later generations. On
the one hand, "By it we are led to share vicariously in past human ex-

perience, thus widening and enriching the experience of the present."35

Jere it not for this fact, each person would have to experience every-

321vid., pp. 1%3-184.
331vid., p. P07%e
3)'*John Dewey. Logic. Op. cit., p. 20.

35J0ohn Dewey. Democracy and Education. Op. cit., p. 45,
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thing for himself directly; there could be no accumilation of experi-
ence; man would be in the position of an animal. It is thus a time—
binder, tying the present with the past so that previous exj.erience is
available to provide information and background for Jjudging proposals
about future action. The other facet is that it is a medium of trans-
migsion of previous exrerience. It is the vehicle which is most eco-
nomical for transmitting information spatially or temporally. It is
no wonder, then, that Dewey sayz of it, "Of all atfairs, commnication

ic the most wonderful."3b

Care in Using Lancuage. Yet the use of language is also fraught

with certain dangers and limitations. Dewey obs-rves that linguistic
symbnls can function in their representative caprcity only for such a
person as has had the kind of experience to which these meanings are
relevant. Unless these experiences have first been undergone, the
neanin.s will to that extent be shallow and lead to only & superficial
appreciation. Familiarity with a thing is essentianl to understanding

a neaning. Learning mere words means that there is no significant un-
derstandings; "...ability to repeat catcn-rhrases, cant terms, familiar
rropositions, gives the conceit of learning and coats the mind with a
varnish waterproo: to new iiems.">! A second dittficulty ies that wnile
new idcas may be derived from resding the writings of others or trom
listening to their speeches, there is a limit to this process, If such
ideas Are accepted without the intervention of physical things to which

they relate and without pursuing the Erocess of inquiry, mental laziness

36}ohn Dewey. Zxperjence and Nature. Op. cit., k. loo.

3770hn Dewey. How We Think. Op. cit., Pp. 237.
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results. Tris procedure does not further inquiry; it arrests it. Then
the ideas of other persons are substitutes for one's own ideas. Dewey
adds:?

The use of linguistic studies and methods to halt the human mind on
the level of the attainments of the prast, to prevent new inquiry and
discovery, to put the authority of tradition in place of the author-
ity of natural facts and laws, to reduce the individual to a para-
site living on the secondhand experience of others-~these things
have been the source of the reformers' protest against the preemin-
ence assigned to language in schoolse S0
A third difficulty occurs when symbels are manijulated without awareness
of what it is they signify. Then they are mere prawns with no attention
1aid to thelr worth as bearers of mesning. The assumption accompanying
such manirulation seems to be that, by this handlirg of the words, that
rr.ich is designated by them is also changed. The result is that symbols
are changsed ané rearranged but there is no accompanying change in the
trings desicnated by them. "...words that originally stood for ideas
come, with repeated use, to be mere c-unters; tLey become rhysical tkings
t» %2e manirulated according to certain rules or reacted to by certain

n39

oyerations without consciousness ~f their meaninge.

Educ~tion and Lanjuage. Dewey exiplains that language has a two-—

2nld relationsnip to the work of the school: on the one hand it is the
medium by which all studircs are conducted, including the social rzla-
tionships within the school, and on the othner it is a subject of study
in and of itself, In the former sense it has several purposes, namely:

Tr.e irimary motive for language is to influence (trrough the exgres-—
sisn of degire, emnrtion, and thought) tre activity of others; its
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secondary use is to enter into more intimate sociable relations with
them; 1ts emrloyment as a conscious vehicle of thought and knowledge
is a tertiary, and relatively late, formation.

The problem of the school is to transform lansusge into an intellectual
tool so thnt students can use it with facility and ease. Again Dewey

emphasizes this point in this way, "That problem is to direct pupila'

oral and written sreech, used primarily for practical and social ends,

so that gradually it shamil become & conscious tool of conveying know-

ledge and assisting thouggt."ul

Fe further points out that it is a relatively easy matter to encour-
age a free and spontaneous flow of words, even to establish accepted
inodes of expression in certain areas of endeavor. This may in some
cases ve desirable but it is not the important aspect of language usage.
Vhat is important is that the student's habits of language usage are so
reconstructed and developed that the language is used to express more
exactly the ideas he has, t» be more precise in his meanings so as to
be the more able to receive comimnication with more specific understand-
ing as well as to communicate more precisely the mesnings he himself
has.

Fe says three things are essential it this objective is to be ac-
comylished.uz The first of these three is to enlarge the vocabulary.
Since this enlarging occurs as a result of wide experience either di-
rectly or indirectly, through actual contact with persons and things,

or through determining the meanings of words froum the context in which

HO0Ibid., p. 239.
41Loc. cit,

421vid., pp. 240-24b.
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tney are used, it follows that this area of contact must be broadened.
‘lere acquaintance is not enoush, for it results in what is usually called
a passive vocabulary, an acquaintance without a real appreciatiosn for
the significance of the word, a reading vocabulary but not an active
one capable of Deins used either in writing or speakine. Such an ac-
quaintance indicates that the word has not become a part of that person
and that its meaning is still somewhat unclear. Carelessness and sloven-
ly habits may account for a small stock of words; addiction to the use
of substitute words or slang likewise sugzests an inert mind or an en-
vironment not conducive to enlarginz the bounds of a vocabulary. 3ut
mere fluency and glibness are also undesirable, for they may indicate
a certain familiarity with a limited subject area but do not necessarily
assure a real apprecliation even of those areas nor do they indicate
familiarity with anything beyond the small sphere. Zven volubility
absut the subject matter of one's work in the classroom may suggest
that such freedom of expression has its limits within a small area.

The second step necessAary to make language an intellectual tool is
to make the meanings of words more preclise. Vords are at first usually
vasue and general in their meanings because underlying them is but a
superficial acquaintance with whatever they represent. These meanings
become differentinted and more exact as experience widens so that trees
are distinguished as shade trees, fruit trees, as maple, elm, and oak.
Growth toward specificity occurs in two directions, one toward more
concrete designations of individualized traits, the other toward ab-
stract words desisnating exact relationships. Both strands must develop
for adequacy and fullmness. In either case it is not to pe assumed tnat

familinrity with -~ more specific word is tne same as having a tull
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sense of the idea of that word. If that exact idea is grasped, the
learning of the word for it, that word which names that ghade of mean
ing and none other, will help to fix the clarity of the idea.

The third step in improving language facility is to form habits of
consecutive discourse. It is not enoush to select and ditferentiate in-
dividual words. For effective communicAtion it is necessary to fashion
tnhe words into phrases, clauses, sentences, paragraphs, and even larger
unitse ¥ith this facility persons may perform the task of inguiry and
reasoning by manipulation of symbols. Only with this facility can per-
sons carry through long and intricate problems involving serious reflec-—
tive thinking. Unfortunately, teachers frequently operate a classroom
so as to prevent the development of this facility. It the teacher does
all of the talkin: in class and the student may be permitted merely to
suprly a few short answers to questions, the student has no opportunity
to practice whatever lanZuage skills he already has. Frequently, too,
lessons are so short as to involve only a few details, to show no rela-
tions, to seem to have no direction or objective; they neither call for
nor enable any rrocedure comparable to reasoning to take place. Finally
Dewey mentions the habit of snme teachers to concentrate upon correcting
errors to the extinction of continuous discourse not only because of the
interruptions but also because the attacks upon every error direct the
student's attention away from the discourse itself to its mechanics;
the student becomes self-conscious about them instead of devoting his
energies to the discourse wnich served as the starting point of the dis-
cussion. V¥hen this happens, interest in the topic under discussion

wanes, and discouragement is almost certain to ensue.
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Cewey denies that learning and using language for acquiring and con-
veying meanins;s is in conflict with the principle that meanings are
galned by using things in action. Words are first learned by virtue of
their being used in a joint action by, let us say, a parent and child.
Tecause the sound was employed in connection with doing n thing, the
cinild and the parent have the same idea, they share the same meaning for
the word. 1In reading, the reader shares imaginatively the meaning the
author had at the time of writing. Admittedly, this jrocess is not as
clear or as easy as a direct participation with someone else in the
sharing of the manipulation of an object. DTewey cowmuents on the dif-
ficulty involved:
"Then words do not enter as factors into a shared situation, either
overtly or imAaginatively, they orerate as pure phyeical stimuli,
not as having a meaning or intellectual value. They set activity
running in a groove, but there is no accompanying conscious pur-
10se or :eanings. Thus, for example, the ,lus sijsn may be a stim-
ulus ton perform the act of writing one number under anotner and
adiing the numbers, but the persnn perforiiing the act will oper-
ate much as aﬁ automaton would unless he realizes the meaning of
what he does.™3
Ye dnes grant that "Inforuntional statements about things can be ac-
suired in relrntive isolatinn b, anyone who rreviously has had enougzh

L Tre i:mediately

intercourse wit: others to have learned the lan_uage."
succeeding sentence, however, emphasizes activit; again. "3But reali-
zation of the meaning of the linguistic sizns is quite another matter.
nk5

That invnlves a context of work and play in association witn others,

e explains that "rlaygrounds, shops, workrooms, laboratories not only

43rohn LCewey. Democracy and Eiucation. 0Op. cit., p. 19.

441bid., p. 4lo.
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direct the natural active tendencies of youth, but they involve inter-
course, communication, cooperation,-~-all extending the rerception of
connect’.ion."hb Thus, even though some language may be learned in rela-
tive isolation from connection with matters in hand, the appreciation
of meanings can be attained only through active dealing with those af-
faira.

As a matter of fact, Dewey identifies commnication with education.
In the context of social life as it relates to education, he makes this
uneaquivocal statement, "Not only is social 1life identical with communi-
cation, but all comimunication (and hence all genuine social 1life) is
educative. To be a recirient of a communication is to have an enlarged
and changed experience.”u7 He explains that in order to communicate a
fact to someone it 1s necessary to get outside of that fact, look at
it as he would probably see it, look at it in terus of his rrobabdle
ex.erience with it or something similar, and then formulate it in such
a way that he with his background of experience will be able to under-
stand it. To do this it is essential to assimilate somewhat of the
>ther person's experience into one's own; otherwise one cannot under-
stand how the other person will view it. This process is educative in
itself, for the very process will result in changing one's own attitude
toward the idea &8s he is tryins to see it through the eyes of another
rerson., In this way then comvmnication itself is educative.

A further implication of this theory of langua;e is that there 1is
no wortany distinction between learnin< through doing or learning turagh

verbal symbols, or put in another way, between cultural and practical

“TIbid., pe 6e
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subjects. Clayton summarizes this view in the following comments:
Professor Dewey's thought does not call for oprosition between
learning by doing and learning through the use of word symbols.
It is highly critical of educational theories which emphasize the
intellectual and the cultural at the expense of the practical and
vocational and which therefore tend to separate the activities of
gaining a livelihood from tﬂg wore refined activities appropriate
to A more rrivileged class.
In fact, if actual first-hand acquaintance is jrior to adequate reali-
zation of meanings, it is necessary to begin with materials at hand
before turning attention to printed material which states a background
for the present. Hence, the immediate materials relevant to the prob-
lem at hand are of first importance and form the background for what-
ever reading needs to be done. ™Without this prior experience there is

no meaning to which read material can be relateda, understood and appre-

ciated.

Summary. These are the chief considerations having to do with
Nevwey's conception of the origin, nature, and educational implication
o lan;wage., His hicch regard for language and for its iaportance in
thie civilized world compels him to eulo,ize 1t at various places and
in various ways, not the least of which is the following: "As to he a
tool, or to be used as means for consequences, is to have and to endow
with meaninz, language, being the tool of tools, is the cherishing

mother of all significance.“u9

usAlfred S. Clayton. "Dewey's Theory of Langunge." Op. cit., p. L4,

49J0hn Dewey. Experience and llature. Op. cit., p. 180.




CHAFTZR V
VALUE IV EXFERIMENTALISM

Chapter Two described experience as being fundamental to the Pro=-
cess of inquiry and then exprlained the process of inquiry itself. The
[oint was made that man, beins continuous with and a part of nature,
need not go outside of experience to ex,lain his place and function
within life-processes. Chapter Three set forth, again based upon the
rrocess of experiencin, and of inquiry, the way knowledge is attained,
whnt its limitations are, and how it is to be treated.

The present Chapter aims to present first, the basic concepts of
the experimentalist with regard to value, or what man may regard as
desirable in the process of life-experiencing. The second portion will
describe how these values may be arrived at and what qualities and
limitations attach to them once trey are determined. And finally these
princirles will be applied, froé the experimentalist point of view, to

education.

The Concert of Value. The term 'value' has two meanings in philo-

eorhical discussion. 7ne is concerned with jrizing something which has
a value of some sort but which does not irnclude reference to other ob-
jects of either a like or unlike nature. The other refers to asjects

of apprraieal, that is, making a choice as to which of two or more objects
is the more significant for present purposes, establishing a relationsnir
between the objects pertinent to the attaining of an objective. The

former has a personal-emotional and the latter an intellectual con:iotationes
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Tewey says, "...to value means to welgh, appralise, estimate; to evalu-

ate--a distinctly intellectusal operntion."1 He thus makes a distinction

between the verbs 'value' and 'evaluate.? He explains his point of view

most aptly when he states:

...¥hen attention is confined to the usage of the verd 'to value',
we find that common speech exhibits a double usace. For a glance
at the dictionary will show that in ordinary speech the words
'valuing' and 'valuation' are verbally employed to desiznate botk
grizing, in the sense of holding precious, dear (and various other
nearly equivalent activities, like honoring, regarding highly), and
appraising in the sense of putting a value upon, assigning value
to. This isan activity of rating, an act thot involves comparison,
ng is explicit, for example, in aprraisals in money terms of goods
and services. ... For in prizing, emphasis falls upon sometkLing
having definite personal reference, which, like all activities of
distinctively rersonal reference, has an aspectual quality called
emotionnl. Valuation as appraisal, however, is primarily concerned
with a relational property of objects so that an intellectual ae-
vect is uppermost of the same general sort that is found in ‘'esti.
mate' as distinzuished from the personal-amotional word 'esteem.!

Dewey distin.muishes intrinsic from instrumental wvalues. If some-
thing has intrinsic value, it is not subject to comparison with some-
thing else of value; it has its own value, or it may be said that it is
invaluable, "and if a triing is invaluable, it is neither iore nor less
en than any other invalunble."3 2n tie other hand, when a choice is
necessar, in the course of activity, there comes about an "...order of
jreference, n ¢greater and less, better and worse. Things judged or

rassed upon have to be estimrted in relation to sowe tuird thing, sone

lyohn Dewey. Logic, The Theory of Inquiry. Ilew York: Henry Zolt and
Company, 1%38, p. 172

2John Dewey. "Theory of Valuation." In International_Encyclqgedia of
Tnified Science. Vnl. II, Yo. 4. Cnicago: The University of
Crhicaso Press, 1279, p. He

370hn Newey. Democracy and Education. New York: The llacmillan Colu-
prany, 1°lb, p. 279.
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further end. With respect to that, they are means, or instrumental
values."u In the subsequent discussion it will become apparent that
Dewey 18 chiefly concerned with instrumental values. ¥e recognizes in-
trinsic values, but since they have no end beyond th.emselves, it seems
sufficient to recogsnize them for what they are; further discussion is
not especially called for.

The aprraising of instrumental values haprens in the process of
man's interacting with an environment. If he is active-~-and according
to the exrerimentalist view wan is active~~then, following the method
ntT incuiry, he regards the present state of affairs as being unsatisfac-
tory and seeks to re-arrange affairs so as to be more satisfying. At
this point 'liking' and 'disliking' enter in. There is dislike of thre
rresent state of things in that they are not coumjpatible with ends-in-
view., “hen then there is activity directed in ,ursuit of a more satis-
factory state of affairs, 'desire' enters into 'valuing'. Dewey comments
"Because valuations in the sense of irizing and caring for occur only
vhen it is necesssry to bring somethins into existence which is lacking,
or to conserve in existence snmething w:ich is menaced by outside con-
ditions, valuatinn involves desiring.“s Thus desiring is more than mere
wishing, i.e., wishing designating what is usually called 'wishful think-
ing'. Desires, then, 1if they are of significance 1in action, are not com-
Flete in and of themselves but are suchk only when they are functioning

in the context out of which they arise. There is the further distinction

HIbid., p. 280.

5John Dewey. '"Theory of Valuation." In International Encyclopedia of
mified Science. Op. ¢it., p. 15.

y



119
that desires as conceived by the experimentalist are more than mere en-
Joyine;, because 'enjoying' in an inactive sense refers to recelving
sratification from something already existent and in an active sense

refers to perpetuatins "the existence of conditions from which gratifi-
6
"

cation is received.
Desires in so far as they relate tc existential contexts in which
a lack of some sort is seen to be evident have these characteristics,
according to Dewey:
(1) The content and object of desires are seen to depend upon the
particular context in which they arise, a matter that in turn de-
rends upon the antecedent state of both personal activity and of
surrounding conditions. ... (1i) Effort, instead of being something
thnt comes after desire, is seen to be of the very essence of the
tension involved in desire. For the latter, instead of being
merely personal, is an active relation of the organism to the en-
vironment..., a factor that maxes_the difference between genuine
desire and mere wish and fantasy.
Because situntions in which desires operate are open to observation and
aprraisal in terms of the consequences of an act, "the adequacy of a
Jiven desire can be stated in proposit:ions."8
It is apparent th~t values, in this view, are not values unless
they result from intelligent action, action involving recognition of
the consequences of that act. "...to call an object a value is to as-

sert that it satisfies or fulfills certain conditions."9 To xnow whether

or not an action fulfills those conditions involves knowledge of inter-

nctinn. Dewey ageain explains:

©1bid., p. 1.

T1vid., p. lb.

———

8Ibid., p. 17.

9Jshn Tewey. The Quest for Certainty. New York: liinton, Balch and
Company, 1929, p. 260.
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If we know the conditions under which the act of liking, of desire
and enjoyment, takes place, we are in a position to know what are
the consequences of that act. The difference between the desired
and the desirable, admired and admirable, becounes effective at just
this jpoint. Consider the difference between the propositions "That
this has been eaten,' and the Jjudgment 'That thing is edible.' The
former statement involves no knowledse of any relation beyond that
stated; while we nre able to judge of the edibility of anything only
when we have a knowled:.;e of its interactions with other things suf-
ficient to enable us to foresee its Lrobable eifects when it is
takXen into the orpganism and rroduces erfects there.

T“rom the foregoing the definition of the 'c£o00d' readily followse.
an lives in an environment in which he has both to adapt hiuself to his
environment and the environment to himself. The outcome of his action
is not always secure nor 1is it necessarily the ultimate of what he seeks.
Thus, "The potential better will...be regarded as the good--and the only
good-~-o0f any situation, a statement as applicable to scientific inquiry

r.“ll ¥rom the standpoint of the pattern of in-

as to any moral mrtte
quiry described in the clhiapters above the following definition seems
more clear: '"300d consists in the meanin:, that is experienced to belong
to an activity when conflict and entanglement of various incoumpatible
i.ypalses and habits terminate in a unified oraerly release in action."12
"his conception marks a clear departure froi other pnilosojhles which
assume an e priori good to which man must seek to contorm, a good con-

ceived as pre-established and given.. Rather good, as exrerimentally

conceived, is somethin: to be brougkt about by interaction with an

101bi4., p. 2vo.

1lrokn Devey. "iIxyerience, ¥nowledze and Value: A Rejoinder," in The
fiilosophy of John Dewey. Zd. raul A. Schilpr. Wew York: Tudor
iublishin:: Company, 1351, p. 58&9.

1255nn Dewey. E.man Nature and Conduct. !ew York: Henry Holt ond Con-
jany, 1322, p. 210.
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environment, yet not something absolutely good for now and all subse-
auent times, but zood as the preferred outcome of present activity and
inquiry. And since the outcome of rresent inquiry is subject to revis-
ion in lster inquiry, the good may also be revised at a later time. It
is thus specitic to the present inquiry, and while it may hove :seneral
apilication in future inquiry and action it is not to be completely de-
prended on just because it has been the good of a particular inquiry.
cnilds explains the specificity and plurality of good when he says:

Undoubtedly one of the cnief reasons for its L;kperimentalisg7
oprosition to all attenpts to set up some such final hierarchy of
values is rootei in its respect for the individual and the unique-
ness of his experiences and perspectives. Tnis profound resgpect
for human individuality prompts experinentalism to resist the idea
that there is some universal pattern of goodness which can be dis-
covered and made into a final authoritative standard. Life is a
dynamic affair., Individuals change, and the conditions in which
tleir lives are set also chan:e. Yence goods are many and various.
Yow much any particular good is to be valued is conditioned by the
circumstances. It is relative to the actual needs and the possi-
bilities of those concerned. If a general principle te demanded,
the experimentalist says that is good which promotes the growth and
happiness of individuals and does not interfere with the happiness
and growth of other individuals. 3ut here, again, the princirple does
not fix the end. Such a principle is a '"tool of insight.' It
;oints to the fundamental importance of tne continuous task of find-
ing out in each situation that which is good ani tnnat which is bad.
It has value only to the desree thinat it mn.ies us :more sensitive to
the actual factors that limit and thwart growtn as well as to those
witich lead to expansion and more effective control.

Throagh the rocess of experiencing and of arriving at judgamental
values taste is built for a standard of excellence. "“Zxpertness of
tnste is at once the result an. the reward of constant exercise of think-
ing. Taste, if we use the word in it: be:t sense, is the outcome of

exrerience brought cumulatively to bear on the int-=llisent arpreciation

1370hn L. Childs. Education and the rhilosorny oi cxjerimentali sm.
Yew York: The Century Conmpany, 1931, p. 227.
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of the real worth of likings and anjoyments.”lu This process of build-
ing tastes 1s continuous and cumlative. Through expressed tastes it
is possible to judge a person's previosus experience, his likes and dis-
likes, for it is through them that he reveals himself most effectually.
For this renson they are so iumportant. "The formation of a cultivated
and effectively operative good judgment or taste with resrect to what
is esthetically admirable, intellectually acceptable and morally ap-
Irovable is the supreme task set to hwnan beings by the incidents of
experience."l5

It is from coserving behavior "that the existence and description
of valuntions have to be determined."l6 What a person will do in a
given set of circumstances reveals what that person's values are with
relation to the elements in that situation. The discovery of compara-
tive strength of a person's values may require continuous observation
over an extended period of time and over a variety of actions and choices
among actions before a particular aspect of his value system will be-
come clear. Likewise, 1t not only reveals positive preferences but the
nezgative ones as well. ZFrom such observation it becomes possible to
make statements or propositions about valuese.

ow when a proposition of aprraisal is made, it sets forth the
conditions to be adhered to in future action in that regard. It thus

establishes a norm which will serve to zuide future action and to

187000 Dewey. The Quest for Certainty. Op. cit., p. 202.

15Loc. cit.

16John Tewey. "Theory of Valuation." In International Encyclojpedia
of Unified Science. 2u. cit., p. 15
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assess the significance of such action. Such "Arpraisals of courses
of action as better and worse, more and less serviceable, are as exper-
imentally Jjustified as are nonvaluative propositions aoout impersonal
subject matter."l7 Yet they are also dirferent from scientific general-
izations in that they are “rules for the use, in and by human activity,
of scientific generalizations as means for accomplishing certain de-~
sired and intended ends."1® Dewey points to the significance of these
facts when he says:

Exaniinations of these appraisals discloses that they have to do with

things as they sustain to each other the relation of means to ends

or consequences. Wherever there is an apiralsal involving a rule as

to better or as to needed action, there is an end to be reached:

the aprraisal is a valuation of things with respect to their service-
ability or needfulness.ld

He explains, on the basis of exaiaples he has already cited in this con-
text, that real estate has a value set on it for the ,urposes of taxa-
tion, a medicine is valued in relation to its effectiveness in restoring
ealth., The value placed uj»on an item depends upnn its otential ef-
ficacy in producing a particular result. Now when a result has been ac-
complished, there is comparison of the actual result with the intended
result so that a judzment as to the ajpropriateness o1 the means can be
made. Conduct is on the basis of sucn annlyslis determined to be appro-
iriate or inappropriate, wise or unwise. Ilewey sumnarizes this discus-

sisn of the ends-means relationship in three gyropositions:

171vi4., p. 22.
181bid., p. 23.

19

Loc. cit.
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«e.(1) There are propositions which are not merely about valuatims
that have actually occurred...but which describe and define certain
things as good, fit, or proper in ma definite existential relation:
these propositions, moreover, are generalizations, since they form
rules for the proper use of materials. (2) The existential rela-
tion in question is that of means-ends or means-consequences. (3)
These propositions in their generalized form may rest uron scienti-
fically warranted empirical propositions and are themselves capable
of being tested by observaééon of results actually attained as com-
pared with those intended.

The significance of the above discussion lies in the means—end re-
lationship. One might suspect that the end to be attained is the mea-
sure of the value of a thinge Actually, Dewey says, "In empirical fact,
the measure of the value a person attaches to a given end is not what
he says about its preciousness but the care he devotes to obtaining
and using the means without which it cannot be attained."®d Thus he
denies the notion that ends are ends in and of tiemselves from which
follows the idea tnat such ends are so important as to Jjustify any means.
Dewey's position elso denies the separation of means from consequences
as to value. Such a sharp separation he calls fananticism, about which
he says: "Any view which in the name of inherent dirference in 'type!
between final and instrumental values sets ur values rer se, no matter
what consequences or 'ends' they are 'instrumental! to, tends in prac-
tical logic to promonte fanaticism.”22 Such a separation of ends from
means does vinlence to the rrinciples of interaction and the contimuity

of experience. So significant is this roint that he says rather force-

fully:

201pid., p. 24.

°livid., p. 27.

22John Dewey. "The Field of 'Value'". In Value 4 Cooperative Inquiry.
ew Tork: Oolurbia University Press, 1949, p. T1l.
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If the lesson were learned that the object of scientific nowl edge
is in any case an ascertained correlation of changes, it would be
seen, beyond the possibility of denial, that anything taken as end
is in its own content or constituents a correlation of the energies,
personal and extra-personal, which operate as means. An end as an
actual consequence, as an existing outcome, is like any other occur-
rence which 1is scientifically analyzed, nothing but the interaction
of the conditions which bring it to pass.

Methcd and Value. In the preceding discussion it is apparent that

the menans-consequence relationship has an important role in the experi-
mentalist theory of value. Value thus lies in human experience, in the
rrocess of interaction with the environment, in the area of human activ-
ity. Dewey exrlicitly emphasizes this point when he says: "...the

field in which value-facts belong is behavioral, so that the facts must
wll

be treated in Aand by methiods appropriate to behavioral subject matter.
On another occasion he points out that "...all planned human conduct,
personal and collective, seemns to be influenced, if not controlled, by
estimataes of valus or worth of ends to be attained."es That this con-
duct includes more than mere response to a fancy and thst its essence
lies within the pattern of inouiry is aiparent from the followling des-~

crirtion he gives nf conduct: "All conscious lhuuwan life is concerned

with ends, and with selecting, arranging, and employing the means,

°3sohn Dewey. "Theory of Vmluation." In International Encycloredia of
Tnified 3cience. Vo. II, in, 4. Chicago: The University of Chicago

Fress, 193G, r. 29.

2“John Dewey. "The Field of 'Value'". 1In Value: A Cooperative Inguiry.
Td. "ay Lepley, New York: Columbia University Press, 1949, p. %H.

25Jnhn Dewey. "Tneory of Valustion." In International Zncyclopedia
of "nified Science. Or. cit., L. 2.
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intellectual, emotional, and jractical, involved in these ends." Tus
values are significantly related to the method of intelligence in which
the progression is from Aan unsettled to a resolved situation through a
series of means-ends relationskhips. Value enters in at the _oint where
a cholice of courses of nction must be made in terms of the end-in-view,
Deliberation, or inquiry, begins with an unclear situation and pro-
ceeds through observation of the facts of a case to a dramatic rehearsal
of the possible courses of action. I.pulses and habits are held in
check by deliberation so that in imagination each possibility can be
traced tnrough to its own conclusion. Finally, a choice is made as to
wvhat to do, but it occurs, in genuine deliberation, only when "...the
various factors in action fit harmoniously together, wnen imagination
Iinds no annoyirs nindrance, when there is a gicture of open seas, filled
s2ils and favoring winds....”27
Crroice is in this context "...the emergence of a unifiied preference
nut of competing preferences."28 Deliberation thus leads to a choice of
some Kind from amon:; thne rossibilities in the circunistnances. lNot every
action, Lowvever, results fro.n genuine deliveration and to the extent
that such thoroughgoing deliberation has not preceded choice the result-
ine mode of action is unintelligent even thoush perhaps satisfyinge.

Croices, wnile com:sn to 211 individuals, become "...true cnoices under

tne direction of insight."29 And insight occurs orly when there is

€oJohn Dewey, and James . Tufts. =zZthics. Iliew York: Henry =olt Aand
Company, 1608, p. 205,

2T30hn Dewey. Euman Mature and Conduct. OQOp. cit., p. 192.

281bid., pe 1G3.

29John Dewey. The Quest for Certainty. Op. cit., p.250.
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understanding of the relations one to another of those objects pertin-
ent to an interaction. Knowledge becomes of greater significance when
it i1s realized that choosing wisely or unwisely does make a difference.
XKnowledge thus considered is an instrumentality enadbling more adequate
choices to be made in the furtherance of life-processes and of growth.
Tewey explains:

I do not for a moment surpose that the experience of the past, per.
sonal and social, are of no importance. For without them we should
not be able to frrme any ideas whatever of the conditions under
wnich objects are enjoyed nor any estimate of the consequences of
esteening and 1liking them. But past expreriences are significant in
giving us intellectunl instrumentalities of judging Just these
points. They are tools, not finalities. Reflection upon what we
have liked and have enjoyed is a necessity. But it tells us noth-
ing about the value of these things until enjoyments are themselves
reflectively controlled, or, until, as they are not recalled, we
form the best judgment possible about what led us to like this sort
of thing and what has issued from the fact that we like 1t.J0O
Choices are influenced by attitudes of admiration, enjoyment, es-
teem. If deliberation is cut short and attitudes are allowed to guide
the action, conduct has no intelligent direction. It is necessary,
therefore, to investigate the connection of things and so to estimate
their probable consequences. Inqguiry is inevitable. Frst exrerience
in similar situations iay be used as a guide when such connections as
nave previnusly been established are formulated as principles or rules.
But there are likely to be a variety of i rinciples and rules with
greater or lesser differences into which or nunder which a present situ-

ation may more or less accurately fit. Since all experiences are indi-

vidual and differ from one another, exact dujlication will never occur.

*O1vid., p. 272.
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But the question of the applicability of the rules and ;rinciples

at hand (however tested they have been) to the special situation in

question always enters in. Choiée has to be made amons thewm. Con=

sequently, in order to obtain a grounded final Judgment there also

has to be evaluation or appraisal of principles.3

But choice mist also operate so as to select from among desires
that one most compatible with the person's objectives. Cuilds observes
that desires do not occur singly in life and that in this multiplicity
of desires some are inconsistent witk one another in an individual sit-
uation, others seem more potent; and then he points out that

The aim of intelligent inquiry is to help one find in the l1ight of

all his desires or preferences that which he really wants, include

ing tkhe question of the type of person he desires to become and the

%xind of society he wants to live in. If one is to do this effect-

ively, it is important that he should have knowledge of the conse-
cuences of the activities into which his desires would lead him....

32
choice is a function of judgment and of intelligence. A decision
is grounded only as there is nn intelligent selection and arrangement
of those conditions which will ;roduce an end-in-view. Inquiry is in-
telligent to the degree in wnich it establishes tre connections between
events so that some things are seen in their cap:ucity of signifying
other trhings. "... if we can judge ~vents as indications of other
events, we can prepare in all cases Ior the coming ol what is artici-
pated.“33 In another instance Dewey says: "...the operations that
institute a 'this' as subject are always selective-restrictive of some-
tiiing from out of a larger field. ‘hat is selected and what is rejected

flows from an estimnte of their probably evidential significance.“Bu

313ohn Dewey. Logic., Op. cit., . 173.

3230hn L. Thilds. =ducation and the Frilosoprhy of Zxjerimentalism.
Op. cit., p. 1F8.

33rshn Dewey. The wu=st for Certainty. Op. cit., p. 213.

3uJ’ohn Devey. Logic. Op. cit., b. 127.
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The relationship of Jjudgment to value is more ;recisely stated in these
wvords of Dewey:
«.sall judgments of rractice are evaluations, being occupied with
Judging what to do on the basis of estimated consequences of con-
ditions which, since they are existential, are 2Joing to operate in
any case, The more it is emphasized that direct enjoyment, liking,
admiration, etc., are themselves emotional-motor in nature, the
clearer it is that they are modes of action (interaction). Hence
A decieion whether to engage or indulge in them in a given situa~
tion is a judgment of practice--of what should be done. >
Judgments are not single in the process of inquiry. "Judgment as
final settlement 1s derendent upon a series of partial settlements."36
This series of intervening Jjudgments are propositions about the several
aspects or events involved in carrying inquiry toward a resolution of
the inquiry. Now "The judgments by which ;ropositions are determined

1s recognized and marked off linguistically by such words as estiuamtes,

arpraisals, evaluﬂtion."37 It is evident that appraisal or valuing is

involved in the entire process of inquiry. It is an ap;reisal of the
means in that they are not only an evidential sign of other things but
also of their effectiveness in producing foreseen and desired consgeguences.
Fence, the definition of judgments about values clarifies and sums up
this relationship of wvalues to Judsment and to conduct:

...Judgments about values are judgments about the conditions and the

results of experienced objects; jud.ments about that which should reg-
ulnte the formation of our desires, affections and enjoyuments.5%

Appraising and valuing is thus intimately part anac parcel of the

process of intelligent inquiry. Valuing occurs throughout the process

351bid., p. 174
361bid., p. 122.

37Loc. cit.

38Jnhn Dewey. The Quest for Certainty. Op. cit., p. 205.
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and its results are stated in the form of propositions about the worth
of objects ms means toward accomplishing; an end-in-view. It is also
threugh inquiry that values are discovered, a process that is o,en to
inspectinn by the public and verifiable by other investigatorse

In order tn maxe such intellicent choices it is necessary that man
be free to make tnhem, Freedom in thiis sense is more than mere absence
of external restraint. "%enuine freedom, in short, is intellectual; it

rests ir the trained power of thought, in ability to 'turn things over, !

to look At matters deliberateiy, to judse wheti.er the ampunt and kind of
evidence requisite for decisinn is at hand, and if not, to tell where
Aand how to seex such evidence."’J Ciiilds similariy exjlains: "Cur acts
Aare free, not simply because they are not under constraint from others,

but because they are becominsg intelligent. Tney become intelligent as

they grow in their grasp of meanings. 'ie b=cnme firee as we learn to
tnink."uo It may well be that lack of restraint :rom the outside 13

one condition of oveins free; but the oth-r side or the matter is that
unless one can handle the materials involved, see tnem as evidences of
ntrer t:..in<s ani foresee consecuences of possible actions, one is hemmed
in by this very lack and necessarily takes action motivated by impulse

or habit withnut exercising any choice or, it he can manipulate relation-
snips in an emoryonic way, his choice of action will probably be ill-nd-
vised and in large pert unsatistactory. Thus the more intelligentiy he

can trink and foresee, the more free he 1is.

39J0hn Nevey. Eow We Think. Boston: 7. C. Heath and Comjany, 1933,
e AN

”OJonn L. Snilds. E=cucation and .‘orals. .ew York: Arrleton-cJentury-
Zrofts, Inc., 1950, bp. 151.
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Man begins with a certain natural freedom in that nature, as dis-
tinct from man, does not wage a total war against man. Some aspects
of nature help him in his 1ife processes, but many aspects of this help-
fulness are of an accidental nature and are therefore not completely
depemclable."‘1 An intelligent handling of nature and the environment
mast step in to adapt naturs to man's purposes. In this way man attains
to a greater freedom. Dewey explains, “"We do not use the present to
control the future. We use the foresight of the future to refine and
expand present activity. In this use of desire, deliberation and choice,

freedom is actu&lized.'ue

Value in Education. Education has been defined above as growth,

i.e., growth toward as full a measure of self-realization as the limi-
tations of heredity and environment permit. It has been identified with
developing and with life. Development is not just development toward
anything or just something but toward the maximum that the individual

can become in terms of his potentialities. This point of view means,
then, "(i) that the educational process has no end beyond itself; it is
its own end; and that (ii1) the educational process is one of continual
reorganizing, reconstructing, transforming."43 Education, in other words,
has no aims unless it be more education. "Only persons, parents, and

teachers, etc., have aims, not an abstract idea like education."

ElJohn Dewey. Human Nature and Conduct. Op. cit., pp. 300-307.

421bi14., p. 313.

“37ohn Dewey. Democracy and Education. Op. cit., p. 59.

“H1vid., p. 125.
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Since there are many different parents and teachers, those purposes
will vary infinitely with parents, teachers, and the person who is in
the rrocess of beconing educated. Hence, it is impossible to state aims
which are binding for everyone at all times. At best such statements
can be no more than sw;sestions for the educator in directing the choices
of experiences which he will utilize in teaching his pupil. His aim will
then be to select from among the resnurces at his disposal and "...to
utilize these various conditions; to makxe his activities and their ener-
sles work together, instead of agrinst one another,“u5 so that growth
and development can take place efficiently, so that the individual
undergoing the education will proceed from a less to a more complete
vhase in his development.

The significance and quality of this develnpment is also aifected
by the degree of interest the individuml has in 1its component experi-
ences. If he is interested, he has & feeling of personal attachment
and concern with the outcome of an activity in so far as it will affect
his future. Tne presence of such an interest indicates that the con-
nection between objects and events and aims is recognized; lack of in-
terest signifies that such a connection remains unrecognized.ub Yaving
an interest is tantamount to recnenizing a value. Dewsey exiplains, "...
there is no di:ference between sperking of art as an interest or concern

and referring to it as a Value.”u7
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The pnint has been made thnt learning occurs through the process
of experiencing, not of mere response to external stimuli, but of pur-
rosetful, intellizent interaction with elements .in an environment. This
cunlification emphasizes the need of nppreciation of an experience, a
recognition and a realization of its relation and importance. Dewsy
explains that mach of the learning in school happens through vicarious
experience, the medium being language. He points out that such exper-
iences are indirect and suifer troin the lack of real apyreciation by
reason oif this indirectness, froi the danger of misrepresentation or
misinterpretation througn linguistic symbols, and from the danger that
lan-uage as the mediwm will become an end in itself and so result in
mere bookishness. Should thesgse jossibilities become actualized, the
real aprreciation of an experience will fail. The real value is missed
and the sisnificance has failed 'to sink in'.qg The educational impor-
tance of this condition he elaborates clearly:

Before teaching can safely enter upon conveying facts and ideas
throuzh the media of sizns, schooling must provide gemuine situa-
tions in which personal participation brings nome the import of
the material and the problems which it conveys. I'rnm the stand-
nint of the upil, the resulting experiences are wortn wi.ile on
their own account; from the standpoint oi the teacher, they are
also means of supplying subject matter required for understanding
instruction involving signs, and of evoling attitudes of opeﬂfmind-
edness and concern as to the material sy uvolically conveyed. 9

The import of this apireciation for classroom practices is that

the appreciation can be secured most efficiently through play and ac-

tivity involving typical situations. Laboratory work provides such

B8 vi4., pp. 271-272.

“91pia., . 273.
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opiortunities for a real appreciation of the meaning of what is going
on. It distinsulshes first-hand experience and a genuine feeling for
Ziven circumstances from a superficial acguaintance. This appreciation
1s more important than getting a comumand of information and technigue
2t first. Dewey says: "3etting commnand of technique and cf methods of
reaching and testing generalizations is at first secondary to getting

appreciation."so

And the more imnmature and inexperienced the learner
is with the subject matter involved, the more important is this'first
hand experience.

Tnis same distinction between superficial and meaningful apprecia-
tion applies also to the standards ot value which an individual builds
up in the course of his expsriencing and 1iving. These standards operate
as rules or principles in evaluating the wortli of new exieriences as
tnese cnncrete situations present tnemselves. These "...working as dis-
tinct from professed standards derend uion what an individual has him-
self specifically arprecinted to be deeply si-nificant in concrete situ-
ations."sl Working princiyles of value, in other words, caniaoct be
tausht by a mere telling of them to an individual, but concrete situa-
tions must be experienced i they are to become absorbingly meaningful
to him. Develoring tastes and agpreciations of value is accomplished
thrruch active experiencing, not through indoctrination and telling;
the latter is li<ely tn jroduce sujerficiality anda adojpted stancards

but not real, felt, and jersonally important ones. Iiechanical habits

can perhaps be established, but they will remain a "...purely mechanical
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thing unless habits are also tnstes--nabitual modes of preference and
esteem, an effective sense of excellence"’?

The rlay of imagination is an essential condition in developing
real appreciation in activity, for "The imagination is the medium of
apireciation in every field.”53 Trrough imagination the individual is
able to project an 1dea into relationship in concrete situations, fol-
low it through to its conclusinns, and evaluate the outcome in terms of
its desirability or undesirability. Vithout imagination an activity is
Just a mechanical process. Tewey particularly observes that, in the
laboratory, for examrle:

“ere it not for the accomianying rlay of imaginantion, there would
be no road from a direct activit - to representative xnowledge; for
it is by imagination that symbols are translated over into a direct
meaning and intpgrated with a narrower activity so as to expand
and enrich it.>

Earlier in this chapter the distinctinn between intrinsic and in-~
strunental values was stated. It remains to indicate the implications
of this separation for education. On the basis of intrinsic value, no
cnoice is necessary since the value is considered ajart from anyrela-
tionships, and trherefore no hierarchy ot values is possible. "In the
abstract or at large, apart Irom the needs of a particular situation
in which choice has to be made, there is no such thing as degrees or

order of value."56 The import of this fact for education is that it

521pid., p. 276
n73 Nnce. cit.

5%1pi4., p. 277-278.

°S1vid., p. 280.
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disallows a ranking of school subjects according to a measure of their

value. Dewsy explains:.

In so far as any study has a unique or irreplaceable function in
experience, in so far as it marks a characteristic enricament of
life, its worth is intrinsic or incomparable. Since educatinn is
not a2 meansto a living, but is identicsl with the operation of
living a life which is fruitful and inherently significant, the
only ultimnate vglue which can be set up is just the process of
living itself.?

Furthermore, since anything may conceivably make a contribution to
life, and since that contridbution may have meaning in a variety of ways,
it is impossible to ascribe particular kinds of values to any individual
study. On this point Dewey says:
Science for example may have any kind of value, depending upon the
situation into which it may enter as means. ...All we can be sure
of educntionally is that science snould be tau ht so as to be an
end in itself in the lives of students—-somethiing wortlhiwnile on ac-
count of 1ts own uninue intrinsic contribution to the experience
of 1ife.>7

Fe argues that

...as long as any topic makes an ilwiediate mupeanl, it is not neces~

gary to a~sk what it is good for. This is a guestion that can be

agked only about instrumental values. Some goods are not good for
anything; tney are just goods. Any other notion leads to an ab-

surdi tyo 5
Fe says furthar it is imgossible l'or either the pu;il or teacner to tell
what jurpose some bit of learning may some day serve in the student'slife.
So long as the student resg,onds, it is worth while.

“n the other hand, when a subject is trught for its instruwanental

value, as let us say, persuasion for a prosrective salesumnan, then it

mny be necessary to pnint out the particular connection of the subject

561bid., p. 2%1.
ST1vid., p. 282.

581bia., p. 283.




137

antter in hand to the total selling performance. This connection is
not to be labored unless the connection is not clear to the student.
Dewey summnarizes his view on the matter of intrinsic anéd instruwental
value in teackin: when he says:
in general wnat is desirable is thert a topic be iresented in such
& way th:t it either have nn imnediate value, and require no Justi-
ficati~n, or else be perceived to be a menns of achieving something
of intrinsic value. An instrumental value ther. has the intrinsic
value of beins a means to an end.>9
Ye recngnizes, however, that there is some point in listing as aims
or values some of the "various valunble hases of life,“bO for they pro-
vide breadth of outloock and a zreater measure of flexibilit;. Actually
such lists or statements are bu: "seneralizations, wore or less adequate,
of concrete goods.”°1 As generalizations in the abstract they are not

valu=s or standards cf valuation, because suclk standsrds of valuation

nre found "in the srecific realizations w#hich torm tastes and rnabits of

}refprpnce."ée #itli regard to tiis aquestion of establishir, aims or
valucs A finnl stetement seems constructive and incportant to the roint
¢f view., In it Devey offers a jositive sujgestion as to now far one
can o, and wnnat lilitatizn tmust be imjosed in framin; a set of educa-

tisnnl velues:

Je may say thnt tie kind of =z, erience to which the work of the
scnionls should contritute is 2ne marced by executive coipetency
in the manr.;ement of resources ané¢ obstscles encountered (erfici-
«ncy); by sociability, or interest in the direct cowranionsrii of

o

oth ers; b, aesthetic taste or capracity to a:precinte artistic
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excellence in at least some of its clessic forus; by trained intel-
lectual method, or interest in some uwode of scientific achievement;
and by sensitiveness to the rights and claims ot others--conscien-
tinousness. And wr.lle these considerations are not standards of
value, they are useful criteria for survey, criticism, and better
organization of existin. methonds and subject matter of instruction.63

Sumrary. The rresent charter has sought to explain the more basic
nseyects of the exvrerinentalist point ot view witi. regard to value theory.
It was empnasized that instrumental values are deteruined through the
1rocess of irquiry and thnt choice of value is intimrtely associated
witrh :nethod, desire, and intelligence. Some arplications were made to
trhe educational rrocess ir general. The succeeding chapter will pro-
re~d frnm this point to an elsboration of the implication of the exreri-

mentalist point of view thus far developed to the teaching of rublic

sreaxine at the collece level,

~Ibid., pr. °8+=285,




SOIZ IUXLICATIONS COF EXFZINENTALISM

FCR T=ZACHIL » STUELIC SFZAKIY> I COLLEZGE

in the four Lrecedin- chajters the essential concepts of Dewey's
rllosorhy criefly, and of the exprerimentalists ir. (;eneral, have been
elrborated. The basis of this rrilosophy, as exjplained in Chapter Two,
lies in the concept of exiperience out of which grows the method of in-
telligence, thnt ie, tnhe pattern of inquiry. Charter Three states the
imrlications of tnis pattern and process for the rsycnology of learn-
ing anc for <<ome related aspects of tLe educational yrrocess. The
next crapter sums ur Tewey's viex on the origin, nnature and functions
of lansuage ir inquiry and in learning. Tihe fifth chnapter, dealing
witr. value theory, expresses the exrerimentalist view that value is de-
rived trhrough tns= sane pattern by w.ich «nowvledgse is attained.

Trne rresent caarter sets forth some of the imglications of these
ifens ag t:ey relate syiecifically to the teacning of jublic speaxirg.
It is not necesserily imrlied in the ensuing discussion that all of
such gnscible inmplicetions are indicated or tr:t the procedure followed
rere rerresents tre only possible mode ol attack. +"hat is rresented,
r.owever, is believed to be a defensible int-rrr-tnati-n ol this prile-
sn;ny as arjlied to the yublic speaking classercon.

"he major divisions in tnis discussion will b= tre titles of Chap-
ters Twn throush ~ive, namely, tre Fattern ol Inquiry, Zducetional rsy-

ci.oln:y, Tnenry of Lanuage, and Theory of Value. TUncer eac:i. ol these,
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of course, will be ajpjrorriate sub-headings though rerhaps not in every
instance in as many discrete units as in the previous discussion. In
so far as it is feasible, overlappings witkh material comin. before or
aiter a rarticular point will be avnided. ¥Xowvever, in a few cases it
ras seemed more convenient to <roup several related headin.s in order
to avoid splitting ideas into minutiae when actual separation wculd
EFrevent meaning ful discussion of a joint.

Turthermore, excessive dicnotomizing seems to destroy the coherence
nf the discussion and necessitates that the reader do mch of the assim-
iloting for himself. Therefore, some ideas will be discussed at one
point only even thousgh treir consideration also may ve approrpriate in
annther context.

Since the crief concern is witnh the teachins of public speaking,
trhe Zollowin:; discussi~n will deal in the wair witl methods of teaching.
Wrile it is true there are numerous aprlications of the tlieory of exrer-
irentalism which may be well suited as subject matier for sucn a course,
the intent is not to euiplasize it as a major part of this endeavor. For
exa.ljle, tre pattern of innuiry will be treated mainly as tiie metnod of
le=»rring rather than as a separate area o!f the subJect matter content

of a course in public spearinge
The Fattern of Inquiry

The Concept of Ixperience. The student wno comes into a college

class in jublic sreaking already has a large accuumulation of exjperiences
witr. Lublic speaking in his background. Through them he has established
rnbits, attitudes, and variegnted pretferences. Eis speech havits and

I tterns are well formlated, and his habits of tninking nand valuing
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are probably fairly well established whether or not he recognizes tl.em
ag such. Consequently, much of the plasticity of childhood has given
wvay to some set of standards or other. He has acting and reacting pat-
terns. which are typicml for him, and he responds largely in accord with
those habit patterns. He has a certain stability of being, responding,
end thinking which distinguishes him from every other member of the
Zroupe

Yet he remains in his formative years so that changes in his adap-
tations to the environment still are possible. Daily he is exgerienc-
ing many varied kinds of commnication situations, whether or not they
are of a '"pudblic!' nature in the sense in which the word is used in the
usual connection with ‘'public speaking'. Ee receives commmunication
from the radio, the press, instructors, textbooiks, classmates, and
friends. Conversely, he engages frequently in classroom recitations,
conversations with friends, writes term papers and examinations, and
mAYy alpear as a speaker at student meetings or even at me=tings of
civic clubse In his world as he experiences it there are manifold op-
rortunities for him to communicate and to receive co:iunication,

Tonsecuently, it may be said that he is an active being partici-
pating in the a*ffairs about hia, adjustin.: to the environnent as well
a8 adnrting the environment to suit his own ,urposes and objectives.
Yig existence corresponds to Dewey's corception of the process of inter-
action in and witl his environment. Each situstion requlres specific
adaptation becnuse each is different from every other. A constant ap-
rlicntion of the method of solving rroblems is necessary for successiul

renli~sation of his goal. In spite of the variance of situations, one
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from another, sutficient stability from one to the other exists to en-
eble him to use the accrual from one experience in working out the best
solution in another situation. His failings, funblings, successes and
partial successes, his accumulations from observation and direct study
nave resulted in a considerable accretion of experience with regard to
the processes and technigues of coarmnication. Yet the newness of each
situation as it arises creates a new problem which liis prior experience
riay not enable him to solve satisfactorily or as rapidly as he needs

to respond. To solve these new probleris he may seek nelyr through an
organized course such as Public Speaking.

The fact thnt he enrolls in such a course does not mean he is
tunsroughly aware of what his problems Aare. He may feel merely there
are some unsatisfactnry aspectc in his comimunication pat:erms. He may
not have mnde sufficient analysis ot then, vecause he lacks inforuation
28 to how to annlyze hils .roblems or a sincere ajprreciation of the na-
ture of his dif:iculty. Yowever, one may asswne tlat he has consider-
able exjerience in commnicatings with others and has at least an initial
unéderstanding and an inchoate ajrreciation of the probleins involved in
his speaking with others.

Therefore, it may be ascumed tre enrollee ina Public Speaking course
has some arpreciation of his .robleis from his daily intercourse with
others who constitute his environment, and he comes to the class with
the nope of finding assistance in overcoming these difficulties, of get-
ting snme opjortunity to rractice in the presence ol the group, and of
setting; constructive co:unents whichh will helyp his growth as an efiec-
tive speaker. He hopes to enlarge his sperxing experiences and to im-

irove his skill in getting ideas understood and accepted by others,
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In terms of such a student's expectations, how can the instructor,
operating uren the principles of experimentalism, and specifically in
thie context of the nature of an educa{ive experience, provide such ex-
rerlences as will aid the student in growing ta a more adequate reali-
2ation of his potential?

In order that the student and instructor may mutually understand
the problems the student believes he has, the student might well try
to explain before the class what he feels are his problems. In this
way he will have to analyze his own activities and as he sreaks the
instructor will be able to form some judgment as to his assets and
lisbilities., This impression, of course, will be a hasty one but it
will help to identify the problems and enable the two of them to dis-
cuss them more understandably. This speech naturally receives no
grade evaluation since it is not designed for that jpurrose; its purpose
is to try to establish the groblem and to form a starting point for in-
telligent develorment., At the same time, it is the first step in prob-
lem-solving and so is necessary to define, not only tne starting point,
but also the difficulty and periars how it orizsinated.

Trom this beginning the student may derive a clearer notion of the
several problems connected with his own speaxkxin. activities. "Tne need
nf the individumal ...is the starting point of the educative process."1
On tie tasis of thesa needs the activities of the class may be built.

The tasks deriving from present needs must be sufficiently diffi-
cult to require reflective thinking but not so complicated as to result

in discouragement. Once the student's problem has been tentatively

- —

1Joseph Justman. Theories of Secondary Zducation in the United States.
"ew York: Bureau of rfublications, Teachers College, Coluubia iUni-
versity, 1240, p. 309.
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identified, he may be referred to related source material, no matter in
which chapter in the text. In this way he can continue on his own ine
itiative to clarify his problem, restructure his comprehension of it if
necessary, and rroce~d to discover what steps can be taken to resolve
the difficulty. Such an approach to nis problems does not permit the
instructor to listen to the student read A sentence or two from a given
list and so diagnose the rroblems and prescribe repetitive exercises as
n cure. This latter process does not engender a recozgnition, much less
an understandins and appreciation of the difficulty on the student's
part. ‘'Yeither does such an arproach jpermit the instructor to assign a
round of speeches for a certain number of class meetings for the jurpose
of, 1let us say, developing platform :movement. This kind of assignment
lenves the student without a rroblem of moment to hiuself; if he does
the assisnment he does it to satisfy the instructor but not necessarily
to derive any rersonal gain or develo;ment from it. Indeed, the student
sees no reasosn to discover any relationship between that exercise and
anytnin, else ne may be doin:z. The assignment becomes a perfunctory
task and he lcs=2s interest in the class as a result. 3But if the student
can set nis own rrodblems or at least see the relation of what ne does
in class to unis personal needs in affairs that are of concern to hi:,
he will profit froum the experience and reconstruct nis ways of doing
and thinking in accordance with the results of thne activities he engages
in in class. In tnis way continuity of exjperience is really established,
wnereas the mere following of some rules in carrying out a tesk, a task
imposed upon him from without, undercuts the concept of continuity by
eliminating the backgrcund, that is, the identification of the jroblem,
the study of the resource material, and the tfor.ulation of ideas into

hpntheses for action.
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The difficulties Dewey describes are also avoided:

Individuals act capriciously whenever they act under external dic.
tatinn, or from being told, without having a purpose of their own
or perceiving the bearing of the deed upon other acts. One may
learn by doing; something which he does not understand.... But we
learn only because after the act is perforued we note results which
we had not noted before. But much work in school consists in set-
ting up rules by wi.ich jupils are to act of such a sort that even
after puplils have acted, they are not led tn se- the connection
between the result--say the answer--and the wmethod pursued.

The instructor does not give the student an exercise just to keep
him busy or Jjust to provide the occasions for experiencing. The work
of the student must be based on his problems and present understandings
80 2aS to lead toward discovery of expanded meanings and relationshirps.
If his rrobvlem is clearer articulation, routine exercises are not enough.
He mast understand rrecisely why his present manner of articulating is
unsatisfactory, discover how it should sound, then find the appropriate
method of acaquiring a more satisfactory articul~tion, and check on his
rroduction of le tters to see how well he does them now. Dewey exrlains
these conditions of an educative experience:

It is a mistake to suppose that the principle of the leading on
of experience to something different is adequately satisfied sim-
Ply by giving pupils some new experiences any more than it is by
gseeing to it that they have grenter sxill and ease in dealing
with things with which they are already familiar. It is also es-
sentinl that the new objects and events be related intellectually
to those of earlier experiences, and this means that there be
some advance made im consclous articulation of facts and ideas,
Itthus becomes the office of the educator to select those things
within the ranzse of existing experience that have the promise and
potentiality of presenting new problems which oy stimulating new
wnys of observation and Jjudgment will expand the area of further
exrerience. He must constantly regard what is already won not as
a fixed possession but as an agency and instrumentality for open~
in g new fields which make new demands upon existing powers of

2John Newey. Democracy and Education. New York: Tne Macmillan

Company, 1916, p. 9le.
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observation and of intelligent use of memory. Connectedness in
growth must be his constant watchword.J’

The Problem~Solving Sequence. The panttern of reflective thinking

is identical witn the method of intelligence, Dewey said. It is also

tne metrnod of learning, and the residue, rroceeding from carrying through
~1l the steps in tne rrocess, is what is learned from an experience ine-
telligently nandled. The outcomes of inquiry are tentative and subject
to further inquiry if deemed necessary and to revision as soon as dif-
ferent results have become warrantably assertible.

Tnis pattern nas a dual application in the teaching of jublic speak-
in:, indeed in every subject of study. It is that series of steps through
whickh the instructor may lead nis student in the study of tne subject mat-
ter of tne course. As such it implies first that torics be studied as
problem areas rather than as chapters in a text and thit these problems
be franed in such a way as will relate thewm to student needs and felt
difticulties. As such it will not be taught directly, but the questions
tze instructor uses to guide the thinxing of the student will follow in
t.e sequence of tris pattern. In the second jplace, it is the pattern
the student may well use in rreparing nis own spe=ches wnichh ne will de-
l1iver befnre tue class. Fe will use it in formmulating and deiining the
Frobleiin, in discovering waat tne essential data are, in arranging that
waterial and deriving from it su.gestions as to what point of view he
shall adort nnd advocate in regard to it. =e will use it further in
determining row he may pest pres=nt his igeas to the audience, that is,

in analyzing rroblems he will have to coje with in presenting it and

- - i T A1 3 .- Rt e o ] s ~
330nn Tewey. =Zxjerience and zducation. .ew -or«: .ue ‘acmillan Come
gany, 1723%2, pr. 29-70.
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deteruining which methods he can best use to secure understanding or
acceptance. For this ;urpose it may be more expedient to attack the
teaching task directly after the class has had some experience with the
process,

Tne first step in the pattern of inquiry deals with the indeter-
minate situation. Fere it must be remembered thnt probdlems arise from
the process of interaction of the individual witi: his environment, both
rhysical and human. Organized society establishes certain knowledges,
attitudes, and skills which it expects the imaiature members to acquire
or develor. The stuient is a social being who interacts with his fellow
hunan beings in conjunction witn wnom he attempts to realize his objec~
tives. Tailure to nttain these prurroses in his interactive relation-
sliirs gives rise to a feeling of inadequacies or needs, but these needs
are determined by the expectations of his societal environment. As
already indicated, the student may not be certain ol the exact nature
of nis difficulty elther because ne does not have the background of ine
foraation or skill to identify it or because he does not understand pre-
cisely what society demands of lim. For the same reasons ne may feel
certain of the nsture of his rroblem but be erronecus in nis Jjudgment.

The instructor's role in this society-individual relationship is
tnnt of a mediary in narrowing the gap, in so z~r as is jossible, be-
tween the student's actual dericiencies and society's expectations.
Tecause he xnows what these expectatisns are and vecause he understands
vrhot principles and methods to euploy to nhelp the student grow to a
more adequate functioning in his interactions, tke instructor's obliga-

tion is to nelp the student identify and resolve nis inadequacies.
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“1s objective is to help the student become a full-fledged, responsible,
and accepted member of his soclety.

In terms of the pattern of inquiry, then, the student and instruc-
tor mast cooperatively determine what are the student's deficliencies.

It may not be Aamiss to cautinn here thit these difriculties are not al-
ways those the instructor, before Lie ever meets the class, believes the
students have or that tney are always what the students say they are.
To accept either of these possibilities without investigation is likely
to result in frequent error and to shortcircuit inquiry. The type of
project described above followed by detailed discussion between the two
of them nhelrs to delimit tne problem area they might mutually agree to
work on together.

The student will use this step in the prttern not only in getting
at the sudject matter of the course, but also in connection with the
preparation of practice speeches, e.:7., in the selection of torics,
audience analysis, preparatinn of pLersuasive speeches in which he needs
to uphold a proint of view, and in determining which method of orgesniza-
tinn to use, which arguments to maximize, and which to mininize in the
iresentation of his ideas. After he has gone througn the process o
solving a problem or two, it may be necessary for the instructor to call
attention to tiie method of reaclhing a decision and thereby seex directly
to clarify tne method. In tnis way the learning; ol the jrocess derives

frnim actual problems the student has vitally experienced in the work he

uAn extended trentment of objective may be tound in Caapter 7, ®Ecuca~
tional Objectives: Individual or Socisl," in B. Othaniel Sumith,
Willi~m 0. Stanley, and J. Farlan Shores. Fundauentals of Curriculum
Development. VYonkers-on-Fudson, !'ew York: ‘'orld Book Company, 1950,

PE. 150=173.
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hns thus far done. The process itself becomes a part of the subject
matter of the course,

Instituting a prodblem, the second phase in inguiry, is the elabor-
ation o1 the indeterminnte situation so as to gain a thorough under-
standings of all aspects of the problem and the establishment oi soume
orderly arransement of the related data. So far as the instructor's
teaching <oes, the course content should be frzmed around a series of
major questions constitutins the major areas of the cnurse. For example,
ouestions such as these would serve: 'Tnnt constitutes clear, articulate
speech? Yhnt methods of organization are possible and when may eacn be
used? Whrt kinds and ow aach platiorm movewent are aprropriate? How
mAay one control stage ri h:t? TFrom trese questions the student proceeds
to determine what are the particular aspects of the .rovlem. This is
done by observation of classmates and oi nthers, by reading of the text
»s it relates to tn:e rroblem, by reading other sources, ana by inference
besed uron such reading ana observation. Tilis searcnt nelis to identify
ti.e exact nature of the jrntlem, to relante tre tacts so discove=red to
one annth=r, to elimirate the extraneous and to correlate and order the
imiportant ones so as to define the rroblem in accurate detail.

In the s me wa;r the student can identify, descrive, and more accur-
ately understand his own problems which he brings to the class. If it
is lack of vocabulary, he uses the methods mentioned above to delineate
tre problem, perhaps does some definite indivicdual ex;eriments and in-
vesti~zntions Aeci:smed to determine the li..itations of nis vocabulary.

“e uses the srme procedure in preparine nis speeches for classroom de-—

livery. He sgselects a ton.ic of concern to nim; he investi;ates the
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necessary information so that he can clearly formulate the problem; he
tries to determine what will be his purpose in a given speech. He orders
the facts constituting the problem into a coherent, siznificant sequence
so that upon completins this phase of his investigation he will have
pPrecisely clarified for himself the nature of the difficulty he faces.

7hile the student is establishing the exact nnture of the problem,
certain notions will swiFest themselves as to how he may handle this or
that aspect of the speech-makin. situation. Determining the solution
is distinguisnable as a distinct ster in the jrocess, but it is essen-
tial to recocsnize that the dividing line is not absolute. However, to
the extent the student is inclined to take the first suggestion which
occurs, and therefore to siiortcircuit the process of inquiry, he is op—
arating unintellisently. To make certain thnt the student is acting
intelli~ently, it is necessary th»t the instructor occasionally raise
additional questions as to why a particulsr idea was selected in prefer-
ence to some other one,

In this trird pLhase the instructer will nhelr the student to see
and evaluate the various susgestions arising out of the material in the
preceding step. The instructor no doubt will see more of them than will
the student, and by skillful questioning he may try to get the student
to see them himself. If tl.e instructor sug:ests them himself-.and he
may in connection with more di:fficult materimals—--he runs the risk of
pr-senting alternatives whi.h the student will not appreciate to the full
extent and therefore will reject witl: little attemit At understanding
or evaluating them. Ilevertheless, they may well be offered directly
with the hope they will come to Iruition at a later time. Ffroia the host

ot alternatives thi-t thus present themselves the student is urged to make
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nis own choice as to which course of action will best provide the re-
sults, the end-in-view he seeks to attain. It may be he will need ex-
ercises for improving certain articulatory difficulties; together
irstructor and studentdecide whichis more likely to produce the desired
end or a clear articulation of the particular sound in question. Or,
togetr.er they may determine which introductory device will gain the
attention, establish a desired mood, and yet gracefully introduce the
topic of a speech in a specified speaking situstion.

The process of determining the solution is closely interrelated
witr. the following one, nanely, rationnl discourse, !leanings are com-
rare’, the less eifective elimminated anc the ones more likely to be
successiul followed thrnough to tneir conclusion. From this entire pro-
cess eventuates a niyrothesis wirich i1s to be carried out in action.
¥rom the instructor's ,.nint of view he seeks to have the student under-
stand, for exa:x.ple, wnich attenticn d~vices to use witn a group of
cniildren, woiich with an audience of middle-agea adults, wnicn plan of
orcanization t» use in explainineg now sometnirn. operates as contrasted
witk explaining the tloor plan of a proposed oitice building, which mo-
tive apreals to use in persuadin, an audience of ladies to participgate
in modernizing a hospital as compared to tiose effective in persuading
a gr-up of business men to advertise in a local newspaper. It is not
csuificient merely to have the student determine which ones he might
better use, but Aalso he must understand wny he would use them.

~he student himself will engage in r-tional discourse in building
hic own speechrs. He will need to adopt a plan of organization in
terms nf the mnrterial and his purpnse in giving the speech, to adopt

a plan of attack in terms o!f the dn:ninant vz2lues of a particular




152
mudience, to decide which is the best solution he will seek to advocate,
and which devices and manner of presentation he will use. He will need
2lso to recognize th~t the plans he adopts and the decisions he makes
of necessity mist be tentative and therefore subject to change until
thhe time he deliv-rs the speech, becruse there is the constant pLossi-
bility of discovering new and additional information until that time.
e will also recognigze even then when he is compelled to act upon his
best hyposthesis he may still be in error but that he has done the very
best possible,

Once the best prnssible hyjrotnesis has been rormulated, the final
test mugt come in actual ,ractise or experiment. Verbal experiment is
rreliuinary and results in discarding those ideas less likely to bring
about the desired consequences. Thne final hypotunesis must be jut ine
to action, action thnt is usually beyond r-call even if it should fail.
The instructor will endeavor to insure that the student will act only
upon this best suc;estinn or hypothesis. On occasion, however, it may
be p-rmisgsible to act on a suggestion less well trhougnt out for the
rurpose of a negative illustration; sometliing still way be learned,
namely, the less satisfactory way of doing a specific act. Actual
rractice in making and presenting speeches is necessary to try out
idess the student has formulated about n topic and about a method of
rrocedure. This point further militntes agninst a course requirement
nf each student giving a speciiied number of speeches, this number
being so large as to necessitnie a close schedule witn every student
aprearins; on a pre-established, detailed schedule whetier he has an

L.yunthesis to try or not, indeed whether or not he even has recognized

A pLroblermn.
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Furthermore, experimenting necessitates sutficient freedom to per-
mit the student to try out his ideas so long as they are well conceived
even though to the imstructor they may seem slightly out of the ordin-
ary. It means thre schedule will not be so closely and rigidly made as
to eliminate anything but a standard pattern of, let us say, a five-
minute speech. Some topics may tnke more time to develop in order to
try a particular idea. Inflexibility does not permit new ideas to de-
velop; rigidity is opposed to plasticity and antithetical to develop-
ment. Beslides, it mesans the student must try his own ideas in the
crucible of experience instead of those the instructor sets up or as-
csigzns. The instructor can not provide & list of topics from which the
student must choose subjects for his speeches; as suggestions such a
l1ist would be acceprtable, but the student must understand they are mere
suggestions, and he need not choose one from the list unless he tiilnks
it will serve his purroses,

“xperimentation also necessitates a change in the xind and mode
of assignment. It is probably customary to assign textual msterial to
be 'learned', as principles to apily in tke next round of speeches.

But since learning occurs through activity and the metnod ot learrning
culminates in an experiment and its evaluation, the assignment must be
a problem to be solved, an hypothesis tried, and tiie outcome apiraised.
This process the student mst undergo himself. Fre-digested material,
rre-arranged subject matter in outline fori: prescnted to the student
saves instructor time and eftort but does not necessarily bring about
the desired learning, according to tuhis theory. It may result in the
desired learning if the student understands the subject-matter, relates

it to his activities in a practical wey, and then turns back tne conclusions
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of his reflections so as to modify and reconstruct his understanding
and insight. If, however, this material is given to him to 'learn' by
memorizing without seeing any relationship to his living, or if he is
g€iven principles of jublic speaking to which he must strive to conform
in his own spenking, it does not follow that he will necessarily learn
wvnat was intended. Fe may learn how to conform and so please the in-
structor, but pleasing the instructor is not his learning objective.
¥e may also lesrn some uncesirable habits and skills quite unintention-
ally.

The final step is the consideration of the outcomes of inguiry to
determine to what extent actual outcomes agree with anticipated results.
The instructor will expect the student to a;praise the extent of his
success and, conversely, also of his failure. Since the audience is
essentially trhe Jjudge of that ef:ectiveness, they will necesssrily help
in making the appraisal, at lesst in terms of their own subjective re-
action to a speech, Likewise the instructor will need to oifer construc-
tive comient as he sees the performance. YWithout this mutual appraisal
tnere will be little learnin:; or there will be misconceptions and mis-—
fivings in the student'!s mind and the result will remain indeterminate
for him. He will be worse rather than better for the experience in that
L.e is likely to fixate 0ld habits, not reconstruct them.

"o do this effective evaluating of a speech requires more than a
mere nminute or two of class tiinie. Ample time--and that in some instances
mAy mean ns much as fifteen minutes or more--rmst be nllowed for such
discussion. Agein a ri.id ti.e schiedule in order to get as uany speak-
ers as possible on the platform ench 4y is ruled nut. Such a program
dnes not meet the criteria of an educational experience, nanely, contine

uity and a necessary ajllication ot intelligence.
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The evaluative comment, too, must be focused on the extent to
which the purrose was accomplished. It must deal with the hypothueses
which were being tried in thit particular specch. Criticism must deal
with the subject matter and the metinod of the speech instead of with the
rersonality ot the speaker or with his personal effectiveness. low if
a speaxer is erfective, it means he is using the devices and methods of
speech-making well; anc ir he 1is using them well, he will Dbe effective.
Luring such an evaluation of a speech inevitably cther matters will en~
ter into the discussion because the audience will react not to one as-
rect of the speech but to the entire situation ot speaker, occasion,
speech, and audience. All elements of the sltuation are fused into the
one® situation. These relationships ar= subtle, and sometimes it is dif-
ficult to distinguish clearly between them. It 1s inevitable that a
variety of ditferent Aaspects ot tnis whole situntion will enter into any
evaluation of the speech gperformance. The empnasis no doubt will center
o1 A specitic aspect, but in and with tnis one pnase others will also
come up for discussion. If all oi the com.ent tien is swi.arized, pre-
Terably by tne speaker nlmselt, he will crystallize :is thinking on the
main points and to that extent learning will occur.

The role of the instructor in tnis problen-solving process is that
of a ¢uile and a fellow discussant. Ee will learn along witn the stu-
dent, for new situations will present ti.emselves wnich he will have to
appraise alons with the class. He can:.ot be a dictator or a constant
lectarer and so detract from tne student's time and opportunity for ac-
tive participrtion,.

Time likewise will be consumed in extensive discussion so the num-

haer of speeches by each student durine; the course will be relatively
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small unless the size of the class is held down. Even so, a small num-
ber of speeches will result in a sreater accrual of benefit if the en~-
tire process of inquiry is diligently carried out and the student really
understands those experiences which time permits him to have. These
vill result in a real modification of his habits of thinking and doing
wnereas A mere telling him the principles of speaking and demanding his
applying them in a context which he neither understands nor cares about
results in nothing better than superficiality, acting from cagprice, or
a satisfying oi the instructor.

The rroblems-type of class procedure involves much more free dis-
cussion on the part of the student than does the lecture system. In
the latter the student is presumed merely to absorb the materials the
instructor presents; he absorbs it probably by rote memory through fre-
auzent repetition and rehearsal. In the former he makes the information
nis own. He has to assume for himself the burden of analyzing the
material, establishing some sort of order, and trying the hypothesis
with the rroblems-type of classroom procedure.

Following the pattern of incuiry is also the method of group dis-
cussion, for it is the same pattern which curreant texts have taken
from Dewey and now advocate.5 The student who learns this pattern ak
learns a method for his personal and social problems, for the method
is identical. He learns further how to get along with his fellow class-
mates aAnd with the instructnr, for he works with them in a class oper-

ated according to this plan.

. - ———— o o ——————

Ser. Yenry L. Ewbank and J. Jetfery Auer. Eandbook for Lviscussion Lesd-
ers. New Vork: Harper & Brothers, 1947, . o7. James H. licBurney
and Kenneth 3. Fance. Discussinn in Hunan Atfairs. New York: Ear
per and Brothers, 1950, pp. 10-11l. Russell kL. WYazner and Carroll S.
Arnold. Handbook of Group Liscussion. Boston: Houghton liftflin

Company, 1950, L. 57e
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The by-products of such a method ot teacnins; are of major signifi-

cance: the student has many more exjeriences and many di.ferent kinds
so thet, 1if he is at all observant of the re~ctions he maxkes and ot
tnose nis fellows make, whether or not these extra-course materials are
of direct concern or not, he cannot avoid addin:; variety and degth to
nis learning experiences. In the lecture-dominnted class the student
has little if anything to say, has rare opjortunity to work witn either
trhe instructor or his fellow students, has no ,roblems to solve beyond
trying to remember the content of the text and or tne lectures. Dewey
enphasizes this roint clearly and torcefully in stating:

Ferhaps tne greatest of all pedaso_ical fallacies is the notion
thnt a person le"rns only the jfarticular thing that he is study-
ing at the time. Collateral learning in the way of formaation of
enduring attitudes, of likes and dislikes, may be and often is
rruch more important then the spellineg lesson or lesson in xeog-
raphy or rhistnry that is learned. For these attitudes are tun-
damentally what count in the future. Tune most important attitude
that can be formed is that of desire to o on learning..

Zxperience with this pattern will rrovide clearer understanding

ol the jrocess of persuasion a2nd of its rlace in the steps in tr.inking.
—xposition may progress throwsh all o: the sters in the ratterns of in-
auiry whereas persuasion begins with tne ny,othesis stage, traces enough
nf the material backgrorund to call attention to tne rroblem, and then
secks throuzh & variety of ways to secure acceptance of the nypothesis
and snmetimes to move the audience to overt action. In jpersuasion the
spade work of investigation is done by the speaker. Ee arranges the
mat-rial and explains the essence of it as tiie result of his private

investigation, and then proceeds to the proposition which he may or may

not bolster with several logical reasons winich accrued from his own

830n

ohn Dewey. Exjerience and EFducation. Op. cit., p. 49.
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discourse. After that he seeks to maximize the personal advantages the
audience may secure from adopting his proposal in order to get them.to
act. Persuasion as it is usually practised thus shortcircuits the pat-
tern of ingquiry and expects an audience to act in a rather .nintelli-
gent fasuion, that is, largely on faith in the integrity of the speaker.
Zxposition, on the other hand, particularly of a topic which is contro-
versial, is more conducive to intelligent behavior in that it seeks
understanding rather than action and thus needs, in order to secure
trhorough understanding, to include an adequate consideration of each of
the steprs in the pattern of inouiry. ctxposition includes the steps of
inquiry; persuasion jpresents the results of inguiry in swmary fashion
without leading thie audience tirough the entire rrocess.

In so far as an audience is intelligent, the experimentalist would
seem to say that in its etfect exposition is also highly persuasive be-
cause it leads to an understanding of what is desirable, an arpreciation
2T the alternatives to action, and an intelligent choice of tne action
to be talen. An audience which takes actinon oniy after intelligent and
informed consideration of all pnssibilities will ~»ct more erfectively,
in a more c¢concerted manner, with a clearer rercejition of its goals and
with more enthusissm because tney have been able to identify themselves

with that action.
Educational Fsychology

Jrowth. Srowth is conceived of as identical witn life and educa-
tion. As enuivalents of education, ;rowth and 1ife have the samne delin-
itinn Aas educntion wiich Dewey says is "that reconstruction or reorgan-

jzatinon of experience which adds to th< meaning of experience, and
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whicih increases ability to direct the course of subsequent exyerience."7
Experience 1s the basis of the educational jprocess, and the modifica-
tion of excerience is education's purpose. Vithin this framework mmst
lie the objectives of a course in public speakinge.

renerally tiese obJectives must be framed in terms of the student
and what concerns him when he enrolls in the course. Tune instructor
may establish goals that to him seem pertinent but he rerliaps does not
or mny not be permitted to take into account individual differences.
Such gZoals may be bevond the reach of the majority of the class or miss
the prodlems that are of concern to the class wenbers. The corollary
of thiis statement is that these ohjectives shiould be tramed with the
cooperation of the student, in terms of what he feels e needs and seeks
to accomplish in the course. Tosethier the stuient and instructor need
tn come to a muitual understandin., of what tne formaer will do to eifect
a more adequate adjustment to his envircnment. Iurtn-rmore, the work
cf the course rmust be framed in terus of exjeriences, not in the termin-
nlo.y of suvject matter. The experiences, intelli:ently handled, edu-
cate tre student.vith relation to Aan aren o! sabject content, The sub=
ject content does nnt educate tue student. These objectives 1must be
construct-4 in terns of Aan intelli.-ent Kiad ot expgerience rather than
in terms of rote memorizing. Tne exjperiences should be such as are
likely to increase the tendency to learn from exverience rather than
euphasize the develnument of the 'faculty' of memory. XFinally, these
objectives must be such as will challenge even the better student in

some ways but not so difficult as to defeat and trustrate aim., If

TJohn Dewey. Democracy and Zducation. Op. cit., bp. 59=90.
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these experiences are to serve the purpose of education and growth, they
must lend the student beyond his present status; otherwise it results
in a stunting of growth, not in grouth.
Three requisites for growth are iugortant. The first is that the
student maintain an open mind wnich, Devey says, means, "accessibility
of mind to any and every situation that will throw lignt ugon the sit-
uation th~t needs to be cleared up, and that will help determine the
chnsenuences of acting this way or thax."s Srowth unieans the expansinsn
of mental horizons. The instructor needs to delay hasty decisions, to
raise questions, to oifer su-zestions lest the student rush to action
uron a2 poorly conceived hypothesis. 7illingzness to consider all possi-
Pilities is escsential to intellectual growtn. Tine second requisite is
t:nt the particulers wunich strike the senses in any situation be clearly
discerned and inter-related.
““ithout the particulars as they nre discriwinsted by the active re-
sgonses of sense organs, tiere is not material for xnowing and no
intellectual srowth. Without placing these particulars in the con-
text of the meanings wrought out in the larger experience of the
rast--without the use2 of reasnn Aar trnousht--particulars are mere
excitations or irritations,

Tr.e situation must be seen by the student both as to its elements and

as to the inter-relotion of those elements as meanings. And the other

requisite is trhat the student rmust see tnie relation betwe=n the materials

witl which he is econcerned and the method involved im using them.

Yerely to recognize the elements in tae situation witnout understanding

what he can do with them leaves him, if not helpless, tien at best ina

3Ibid., E. 200

JIbid., p. 400,
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blind and fumbling stage and likely to institute erroneocus or irrelevant
combinntions. lfethod without material is equally disastrous for develoj-
raent, The task oi the instructor is not to resort to artiiicial devices
and busy-work exercises to correct the student, for these will not ef-
Tfect the desired integration. Devey explains:

“hen trere is no intinmte organic connection between the methods

and materials of knowledse and moral growti:, particular lessons and
modes of discipline have to be resorted to: knowledge is not inte-
zrated into the usual s;rings of action and the outlook on life....

"hile the reference ir this st tement is particularly to moral knowledge,

it ie equally true cof xnowlesi e gzZenerally.

Learninz. In the experimentalist view learning is a process of re-
construction instend of m~re ad+ition. The orgnnism as 2 whole responds
to the environment, and throusn intelligent interaction wit: its sur-
r~undin:s it learns. It follows that tie organism beco.ies wizt it
l=arns. And tke method of learning is the metrhod of intelligence, fol-
lowines the sters in the jatte<rn of in-uiry.

Jert-in charnct:ristics of this way of lenrning, Zewey points out,

11 The r'irst of these

2re im,ortont in tleir iwmrlicati ns for educatione
is that trhe experimental metlod attachies far wore significance to the
iryortance oY ideas in learnin. than do other metrlods. Ideas Juide ex—
.erii.ent in it: characteristic direction and tiiey are tueretore of
srenter inportance in tris .ietliod. Tiiey are tentative nnd as such must

oe tested 2nd revised in accordance with the outcomes of exyerinent.

T.is tentativeness is a distinct departure frowm the first truths or

10:pid., p. 4P0.

1lrohn Dewey. ZExjerience and _duci-tion. Op. cit., pp. 109-110.
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rrinciples so often expounded in the classroom, expounded and to be
'learned' by the student without understanding their origin or clearly
seeing their application and signiticance.

Secondly, the validity of hypotheses is tested by the consequences
they produce in nctione. <Connsequences mst be carefully observed and
the results of such observation serve to modify the ideas from which
the consenuences followed. This operation requires intelligent obser-
vation, reY¥lection and evaluation. When intelligence operates through
this process learning occurs. Tnis method of learning requires a more
rervasive operation of intelli. ence than does mere memorizing of <iven
rules and aprlyins them as one sees fit.

A third characteristic of this metunod of learnin,; is it requires
¥xeerin~ in mind the relevant and relnted tacts, the activities, and
tnhe consequences ci t:eir operations Such xeeping-in-pind requires
tne operation of intelligent reflection as it ie aeveloping during tre
course of experience., It is far wmore than 2 mere accumulation ol a
series of names, dJdates, and rlaces. It is this plus an understanding
01 tre backsrnund, the interiretition, and consequences ol tue inter-
relation of such names, dates, and placess 7o do tiis requires umuch
.nore reflective thinking than does a system of taking notes on a lec-
ture and rerroducinz them on an examination papere.

Learning, according to this point of view, is far more than mere
reretition, a fixing ol automatic resionses, or a storing ol isolated
dnta, "’e learn as we <£row in the #feel' and in the mastery of tre

veried crnditinns witn. whichh we have to do."lp The acquisition of this

1215nn L. Childs. Z=ducation and !'orals. ['ew York: A,pleton-Century-
Crofts, Inc., 1950, ». 05
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'feel' and mastery 1s more than mechanicsl, it requires reflective
trinking nnd a thorough arrreciation of the elements in the situation
in hand.

The significance for teaching public speaking is multiple. . lem-
crization of the irinciprles of apeaking fromn the tex: so as to 'know!
them is wholly inadecuate. It does not insure an understanding of thnem
either as to thelr background, interrelations, or their application.

It derreciates the role of ideas in the exrerimentalist sense, for it
nells for no evaluation or comprehension of their relationsnips, and
therefore it 1s uninteliigent. Secondly, the apjilication of rrincigles
wi:ich nre handed to the student by-passes the major part of the pattern
»f inquiry. If there is a rroblem, it is ready-made by the instructor.
There is no investigation of the facts of the situntion out of wnich
tre rrinciprles arose; even the ordering of the d-tn is prefabricated

by the instructor. It calls for no su.:=stions; it eventuntes in no
ideas; the princirles substitute as ideas and the student is expected
t» conform to them; nnce he aprlies tnem, the evmluatinn of the result
is in terme o1 the extent to which the ?tudent used or ar;lied tlem in
nis performance and no auestions are considered concerning the validity
of the principles. And in all probability no cross-conuections between
tne principles are established. Such a procedure places the student in
trh.e position of, let us say, an adding machine. He has a high grade
value if nis performance conforms to the 'correct' standerd of the in-
structnr and a low value if it does not. He gets a good grede if he
rroduces the 'ri~ht' answer on an examination, and he is 'cut of order!

when he does not:; then he needs rerairs or remedial worke.
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rurthermore, when the text is considered authoritotive and the
facts and ;rinciples are immtable, when it is the firal authority, there
is no opportunity for the reconstruction of the student's exrerience ex~
cept to a grester degree of conformity with sucr estizblished principlese.

Recnnstruction of exiperience in the experimentalist sense signifies an
intelligent consideration of a problem, a selection of a possibility of

imrrovement, a final evaluation ol the outcome of the selected possi-
bility in action, by turning this result back upon the hyjothecis so as
to modify it if necessary. Anytihing less is to that extent unintelli-
~ent. In the fourth ;lnce, an instructor-conceived assignment wnich
asxs the student to do » particular xind of speech emphasizing certain

specitic techniques, gesture for instince, leaves no room for the student

tha learner, to exjeriment. e has no choices to make, no investigating
to do, no rroblem incdeed to concern hi.. except to fulirill what to him

is an Aarbitrary assignment. Such an assignuient becoies a burden to the
student; it {8 a distrsteiul task to ni.., and tre sooner he can finish
with it the better.

Finally, an ext=rnally inrosed ascirnuaent which does not pliace up=-
on thle student the nbligation ot reflective tiinking canuot, according
the experimentalist view, eventuate in knowledge. Striving to conform
tn orlers received does irndeed resent a probleri, namely, that of how
to confor.n, but the lesson learned has nothin.' to do with tie material
nf the course; th"t is a lesson in itself; nnd since it is probably all
the student will concern himself with wiile he is doing; the assig nment,
that is what he will learn.

The exyerimentnlist pat.ern ot learning, however, is altogether

different, ~ns it might look somet..ing like the fnllewing descrirtim.
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It is recognized, of course, that there is a variety of ways of doing
a perticular thing, but perhaps typically the following example includes
the essential features of the procedure.

Let the example be that of the speech to inform and the time dur-
ing the course be about the third week. All of the students have been
on the platform one or more times, perhaps to introduce themselves or
to relate a simple experience, at least enough so botr the instructor
and the student together have been able to reich some common ground on
the difficulties the student has as a platform speaker. Suppose that
one rather common problem is that of organization of material, even
of material that will by its very nature fall into a pattern. It has
been pointed out by both thes instructor and class wmembers as they have
listensd that it has been diflTicult to tollow tne ideas.

Here thien is the problem of organization and closely allied to
it 1s th»t ot outlining material in a clear, sequential fashion. 8Since
exrnsitory speeches deal with such materials as are wore readily amen-
able to ordering, and since all students have some experience in lis-
tening; to explanations, reading cirections, and in giving directions
to others, there is a background of experience u;on which to build
which maltes the students more thornughly aware of the difficulties in-
velved. It is a problem that has grown out of their own experience.
Sonsequently, the expository speech as a unit for estudy, practice and
exreriment is suitable for a iearning situation.

3etore the students read tne text for sui-estions as to ways of
gnlvin.: their difficulties, they need derinitely to clarify their in-
dividual problems either through class discussion or in conference

witr the instructor. Ferhaprs a manuscript ot a sjeech will serve well
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for comparison with a model speech such as might be found in an appen-
dix of the text. In this war’, and possibly other ways, the students
becin to see their own problems clearly enoush to identify the factors
thrt cause difficulty. This Aanalysis helps them to constitute their
oroblems ir such a wny that tney themselves will have a full realiza-
tion of the precise nature of their difficulties.

oW they are ready for suzgestions from outside sources as to the
rcssible ways out of their trouble. The public speakin. text is usually
a convenient reference as are texts in rhetoric and comprosition; these
mAay be suprlemented by lecture-demonstration by the instructor, by
class discussion, by analysis of wodels and samples efther by individual
class members or by groups wor<zin., together. This first-hand familiar-
ity with the deteils brin.s about a heightened a,rreciation of the
}roblen, but it also introduces ideas which constitute possible solu-
tions and from which sug<estions may flow directly.

Tiscourse follows furtner in chaparings various idemas as to the
best ways the students cnn snlve their own inadeocuacies. 3Sowme ideas
may o+ retained to serve srecii'ic jurposes, otiers i1or additional rea-
scns wnile still other ideas may be eliminated altégether. r'rom tkis
wveighin:; =nd tollowin- thr-ush oi 1deas results the selection ol the
one plan most li.ely to accomplish the resolution ol the diificulty.
This plan constitutes the hypothesis described in Chapter Two above.

uring the discourse stnige, as indeed At every stage, the instruc-
tar is an nctive jerticipant in the discussion. As a co-learner with
the students he probably will discover ideas he has not evaluated in
A sinmilar context. More important from the students' standpoint, how-

ever, is the instructor's Tunction with relation to the students?
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learning process. In this relationship his function is to guide the
discussinon along its course so it will be fruitful for the studentse
He may ask questions and oftfer suggestions about unexplored possibili-
ties, about hasty asswartions the stulents might make, provide addition-
al information as needed, aﬁd generally assure tne inouiry is conducted
in an intelligent manner., His province is not to gZive the students
clear-cut answers to thelr probleias but ratner to work with t.em so
tiiat they may find a satisfsctory answer which they may trane in a clear-
cut annner. The burden of tre inquiry nand, trerelore, of tniie learning
is on tiie students. Tihe instructor is taeir resourceful assistant, not
t:ieir dictatore.

With a formuulated hypotaesis tne students are ready to try out
ideas tn determine whether Hr to whnt extent tne actual outco:me coispares
with the projected one., Or they may prepare anc¢ deliver several speeches
provided thiey revise the succeedings ones i terus of what tuey have
learned in doin-: the earlier nnes. They ey want to try a plan ot giv-
ins directions to s»ame -ne who 1s 1lnst; nnce they may want to do it with
A LAp, the nevt time witnout. Trey may want to try explainin. the func-
tion ot n amm2ll utensil nr row to arranze furniture in a living roome
Tiey nay want to give the same speecn twice, once for nn audience orf
cnlleze students, nnce for a ~rour of business men, in order to discover
viich ndaptations of the mat-rial, lansuase, and mancer are nec-=ssary
far clerr underctendins b, each or-up. In tris latter situation the
class, of course, will assume the role of the groa, of opusiness uen.,

A siiiit in engnasis lrnm c¢co.umn classronw jrocecures is aiparent
in tne above jAaragrapn, a shirt away ifroa the giving 04 S_.cecnes because

ti.e instructnr requires so man’ speeches {rou everyone to pass tl.e cowrse.
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Tie latter system has been deplored above and needs no further develop-
ment here. The experimental method emphasizing tue purpose of giving
s;eeches in class nakes the student want to give speeches tor jurposes
ne Liwself nas formaulnted, for the verification of outcomes he wants

to anze sgs=2cure 1or nimself. He does it because he has sometnin- at
stake other than a grade. In fact, a grade is an artificial stiumulation
nand detracts attention from the main objective. As long as the stucent
ras nis own ends and interests at stakxe, there is no need to urge him

to work; hie cannot be xept from it. It is his engaging interest and

motivates him to a nigh-gZracde 2nd .e:rsistent efiort.

"nce the experi.i.ent has been tried there remains the task of de-
termni..; to what extznt actual results coincide witi anticipated out-—
comes and o:f usin:: thet xnowled e in .03ifying future bdbenavior. These
sutcomes constitute kmowle se, saowleise, to be sure, valid nniy sreci-
fically for that one situation but rossibly arrlicable in other siwilar
circumstances. To determine the cecrrespondence between 2nticipated and
actunl nutcomes the stu-“ents ne=d to consider tiieir own rea:tions and
nbservations, tuose o taeir classmates anda tnat »21 ti.e instructor.
rese they need to coapare in order to draw some £ind oI couclusion
wrich they can then correlnte witn wrat tiey Lha! lLoped would result.
Tre extent of dii_.erence between results deteriines tre exient ol change
and adaptati-n treyr will need t» wakxe in their next siumilar speech.

"Z.en re=ults are sn used, lenrnin. has trren jlnce because they have

bean aperatinegs intellicentlye.

<

n infor.. wis concidered

t

Timlied abnve is tne trnct thrt ti.e speecn

»

Ac n unit. Trere was no stwiy of organization sepmrate Ifrom any otner

~t the Aasuects nf such A speecn ©VEn troucn thie major eminasls was on
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the problem of organization. Al)l aspects were involved in the investi-
gation, not primarily as discrete but rather as couponent elements of
the whole unit. To consider them as discrete elements leaves them dis~
crete and witnout meaning; to consider theilr cross-connections with other
asrects and elements means to see their siznificance within the sphere
of their operation and eftectiveness. Dewey believes this is most.neces-
sary and always possible: "Every recitation in every subject gives an
oprortunity for establishing cross-connections between the subject mat-
ter of the lesson and the wider and more direct experiences of everyday
life."13 Dewey believes teaching which does establish such connections
is the best «<ind of teaching, for he asserts, "The best type of teaching
bears in mind the desirability of affecting this interconnection. It
puts the student in tne habltual attitude of tinding points of contact
and mutual bearings."lu

The knowledge ¢ained is of various sorts, First of all, there 1is
the <nowledge of the data which define the .roblem; this the students
Z2ined from careful analysis and observation of activities they had en-
Zag=d in, comparison of sreeches, and discussion. Secondly, by hand-
lins the mnterials in the prroblem they have learned, as a by-product
perhaps, the operational techniques of handling and relating information.
"hey have lenrned the consequences of the operations performed ugon the
materials; they have discovered how to modify the ideas they evolved
from analyzing the materials involved. And finnlly, they kmow what the

result- nf a s2t of operatiosns are in certain circumstances. Tney coume

— o

1310nn Dewey. Deimocracy and Zducation. Op. cit., :. 191.

141pig4., p. 192.
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away from experiencing this unit of study with a genuine appreciation
of what an expository speech is, how it may be organized, what technioues
they can use and how, and somewhat of the nature of the results they can
exrecte.

Bacxground materials, such as textbooks, sample speeches, and pub-
lished rnetorical annlyses, also heve a place in an experience curricu-
lum. They are resource mnterial, storehouses of ideas as to how others
have solved similar problems. But they are not storehouses of perman-
ent trutns to which all Iuture ¢enerations must subscribe. In the exam-
Ple su-gested above the students rend background sources, not to conform
to them, but to discover additinnal ideas which mignt offer sugsgestions
as to how they misht proceed. Tnese ideas were not considered binding
but instead topics to be re-tested in tne pregent situation with what-
ever modification the scene o1 tne moment seemed to demand. Used in
t:.is way textoooks contribute t» an intellirent exercise of the student's
abilities and powers; used as fixities to which to contform they stizle
imagzinnation, restrict freedom, and curb inteliigent inquirye.

A significrnt difference frnii the lecture syst-a also lies in the
way material is ultimately organized by the experiumental metiiode In
the tormer the instructor orders tre mrterial o1 his lecture according
to nis adult and exjert standards; about tunis jrocedure Dewey comuents,
", ..the educator cannot steart witii <nowledge already organized and proe-

15

ceed to ladle it out in doses." The experimental procedure described
above. be~sins witl. the studi-nt's experiences and jproceeds fro. a small

nucleus to add material, first to tne prnblem and then to tne possible

-

15r6nn Dewey. 3Txperience and Sducation. Op. cit., r. 102.
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solution, until the student effects an orderly arrangement of tne sube
Ject matter largely for himself. This method correspnnds to Dewey's
conceprtion as he describes it:

It is a2 eardinnl rrecept of the newer school of education that
the beginning of instruction shall be made with the experience
learners already have; that this ex;erience and the capacities that
have been developed durinf its course provide the starting point
tor all further learning. 6

Just prior to this context he says that finding and selecting the mater-
inl for learnins is a first step in the educative process and "The next
step is the progressive development of what is already experienced into
a fuller and richer and also more organized forg, & toria th:t gradually
aprroxinetes that in wrich sudbject-matter is presented to the skilled,

17

mrture rerson."

Impulse and Eabit., Iuayulses are spontaneous r=sgonses to stiimli

witile habits ares the s=2ttled ways of responains in established patterns.
Tewey expressed t.eir relationsniy by saying, "Thought is born as the
twin of impulse in every moment of impeded habit."ls Taxen together,
they provide the oprortunity for tne instructor to create situations
wricn will eccasion thnusht.

The iublic speaxing instructor will find his students with well
established nabits of speaking and of thinking. Activity in the class
will provide the stimuli for responses. The instructor's standards

will reguire performances of articulation, clarity of explanation and

191p5a., ¢. 28.

171vid., p. 87.

lg.Tohn NDewey. Humen lature and Conduct. l'ew Yor«: Henry kolt and Com-
iany, 1922, p. 171.

-
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of thinking, rreciseness o1 vocabulanry, adeauate fluency, 1reedoin from
distractin:: platform mannerisis above the habitual perforinmances of the
student. T:.e student prepares a speech and delivers it in nis usual
way. ©<Class and instructor coinient will select sucu aspects of nis per—
{nrunnce as were unsatisfactory and so Arrest tue smeotii flow of exgress—
ing his established nabits. *abit thus impeded will find occasion for
retrenchment throush thought, for throw n consciously meeting an obstacle
in the way of free expyression of nnbit a problem situnation arises. This
»roblem 1s the beginning of the leornins frocess. rromn that point the
student can be helped to improve his speaking hnabits. Tnis problem im-
iels to inguiry nnd this activity so impelled trre instructor needs to
¢gnide into A better pertoruannce. In this sense, Tewey avers, "Imiulse
is needed to arnuse tnru-ht, incite re¥flection and enliven belief "19

It, tor example, a =tudent lacxs tie continusus eye-contact with
s maudience wiile he is nn t:e iLlatform and thereby districts tiem
withnut mowin.s it, he is probavly followine his ordinary pattern of
srekines; or if he hne so little ylrtformn exjerience as to have no
Tnttern, tnen hic laclk nf contact way well be an i.pulsive reaction to
cse~ing all eyes of the class focussed u:»n nim. In tne toruaer case he
reco:smized no rroblem and it will need to be pointed out to nim by
brth the class and the instructor that it is an undesiraltle element
wnicn he wi,;nt well improve. Up~n his renlization ot that tact--and that
realization mny be diificult tfor him to come to--his first impulse may
be to want to escape or to respond in souwe otier unintelligent way.

“ere licec the occa~ inn for su-:.estin. how he ai_nt study tie jroblem

-

1%1pid., pp. 170=171.
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in order to find out what he can do to improve his performance. He
has to reco¢mize his problem; when he does, he will probably ask with-
cutl any prodding by the instructor what he can do about it. Thus a
real lenrning situation is born.

In the latter crse his lrck of eye contact is an expression of
the first reasction that occurred to him under the pressure of the situ-
ation. His platform exrerience constituted a rroblem for him; he had
no ready metnod for solving it from previnus experience, and so the
first impulsive response he could make to this unsatisfactory situation
is gazing out of tre window, at the flonr, or over the neads of the stu-
dents sitting in the back row of seats in the room. Iif this weakness
of his resionse is not cnlled to his attention, he mny believe the re-—
sronse wne satisfactory and rereat it another time anj tnereby esteblish
a lLabit., 3But 1{ the class oblects to it, ~nd ne «nows no way of reacte
ine; in a more satisfactory wanner, he has a problem wrich jrovides the
occasion for a real learnin. situation.

The student's responses need guidance--that he will act is a fore-
gone conclusion-—-go his pertormance will be iuwore nacceptnble.s FEe can
study the problem by observing other spealters in the class, watcning
his instructors, and discovering what are his own resctions to their
<ood and less sstisfactory performances. It may even be necessary for
somenne to siiow nim precisely what he does on the platform, s> he will
core to a nmore trorouzh realizmstion of hiis own ;roblewn. Jare is neces-
sary to prevent him from being too superficial in his annlysis ot the
problem and trom regarding trne first su gestion that comes to niim as
tre swi totel of th~t jroblem. The shme is true ol the tirst su.gestion

that occurs as the remedy tor it. In eith-r event impulse will work




174
to shortcircuit the process of intelligent irquiry, and to the extent
that it does, l~arning will not accrue. Inmpulsively taking the tirst
su-¢estion as the answer to a proble. is a crucial error. IZewey says
0 trhis stage:

A genuine purrose alvays starts with an il.apuise. Obstruction
ot the immediate execution of an impulse converts it into a desire.
“evertr.eless neither impulse nor desire is itself a ;urpose. A
rurpoce is an end-in-view., Thnt is, it involves foresight of the
conseocuences wnich will result from acting upon impulse.

An unfavorable comient about a speaker'!s performance is the oc-—
casion for an imjpulsive response. "The teacher's business is to sece
that the occasion is taken advantage 01‘."21 He needs to understand
that the student will make some kind of resjonse and to recognize the
spiortunity to help the student r-sjond in a more intelligent manner.

“e needs to understand how he can nelrp hii establish and implement the

i.ethod of ingquiry wren such occasions arise,

Intelligence, Trinkxing, and (lind. The metlhod of intelligence is

identical with the pcttern of inquiry. To the extent that this pattern
ies em;loyed in the solving of roblems a person is said to be intelli-
: ent and to have mind. Intellirent thinking arises wnen iwwpulse and
habit are impeded Aand new ways of res;onding become necessarye.

"he significance of this thase of the ex:eriicentalist view lies
in the reaouirement of reflectinn as a necessery asrect of the learning
experience. ZBEarlier it wns observed thst for an exprerience to be edu-

cative it must possess continuity nand necessitote intelligent thinking.

20 7hn Dewey. Ixjerience and Zducation. Op. cit., p. 78.

bid., Pp. 3.
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Boutine assignuents either to 'learn' a given quantity of factual mater-
jal or to do a speciried number of speeches during a term o0 not meet
trese qualifications in thiat there is no demand for the student to ine-
stitute relation ot the material with any otlier nor any necessity to
consider jreparing and pr-sentin. a spe=ch as having to do witi. trinking.

Under the heading of Learning above tne pattern or rerlective
ti.inking and of learning was rresented. It was pointed out a speech
vas an occasion to experiment with an idea or hyjotresis the student
had develored in studying a body of material in oraer to clarify an
unclear situation. '‘Then tris procedure is em;loyed in tre classroon,
tninking mast occur or there is neitner an hypothesis nor an experiment
but mere carricious action which is unintelligent in so far as it is
inerely capricious.

T"he rrinciprle of continuity requires the student do sometnin-, for
=xpnrle, present a speech to the clnase, and the experience and its res-
idue do something to the student. That is, he .umst analyze his exper-
ience for its successful and less successful asjpecis and so modify hie
Iuture ncotion in sccorcdance witii trnose results.e Tnis is the metnod of
intellizence. It is tautnloglical to add that when thiis is done think-
in.: has taken plnce or that mind is an element in the total situation.

A 1mrpo-e nas been framed anc tne r-=sultc are analyzed to determine
whietnher or not that purpose has been acco:llisneds

Cn the one hand, tnis principle iwplies th: t to vbegin with ready-
:iade subject matter organized according to mature standards is a serious
1istake. Tne earlier stages in tne metloa ol tuningking have already been
dmne an~ tre stucent is nnt expect~d tn do tunose sters at all. e is

rresumed willin- and able to souenow absorb it witrout thougnt, without
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understanding, and almost certainly without appreciation. He has no
iroblem and hence no need, no sense of an unsatisfactory set of circum-
stnces. It follows thmt he need frame no ends or purposes in accord-
ance witn which he adapts future action; he needs wake no comparison
of anticipated and actual results of action--if indeed any action is
called for in any event. To assign a chapter in the text, let us say,
on ways of getting and holding attention, as so much subject content
to be learned is to avoid placing any burden of thinking on the student
=t all. The result is described adequately in these words of Dewey:

And skill obtained apsrt from thinxkineg is not conlected witi any

csense of the purposes for wnich it is to be used. It consequently

leaves a man at the mercy ot nis routine habits and of the author-

itartive control of others, who <now what they are about and who

Aare not especially scrupulous as to thelr means of achievement.

And informnati~sn severed from thouchtiul action is dead, 2 mind=

crucshing load. Since it simulates knowled~e and thereby develops

the poisnn of conceit, it is a most Sgwerful obstcle to Iurtner

Zrowtn in the .7race of intelli:ence.,<<
Trnie student may be able to reproduce the informatinn of a chapter but
it will effect little chan-e in nis behavior in future action. He is
cluttered with a mass cof information w:ilch serves no purposes

On the other hand, merely to ex;ect a lons; series ot speecnes irom
eachh student in the class is tantamount to an almost equally long series
of routine performances. The student's purroses in the conurse and in
£iving speeches should be to develop his abilities as far as possible
witriin the time and opportunities available in the class. If he merely
sives speeches in order to fulfill tlre reaquired numver of performances,

l.is problem is not to develop as a speaker--though that may incidentally

nccur as a by-product--but ratker to fulfill the reauirenents otf the

?2John Tevwey. _emocracy and Zaucntion. Op. cit., p- 179
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course. He has no idess to try out, no audience to be concerned with:
he merely has to ailear so wany times in order to get a passing grade.
His action is likely to becnue more and uore autountic, his habits, de-
sirable or undesirable, more ingrained; growing to be an effective
srenker will be niis least concern. Lewey coumuents on routine, thought-
less action:

Routine action, acti-n which is aut matic, may increase skill to
o a particular thinge In so far, it might be said to have an
educative effect. But it does not lead to new Lercejptions of
bearings and connections;:; it limits rather than widens the mean-
ing-horizon. And since the environment changes and our way of
actine: hns to be wondified in order successiully to keep a balsne
ced connection with things, an isolated uniform way of acting
becomes disastrous at some Sgitical moment. The vaunted 'skill!
turns out gross inertitude.

The critical moment leaves him possibly with a wealth of information
which he has gleaned from a text but wnich he canunot apjly in a sita-
ation wrich is serinus. FEubits seek to retmain their dominant status,
and when they nre inadequate or inaiyrorrinte, he is at the mercy of
irmpulse and impul se seeks expression without c¢~rin-: now intelligent
tre expression ise.

*iving speeclies merely to fulfill course recuirements arbitrarily
cet ur oy the instructor identifies the end with the  rocess. Rereti-
tinn oI the frrocess becnmes the goal and jurpose rotrer thian giving a
speech with a jurpose the student himsel! has develojed., Tnercovy the
emphrsis is shifted from tryins out ideas to trying tec get tir-ush
without rny troubles, such as lajpses of memory. e evaluntion is
likely to stress only the elements ol getting tiirough the sjeech as

smonthly as possible, with ajpiropriste mecranics sucn as stage becring

°31pid., p. 9l.
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and gestures which the student knows the instructor apgroves. These
supilant the learning nnd thinking the student needs to do in order
to heve an intellisent learnines experience. lhen the emphasis is
rlaced on externals and on conforming to rules, it is reminiscent of
the elocutinnary methods of an enrlier day in speech trainin,, when em-
rhasis was clearly on mechanics of posture ani gesture, inflection,
and modulatinon instend of on content or exiression a,jproprisate to the
sense being uttered and its erfect on the audience.

Reflective tninking £lso demands thant the student really prepare
nis speeches intelli.centl;. It expects the student to study the sub-
Ject matter of the sipeechh so as to hr.ve a thihrous i srasp o: the mater-
inl, to hrve selected well the ideans he ex;ects to present, snd to
formulate these ideas into a pattern comprehensible to the audience.
It expects further thnt he will give careiul tizsught to tre wmanner of
Iresentation, to the selectinn of mnterial thist will introduce the
subject and gnin the attention of the audience, tn selection of his
illustratinns, to the phrasin:, rnte, vocanl vroriety, and all of tne
nther aspects of n well-prepared and welledelivered sgeech. It denies
a rlace to mere libness and volubiiit,” botn of whicnh may merely be
hahit on the ramnagse. Flibness and vnlubility mry also occur winen a
rerson is deeply ;rejudiced or hns well established attitudes; on these
ne may expound Aat len,;th withmut revealing an, real tiinkxing at their
brse. If the inctructor wants to gunrd ag inst nis xing of routine
actinn, he imst distinguish betveen rel ,reparation and mere free ex-
. ressinon. Imaprom;.tu spesches iy hiive tieir pl=mce for ,urposes ol oc-
casionnsl drill, or for jraoviding »Nccasion for 'gettin,- the feel' of the

platfora. Enwever, if the tnsk is to speak impromptu for a iven number
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of minutes irrespective of the significance of what is being said, it
falls within the category of either fulfilling an assigsnment or capri-

cious action, and the action involved is unintelligent.

Aims. Since aims arise in the ,rocess of thinkine, it is appar-
ent tnnt both the student and instructor establish aims in the course
in public sreain.;. F®stablishing aims is not the saue as saying that
as long as they are ectablished all is well and good. llegatively, it
is not aprropriate that tne aim ve to get tnrousnh tire material of thne
course and to conform to the course outline. i'eitner is it ajpprorriate,
since sctivity is desirable, all students should be active in soue way
during the term.

Tewey states thot ecucationnl aiiis must, tirst of ali, be based
upon "the intrinsic =mctivities and needs...o0f the ziven individual to

n2k T.e instructor sno>uld indeed hnave aius, but these aims

be educnted.
mist be formmulatad in teras o:r the student's level of attainment and
experience, Iiis ijurther needs nr inefficiencies ns determined by
society's demands, instend of in terms of subject matter or a certain
rumber of speecnes. Aims, furtheruwore, "muit be capnble ot translation
into a metnod of cooperating with the activities of tnose undergoing

25

instruction."” ™iis qualificntion militntes agrinst fixed aims which
rrevent modification as demanded by the stntus o1 the students. It

militntes likewize against aims fixed by churse supervisors or other

r=rsonnel above them Hsr by syllabi or nutlines repared for teacherse.

- e

2b1pid., p. 170.
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¥or such prescribed aims allow the instructor no freedom to adagt to
the needs oi the class or to use his own ingenuity and resourcefulness
in eifecting situations wnicn :roduce learning. Furtneruore, the stu-
dent is the recipient ot aims established reuotely iroia his needs and
interesis 80 as to conituse niim between aims that are natural to nis
stage of @evelopment ana those to wiich he is exjpected to subuite.

A third cualitication of aims is they sihould be general, that is,
zeneral in the sense "of a broad survey oz the field of present activ-
ities."26 Action, it is true, is specific Aat a given time anu place
and witn reference to a particular activity, but it also has ramnifica-
tions and connections with relnted activities, A broad aim permits a
wider view ¢ the field and stimulates a broader outlook over the field
of means and conseguences., Jenerality o1 aim aoes not preclude speci-
ficity of action, for wnen action is to take place it is specific, and
tnerc¢ are usually o variety of ways of doing froix wnicn a chroice mst
be made.

The wmublic sjpeaxing instructnr, as every instructor, "has certain
ti.ings to do, certain resources with wnicn to do, ana certnin obstrcles
witr. wi.ici. to contend."e7 Within tais Iramewor< ne estnbiisnes nis
aims woich in this context ean "acceptance of responsibility for the
nobservations, anticipati-ns, Aand arrangements renuired in carrying on
a function."28 As general statements, aims uway take tuis forw: The

student should develop a platform manner {ree from distracting
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in so far ns possible witnin the time linits

mAanrerisms; ne should present hils materimal in a manner an audience can
these state.ents of

follow; he should develor,
hile generxal,
adnrted to tne needs orf the

ot the cource, a pleasant voice.
rurposes reriit a wide range of activity,
These activities and the

irdividunl, to De institutec and carried out.
textual materials are tne resosurces, and trne estnablished habits, mis-
concertions, uncontrolled impulses, and indiwvidual incapacities are the

obstacles wit: which he needs to coutende
The student :must also have aims in ,articirating in the activities

"runding out my scnedule," and

Such aims as "credit,"

of tre course.
"I tioudit thiis would bpe Zood for ue," are unwort.y reasons or excuses
sowing little recorznized need on the student's par:t and mmcu less ine-
Z“e kas not tucrasgi:t about what he is doinge.

ter=zt in what is going on.
*is aim should be to develop,as far as pos=sibie, rnis talents in the
especially trose aspects which zresent dir-

area oI iplatiorwu spe::xing,
siiould have s-tiae notion 23 to wnat t:iocse adaii-iculties

ficulties. =EHe

are on the basis or nnis pa:zt experiences.
tor iimsell a pur,ose in giving
exjpects

Turtnermore, ne snould Ioruulate
discus-

so ne Mows precisely wiy ne is giviing it anéd what he

Tiiis pnint ref ers to an earlier
It was asserted

from the experience.
test inyjrothesis.
SO mAany speecnes rer term

that

a syeech

to learn
sion o1 overt action as experiment to
£ 1in tne class, namely,
the student in the

tnat fulfillins an inctructor's objective of
indeeq,

A jurrose

ig netrimental to tne r=al purpose of pein
it witn

nf develsiins nis efficiency as a sp-aker,
develo:
influeiice on tr.e aucience, nné at tie

claseroom must s=lect Lis own spe=ch topic,
it ma;r Tte
e :mu t 8lso have tne aim »f le2arning somethiing about speaxing

ind so far as

in

~
Y

saute time L



132

from the experience. Without both of these aims, his pertformances will

waste his own time as well as that ot the instructor and the class,

Capacity and Individual Differences. Bacause the experimentalist

recognizes each person as individual, distinct in background and exper-
ience from every other individual, he hastens to affirm the fact of dif-
ference ot individual capncity. Each student has some native capacity
but what that student will become depends to a large extent upon the
kinds of experiences which he has had and will have.

o student in a public speaking class is thoroughly stupid or unine-
telligent. The student may indeed apjear to be unintelli¢ent, but thais
appearance is due more to the fact that present activities do not touch
his arcas of interest in such a way as to concern him than it is to in-
nate incapacity. Thne rroblem for the instructor is to find some activ-
ity wnich is within the student's realm of interest and concern and in
wnich he has had some previous experience, This calls for greater ef-
fort from the instructor to discover these interest areas, greater,
thnt is, than the usual lecture provides, greater than following a
s.-l1labus rexdy-made 1or all, grec-ter tonan routinely executing a pre-
scribed series of sieeches couadn to ti.e entire classe.

Individual differences do not necessarily mean each student will
have his own trogram of study, so to speak, within tlne same clAass.
Justman explains that some corraonnalit,r may well exist:

In general, the curriculum nitferin~s »nn any level ol learning
are to be coirion experiences. That eacu student brings to a situa-
tion is, of course, an individunl tning, and what he takes trom it,
in *erms o7 attitudes, understendiuss, techniques, patterns of con-
duct, is also specific to himself. The scnool curriculum does not
need to be specialized in order to provide for indiviauanl differ-
ences. Facing a comrion situation, learners react to tne situation

in their own ways, and at tne same time profit tfron the exprerience
or wnrking toxgether. Of course, some diirerentiation is desirable.
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While the core of the curriculum is to consist of comnon situations
wvhich each learner faces in his own way, additional learning exper-—
imnces are to be provided to meet special needs and interests.ag

The fact each student as an individual is ditrferent from every
other member or the class signifies the instructor will need to deter-
mine, as nearly as ne can, what each student's assets and liabilities
are at the beginning o1 the course. A speech pertforuance at tne begin-
ning of the course, without being graded, followed by a personal confer-
ence with the student should help the instructor and the student to es-
tablish some m=asure of agreement on the latter's needs and roblems.
After that the eiarhasis each student places even on doing the comiaion
activities of the entire class may be directed toward nis special needs.
Fe ma;" adopt as his aims also the mims of the group but nhis major aim
may be to snlve his individual difficulties. Tnis can happen only when
the course objectives are flexible enough to wermit individual activity
and to allow chan-es to occur after the term has begun. It can happen
only when the instructor is willin,; to make allowances for dirferentia~
tisn betwe=n the capable and less capable students. Z'or instance, all
class members may be expected to have a minimun nwnoer of plattfori ex-
rerisnces and the more caiable may be rermitted to do more ana longer
spPechnese.

Since the individual student is trying to eliminate his personal
and rrivate detficiencies as a speaker, and since tiiis kind of develop-
ment is growth, evaluation of the student mst take this progress into
account. Growth, however, is more than mere platiliorm skille, such as

smontn and free ;restures, noticeable state ol ense, or eye contact with

éabnseph Justﬁhn. Theories o1 Secondary Zducation in the United States.
Op. cit., p. 379.
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the audience. It includes such additional matters a&s skill in handling
speaking devices, ability to annlyze and adapt to ditferent audiences,
<nowledge ot the rrocedures in gathering and organizing information into
accertavbvle rhetorical patterns, attitude toward the speakin: situation
and to the audience, and aun attitude of tentativeness about informntion
about tie speech topic and of reasonableness toward listeners. Taking
accorunt of such items is far different froin assessing merely the guan-
tity of subject matter the student has absorbed from the text. A more
acceptable question is to ask whether or not trhe student has made as
mach progress as night be reasonably be expected of nhiiin oeonsidering nhis
starting point and the time and oprortunity for growth provided by the
course., =valuation concerns itself more witii thie cusstion of what the
student has become &s a reswlt of his experiences in tne classroom than
with now michi informatican he has stored awaye.

Significant di:ficulties stand in the way of such an evaluation.
"ne platform performnnce is a complex o1 a large variety ot factors so
th=t it is dirficult, if not almnost impossible exce,t on 2n arbitrary
basis, to deteruine vhnt reletive weiegnhts to nssisn to the sundry ele-
ments in the speakineg situation., Xeally satisract»)y measuarin, devices
are not availnble for assessings the many factors in respect to wi.ich
<rnowth is jpnssible. C lasses in ;ublic speaking are neld reletively
armnll so thnt the normel curve oI distribution is not snpplicable.

That evaluaticn ot the many factors of -rowth is » major obligation
ui»n the educator attemjtin- to teach by the experimentalist metliod is
aprarent Trom the exiplanation o1 tric philosopnic point o1 view. ‘hat
is not a,rarent in experiientnlist writings is row a graane is to be

estrDlished in o erurvce. Tie absence oi direct sug ~-stions Ior solving
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thie problem of the teacher does not, however, militate against exam~
inations. The kind of examination the experimentalist would accept is
one wi.ich seeks to determine the extent of growth in sbility to handle
materials pertinent to the course, not to determine how many factual

items were meniorized as 80 much memnry work by the student.

Interest. A student will be interested in the activities of a
class if he can see the relationship between those activities and his
rresent concern, that is, if the outcome of the activities maxes a dif-
ference to him. The other interest factor necessary in tliose activi-
tieg is that tlhey "cannot be carried trrough without reflection and use
of Judgment to select materials of observation and recollection...."30

Significance li=s in these pgrincililes for the ;ublic speaking in-
structor in that he will need to select or permit tke students to work
with hiuw in selectin; those class activities wnich will be of concern
to trhem. Ferhaps a preconceived sequence will be disturbed, for example,
tne demnnstration speech precedin.; ti:e persuasive one, tut the important
caonsiéderation is to ennable tie student to establish the conuaection be-
tween on-g¢nine activities witin unie aally aziairs. rFrou wnstever begin-
ning; is mnde new problems will arise nnd so Degins a epiralling process
wiiichi will cover the essential msterials oi the cnurse. 7Tae advantage
lies in the trnct the students will want to cover tne wmaterials because
tey see its imjortance tn tneir existence. Tneir activity will have
its own momentum and motivation. Thney will study, observe and reilect,

because trney want to do trose tiin:.s Zor t.emselves, fue instructor

30J0hn Newey. Cemocracy and kEducntion. Op. cit., bp. 150,
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will not ne=d to go in search of artificial devices, illustrations, ac-
tivities, and anecdotes to keep the class interested.

This procedure iumplies, of course, the instructor is both free and
willirg to let the students do a large share oI the planning of the
course. It is quite unlikely he will be able to rredict accurately the
interests and concerns of tue class before lie ine-ts them. Suck a class
rrocedure reduces the domination of the instructor and enhances the op—
porturiities and responsitilities of the individual students. They will
select their own torics for speeches, determine the kinds of speeches
tr.ey will want to gractice, originate the nypotheges they will want to
try, and read tne text as they need it to solve their problems. Tuis
is not to say thle instructor is relegated to tue backeround, that he will
be a mere visitor to the class; indeed not, his role continues to be
that of the more mature adult who beciu:e 01 nis sreater accuwmlation of
exrerience with current social Adennands is aveailevle for suggestions and
suidance, for l:elp in =velustinn of exrerience, and 1or learning with

the students and sharin- their experiences witnh them.

Tiscipline. Discipline, according to tne experiinentalist, is the

Jower to see a rroblem through to its resolution rather than keeping a
classroom quiet and orderly in a physical sense. As long asstudents are
vorkins toward accomplishing their objectives in the class, thst is, as
lon,; as their objectives are directing tleir activities and holding them
to their task, discipline may be said to exist in that classroom.

The relatiosn of tliis Lrincirle to tle irinciples ot interest are
evident. Discirlire is not smmething taught directly as 2an itew of

sunject mntter. It accrues as tiie students wor< out rroblems with
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whose soiutions they are concerned. The instructor needs to help the
students decide what they wish toc investigate and which experiments they
wish to do. 1If they are interested in gesturing, they will investigate
and try out and practise gesturing in their su-aking until tney find
tl.e answers tney need, and they will remnin with the task until tney
have completed it., Ii they are vitally inter-cted in the eifective use
of visuml aids, more precise articulation, they will study ana work
until satisfactory answers and t-chnioues are clear to them. Conversely,
as soon as the instructor gives tham assignments which are of no per-
ceivable concern to tnem, interest wanes and rroblems of attention, or-
cerliness, and fruitful occupation developr. ZIZven tne introducticn of
artificial devices, such as courtroom cross-examin~ntion adarted to the
classroom situntion, will detlect from the subject matter at hand to
tl.e technigue itseli and result in by-passing the ideational content
and concentrating on the gane for its own sake. Discipiine is best gse-
cured by material thnt is of cnncern to trne student and by develoning
tiie habit of investigating a problem and seeing it tnrough to its reso-
lution.

“revuently the instructor will need to susg:.«st an aprroiriate ser-
ies oI auestions for the student's reading. These, jhraced so as to
constitute prnctical problems for thie gstuaent, will gSuiae nis reading
sna tlh.incin- so that it will be more Lurrocsetul and capable of relation
to the student's ongoing living. Susgtestions ot practical applications
or study of jpresent extra-class application of tine ideas will help to
clarity the signiticance of certain topics sucn Aas lanjuage, gestures,

illustrations, nnd dialectnl di:ferences.
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Motivation. The task of motivating, according to the experimental-

ist point of view, is not to stir the student to action he-will act any-
way--but rather to stimulate him to act in certain specific ways. Action
i1s charscteristic of man, but if left unguided it will receive its power
either from blind impulse or from established habit. leither is thne
source of a truly educative experience, for each lacks the qualities of
continuity and intelligence.

The jublic speaking'instructor's tasik is to guide the student so
thnt he will have an educitive experience in ziving speeches. He will
<ive speeches in respronse to a couuand, dbut through such sp<ecnes he
will merely seek to satisfy tie reouirements the instructor places upon
nim. The student needs to prepare tne xind of speecn wnich requires
reflective thinkin, both as to subject matter and as to spreech techni-
aues so thrt the results cen be assessed and retlected pack uron the
ideas bein. tested. The student doin.; the latter kind o1l speaking finds
his motivation in the satisfr~ction o1l incressing his range oi experience,
in gaining extended insight into tie speech-mnking process, in being
comienced b the instructor and nis fellows, in ,a2ining «nowledge wnich
v+1ll be aiplicnble in anotner situatioson, ana in restoring an irresolute
situnrtion into a resolved one,

Conzrents following the delivery o1 a speech ougnht to mention the
gond points of o speech as well as tnose wiiicn did not measure up to
exrect~ ti-ns. The schedule of s,;eeches ought not to be sc close as to
rravent adequate discussion ot the extent cof success and lack ol success
in terms of the stu‘ent's purpose in giving it. lor suck Winchoate ac-

tivitvs tanxen in thnis torward-loo<in,; reference to results, especially
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oi aprrobation and condemnation, constitutes a motive."31 The desire
to bring about anticipanted results, to verify an hypothesis, to deter-
mine the relative merit of an idea, to vindicate one's own thinking,
is viyorous and persisting umotivation. lleedless to say, instructor-
determined assignments do not atrord this personal tyre of motivetion
for the individual student, for the studlent does not -NOW--nor care
either--what the anticipated results should be nor what hyvothesis is
at stake, nor does he seek to vindicate nis own thinking for in such
an assignment he has not done any reflecting. “he only motivation in
such an assignment is the desire to make a sufiiciently good showing
to avnid severe censure and perhaps ridicule, but that is scarcely what
is sought here. It is instead bypassing what :any be worth vhile in the
exjperience Aand only suierticially and exterrnally fulfiiling imposed re-

quirements; it does not coustitute decirable wmotivation.

tetention and Forgetting. Since Dewey's concept of retention is
soriewhat obscure, clear imilications are ditfficult to describe. How=-
ever, it would se=an tl.t what is exjerience? in cne siea<in. situation
ond whit 1s learned from it by o frank acppraisal o: the results will be
remembered when anotirer and siwmilar sjpeaxing occision arises. It does
not signify that such resulting <nowled,e needs be written and preser-
ved for ifuture reference. The fact that it is exjerienced 1is enough
to mnke it available as resource material as occasion demands, On the
ctler hand, should the student have nn occasion to give another speech
1or a considerable time arterward, it is lixkely trnit thiis snowledge

would not be clearly evident anc availavle to lLim, Lack o1l use would

tend toward foreettin-. Hence, it seems necessary tn't the stucent be

31Tohn Tewey. Human ‘lature and Conduct. “p. cit., p. 171,
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£iven the oprortunity to apjpear on the clatform frequently lest what he
learned in one speech situntion be forgotten bafore he nas an op;ortun-
ity to use it again. Cbviously, memorizing a body oi facts, in the
sense ol craumning or fillins j'igeon-holes, is out ot tne questinn.
Overt, or at le:st vicoarious, exierience witn an idea »r a datua is
more importante.

In nrder to irovide frecuent op ortunity for the student to appear
s a speafer, class sirze must be sall or the spcecies :iust be snort.
another inssibiiity is thet the same speech: may be rewor<ed Ior pur-
roses of ex:eriwmenting; with soize otiier idea; tuls procedure will at
lesst save the time o3 discussin, the subject oi tu- speech Agnin and
so allow more tiume for ag;raisal o! tre umetiiod and tecnnique. 3till
anntner way to overcHue t:is dif:iculty i¢ to nave onl./ parts ot the
cless do certain xinds of s;.eecnes, ior exsuirle a speecr =ziving direc-
tions on row to 1o somethin., wnile those wno did not give tuis «ind of
sreech cnn gZive one explainineg some «ind ot spatial relationsuip. OFf
cource, this latter procedure does not provide all with the same kind
~f experience, if thit is desirm~ble, and it is to that extent a com-

proumise necessiteted by time limits.

Transfer of Training. The experimentalist accepts tne nction of

the transfer of trainingz in so far as taere are general similarities
between tvo situstions. In the speech makin: ;rocess a variety of such
aspects are comicn to nearly all spealzin; occasiors, €.¢g., Clear artic-
ulation, jleasant voice cunlity, a.iropriate e tures anc stage bearing,
.nderst-ndasle orgnnization. These are staples iroi one situntion to

anntier. Tais is not equally true, nowever, o such pnases ol speaking;

As cnnice ot vocabulary, rhetorical cevices, iilustrations, and linguistic

style.
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Once the student has learned how to prepare a specch from selecte
ing n topic, gathering material and organizing it, to framing a rhetor-
ical outline or writing it in manuscript from, he will understand the
Zeneral rncedure and find it Aarplicable in many tuture situationse.
Yaving learned Low to analyze an audience ne will unave a wetnnd Ior
analyzing nther audiences. Similarly, other techuiigues and sxills such
as .jesturing, usineg visual ailds, sreaxing into a :1uvlic address micro-
pnone remain fairly stable {rom situation to situation. FParticalar
aaterials for a specific speech, of course, are peculiar to that speech
and to that one only; they mAy be used again oniy as ti.ey relate closely

to that same topic though under another headinge.

12
[aa]

i

oin f View. Tenching jpuvlic speaxdng, even in so frr as

—— e

it denls witti certain sxills, is then not to ve conceived of as merely
2 stimilus—-regponse oparati~n. Siaple resionse to stimuli corresponds
t» an inmpulsive reactinn or the getting in motion of alreandy established
hnbits, neither procedure satisfying the gualitfications of a really ed-
ucnative exierience. Zeflection and intelli_ence are necessary on the
stu~ent's part to make tne exrerience eiucative., This i:plies that un-
jerstanding is necessary and the student needs iasisnit into the various
connectiong between the elements o2f tne situation conirontings him.
Stirmlus-respnnse reactinns are too mechanicnl and over-sim;lified
t> ennrble an intelli-ent handlin.: of tne many varinbles in the Irocess
nf preparins and delivering a speech. Influencing an audience reauires
careful selectinn of mnterial in teras of tne s,ecific ruaience and de-
tailed ;lannin; of tre Xinds o1 arjpenls wiich will s=t an audience in
adtinn in tnhe desired direction. Turis insisht demands a carerul aud-

ience analysis by the student so that he understands tne meaning oi all
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the elements in the situnation and the significance or their relation-
shiyp to one another. The instructor, therefore, cannot be satisfied
with providing just a series ot stirmili in the hope of producin.: the
aprropriate response. Ye uust, on the contrary, be a leader, stimulate
the student to discover problems nt concern to nim and then uide him
trhrousn the rrocess of intelligent inquiry toward socially acceptable
goals. The educntional enterprise involves the student and his purposes,
rurroses whicnh he tormulntes in conjunction with his instructor. Oper-
ating a class by mechanistal stimulus-response reactions disregards the
student's purposes anda presumes tr.e instructor's purposes can be realized
by merely jroviding the ajiropriate stimmli.

Allied to this point is the fact that speech-making, as well as any
otnier educative experience, involves intelli.;ence. To establish fixed
nabits of doin: things circunmvents intellicence, eifects inflexibility,
and derreciates the signiticance ot an idea. Yet habits also have their
rlace s long as trey remain flexivle enousn to> ennble the student to
adapt to new and different situations. Tne student sught to make clear
articulation, gestures, anj uneauivocal eye contact withh the audience,
for example, larcely a matter of habit so that ne can devote his atten-
tion to other elements in the total speakin situation, yet not so nahlit-
nal that all rlasticity has dissrpeared.

The foregning discussion has separated certain asgects of the total
rublic speaxing situation for cnanvenience of discussing them. Actually,
such splitting off of minute elements does injustice to the facts, for
the totnl process o1 speech-making is a unitary process in wnich steps
overlap and mesh with one ancther at various yointse Xach of the sep-

ar-te elements has its pl:ce and needs consideration. Dewey recognizes
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:naintenance of a strict temporal sequence in terms of the steps in in-
telligent inquiry is scarcely feasible and the student needs to recog-
nize this fact. This is not to say that the process of thinkinge can be
done in any haphezard manner or that speech-making is an accidental pro-
cedure. The more connections the student sees as he analyzes his nater-
isl with relation to an intended audience, the more overlapping and
skippiag back and forth from step to step will occur; the iiore intelli-
gently the student is able to go about the tasx, the more he is able to
do tiiis skipping and yet maintain his bearing in regard to the overall

picture.

The Theory of Language

"he Derinition of Lanjuage, The ,ublic speaker rast include in

his definition of language more than sroken words, for an audience may
Araew inferences abnut the srealzer and his subject frou every move he
makes while he is before them. ¥is manner of ap;roaching the podium,
his ¢estures, grooming, state of composure, diction, Lhandling or the
togic, illustratinns, ti.ures ot speecu, organization of the subject,
all of these are capnble of carryins a message. The student imist be-
cnme aware of this fact so that when he is on tne platform he will de
careful to act and speak in such a way as to direct tnhe attention of
tl.e audience to the subject, to what lhe has to say about it instead of
t~ s~me mannerism he may inadvertently ¢give free play. Tuls awareness
and apprecisation he will get from coimment abnout th- speeches he gives
and hears nthers #ive in the class; it may be necessary for tne instmc-
toar to fuide tne cmulent in such a way that his point will be clearly

ornusut to ligiite
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Lansquage--1Its Origin and Status. Since wutual understandin:; of

symbols originates in a comuon ex erience, it is incuwnbent uron the
speaker to make sure the audience gets the impression froiwn the symbols
he uses thnt he intends tnem to get. Students have used tne language
all ot their lives Aand frequently assume everyone understands tne mean-
ing of A word as they themselv=s nave understood it. Th=2t this assump-
tinn i1s not true when dealing with srecific things is easily demonstrated
with even such words as common concrete nnuns. If a class is asxed to
repcrt the first response they would maxe to the word 'dog', a wide var-
intinn of responses will immedintely become evident. In the writer's
experience it is not uncomanon to discover that there are usually no

i0or'e thinn two or three neAarly icentical respnn<ses in a class of twventy-—
fHur students. This little experiment serves to empnasize that it may
not be asswumed everynne will interrret a word in the same way.

Anotner way to show trem a word will mean diitferent things to dif-
ferent individuals i1s to remind trnem that langunge is culturally condi-
tioned, theot is, people in di:ferent locales attach ditferent meanings
to 5 worde A tew simple illustrations will sur'tice on tiie instructor's
rart; the members ol the class are usually able to contribute otnerse.

In St. Louis, for instance, a 'car' is a street car, souetimes also called
a 'trolley' ~nd an aut-mnbile, or 'car' in other geographlc areas, is a
‘machine'. A speaker needs to be aware ol the difrerences so as to adapt
nis lan,uace to the audience he is addressing. The instructor can easily
maxiaize this joint br skillfully raising gaestions avout tne meanings
intended b,- various s.eaksrs. Of cource, tiils need nnot be done in com~
inentin,; upon every speech, for that would aeiract frow trhie main task of

t:ie speskers, but an occasional well-selected iliustration is in order.
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The constant possibility of misinterpretation conironts every
speaker and is cause for some concern to him. The persuasive speaker,
for examjple, will usunlly recomiend to his audience a sypecific ccurse
of action. Fe will want all of his audience to do the same tuing in
c~ncert. The neces<ity of cnreful choice of lansunge cannot be over-
emphasized, for it would be disastrous to his cause to nave the audience
leave and each member do sometring different wuile believing, however,
he was carrring out the reccuiendations of the speaker. In exposition,
too, precision of nieaning is important tor clarity of undcderstanding.
Different understanding ot words leads to misunderstanding; action
based upon nisunderstandine; leads to confusiosn; contusinn caused con-
scizusly or unconeciously by a speaker discredits nis veracity and ine
tegrity.

Newey observes that words in isnlation are not tancuage. ‘eaning s
cannot be conveyed in any adequate vay by sin;le words reuwote from other
vords, for conuectives such as conjuncticrns and prepositions are essen—
tial in a context ~f€ words to indicate relationsniiips wven wnen an other-—
vise whnle stotiient is made. Thie sipeaker will dno well to avoicd a tele-
scnpic style from which such conunectives nave been eliminnten. To utter
just A noun and a verb is usually not enough to convey .ueanin, satisfac-
torily. ‘“ords comprisin.: tie other parts ol speach are necessary botn
Sor clarity of expression and for greater certainty of understanding.

Sesices, it is the speaker's task to utter woras in terus of
tr.ought, that is, in wuat in oral reading is called ‘oral iirases's. To
break ideas and combine in utterance nali of one with hall o1 the next
nne is tn crntuse the listener or at least to jlace an unaue buraen upon

“im. Por example, il A speaker were to phrase the first sentence of the
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Jettysburg Address in this way: Fourscore and // seven years ayo our
fatners [/ brought forth upon this // continent a new nation conceived
// in livberty and dediceted //, etc., it would be virtually impossible
Tor tne listener to mnalre sense out of it. On the other hand, were he
to say, Four score and seven years ago [/ our fatners brought forth
upon ti:is continent a new nation, // conceived in liberty...//, each
Zroup ol separated words expresses an idea wiich the audience can grasp
at cnce. Trnis latter pnrasing is trne speaker's obligation, and he mmust

utter words in their arpropriante srouprings if Le wishes to be understood.

Lan:uace Usagre-=Conswtatory. On occasion langwi ge is enjoyed for

its own saxe. Ioetry, literature, declamation, and someti..es oratory
fall witain tnis category tor beauty oi exirescsion and elegance of lane
Jumece are oI major inportance in tuese arts. Tne beginnineg public
spealter, nowever, does not ordinaril& seck to j.ractice oratory; 1iwis
rrimary concern is to be able to convey ideas to a groupr ot people or
to intluence tneir tuninkineg or their conduct directly, usually in refer-
=nces to practical tiings as oppos<d to matters estretic. ¥hile, of
cource, e needs to use appropriate diction and accejptable syntactic
constructions, the emphasis is not on elegance put instead on clarity,
unity and conerence. Emihrsis on elegance tends to induce formwlism
and distrscts from the task to be dcne nowever rmndane. It he can at-
tain n measure of beauty of language, he is to be coummended so lons as

beniity of expression is not nis first objective.

Lan.uace UsAa~ew- Instrwaiental. There are dangers in t.is function
—..——a‘._..-.i.—. st

tno. At tne nutcet it was observed tnat shiarins toe meanin.g of language

is .ossivle only as a result of coiunon experiences. Tiie instructor--and
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for that matter, the public speaker cutside of a classroom as well--ad-
dresses his audience on a topic through the medium of language. What
the audience receives from such communication is not an idea, but an-
other fact. Dewey comments:
.eeno thought, no idea, can possidly be conveyed as an idea from
one person to another. VWhen it is told, it is, to the one to whom
it is told, another given fact, not an idea. The communication may
stimnlate the other person t0 realize the question for himself and
to think out a like idea, or it may smother his intellectual inter-
est and suppress his dawning effort at thought. But what he direct-
1y gets cannot be an idea. Only by wrestling with the conditions
of the problcn}zt first hand, seeking and finding his own way out,
does he think.
There is not possidle a complete sharing of an experience merely through
the medium of language. The significance for the classroom teacher is,
according to Dewey:

When the parent or teacher has provided the conditions which stimu-
late thinking and has taken a sympathetic attitude toward the ac-
tivities of the learner by entering into a comnon or conjoint ex-
perience, all has been done which a second party can do to instigate
learning. The rest lies with the one directly concerned. If he
cannot devise his own solution...and find his own way out he will
not learn, not even if he can recite some correct answer with one
hundred per cent accuracy.33

Unfortunately, the lecture system usually stops with telling the
idea on the assumption that the student then has the idea, understands
it, and knows precisely when and how to use it. VWhile this view does
not condemm the lecture system outright, it does say it is not enough.
What is necessary is that the student have opportunity to work out ideas
with the aid of such information; in this activity the instructor's role
ig not that of a casual observer, it is not quiescence, but ¥participa-

tion, sharing, in an activity. In such shared activity, the teacher 1s

3250nn Dewey. Democracy and Education. Op. cit., p. 188.

33Loc. cit.
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a learner, and the learner is without kmowing it, a toacher...'3u Thus
is denied the readily-made assumption that delivery of a lecture equals
learning on the student's part. From the standpoint of language, shar-
ing of activity is essential to sharing ideas. The public speaking
student will have ample opportunity to share in such activity since the
course is largely an activity course. Even so, Dewey's warning words
may be worthy of notice,
Knowledge which is mainly second-hand, other men's knowledge, tends
to become merely verbal. ... But in the degree in which what is com-
municated cannot be organized into the existing experience of the
learner, it becomes mere words: that is, pure sense-stimuli, lack.
ing in meaning.35
Neither is the information the student gleans from his reading of
texts, resource materials, and sample speeches to be identified with
ideas or knowledge unless he has opportunity to use it in solving his
own speaking problems. Dewey's caution cited adove aprlies to this ma-
terial as well. Even remembering and reproducing it on an examination
is no assurance that the student has made it his own. He may have it
in his fund of information but without a real appreciation of it; he
may have mechanically stored it away to satlisfy course requirements
without understanding the connection it has with ongoing affairs. He
has a superficial acquaintance with it but no knowledge of it in the
sense in which the experimentalist speaks of knowledge.
Since understanding language is dependent upon comaon experiences,

the speaker must study his audience carefully to determine in so far as

possible what their experiences have been so that he may choose language

M1oc. cit.

351vid., p. 221.
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which is most likely to be meaningful to them. Otherwise he is apt to
address them in what amounts to a foreign tongue. For this reason
audience analysis is an important step in speech preparation. He will
need to kmow how they live, what and how they think, what they do and
vhat their concerns are, what their beliefs and values are; in fact, he
must consider all aspects of the audience as it may relate to his speech.

This analysis in itself will be a most illuminating, educative experience.
Values and Public Speaking

Appreciation. Classroom teaching is accomplished largely through

the medium of language and is to that extent an indirect experience for
the pupil. Furthermore, the use of language itself is likely to intro-
duce some error into the concepts the student takes away from the class-
room, the extent of error increasing as the extent of the student's fam-
1liarity with the topic being discussed decreases. This results in
gross misconceptions on the student's part or in the mechanical study

of the language involved as a formmlity in order to pass the course.

In either event the presumed purpose of the course is by-passed.

Now language may be studied for its own sake; it may be aprreciated
in a practical or an esthetic way as a thing of beauty of itself, or
even as an historical subject, for it has its own physical development.
To some extent the oral reader, and for that matter also, though to a
lesser degres, the public speaker seeks to appreciate language for
1tself. To those who have developed such standards of taste and ele-
gance this kind of appreciation has considerable value.

However, the public speaking classroom situation is not primarily

concerned with this phase of appreciation but rather with the subject
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matter of the course. The instructor must insure that those in his
class get a real appreciation of public speaking and of the many con-
cepts connected with a systematic study of it. The students must ex-
rerience these concepts so that 'they come home' to them, 80 that they
effect a 'genuine appreciation' and are 'really taken in', says Dewcy.36
This genuine appreciation derives only from live experiences, ex-
periences which are direct and firet-hand. Dewey explains:
Before teaching can safely enter upon conveying facts and ideas
through the media of signs, schooling must provide genuine situa-
tions in which personal participation brings home the import of the
material and the problems which it conveys. From the standpoint

of the pupil, the resulting sexperiences are worthwhile on thelr
own account; from the standpoint of the teacher, they are also

means of supplying subject matter required for understanding in-

struction involving signs, and of evoking attitudes of o inded~

ness and concern as to the material symbolically conveyed. 7

This condition for thorough appreciation is easily supplied in the

public speaking class in that short speeches of introduction or of nar-
ration can be suggested at the very outset. Several times on the plat-
form is usually enough to effect sufficient familiarity with elemental
principles for class discussion and analysis of each student's inadequ~
acies. And since the public speaking class is conceded to be a labore
atory course, this same procedure can be used throughout the term so
that speeches already given provide the backlog of experience for each
new topic as it is introduced. After the student has platform experi-
ence he can begin the study of textdook materials and improvement of

his techniques. Through these initial speeches he can, with the help

of his instructor, begin to analyse his own problems in speaking and

361v14., p. 272.

371vid., p. 273
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then the search for ways to reconstruct inefficient havits into more
effective ones. So important is this procedure that Dewey explicitly
states, "Getting command of technique and of methods of reaching and
testing generaliszations is at first secondary to getting appreciation.'38

Through a series of such experiences, each of which is evaluated
and examined, the student will develop standards of appreciation and
excellence on his own account. Such a procedure will avoid the Aiffi-
culty of classroom materials becoming and remaining on a purely symbolic
level and having only a second-hand kind of appreciation. Meaning of a
personal and significant kind attaches to such experiences, meaning which
will retroact and theredby reconstruct o0ld habits and conceptse

With such standards of real appreciation the student can then lis-
ten to a speech by a classmate and make a reasonable jJjudgment of its
effectiveness. The student is the consumer of the speeches given in a
class and as a consumer he is in a position to make critical comment on
a perforuance, With the help of his imagination and an accumlation of
experiences he can suggest other ideas as improvements upon the perform-
ances he hears. Thereby he will deepen his sense of realization of the
many aspects of speech-making both for himself and for him whose speech
he is evaluating. It may not be too much to suggest that the students
might well grade one another's performances toward the end of the course.
The obligation of grading fairly and appropriately, so far as this is
possidble on a largely sudbjective basis, places an added responsibility

of careful observation, analysis, and discriminating judgment upon the

381b8d., p. 274
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student so as to heighten his appreciation of the speech from the lis-
tener point of view.

Considered from another angle, this real appreciation expresses
the difference between a professed standard of evaluation such as might
be derived from the text and from the instructor, and a working standard
as derived from the text, the instructor, and from a wealth of first-
hand experience. In the latter case the student has made the materials
of the course his own so that he understands their relaticnships and ap-
Flications; they are a part of his ways of operating and thinking; they
have made a difference to him and in him; they have realigned his habdbits
and so help to guide his impulses; they are at his constant disrosal.

In the former case he may be capable of reproducing them on an examina-
tion paper; he may sometimes be able to apply them in ready-made situa-
tions such as classroom assignments; he may be adle to talk of them
with seeming intelligence, but away from the classroom he sees no prac-
tical aprlication of them for they are not a real part of him; they have
been 'learned' in some mechanical fashion, but they make no difference
iz any rerdy and significant way.

This doctrine of appreciation denies the waliidity of such procedures
as assigning a chapter in a text, learning the principles, and then ap-
Plying them in a rlatform speaking situation. For example, it would de
superficial at best to explain to a class various kinds of gestures and
then assign a speech for the next class period in which the particular
tagk would be to use esach of these gestures at least once. Or, for that
matter, suprplying a set of rules which are to be used in the next
speaking assignment cannot guarantee any real sense of appreciation faor

the rules regardless of their general applicabillity.
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Intrinsic Value. Since the experimentalist denies the possibility
of establishing a hierarchy of wvalues among subjects of study, it fol-
lowe that public speaking may bde a subject of study on its own account,
worthy and capable of being experienced and appreciated for itself.
This statement assumes that the experiences the student has during the
course fulfill the criteria of continuity and the application of intel-
ligence to solving its problems. Dewey, as cited above, stresses the
importance of providing "genuine situations in which personal partici-
pation brings home the import of the material and the problems which
it conveys. TFrom the standpoint of the pupil, the resulting experiences
are worthwhile on their own acconnt....'39 In another instance he says,
"It is as true of arithmetic as it is of poetry that in some place and
at some time it ought to be a good to be appreciated on its own account
-~Just as an enjoyable experience, in ahort.“uo

Dewey furthermore says, "...2s long as any topic makes an immed-
iate arpeal, it is not necessary to ask what it is good fo::'."“1 It is
impossible to say for what specific purposes the student will later use
each of the princirles or skills included in a course in public speak-
ing. This impossibility need not dismay anyone, for "The proof of a
€004 is found in the fact that the puril responds; his response is use.
His response to the material shows that the subject functions in his

life.'ue If the instructor can secure a lively and sincere response

391v14., p. 273.
401big., p. 281.
“l1vid., p. 283.

“21bid., pp. 283-28k.
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from the student, then he need not be concerned that the work of the

course is without wvalue to the student.

Instrumental Value. A course in public speaking may have value

for its own sake, but it may have also instrumental velues though they
may be difficult in any given instance to specify. If the student

sees no such values, it is fruitless to surpose that he will realize

them by merely telling him what they are. Dewey explains, "The way to
enable a student to apprehend the instrumental vulue of arithmetic for
examrle is not lecture him upon the denefit it will be to him in some
remote and uncertain future, but to let him discover that success in
something he is interested in doing depends u,on ability to use mmﬂ:terl."u3
The public speaking instructor can well take a hint from this statement
to the effect that no amount of textbook assignments or lecturing will
enable the student to see such values; he will have to experience situ-
etions in which an ability to speak in public is of significance to suc-
cess in accomplishing desired ends.

The instructor will need to guide the student into such situations
where public speaking ability is a factor. Does the student belong to
any canpus organizations? Would he like to become president of one such
club? Would he like to be able to débate public issues on the platform?
Would he desire to be a civic leader in his home comumunity? These and
eimilar queetions are applicadble to the situation he is presently in
as a student on a college campus. Besides, many of the principles of
platform speaking are equally pertinent to conversation with fellow

students, to class discussion, to student government activities, and to

“31vid., p. 281.
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the programs of living units and campus cludbs. Helping the student
consciously to see the connection between the principles of effective
speaking and accomplishing desired objectives in his realm of activi-
ties enables him to see the instrumental value of pudblic speaking ex-
periences. A word of caution is particularly apropos at this point,
namely, establishing such connections should dbe done as unobtrusively
as possible even though done consciously. Dewey comments pointedly:

In general what is desiradble is that a topic be rresented in such
a way that it either have an immediate value, and require no Jjusti-
fication, or else be perceived to be a means of achieving some-
thing of intrinsic wvalue. An instrumental wvalue then has the in-
trinsic value of being a means to an end.

With the estadblishment of such connections the student will be cap-
able of perceiving the good in situations which he experiences, for he
will see "the meaning that is experienced to belong to an activity when
conflict and entanglement of various incompatible impulses and habits
terminate in a unified orderly release in a.ction."“’5 Upon the comple-
tion of inquiry during which aims were carefully framed he will recog-
nize the potentially better way of doing things to accomplish an obJjec-
tive. He will recognize that, with so many variables involved in the
pablic speaking situation, hard and fast rules are impossible and even
the princirles pat to use will need to vary with the situations confront-
ing him. He will select princirles in terms of their potential effects
in a specific situation at a specific time and place. This point mili.
tates ageinet the propounding of incontrovertible rules and principles

applicable to any and all situations. 8Selection of ways and means of

Wipid., p. 28k.

4530hn Dewey. Human Nature and Conduct. Op. cit., pe 210.
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accomplishing objectives implies the exercise of intelligent choice and

Judgment of the alternatives available. Should the speaker seek to
persuade an audience of fellow students to contribute to the Campus
Chest, he will need to select those arguments which will fit into the
existing climate of opinion prevalent in that audience. The results of
his efforts constitute the good in that case and the devices, arguments,
and techniques he employs are the instrumental means in the process.
The relation of selecting the good as described above indicates
how closely the process of speech construction is related to the method
of intelligence. During the process of intelligent inquiry suggestions
of choices based on the facts in the given case and directed by the end-
in-view arise. The larger this realm of intelligent experiences in
rublic speaking becomes, the greater and more extensive does the stu-
dent's freedom become, This freedom cuts two ways: In the first place,
the student's command of technique and skills in pubdblic speaking in-
creases; his supply of resources expands to permit greater choice of
means in accomplishing objectives, and as the range of possidilities
increases Ais freedom of choice likewise expands proportionately. On
the other hand, since hig speaking will deal with pertinent and timely
questions of a social, personal, economic, or political nature, and
since he must investigate these topics before he can speak intelligently
abgut them, he will concomjitantly increase his command over these fields
of subject matter and become aware of the various choices open to him
also in these areas. As these choices expand, his freedom expands pro-
portionately. And in so far as his commnication with an audience 1s
effective, secures real understanding and conviction, and leads to wiser

choices on the part of the audiences he addresses, the freedom of the
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audience 1s likewise enlarged. Thus an effective course in public speak-
ing makes its long-range contribution to the welfare and progress of
democracy and to the cause of freedom.

As already indicated, the various problems of inquiry involved in
preparing a speech require an analysis of relationships between the var-
ious factors involved: the audience, thelr background, interests, be-
liefs and aspirations, possibilities of treatment, and the technigues
of communication. To understand these factors in their interaction is
to comprehend manifold relationships. For that reason public speaking
has unlimited cultural value, for, as Dewey says, "...any subject is
cul tural in the degree ir which it is arprehended in its widest possible
range of memnix:g."“6

On the other hand, a subject is humane when it is “imbued with an
intelligent sense of human 1nterests.‘u7 Public speaking viewed in
this light has extensive humane wvalue because it deals with communica~-
tion between human beings, ite effectiveness deprends in large part upon
an intelligent selection of topic, an intelligent treatment of that
topic in terms of a particular audience, their rrobable reactions to
selected stimull, the speaker's choice of point of view to be advocated,
material to be used as suprort for generalizations, ways of treating and
organizing such materials, and u;on an active concern for promoting the
welfare of the listeners in particular and of man in general. “Any

study so pursued that it increases concern for the values of life, any

ubJohn Dewey. Democracy and Education. Op. cit., p. 336.
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study producing greater sensitiveness to social well-being and greater

ability to promote that well-being is huunane -tudy.'u7

Summary. The implications of experimentalism for the teaching of
public speaking includes student participation and activity in all phases
of the course from planning activities to tkheir evaluation, intelligent
insight into the relationships between slements comprising a problema-
tic situation, and testing hypotheses about speaking by overt experiment.
Imrlied is a shift away from instructor-domination of class activity to
cooperative study in which the instructor guides the student's growth
toward the accepted ways of adult society. Real aprreciation must pre-
cede development of techniques. Language, symbolic of mutual experiences
and instrumental to achieving ends-in-view, must be used so as to convey
meanings to an audience accurately. Public speaking is primarily a tool
for accomplishing practical objectives, such as understanding, convic-

tion, action, or inspiration.

“Trvid., p. 337.




CHAPTER V1I
AN ANALYSIS OF SELECTED TEXTBOOKS

Chapters Two through Five have presented in condensed form the es-
sential principles of the rhilosophy of experimentalism as it is found
srimariiy in the writings of John Dewey. Chapter Six explains the im-
Plioations of this philosophy specifically for teaching college courses
in pudlic speaxing.

The present Chapter is an attenpt to assay the extent to which the
Frinciples of ex erimentalisa are used in rerresentative textbooks cur-
rently in wide use in college pudblic speaxing classes. Again the sequ-
ence of ideas in treating each 0of the six dooks is that of the four
chapters dealing with the successive aspects o0f the philosophy itself.
¥hile the major emrhasis has been placed on experimentalism as it af-
fects teacking methods and procedures, minor attention has also been
€iven to it as sudject matter where arplicadle. The implications of
exrerinentalism as explained in Chapter Six have bdeen the criteria
against which these six books are evaluated.

The purpose here is to discover whether and to what extent the
princirles of experimentalism are influencing the authors of college
textbooks in pudblic speaking and rrodadly, therfore, also the teaching
methods of those instructore who use these booxs in the classroom. It
has not been considered the purpose of this study to indicate what is
the point of view of those authors who do not follow the experimentalist

aprroach. Eere the concern is with the question: To what extent has
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the philosophy of experimentalism influenced the educational points of

view of the authors of the public speaking texts here under scrutiny?

Fundamentals of Public Speaking

By
Donald C. Bryant and Karl R. Wallacel
In this text, designed for a beginning class in public speaking at
the college level, the authors make no claims of originating new mater-
jals in this subdject. In the Preface they say:

In adding another volume to the shelf of textbooks in pudlic
speaking we cannot appear as innovators in the theory or principles
of public address. Our indedbtedness to the teachings and 'siting-
of our predecessors and our contemporaries will be obvious.

At the same time they have not intended to produce another "treatise on
rhetoric.'3 The authors attempt to re-orient the principles of well-
nown rhetoricians to present-day living. In their own words, "It is
those ancient principles of Aristotle, amplified by such later textbook
writers and teachers as Cicero, Quintilian, Thomas Wlson, George Camp-
bell, and Bishop Yhately, and adapted to the needs and fashions of a
modern day, which we shall try to set forth in this book.”u In other
words, they put the time-worn concepts of rhetoric in modern dress. As
they say, "The principles of pudblic speaking which must be adapted to

1ife and work and society today must be explained in terms of today.

Those are the terms in which you will study them in this book."5

IDonald C. Bryant and Karl R. Wallace. Fundamentals of Public Speaking.
New York: D. Appleton-Century Company, Inc., 1947.

ZLQLQ., PeVe
3Loc._cit.

“;3;9,, P. 5.
51bid., p. 6.
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They do, however, aim to present these principles in a somewhat
different and new arrangement for the denefit of the student. Their
statement reads, "We believe, however, that in the arrancement of the
customary materials, in the exposition and illustration of many of the
principles, and in the mode of approach to the student, we have managed

to improve somewhat over previocus practico.'6

Thus, they have arranged
the materials in the chronoclogical order in which they believe the stu-
dent can bdegin speaking with some helpful principles in his initial
speesches and amrlify them as the course proceeds. For that reason
torics are treated more than once in some cases, e.g., outlining. They
aim to rresent the rrinciples as the student needs them.

The topic of organization is of such importance, in the opinion of
the suthors, that they have given it especially extended treatment. They
say, "In spite of their high-school and first-year college courses in

cozposition, students do not commonly retain the sense of or respect

for total pattern which we think essential to enlightened spoech-aking.'T

In treating persuasion too they follow the chronological steps.
But more than that, "...the chronology 1s divided so as to permit the
study of each major step and to arply the princirles of each step to
practice speeches before going on to the next ster and its aprlication

g
in turn."

Treir pedagnglcal poirt of view is summed up reasorably well in

tre followirgz statements:

5Ivid., p. v.
7Ibi¢., p. ﬁ.

3Loc. cit.
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Our pedagogical purpose, finally, has led us to write primarily
for the student, esmpecially for the student who is taking his first
college course in public speaking. We have attempted, wherever pos-
sible, to supply him with how-to-do-it directions. Indeed, perhaps
the dominant tone of the book is preceptive. Nevertheless, we have
gone beyond the handbook or mamial, for we have not stopped with
directions only, We have steadily endeavored to bring the student
to some understanding of the principles which inform his practice.
Even the novice, especially in college, should understand as well
as gg_og
Finally, they have placed public speaking "squarely upon a psycho-

logical basio.'lo

which is basically a stimulue-response psychologye.

The point of view then is that the principles of public speaking,
dressed for the modern student, are to be learned and applied in the
order of psychological need.

The concept of experience has little significance for the subject
matter or the methodology of this text. Inferentially, one sees that
each speech is an individual experience and that no two experiences, such
as making a speech, are the same.ll In connection with the discuseion
of stage fright it ie also pointed out that situations vary from one to
another.12 Experience is mentioned as a means of learning from time
to time, but ite import is minimal,

The pattern of inquiry fares little better. ‘'Analysis' and 'syn~
thesis' are recommended as the methods of preparing and outlining mater-
ials for a speech, but it will be difficult for the novice public speak~
ing student to discover the relationship of this process to the experi-

mental pattern.13 A veiled allusion to it is also expreseed under the

heading of persuasion in discussing the method of arriving at decisions:

9Ivia., pp. vi-vii.
10L0c. cit.
111vi4., p. 12
121v14., p. 67.

lSThiﬂ- Ca. 10. bn. 213%ff.
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"Men believe that effective control of our environment comes, not through
blind trial-and-error, but through rational methods of securing know-
ledge and of using it to solve problemn.'lu Thinking rationally seems
to mean thinking logically upon the basis of evidence and inference.
In the chapter on Analyzing the Problem "Dewey's Steps in Analysis" are
specifically recommended as one of two methods of discovering the mater-
ial constituting a probdlem. The other method is called "The Traditional
Scheme of Analysis" and is considered similar to the steps outlined as
Dewey's. These steps are to determine what evils exist, their causes,
what program will abolish the evils, whether it is the best solution,
whether it would produce evils as bad as the one to be remedied--stock
questions to the debater.ls Both schemes are recommended as ways of
securing and preparing materials for a sreech and are a method of learn-
ing. In spite of this discussion, a recognition of this relationship to
learning is not indicated.

Learning, as the authors say and as has been cited, 1is to occur
through application of precept. The concluding paragraph in the text
re-emrhasizes this point of view, for it reads in part, "Speeches are
fruitful of Jjudicious study as evidence of the practice of good speakers
from the past, but for most effective development of the student speaker's
own ability to meet a problem in pudblic speaking, ths intelligent ap=
Plication of precept and principle are of prime 1mportanco.'l6 They

seem confident enough also to say, "One who has learned well the principles

W1pia., p. 375.
151bi4., pp. 4Ou-HOT.
161b1d., pp. S567-568.
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of public speaking and has mastered the practice of them, will be able
to use them for speeches on a great many subjocts.'17 In other words,
the authors give the directions, the student follows; the student who
'knows' the directions can talk on many subjects.

The experimentalist would say, however, that this is an authorita-
tive method of teaching since it does not allow freedom to the individ-
ual student; he would say further that it does not follow that knowing
the 'rules' enadbles the student to select and apply rules intelligently;
he also would contend trat principles thus known probably are no real
part of the student who, therefore, can have no real appreciation of
them. He would maintain too that this method sets tasks which are fre-
quently of no concern to the student but which he may do to fulfill inmn
a perfunctory and artificial way the obligations assigned him from the
outside. The experimentalist would contend that the principles extolled
in the text and to be aprplied are not knowledge at all, merely informa~-
tion which may hamper rather than insure growth; he would say that being
ordered to apply predetermined principles to instructor-set problems is
not an intelligent procedure.

The position of these authors, however, appears somewhat ameliorated
by including in it an additional technique, namely, "critical, guided
rractice ylelds greater, quicker, and more permanent 1mprovement."18
Taken by itself this statement socunds experimental enough, but it still

omite several necessary factors. It still does not make the learning

situation one involving the student's problem, for the oriticlsem

171v1d., p. 11.

181pid4., p. x.
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and guidance suggested in this context concern a judgment by the in-
structor as to the efficiency with which the student applied a ready-
made principle. Criticism here concerns conformity to rrinciple, not
to the process of solving a problem intelligently. It ' 'informs his
practice' after the practice is over rather than before when he could
benefit most from being so informed. The function of 'informing'! 1is
misplaced in the sequence of the process.

Furthermore, the student 1s advised, in connection with the dis-
cussion of delivery, "You can learn only through doing, by handling
yourself mentally and bodily as the situation demands.'19 Similarly,
he is told that "by gaining experience in the speaking situation, we
become accustomed to it. That is, we learn to think-and-talk on the
rlatform as the occasion and circumstances demand."® The context of
the entire chapter on delivery seems to climax in the discussion of
habit_formation for which they advise first that the student know what
his goal is, that he proceed purposefully, and secondly that he "prao-
tice; practice; practice."@ So important is practice that the authors
are willing to accept practice as the only rule in speechmaking. The
experimentalist unfortunately would say of this too that intelligent
practice is impossible when it is precticing something that is not the
student's own idea--idea in the experimentalist sense—-but something
that he is ordered to make his own; such a procedure carries with it
lack of appreciation, much perfunctoriness and automatism, but not

intelligence.

B1via., p. x.

20Ibid., p. 56
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The foregoing paragraphs suggest that the authors subscribe to the
idea of learning by experience, as indeed they overtly and succinctly
gay. "You can learn through experience, an unsurpassed teachor."aa But
the next sentence deprives this one of much of its significance, for it
reads; "you can learn, too, through study.'23 The importance seems un-
doubtedly to be attached to learning "through study". But even were
that not true, learning through experience' as here used is not consist-
ent with the experimentalist view even though the words are the same,
Experience in the authors' view is practice in applying tailored prin-
cirles to platform situations and critically determining the degree or
excellence of conformity. It seems completely separate from study.

The experimentalist, however, regards the entire pattern of inqguiry,
including study of resource material, an experience in which criticiam
serves to determine the extent of congruence between anticipated and
actual results of action directed by ideas the gstudent himself has
thoroughly understood prior to the action.

Allied to the method of learning is the concept of knowledge. Ao~
cording to the authors of this text it seems knowledge equals what the
experimentalist terms '1nformation'.2u EKnowledge and experience are
not the same:; arparently experience does not produce knowledge although,
as is indicated above, it is possible to learn through experience. Their

own language may help to clarify this difference:

221p1d., p. 6l.

23Loc. cit.

241p1d., p. 375.
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A1l except the dullest of us gain some knowledge and some exper-
ience from the mere process of living, and the more we are subjected
to education, the greater our knowledge and experience become. Much
of what we acquire is common to others like us, but each of us has

some store, however -ouge§ of knowledge and experience more or
less peculiar to himself, 5

Seemingly, experience merely gives experience while study gives lkmow-
ledge, that is, what the experimentalist designates by the term "inform.
ation."®

How does the student rememdber material? The authors say that "The

stronger, deeper, and more vivid the idea, the easier it is rememborgd.'26

How is he to do this?! He is advised to read several good sources, skim
many others, know the meaning of all words in those sources, outline the
structure of the articles read, the aim of all of which is "to drive
ideas into yourself until they bdecome yours.'27 A gentler statement of
this idea earlier in the text suggests that the intensity of the under-
standing of the meanings and relationships of subject matter helps mem-
ory.28 Dewey, it will be recalled, mentions only frequent use as an
aid to memory, that is, over and above having had an intelligent exper-
ience with the material in the first place. He would probably say of
the authors! view that their 'experience' interprets the principle which
without experience is Jjust words.

Habit, they say, is "learned behavior that meets the needs of a sit-

uation; an instinct,"™ as opposed to habit, "is unlearned behavior in

251vid., p. 13.
261b1d. » po 323.
27Loc. cit.

281b1d., pp. 54=55.
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response to a situation."®? fThe experimentalist would say that man
needs many hadits since situations are never twice alike, as also the
authors admit. He would also say that instinct, as used above, is
equivalent to what he calls “impulse." In the present authors' view
'"instinctive' action is unpredictable and uncertain and probably ineffi-
cient; the answer lies in making the adaptation to the stimulus habitual.
Thies he can do only "through doing,'3° that is, through practice. The
relationship between habit and instinct (impulse) is thus to avoid the
ingtinctive reaction, to determine what one is after and then to prac-
tice that so as to make it habitual. This procedure fits in well with
a preceptive method of learning; it does not correspond to the experi-
mentalist view according to which the conflict between habitual and
impulsive response necessitates the intervention of intelligence in ore
der to determine which is the appropriate response.

Thinking sesams to mean logical reasoning. Under the heading of
Managing Ideas in the First Speechea,31 a deductive type outline is
given after which follows a description of how minds work. They say:

In building and outlining this speech you would probably not
tshink of the parts in the order in which they appear in the outline.
Our minds don't work that way, We tend to think first of a specific
instance, of an incident, of certain facts, and then to move on to
what those facts mean--that is, to the general statement. These ex-
amples and general statements tend to make us think of or look for
other examples, facts, and general statements until we have a large
assortment which we distinguish and group and arrange according to
the pattern and methods here under discussion. Probably you would

make many3§riea and revisions before you arrived at the outline
above.ese

29Loc. cit.
301v1d., p. 56.
311v14., Ch. 2, pp. 27-44.

321v14., p. 4l.
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The experimental pattern of inquiry seems not to have a part in thinking.

Mind fits also into this pattern thus far delineated. The authors
speak of mind as an entity, a container, when they say, “"The stimuli
that prompt your mind during utterance are not on a page; they are in
your minds, and you nesd to gain facility in controlling them, n33 Again,
fYour own mind and your own experience are your first good sources of
sanectl...."y‘ Mind and experience seem totally unrelated to one an-
other. Dewey, 1t will be recalled, descridbes mind by stating, "Mind as
a concrete thing is precisely the power to understand things in terms of
the use made of them,..."32

Intelligence seems to mean native capacity only. FPerhaps the
clearest statement in regard to it is not especinlly felicitous for
quoting here but it reads, "3iven a reasonable portion of brains, how-
ever, almost anyone can learn to be an acceptable public -peakcr."sl‘rom
learning, they seem to say, accrue 'kmowledge', experience, but not in-
telligence.

For the student to develop habits effectively he must have motiva-
tion. A synonym the authors use is "desire". In their words, "The
results of experimental studies on learning agree that the desire to do
2 thing helps in the doing. To one who expects to acquire a good deliv-

ery this leads to a great axiom: the desire to speak to this audience,

331vid., p. 75.
341b14., p. 125.

3550hn Dewey. Democracy and Education. New York: The Macmillan Com-
pany, 1916, p. 39.

36Dona].c1 C. Bryant and Karl R. Wallace, Fundamentals of Public Speaking.
Op. cit., p. 9.
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on this subject is a powerful stimmlus to facility, fluency, and variety
of uttorance.'37 But whence this desire is to come is a problem left
entirely to the student to solve.

Education, while explicitly undefined, is inferentially a 'learning'
of the principles develcoped in and handed down from the past, and skill
developed through extended practice. The instructor's role, at least
in connection with 'teaching' delivery, is that of a *Friendly guide and
sympathetic critic.'38 That is a description of his role which fits
well with the experimentalist point of view except that for the latter
it means that the instructor guides the student through the method of
learning whereas in this text it means that he directs the student
through the process of applying principles in practice and then criti-
cizing the degree of conformity of practice with established principles.

The authors, in speakingz of language, refer exclusively to words;
they also recognize, however, that the visual cues an audience receives
from the speaker also bear n.tning.39 Communication via words is depend-
ent upon common meanings which both parties to the communicative situa-
tion attach to the same words. Meanings have become attached to indi-
vidual words through long usage in association with the same referent.
For that reason, "by means of a language symbol that has a common associ-
ation for both you and me, the communication of ideas 1s accomplidhed.'uo
This view, so far as it becomes clear, is not remote from that of the

experimentalist.

37Ibvid., p. 54.
381vid., p. 56.
391bida., Cn. 3, pp. W45-59.

uolbido. p. 18.
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In learning new words the student is advised to look up definitions.

Beyond that he is given six different ways of defining a words synonym,
classification, etymology, negation, illustration, and context. Clarity
of meanings of words is one way of securing clarity of a speech and of
supporting the content of that speech. Eaphasis is not excessive on
this phase of speaking, however, in this text.

Of the worth of public speaking the authors say, "It is ineffective
and useless so far as it seems to be engaged in for 1t-elf.'ul That is,
it has no intrinsic value if that is taken in the sense of exhibition-
ijsn. It does have a wvalue, intrinsically, in that the student will

ko

"learn not only to speak but to speak about something." And in that

it will lead to more education it still has another value, which re-
minds one of the experimentalist view of education as growth whose end
is more growth. This is expressed in their words, "You will learn how
to discover and use the resources which you already have; and you will
learn to increase those resources and ksep on increasing them.”u3
Primarily, however, public speaking has more practical aims. The

definition indicates what they are when 1t says, ';E_Lihblic spoaking7

is merely one kind of commnication--systematic, practical discourge,

that aimg through speech sounds or gesture, to add to the information

of others or to influence their attitudes and their act‘.ion.""m These

values, usually stated in terms of the purposes of speaking, are to inform,

411vid., p. 1l.
421pia., p. 13.
“3Loc. cit.

%Ibid.. PP 1“0-150
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entertain, influence conduct, influence attitudes or beliefs, and %o

move to direct action.h5 Public speaking is in this relationship a
means toward the attainment of other ends. Such ends, in this text,
are attridbuted to oral reading about which the authors say, "...those
persons who expect in later 1ife to read in pudlic, especially those
preparing for political and administrative podtions, for the law, for
the ministry, and for teaching, should take intensive instruction in
reading.'us And since it ies aimed at influencing conduct, the authors
say, "Public speaking is a tool or an instrument in this process, not
a performance or an exhibition.'u7

On the surface, these anthors seem in accord with the experiment-
alist position on value, Their views of knowledge as 80 meny precepts
learned and applied and of learning as memorizing suggest that they
have little concern with what the experiences undergone during a course
in public speaking do to the student beyond making him appear capable
on the platform. Their text does not concern itself with what the stu=-
dent becomes as a person, with his attitudes toward speech topics,
toward the audience, or with how intelligently he 1is able to select
the means for accomplishing his speaking ends. They seem not to want
to evaluate in any inclusive way what happens to the student as a re-
sult of undergoing these speaking experiences; they seem merely to want

to make of him a technician externally skillful in handling the tools

EijI’bid., Pp. 1142115,
uGIbid., Pp. 308-309.

“TIbid., p. 19.
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though without an intelligent understanding of the reasons for select-
ing the tools which he uses.

This text by Bryant and Wallace, then, does not represent the ex-
perimentalist point of view to any significant extent. The concept of
experience ;lays an exceedingly minor role, and where the word is used
in connection with learning its function is not the same as in the pat-
tern of experimental inquiry. According to this text, learning does
not occur through the intelligent use of the pattern of inquiry even
though this pattern is recommended as a method for preparing speeches;
neither the internal organization of chapters nor the exercises for the
student bear any consistent relation to the pattern. This incongruity
between learning speech materials via the problem-solving method, learn-
ing by precept, and "learning by experience™ is apparent throughout the
text. Language, receiving minimal treatment by the authors, is close
to the concept of language held by Dewey although the precise extent of
that correspondence is impossible to ascertain. Their concept of values
of public speaking bears only a superficial similarity to the experi-
mentalist view. It is a text in which the ancient rhetorical point of
view dominates the concert of learning and educeation.

Public Speaking for College Students
Second Edition

by

Lionel C:rocker"‘8

The twenty-five chapters in this text are divided into four sec-

tions, each dealing with one of the four major aspects of the total

ngi.ionel Crocker. Public Speaking for College Students. Second Edi-
tion. New York: American Book Company, 1350.
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speaking situation: the speaker, speech, audience, and occasion. 1In
addition, two appendixes contain selections for interpretation and mod~
els of speech composition, and introductory materials preceding the
first chapter include an outline of the Principles of Speech Composi-
tion, Principles of Delivery, and Criteria for Judgirg a Speech.

The educational point of view of this text is prodably best ex-
rressed in the Foreword to the Second Edition where the following para-
graph appearse

We build on the past. Students familiar with clessical rhetoric
--and their nmumber is increasing--will recognize my bdorrowings from
Aristotle, Quintilian, and Cicero. 4nd I have felt free to take
whatever suited my purpose from more recent writers. Other workers
in the field have been generous in permitting such bdorrowings.
Teachers of public speaking may enjoy pointing out to their students
portions of the book that owe their origin to some rhetorician of
the past, for in this way the student will gain a sense of the
sweep of this nodble discipline, which is as 0ld as any in his cur-
riculum.
The student can then expect a large measure of classical rhetoric in
modern ensemble plus a sizeadble quantity of related information. The
inference that the student is to learn the tried principles of public
speaking representing the best thought of the centuries and then to de-
velop his own skill through acceptance and practice of them in the class-
room is not impertinent,

Experience figures frequently in the pages of this text although
it is not as important a concept to the author as it 1is to Dewey. A
€larifying of experience enables a more satisfactory adjustment to the

environment, the author says His advice to the student is:

In classes in public speaking the student is urged to talk about
those problems common to his colleagues. In speaking about them,

“971vid., pp. vil-viii.
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the student tends to find a solution to his own difficulties. He
may talk on fraternity rushing. As he prepares to talk about this
or that solution, a phase of the prodblem that he has never consid-

ered may dawn on him. In this way he proceeds tc an adjustment to
his environment.

He emphasizes adjustment to the environment in another context when he
advises the student to instruct the audience he addresses--for as a
pablic speaker he is also a teacher--and to "Throw some light on man's
struggle to adapt himself to his environment."?l Whether or not it is
possidble, in the opinion of the author, to adapt the environment to
man's individual needs is not clear from the text. And only incident.
ally, while advising the student how to be interesting, does he atate
that "Life 1is unc.rtain.'sz Experience does not have a major role in
the development of this text,

It follows, therefore, that the pattern of inquiry as understood
by the experimentalist should have an equally minor role. A few brief
references to it indicate that this is true. The citation above car-
ries a slight allusion to it. In discussing the interests of an audi-
ence these statements are made, "What concerns an audience? FProblems
and their solutions. A public speaker who cannot discern what problems
are disturbing an audience will lack an audionce.'53 This again seems
to imply adaptation to the environment by the speaker. The problem~-
gsolution sequence is again suggested as a technigque for analyzing some

subjects, but it is only one method out of a list of ten such schemes

501vid., p. 17.
5l1b1d., p. Th.
521b1d., p. 22L

531v14., p. 214.
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and it is not elaboratod.su Soon thereafter a skeleton outline is given
as a pattern for a problem-solution .poedh.55 The most extensive dis-
cussion of this pattern occurs, almost in disguise, in one of the two
paragraphs on the wvalue of group discussion in which he says, in explan-
ation of an illustration, "The chairman sought to direct the discussion
along three lines: (1) What are some of the needs of our college at
this particular time?! (2) What qualities should the new president have
to meet these needs?! (3) What suggestions as to names have already
been mado?'ss Clearly the pattern of inquiry has a small role in this
text.

Learning, according to this text, occurs through a variety of meth-
ods. In the first Chapter the student is told, "College is the place
where we learn from the experience of other-."s7 The context indicates
the meaning to be that the student is to 'learn' the rhetorical princi-
rles of the past and to put them into practice in the classroom to de-
velop his skill. The influence and role of the past is stated to be,
"Yet from generation to generation certain useful facts about delivery
have been recorded and can be passed on."9% On the other hand, in con-
nection with bodily activity learning is also said to be possible and
best achieved in another way, namely, "Delivery is best learned not from

& book but by imitation and under the guidance of a skillful teacher.'59

5%1lbid., p. 277.
551bid., p. 286.
561b1d., p. W1
5T1vi4., p. 8.

581bid., p- 5.

5910c. cit.
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Emphasis is on 'learning' the principles of good speaking as formulated
in the past and conforming to them by practice and imitation in order
to attain to some measure of the ideal.

The manner of presenting these principles lends support to this
interpretation of Crocker's learning theory. FPerhaps the greatest con-
centration of commands to the student in any one single place is in the
following paragraph:

Stand tall. Hold up your head. Throw your shoulders back. Let the
hande rest at the sides. Ton't rock on the sides of your shoes;
don't teeter on heel and toe. Don't wrap one leg around the pedes-~
tal upon which the desk rasta. Don't play with the desk. Don't
dust 1t off. Look at the audience. Donft look at the floor.

The exercises at the ends of chapters further exemplify this theory
of learning. One of the more lengthy but typical illustrations is:

Give a speech of seven minutes in which you pay particular attention
to the construction of the introduction. Do the four things sug-
gested in the chapter. On the paper you hand in to the instructor,
mark in red pencil the placeg where you have attempted to conform
to the princirles 1aid down. 1
Perhaps more frequently the assignment is phrased like the following
one: "Give a speech on faculty-student relationship in which the end
to convince dominates."52 At the end of each of twenty-three of the
twenty-five chapteres in this text one particular assignment appears;
the phrasing may vary slightly from chapter to chapter and the fopics
listed are different but it is otherwise standard: "Make a short speech
on one of the following su.‘bJectl."b3 No other directions as to purpose

or problem are included.

b01bid., p. 67.
bl1bid., p. 269.
be;g;g,. p. 168.
®310c. cit.
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However, the author also believes that one learns from experience
although the process is not at all clear since it is not exrlained.

One such statement will perhaps suffice to illustrate: "We have learned
through long exrerience to control the muscles of the face so that our
emotions are not visible to a curious world. Through experience we can
learn to control the voice...."64 Apprarently the "guidance of a skill-
ful teacher,™ referred to above, is necessary for competent criticism
and for motivation.

For the most part, then, learning is impressing upon oneself tested
Principles and conforming to them as nearly as possible or conforming
to noble examples which embody actively those princirles. This method
of learning is far removed from the method of learning envisioned by
the experimentalists.

The concept of intelligence too fails to correspond with the ex-
rerimentalist 's understanding of it. The author writes, "WVe shall speak
of intelligence in a rather broad sense as including common senss, tact,
good taste, wide interests, and self-criticisn.'65 The immediately suc-
ceeding discussion indicates that it is an inherited entity or ability
and manifests itself in a variety of ways. The author further states:

Anyone who presumes to stand before his fellow men and direct their
thinking should be well endowed mentally. Intelligence shows in
how accurately and how quickly one can Judge a situation. The pud-
lic speaker will show his intelligence in the way he chooses his
subjects for presentation, in the way he can diagnose needs in com-
munities and proceed to meet those needs. A doctor may memorise

his medisal books; but if he does not have the intelligence to app%g
what he kxnows to individual cases, he does not develop a practice.

b4ibid., p- 39.
S51bid., p. 35.

6b1vbia., pp. 35-36.
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The last sentence indicates that intelligence is ability to apply prin-

ciples and in so far conforms to the concept of learning describded
above. The phase of diagnosing and meeting community needs would seem
to meet the experimentalist's viewpoint in that the latter describdbes
intelligence as method. One suspects, however, that were the author
to grant that intelligence manifests itself in the ability to solve
problems, he would recognize it as only one relatively insignificant
way in which it is manifested; the major concept certainly is not, as
the experimentalist would say, that intelligence is method.

If intelligaeance is given by inheritance, then one may suspect that
mind will also be considered a "something® and that it will be spoken
of as an entity or a locale. The author conforms to this inference when
he says, "It will help the speaker to keep fear out of his mind....'67
This S8ext contains this statement, "Not the least of the advantages of
tnis way of organizing a speech is that of sinking the text into the

minds of the a.udience."68

In the absence of further specific state-
ments as to what the author believes mind to be, statements as Just
cited do warrant the inference that mind is a physical something which
learning fills with information. The experimentalist, on the other
hand, views it as acting with a purpose, acting intelligently.

Sinilarly, memory is spoken of as a reservoir which is to be filled.
Note this statement:

In order to think, we must have materials with which to think;
the reservoir of these materials has been called the memory. Memory

671bid., p. 33.

681pid., p. 283.
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deals with the past; it is a 'reinstatement of an 0ld experience or

a present consciousness of an 0ld experience, with knowledge that

it is 01d,' as Professor W. B. Pillsbury has satd.®d
From the standpoint of memory, the author further states that "A suc-
cessful speech will, then, employ references to experiences that were
accompanied by a strong mood, experiences that were originally striking,
experiences that keep recurring to consciousness, experiences that occur
daily, and experiences that are recont.'7° Even though Dewey is not ex-
plicit in defining memory, he does say that things are forgotten largely
by disuse, or are remembered if they recur frequently in practical situ-
ations.

Habit receives virtually no attention in this text. The author
does state that "As a speaker gains experience it is to be hoped that
his concern with the machinery of commnication will grow less and
193:.'71

Likewise knowledge is, in the author's view, an already established
body of material. He says, under the sub-heading of Knowledge in the
first chaptér, "Most teachers of public speaking want to teach you the
principles of public speaking that have been discovered through the years

2
and to supervise your practise of the art.”7

KnowledgZe is pre-digested
material which is to be learned and to be conformed to in practice. The

experimentalist labels such material 'information', all too likely to

69Ib1d., P 109. Note: There is no identification of the source of the
quotation from Frofessor FPillsbutry.

701bid., p. 118.
Tl1pi4., p. 22.

721b1d., pp. 7-8.
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clutter rather than serve purposes, and he reserves the temm ‘Xaowl edge’
to designate tho‘ontcomo of experiment. However, the author does say
that "there are no cut-and-dried rules for the practice of public speak-

i3 and he does aver that "The speaker must have insight,"7u that

ing,
is, in this context, apparently insight into the materials of a speech,
not the technigues of speaking.

Crocker defines language in a way sufficiently broad to approximate
Dewey's definition. Crocker says, "Language may be defined as 'any means,
vocal or other, of expressing thought or feeling.'75 As to how language
arises, hovever, there seems to be a discrepancy. Dewey maintains that
it is dependent upon common experiences; Crocker, on the other hand,
seems to say that a word is a convention, mutually agreed upon, for he
says,

To understand our language, the person to whom we speak must agree
with us that certain symbols stand for certain experiences. Lan-
gaage is thus arditrary. An infant can communicate with its mother
through a set of symbols which both have agreed to under;&and, but
no one outside this two-way circuit can understand them.
Furthermore, Crocker says that through using words "The speaker 1s in-
terested in awakening in his listeners a similar experience--not the
same one, for that is impossiblo."77 Dewey would say that through a

common experience, in so far as that is possible, the speaker and audi-

ence would come to use the same word.

T31bta., p. 11.
T41bid., p. 183.
751bi4., p. 291.
T6roc. cit.

TT1bia., p. 294.
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The text indicates that speach is to be used "for comminication amd
not for exhibition.®/5 This statement corresponds with Dewey's insis-
tence upon the meaning of words rather than upon words for the sake of
words, for "words for the sake of words" results in formalism and osten-
tatione.

Eight rules are given for improving the vocabulary.79 These in-
clude the use of a good dictionary, use of new words, checking to see
that variety of diction is employed, maintaining a knowledge of a for-
eign language, reading widely and looking up all unfamiliar words,
reading alound the speeches of others to improve pronunciation, and
keeping up the hadit of writing. The text includes a four-column, two=
page 1ist of words frequently mispronounced, six pages of pairs of
words frequently confused, and fifty-eight grammatical expressions in
both their right and wrong forms. Besides these, in the Chapter on
Language in Speech the student is advised to learn new words with the
help of a dictionary and is provided in the Exercises with almost six
pages of Vocabulary Drilll.so The emphasis in this text seems to be
on learning already existing labels for experiences, whather or not
they have any significance in experience.

Yhile "Public speaking does not exist to adorn 1life nor to give

81

aesthetic pleasure....," the student 1s advised that if he performs

his assignments in public speaking faithfully it will help him “enjoy

781bid., p. 90.
791v1d.,p. 97.
801vid., pp. 319-324.

81l1v14., p. 13.
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his campus life," This, of course, is not an intrinsic value of pub-

lic speaking; it is the wvalue acoruing from fulfilling assignments. And
since langunge is for the purpose of commnication, not for exhidbition
as the elocutionists -upposod,53 the text classifies public speaking
among the useful arts; "it does not exist for its own saka.'su The
student s also informed that pudblic speaking has work to do, namely,
that of "instructing, actuating, convincing, impressing, and entertain-
1ng."85 The student furthermore is told the working world wants pub-
lic speaking talent for leadership and job efficiency, abdbility as a
public speaker is frequently the direct means of securing high finan-
cial remuneration, and it is essential in a democracy.86 Its value,
then, lies heavily on the instrumental side as a means to other desired
goals.

Thie text, too, places little emrhasis upon the value of experi-
ences in pudlic speaking upon the manifold phases of student growth.
The guiding principle seems to be: learn the principles well, practice
their application, become skillful in platform techniques, and success
in terms of dollars and cents is just short of guaranteed. This at-
titude toward the wvalue of such a course bears no resemblance to exper-
imentalist values. Indeed, Dewey would frown on the vocational and

financial benefits of public speaking here laid before the student. On

821bi4., p. 12.
831b1a., p. 2.
3“;919,, p. 13.
85;22, cit.

861bid., pp. 3-T.
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the contrary, Dewey would insist upon intelligent handling of the tools
and upon the intelligent growth in ability as a public speaker.

This textbook, then, does not conform significantly to the prin-
cirles of experimentaliam. The pattern of inquiry has a negligible
role. It seems inconsistent to emphasize, on the one hand, that "Prob-
lems and their solutions,™ as cited adbove, are of tremendous importance
to an audience, and then to neglect, on the other, any serious attempt
to show the student what is that problem-solving pattern. The method
of learning differs notadly from experimentalism as does the notion of
language. On values there is some agreement in emphasis on instrumental
value but Crocker fails to make important what the experiences in a
pubiic speaking class do to a student.

Basic FPrinciples of Speech
Revised Edition

by
Lew Sarett and William Trufant Foster87

In the absence of either a Freface or an Introduction the reader
is left largely to infer the point of view of this book; for that reason
it is omitted at this point in the hope that it will become clear in
the discussion of the various phases of the text.

The Table of Contentas divides the twenty-three chapters into two
sections, the first eleven dealing with Delivery, the lmtter twelve with
Speech Composition. Chapter One deals with Speech in Everyday Life and

emphasized the importance of speech in today's world. Chapter Two sets

87Lew Sarett and William Trufant Foster. Basic Principles of Speech.
Revised Edition. Boston: Houghton Mifflin Company, 1946.
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forth the functions and nature of effective speech and so presents the

authors' "philosophy gg_spgoch.'ss The remaining chapters of Fart 1

deal with specific aspects of delivery in turn: Developing Confidence,
Foise, and Power; The Basic Pattern of Modern Speech; Bodily Action; A
Method of Self-Motivated Action; Principles of Bodily Action; The Voice;
Melody; Tine; Force. Part Il traces the order of steps in speech com-
rosition and adds, more or less as a srecial chapter, Radio Speaking.
The eleven chapters are: First Steps in Composition; Finding, Choos-
ing, and Recording ldeas; Methods of Arranging ldeas; Outlines; The
Introduction; The Body: Persuasion; The Conclusion; Suggestion; The
Language of Speech.

Yan, according to this text, is a malleable being upon whom exper-
jence san effect manifold changes. "A men is a part of everything that
he seers and touches. No man can come constantly into contact with
cheap books, cheap plays and chea) persons without becoming like them."&9
Taken literally, this statement indicates that the authors regard man
as a part of nature as does the experimentalist; in the absence, however,
of further indication on this point it is not safe to say that they would
€0 that far. They do regard men as capable of being transformed by his
experiences when they state, "Man comes into the world with instincts,
but he lives only a little while before most of those instincts are mod-
ified by experience and by habit.'90 Man interacts with his environment,

and this interaction reflects upon him so as to reshape him according to

881bid., p. 13.
891v34., p. 318.

90221&-. p. 494, Cf, Footnote.
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those experiences. One suspects, however, that this interaction is re-
stricted to other men, for they say,

The world is a complex, social machine with wheels and gears that
interlock at a million pointpe Every human being, a cog in that
machine, touches thousands of other units. If he has the power of
speech, he can work smoothly and to good purpose with other units;
if he has not, he remains a more or less isolated gadget.Jl
In other words, speech is tke medium of interaction, and since man alone
has the ability to speak, this interaction is limited to inter action
with other men. Furthermore, they seek tc have the student restrict his
interactions, via speech, to the 'better' class of things, such as plays,
speeches, and persons lest he become as low as the "cheap" things with
which he might have consort.

On the other hand, they also say that the influence of experience
is not merely a one-way process for, "It is not the business of a speaker
to get rleasant things said of his art btut to get things done.'92
Through his speech the speaker is to exert an influence upon his hearers
which will transform them from something they were to something else.

On this point that interaction has a two-way influence they would agree
with the experimentalist, but if they actually mean to 1limit interaction
between men, then interaction and experience have a narrower meaning
than the experimentalist attributes to them.

Trhe experimentalist pattern of inquiry too has a limited sphere of
influence in this text. As Dewey describes it, it appears nowhere, and

what specific references to problem-solving there are do not elaborate

it enough to render it easily distinguishable. For examrle, in connection

911b4d., p. 7.

921b14., p. 16.
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with the discussion of "feelings of inferiority" the student is present-

ed some of the symptoms, then is advised to seek out its causes and face
the fact-.93 Again, the difficulties with accoustics are exylained
briefly and possidle solutions are luggestod.gu Or, various kinds of
indirectness are described, the causes are noted, and then follow sug-
gestione as to how to overcome 1t.95 Similarly, a "Specimen Brief"®
follows the pattern but its arrangement and form of statement illus-
trate more clearly a deductive, logical pettern; only upon analysis

will the student find the prodlem-dolution sequence in 1t.96

In the

same way the discussion of the stock issues, while including the pattern,
does not make 1t clear toa student unfamiliar with 1t.J! Chapter ar-
rangements are, it is true, frequently in this sequence, but the student
is not given a clear statement of it as such--which suggests that the
princirles of logical arrangement and relations are a more important
consideration for the authors than is the pattern of inquiry. The
Charter on Persuasion, for example, begins with an illustration which
establishes a problem so as to prepare the student for the subject mat-
ter of the chapter.98 If the student is toc recognize this sequence,

he must either discover it for himself or have it pointed out to him

by the instructor.

S1vid., p. 69ff.

9%1bid., pp. 103-105.
951vid., pp. 105-111.
961b1d., pp. 375-378.
97{212,, pPp. LH2.uu3,

985211-- pPp. 478-509. Chapter 19.
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Apparently the authors, without specific mention of it, believe
that the experimentalist pattern of inquiry is an effective method of
learning. Part of their learning theory may be this method of inquiry,
but the fact that it is left for the student to discover suggeste at
least that it is not the major method in their opinion, or that it is
one 0f several methods.

Actually various learning techniques are referred to in one or an-
other plece. Under the heading of develoring poise and confidence, the
student is urged to adopt the "will-to-fight" attitude lest his platform
feares overcome him. Several successes with this technique, they say,
will Zive him power to stand before an audience and then they add:

Such power can be achieved, mot through reading books, memorizing
rules, practicing gestures, or swallowing pills, but only through
wrestling repeatedly with tough audiences. There 1is no easy road.
This way prepares a man not only to face audiences, but to gget
other situations in which he has to come to grips witk men.
Another method is to adort a "speaking-for-a~cause" mental attitude;
this will help the student overcome his difficulties.}® One might in-
terpret these suggestions as learning from experience. In another in-
stence they suggest that learning is understanding. At the end of the
chapter on Suggestion the student is told to prepare an extemporaneous
speech in which he is to show his grasp of the fundamentals and "In ad-
dition you should show that you understand and can apply the basic

rrinciples of spcedl....“lOI They also suggest that the student must

"fix in fnis] mind" certain principles before he goes about applying

991vid., p. 65

10l1p34., p. M1
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them.lo2 This phrase suggests stamping principles in by frequent re-
petition and ‘study'. Perhaps their whole theory is summarized in the
following statement: "There is only one way to power on the platform:
that is the long road of self-development through study, hard work,
self-denial, experience, stirengthening of moral fiber, exposure to great
books and great persons."lo3 In this way the student is to become "an
able speaker [;hg7'is an able person, intrinsically fine, honestly and
earnestly communicating at all times, and, ideally, serving a cause,
ingtitution, or principle bigger than himself.'lou He must become the

ideal.

While experience ies one entry on the list of items leading to self-
development, its role is minor; and from another standpoint its meaning
is different from that of the experimentalist. The Exercises at the
ends of Chapters--and they are labelled Exercises--indlcate what it
means, namely, reading and "fixing in mind" the principles of the Chap-
ter and then applying them in ready-made Exercises. Examples of Exer-

cises are:

Review the chapter on Time. Fix in mind the principles that re-
late to rate, pause, quantity, and rhythm. They are not so simple
that one reading is enough; they require study. The control of
the elements of time is so important that an interpreter of liter-
ature must sooner or later master the subject if he is to read ef-
fectively. Practice the exercises in the chapter.

Read aloud all the following selections and try to communicate
their full meaning by the skillful use of rate, pause, quantity
and rhythm.

Finally, choose a selection to which you respond deerly. Memor-
ize it and deliver it in class, or read it from the book, with

10921p34., p. 285.
10531b14., p. 558.

1041bid., pp. 1u40-141.
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primary attention to commnicating its full meaning and beauty, and

seconda attention to the control of rate, pause, quantity and
rhythm. 105

On any subject in the following list, make an outline for an ex-

t emporanedus speech. Use one of the following types of Conclusion

or a combination of types: the dawn-of-a.new-day Conclusion:; the

quotation type. [Ten topics are lgated:7

Deliver your speech in class.lO

These exercises, which are typical, together with the advice to the
student to associate only with the best indicate that the "learning ex~
reriences" are designed to compel the student to conform to the estab-
lished princirles and to the best., It is not an experience in which
the student analyzes the prodblems and develpps ideas about solutions;
it does not include the hypothesis, experiment, and evaluation sequence,
as the experimentalist would recommend.

The authors' method of learning does not present the student with
a problem which he has to come to aprreciate or which has come from his
own experiences in living. The speaking topics are listed for him;
from these he 1s usually told to choose one whether or not he has any
interest in it. He need not, at least so far as the exercises are con-
cerned, have a problem in speechmaking; he needs only to use the prin-
ciples suggested. He need, therefore, not carry through the process of
inquiry; he needs but to satisfy the dictates of the imstructor who
selects the exercises for him. Whatever measure of understanding the
student develops after he has the exrerience of fulfilling the assign-

ment does not need to be an understanding of the princirles but merely

»f the extent to which he complied with the principles. The result is

10571p34., p. 285.

106b1p14., p. 523.
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no real appreciation of the principles, for the method of learning here
Prescribed does not insure that. It does not result in learning, for
assaying the degree of compliance is neither the knowledge nor the skill
sought in this instance. However, what the student needs to understand
is how to attain certaln ends in speaking, not how well or how poorly
he meets certain standards. Consequently, even if there is an appraisal
with emphasis on extent of conformity, the kind of knowledge which has
to do with the worth and efficiency of speech principles is probably
passed by. The knowledge, then, has to do merely with how well the stu-
dent conforms, not with what the authors would have him imow. Accord-
ing to the experimentalist, the mowledge which the student has of the
principles is information, not knowledge at all.

Thinking, in this text, seems to mean to handle material according
to the recognized logical forms or according to recognized patterns of
arrangement of ideas, such as space, time, and cause-to-effect. With
regard to argumentation they say, "...the basic requirements of sound
thinking must be met. No one can win the desired response except through
the application to his specific purpose of the baslic principles of loglc
and persuasion.”lo7 A major part of the chapter then has to do with
evidence and reasoning. The pattern of inquiry which constitutes think.
ing in the experimentalist view is not mentioned in connection with
this discussion.

Within the limits of the subject matter of this text the authors
seem not to diverge essentially from the view of the experimentalist in

what constitutes language. Language is, of course, words, written or

1071v14., p. 439.
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spoken, but there is also recognition of the fact that.-and this is one

of the "Seven Basic Principles" of delivery--"lmpressions of the Speaker

Are Derived from Signs of Which the Audience ig_Una'are."los That is,

what the speaker does on the platform, his action, voice quality, state
of ease, timing, rate, and gestures are cuss from which the audience
obtains some kind of meaning. One suspects that here is one of the
reasons for emphasizing the delivery aspect of speaking so heavily as
to devote eleven chapters to it.

On the purpose of language they seem also to agree with the exper-
imentalist. They say, "The ultimate odbjective of every speaker is to
influence human behavior; to move an audience to believe, to enjoy, to
act--in short, to respond as he wigshes it to respond.'1°9

However, on the method of learning langunge there is less agreement.
For the student at the college level the advice is, "The first require-
ment of a good style is conformity to good use....'llo Negatively, he
is to avoid, among others, barbarisms, slang, provinclalisms, archaic
and foreign words, hackneyed and overworked words and phrases. Posi-
tively, he is to learn accuracy, force, colorfulness, and s=veral other
characteristics of good style or language usage by "mingling with well-
bred persons and reading formal and informal essays in the classics and
contenmporary magazines and published letters.'lll Further and more im-

portant suggestions are to associate with inspired writings of various

1081p14., p. 30.
1091v14d., p. 50,
1101bid., p. Su5.

111 1p44., p. 565.
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kinds, "through listening to good speakers, actors, interpreters:
through hundreds of avenuss of education; and through persistent self-
de\rel«:;pmsmt."112 The experimentalist recommends the sharing of experi-
ences as the way to learn language.

The authors believe that speech training may have real value for
a person, value for the man himself irrespective of whether he uses it
for an ulterior purpose or not. They say, "The setting up of good
speach habits trains the mind in many ways.'113 Among such values are:
clarifying ideas, organizing materials, discriminating between what is
logical and what 1s not and between good and bad taste. DBeyond these
such training may also "develop powers of value" through training in
oral interpretation, “develop character," that is, if the examples are

M
of sufficiently hizh quality.l?

The techniques of speaking have in-
trinsic value as means toward some other value., They state, "The tech-
niques of speech are not ends in themselves but means to an end--unob-
trusive means.'115 That is, speech techniques are valuable as means
because the ends attainadble through their use are valuable. They do,
however, deny that speech should be used for purpose of exhibition. The
purpose of speech, they aver in the first of the seven basic principles,

is, "Effective Speech is not for Exhibition but for Communication."l16

1121‘00. cit.

1131b14., p. 7.
Nb1y1a., p. 8.
1151p14., p. 23.

1161p44., p. 1k,
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They decry the methods of the elocutionist as belonging to "an artific-

ially heroic age, an age of self—display.'117

At the same time, the authors state, "Speech is a functional too1,"118
Or, "The chief justification of a speaker is his success in communicating
ideas that have value for his audience.'llg Or its value may be stated
in another way, namely, to move an audience to believe, to enjoy, to act.
In this way they recogn!ze the instrumental value of speaking. They do
not emphasize its specific place in various occupations, such as selling,
though it may well be implied in the citations above.

Here again, as in the instance of the other two texts already com-
mented upon, the view of values ostensibly rather than actually conforms
to experimental ideas. Since the student is to become more and more
like the ideal by following precept and by imitation, he will find little
encouragement here to analyze his experiences intelligently and to mod-
ify his beliefs, attitudes, and skills. Classroom speaking experiences
are not seen to warrant reconstruction of earlier beliefs and attitudes.

This text, them, is essentially not experimentalist in its point
of view., Taken as a whole and by implication the conception of exper-
ience and interaction seems in the main to conform to experimental
principles, but on the matter of inquiry they differ widely from exper-
imentalism. Emphasis in inquiry seems to be on "thinking logically"
instead of on the scientific method of investigation. Consequently,

the learning theory of this text depreciates the role of experience and

1171v14., p. 15
1181bi4., p- 24.

1191bid., p. 9.
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of ideas and emphasizes rather the learning of principles which the stu-
dent is to put into practice. Language theory, so far as it becomes
evident, corresponds with the experimentalist view. Conformity to prin-
cirle 1s conslidered somehow capable of producing desirable effects upon
the student even though virtually no attention is given to ewvaluation
either of the results of speaking experiences or to the method of ar-

riving at such an evaluation.

Basic Training in Speech: Brief Edition

by

Lester Thonssen and Howard Gilkinson

120

In the Introduction the authors state that "Speech behavior is com-
Plex and may be viewed in manydifferent ways.'121 After enumerating
several different ways of looking at speech behavior, they point out
that a brief edition such as theirs does not permit a broad treatment
of all the related topics; they have therefore “"selected those topics
which seem most relevant to the purposes of a short, practical, intro-

122 Just what those purposes are is stated in each of

ductory course.
the four immediately following paragraphs which describe briefly the
sections of the book.

The first section is "a discussion of some of the intellectual and
emotional factors which 1lie at the base of effective speech: the speak-

er's tendency to react thoughtfully and imaginatively to his environment

I20Legter Thonssen and Howard Gilkinson. Basic Training in Speech: Brief
Tdition. Boston: D. C. Heath and Company, 1949.

1221pid., p. 3.
12210c. cite
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and experience, his social fear or confidence, his personal attitudes
toward himself and others.'123 They regard as a "fundamental fact that
the growth of an individual's speech effectiveness depends to a consid-
erable extent upon his intellectual and emotional development.'leu

In the second main division they treat some of the mechanics of
speaking, such as the visible and audible symbols of speech, articula-
tion, and vocabulary. They say, "One of the ultimate aims of speech
training is to make all of these components functionadequately and more
or less auntomatically as a matter of habit, leaving the speaker free to
concentrate on his ideas and his audience."l25

The third area of subject matter is speech composition and includes
topic selection, research for materials, organization and support of
ideas, the use of visual aids and delivery. Mastery of this phase of
speech making is hard work, they say, but extremely rewarding in devel-
oping speech skill and contridbuting to the general education of the
student.

The last major division deals with several special topics: oral
reading, debate, discussion, and radio. These are included because
everyone, they say, will have use for them at some time in his life in
a democratic socliety.

In these two-hundred forty-one pages they have condensed much mater-
ial common to most college texts in public speaking. Because it is a

brief edition, some matters are treated so lightly and tersely as to

12316c. ci
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leave the student short on understanding of the material which is in-
cluded. Particularly the first section, actually only twenty pages of
copy, excluding the space for Exercises, deals with the Reflective Ex-
perience, Social Adjustment, and Fersonality. Obviously much will have
to be supplied by the instructor or by references to instructor-sslected
suprlementary material. This brevity makes it somewhat more difficult
to get a clear picture of what their points of view on some significant
subjects are. These will appear in the discussion below.

The concept of experience seams to be in accord with the view of
the experimentalist. Frequent references throughout the text indicate
that the authors interpret the term broadly, for example: "One student
talking before her speech dass, related the following exporienco.'126
The description of the content of the speech suggests that she inter-
acted with a specific environment through careful observation, analysis,
and critical evaluation. This experience they classify as a reflective
experience. On another occasion they aver: "Through an experience re-
sulting from direct observation, listening, or reading, we encounter
something which implies the existence of a certain state of affairs, sit-
uvation, or condition.'127 Trhey stress the uncertainty of experience and
tke impossibility of reducing speechmaking to a simple set of rules:

"The good speaker tries to avoid unnecessary risks. He knows that, even
with the utmost careful preparation, conditions may develop in the speech

situation which may complicate his original planc.“las From these

1267bid., p. 1L
1271vi4., p. 1k.

1281544., p. 106.
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citations it seems falrly clear that on these points the authors have
an experimentalistic concept of experience.

They devote Chapter One to "Reflective Experience.” This discus-
sion of thinking and speaking they base on a quotation from William
James when they say:

In describing the act of thinking, William James said that the
mind 'nust first get its impression from the object which it con-
fronts; then define what that object is, and decide what active
measures its presence demands; and finally react. The stage of re-
action depends on the stage of definition, and these, of course, on
the nature of the impressing obJect.'1

In the subsequent paragraphs they develop a pattern of thinking quite
similar, even if simplified, to Dewey's pattern of inquiry, and this
constitutes to all intents and purposes the reflective experience. 1In
passing it may be noted that the Index refers the reader to page sixteen
for a reference to John Dewey, but close scrutiny of page sixteen fails

to contain any such reference to him either in the text or in a footnote,
The reference is apparently to a three-statement summary of the act of
thinking so popular in speech circles and taken from Dewey's How We Think,
but the studentunfamiliar with Dewey'!s volume will be at a loss to un-
derstand to what the allusion referse.

Thile this reflective experience, probably adequately described for
the student who is first getting an introduction to 1t, seems to corres-
pond to the experimentalist point of view, it does not mean that the
two main criteria of an intelligent experience are always met through-

out the text. The criterion of continuity is especially violated in

some of the Exercises which seem wholly without purpose. For example,

1291b3d4., p. 13. Quoted from William James. The Will to Believe. New
York: Longmans, Green and Company, 1931, p. 123.
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Exercise No. 3 on pages 104 and 105 directs the student to search for
sources of information on one of eight listed torics. The directions
continue: "In this project you are not asked to read any of the books

or articles on the sudject; simply get a representative bibliography of

selected materials by consulting the appropriate catalogs and indexec.'13°

Exercise No. 5 on the same page says:
Prepare a bibliography of at least six items (two for each of the
book, periocdical, and newspaper dividions) or one of these general

topics: Strikes, United Nations, Medicine, Radio, Good Neighbor
POlic’o

Make sure that the entries are recorded so as to consistent
with the method suggested in the preceding chapter.

Both of these sample exercises violate the rrinciple of the continuity
of experience because mere collecting them is all that is asked; the
task leads to notking else, for the student does not even have to read
the sources he finds. The second Exercise mssumes that learning is
possidle by complying with some highly organized information presented
earlier. The student has no rroblem and the task is set for him by an
instructor, a task in which he probadly has no interest and which serwes
no immediate purpose beyond fulfilling an arbitrary assignment.

In only rare instances do the exercises direct the student to make
a2 speech. The usual task set by them is illustrated by the following

exarfrles:

Now, try your hand at outlining the contents of an editorial
from your favorite newspaper.l

1301p14., pp. 104-105.

132221&-- P. 133. Ex. No. 2.
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Using the dally newspapers and the magazines as the source, find
specimens of the various types of argument. §30p a record of them
--or, even better, the clippings themsolves.l

Rehearse the following selection for manuscript delivery. Then
read it before the class, making an offori ﬁp engage the listeners
as fully as possible through eye contact. 3

Check the pronunciations of either, neither, and been.135

In each case the principles related to the Exercise are presented in
the Chapter to which they are pertinent. The implication is that the
student will read the chapter, directly apply his 'lmowledge' to examples
of the instructor's or authora' devising, and thus will he learn. This
procedure in no way conforms to the method of learning of the experimen-
talist.

The experimentalist pattern of inquiry is presented in Chapter I
under the title Reflective Experience. This pattern they regard as the
hadbit of thinking, of which they say:

Summarized, these are the habits of thinking which have a basic
influence uron the quality and effectiveness of our speech:

l. Lively response to the environment, and the further probing and
analysis of the resul ting experiences.

2. Delaying decision until we have become familiar with the essen-
tial elements in a state of affairs.

3. Delay1n§ a final judgment until we have considered alternative
solutions.} 6

Clearly, then, this pattern, abbreviated and adapted to the speaking

situation, is considered the method of thinking. It follows that it 1is

1331v14., p. 157. Ex. No. 3.
1341pid., p. 185. Ex. No. 4.
1351v4d., p. 85. Ex. No. 4.

1361p14., pp. 15-16.
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also the accepted method of learning although they do not say that it is.
In fact, the only application they make of it is in the construction of
speeches. An analysis of Chapters Nine through Sixteen comprising Part
I11 and entitled "Technique of Speech Composition" reveals some similar-
ity to it. The steps, in general, are:

Select a topic, preferadbly from personal experience.

Narrow the topic and determine the gesneral end of the speech.
Gather materials.

Analyze subject, occasion, audience.

Determine the central idea.

Determine the main divisions of the material.

Find the main points and the supporting materials for each.

Determine the form of discourse: nparration, description, exposition.

Rehearse.

The individual chapters do not follow the pattern either. The
style and usual organiszsation of chapters is an introduction, presentation
of the subject matter, and the Exercises. Thus the student ordinarily
is not presented with any problems but rather with bdrief treatments of
material and factual data which he 1s expected to aprly in selected
projects and exercises. This lack of organizing according to the pat-
tern of inquiry may be due more to insufficient appreciation of the pat-
tern than to unfamiliarity with it. At the end of the chapter on Reflec-
tive Experience they conclude with this terse comment: "This is the
time (1) to take inventory of one's skills and to find out in what re-
gpect they are deficient; (2) to discover ways and means of improving
them; and (3) to set about the task.'137 If they assume, as they seem
to do, that the student is unfamiliar with the pattern, and 1if secondar-
i1ly they want to build the habit of reflecting in this way, and if this

Lattern is the method of trinking,it would seem helpful to the student

1371v14., p. 16.
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to have the chapters serve as a series of successive experiences so ar-
ranged in the sequence of inguiry that the habit would be built more
easily. They do not recommend this pattern either for speech organi-
zation but emphasize instead the Aristotelian divisions of Introduction,
Body, and Conclusion.138

Much of their theory of learning seems, ,on the other hand, to be
based on building hadit by means of a stimulus-response mechaniem. They
say, "One of the ultimate aims of speech training is to make all of
these components function adequately and more or less automatically as
a matter of habit...."139 They explain speech in a similar way when
they say:

Speech is normally an intentional act directed at otbher people;
it 19 a response to people-_not merely peoples in general, but indi-
vidual persons. That is what speech has been all through the speak-
er's life. He has thus stored in his nervous system normal habits
of expressive speech. The habits are there, and he exercises in-
telligent control over them when he permits them to come into op-
eration by attending the stimilus which is normally attached to
them. When we swing a golf club, we attend (look at) the ball.
When we drive a car, we attend the roagno When we speak, we attend
the person or persons whom we address.

What this citation seems to say is that people have learned to speak
as a response to other people, the other people being the stimulus.
These responses become habits stored away in the nervous system. In-
telligence consists in permitting habit to function by attending (look-
ing at) the stimulus.

From the experimentalist point of view several observations with

regard to these statements seem apropos. Stioulus-response mechanism

1381bid., p. 119.
1391v14., p. 3.
1“°Ib1d., PpP. °23-2H,
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does play a significant role in learning speech, but the response is
not only to persons but to the entire situation in which the learner
and the other person are only some of the elements. The statement Jjust
cited seems to take too narrow a view of the role of environment, ex-
rerience, and interaction as the experimentalist conceives of them.
Secondly, many aspects of speaking are a matter of habit, more or less
automatic, for the adult speaker. His articulation, vocabulary, voice,
tune pattern, and grammar and syntax fall under this category. But
hadits, in so far as they are automatic at least, are called into opera-
tion by the appropriate stimulus rather than by intelligence; they will
function automatically without conscious application of intelligence.
Furthermore, intelligence for the experimentali st consists in the method
of resolving probdlems, not in looking or not looking at a stimilus. In-
telligence or reflective thinking enters when impulse as a response and
habit as a response are in conflict. Finally, if these statements rep-
resent the tkeory of learning of the authors, it omits insight entirely,
an essential feature in the experimental pattern of knowing. How does
the student, to whom this statement is directed, determine whether or
not to attend a stimalus? How does he g0 about recoatructing old habits?
By practice, so as to build new ways into the nervous system? How does
he decide what it is that he shall practice? Does looking at the stim-
1nlus tell him when his skill is perfected? These questions the experi-
mentalist would surely raise about these statements.

The sauthors do use the term 'insight' but with an altogether differ-
ent meaning from that usually designated, namely, understanding relation-
ships. In the chapter on Personality they describe gseveral desirable

personal qualities a speaker should have. Of one of these they say,
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"Closely related to self-acceptance is the quality of objectivity, or
insizht, by which we mean the understanding or awareness of one's emo-
tional tendencies.'lul In other connections, however, they advise the
student to discover relationships, e.g., between the speaker, the speech,
the occasion, and the audience,lue but the term 'insight' seems reserved
for this "awareness of one's emotional tendencies."

Many of the Exercises and illustratiosns in the t ext deal with cur-
rent materials which may be of concern to the student and a part of his
present environment. There are directions to analyse materials from
the daily newspapers, recent and current magazines and speeches, and
from the student's daily experiences. But these are directions and are
stated in imperative sentences, not as problems of concern to the stu-
dent to solve.

The authors do recognize that the principles of effective speaking
cannot always be cast into fixed and formal rules. For instance, in con-
nection with the discussion of the Visible Symbols of Speech they say,
"Let it be clear that in the following discussion of principles of bodily
activity in speech we are not interested in layving down any hard and fast
rules regarding the details of the actions in which the speaker engages."1u3
And again in the chapter on Discussion they aver, "The discussion plan
need not follow fixed rules so long as it brings out the essential

rhases of the problem in logical order."luu

1811vi4., p. 32.
1%21b14., pp. 106-118.
1431bid., p. 41,

1M1y49., p. 227
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Fvaluation of speeches receives considerable treatment. Of its i me
portance to increasing effectiveness of the student speaker they say
that this increment of excellence is largely accomplished by affording
the student sufficient opportunity to speak before an audience and by
helpful criticlem from his listeners. They describe what they consider
to be 'good speech! and issue gseven points of advice to the student far
making himself more effective as a listener and critic. It would seem
that they regard appraisal of actual results important to the student.
They fail to mention in this connection, however, the other steps in
the learning sequence though they do say that at the level of expert
criticism the critic should offer suggestions as to how the speaker may
improve his parforumnce.lu5 This is reminiscent of the precsptive meth-
0d of learning already discussed abdove.
One entire chapter is devoted to Word Study.lub A full three pages
are devoted to the use of the dictionary, nearly four pages directly to
vocabulary building, and six pages to word tests. Dewey recognizes that
building a vocabulary is an important element in developing language
facility and accuracy, and the authors of this text would be in accord
with him. Three word lists are given to help the atudent make finer
discriminations between words: synonyms, antonyms, and Frequently Con-
fused Words such as ‘'adapt' and 'adopt', 'ability' and 'capacity'e.

Several notione about the authors' concept of the value of speech

training may be zleaned from the text. One resultant value is increased

4 .
Yeffectiveness of the student as a a;naker.“l 7 What this means is

1451v34., pp. 4-8.
1461p1d., pp. 65-79. Ch. Te.
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perhaps more clear from the definition of "good speech" which they say

is "the kind of speech which evokes a favorable response from an aud-
o wll8

ienc A second value resides in the general education the studeat

receives, as a by-product perhaps, from preparing materials for speeches;
this rrocess includes gathering the materials, evaluating them and or-
ganizing them into patterns clear enowsh for an audience to comprehend
easily; it includes the many subject matter areas about which the

149

student may speak. It also has an instrumental value in that the
techniques of radio speaking, debate, discussion, and oral reading may
have utility in the life of the student at a future but unknown date.
This scheme of values suggests some awareness of the relationship between
pudblic speaking experiences and student growth. Yet the position, so

far as it becomes evident, is suspect in the light of the learning theory
here accepted, namely, following precept, for following directions does
not necessarily result in student growth.

In summary, this text has some of the concepts of experimentalism
and lacks others. It seems to accept the pattern of inquiry but slights
it in practical application to the materials in the text. The concept
of learning includes the stimulus-response mechanism in a major way. 1In
spite of the prominence given to the pattern of inquiry, conformity ®
principle is the manjor method of learning. In language study and value

theory it seems not to disagree with experimentalism, but this agree-

nment is more apparent than reale.
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Principles and Types of Speech
Third Edition

by
Alan H. Monroelso

The thirty-three chapters in this text cover, as the title indi-
cates, both the principles of delivery and speech composition and the
basic and special types of public speeches. In addition, the two in-
troductory chapters treat "Essentials of Effective Speaking®” and "3Back-
grounds and Fundamental Concepts® while Part Five concludes with three
chapters devoted to Group Discussion and a final chapter to "Parliamen-
tary Law for Informal Groups."

The author states that he has preserved the functional approach in
this text by which he seems to mean, "The basic philosophy of this edi-
tion...is that the purpose of speech is to communicate and that its ef-

w151

fectiveness must be judged by the reaction of the audience.
basic assumption, then, 1s that public speaking has work to do, it is
not an activity to be engaged in for its own self, and its purpose ex-
cludes formalism and exhibitionism, A second feature of this text is

w152 This point of

that it "reflects a frankly psychological slant.
view, the author says, is most evident in dealing with such topics as
attention, motivation, and to a lesser extent in the discussion of

audience analysis and adaptation of the speech to the specific purpose

150p1an H. Monroe. Principles and Types of Speech. Third Edition. Chic-
ago: Scott, Foresman and Company, 1955:

1511b44d., p. vi.

152160, eite
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and to a specific audience. It is also revealed in explaining problems
of delivery as it relates to "the influence of habit and emotion on
153
L}

voice and action.... In this connection the author comments, "the

psychological viewpoint of the writer is frankly ocloctic.“lsu He has
taken ideas from a variety of sources even while recognizing a discrep-
ancy between the several schools of thought. He explains
The fact that some of these theories are mutually irreconcilable
weighs far less in the writer's opinion than the fact that they
have a practical value in the speaker's problem of analysis and
speech congtruction. Thus, in the present instance, [pudienco
motivation/ the writer's discussion will be seen to combine Mc-

Dougall's concept of purposive reaction with the idea of tensions
caused by unclosed patterns which Gestalt psychology advances.

A distinctive feature of the functional and psychological approach
is the recommendation of the "motivated sequence" as the method of
thinking and, therefore, the dominant method of speech organization.
This sequence replaces the well known type of speech organization of
introduction, body and conclusion by expanding the recognizable steps
in a speech from three to five and naming these steps according to the
function of each in the total process. These steps are: attention,

need, satisfaction, visualization, and action.156

This plan of organ-—
ization the author adapts to each of the types of speech he discusses
in the text.

Lest the impression remain that all of the subject matter included

in this text is based on current theory, it may be observed that various

1531bi4., p. vii.
154%1psa., p. 193, cf. fn.
15510c. cit.

1561p14., p. vii.
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points of view of several rhetoricians of an earlier day are also in-
cluded, as for instance, Quintilian and Aristotle are credited with the
idea that the speaker must be a "good nan.“157 The good man is one who
has a high measure of personal integrity, extensive knowledge, suffic-
ient self-confidence, and well-developed skill.

Perhaps the educational point of view is best expressed in this
statement, "You can build on the foundation you have already laid, and
you will need to correct what mistakes there are in yesterday's build-
1ng."158 Education is thus a matter of development and reconstruction,
beginning with what the individual is upon enrolling in a course in
pudblic speaking.

The concepts of mﬁn and experience seem not especially remote in
this text from the experimentalist point of view. Man, it is gaild, has
a tendency to act in response to the environmment. In Monroe's words:

e..in all human beings there are certain universal action tendencies

-=-the organism has within it the capacity and the tendency to move
in different directions; ...these tendencies are set in motion and
modified in their direction by pressure put on the individual by
his environment.
Man is capable of being moulded by his environment and what he becomes
and thinks depends upon what he has experienced in his interactions with
that environment. We read, "Zither as the result of personal experience

or because of repeated assertions by parents, teachers, respected friends,

and 'great authorities,' people tend to develop pretty definite opinions

157 1h14., pp. 5-7.

1581vi4., p. 7.

1591b14., p. 193.
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about many things in their environment."190 Man is a social being de-
pendent upon others to a large extent in such a highly organized society
as exists today.lbl As & society men "join forces to control our envi-
ronment, developing the great strength of our industrial and political

organizations."lba

The medium of interaction of man with his environment in order to
effect some kind of control over it is language. "We hold these Jjoint
enterprises together and direct their course of action through language,
written and oral."1®3 so important is the use of language in the rro-
cess of adaptation that by it "the human race has speeded greatly the
rate of its own develo;nmmt."lou Lan,uage is seen to be the medium of
interaction and adaptation which emphasizes its importance and explains
in part the reacon for the functional approach to speech by this author,

The pattern of inquiry is represented in this text as the "motiva-
ted sequence® which has already been mentioned. This sequence of steps
constitutes the framework of a speech, and each division is functional
in that it describes what duties it performs "in directing the mental
processes of the listener.'lbs The attention step serves to gain the

attention of the audience; the neced step presents the problem which

needs consideration; the satisfaction step presents the solution the

1601312,, p. 208.
1611p14., p. 435.
1621pi4., p. 27.
1630, ott.
lbuggg, cit.

1651bid., p. 319.
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speaker is advocating; in the visualization step the speaker leads the

audience orally and imaginatively to see the results of putting the
proposed solution into operation; and the final step, action, serves
as the conclusion and asks for the audience to engage in a specific
action., It is clearly a problem-solution sequence with the need step
analysing the problem and the satisfaction and visualization steps de-
termining the solution. In a speech, of course, probably only the sa-
lient features and most important details will be elaborated though it
is quite conceivable that the speaker will have to do much more analyg-
jng privately than he will present to the audience in his final speech.
Likewise in presenting the solution he will probably focus on the solu-
tion he is recommending rather than discuss all of the alternative pos-
gibilities he might have considered while he was studying the problem.
He may, on occasion, present alternative plans, especially if the
audience already kmows of them, but then he will have to show their
inadequacies in order to gt the recommended one adopted.166

There are other references to this pattern although in briefer
form. The process of preparing a speech is cast into the problem-solu~
tion sequence in that the first three steps (Determining the Purpose of
the Speech, Analyzing the Audience and Occasion, Selecting and Narrow-
ing the Topic) are called "Surveying the Problem" while the succeeding
three steps (Gathering the Material, Making an Outline of the Speech,
and Wording the Speech) correspond to the solution stage though Monroe

calls them "Building the Speedh."lb? These six steps plus a final one,

igsfbid., PP. 319-330.

——

1671b14., p. 156.
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Practicing Aloud, constitute the "Seven Essentials of Speech Preparation.®
This sequence suggests that this problem-solution plan 1s recognized as
a method of study or learning. . The same plan is also recommended as the
thinking process for deliderative discussion groupa.lbs It is not ex-
Flicitly suggested as the five steps of an act of thought as proposed
by Dewey in How We Think but as the motivated sequence adapted to the
reflective thinking of a groupe.

The method of learning receives direct treatment in several places
in thie text. This revision of the book was done "to improve the teach-
ing efficiency of the book while also extending its scope and refresh-
ing 1its content.*109 The keynote of the method of learning the autkor
advocates is sounded in the Preface where he says, "...the close combdbin-
ation of precept and example, a marked characteristic of the earlier
editions, has been retained and extended in the present book.'l70 Here
he sugzests that the method is essentially to provide the principles,
illustrate them, and expect the student to apply them in his own speeches.

On the other hand, he also says, "Undoubtedly the best method of
learning to speak well is practical exporience.'171 At first blush
tris statement would seem to reflect the experimental point of view,
but the context makes clear what "experience™ here means. He says,
"Study of principles, actual practice, constructive criticism--all are

2
at your dispo'al."17 Experience as a method of intentional learning

1681b14., pp. 599-60k.
169;212’. P. Ve
170Loc. cit.
17l1v1a., p. 3.

172

Loc. cit.
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signifies learning of time-tested principles, applying them in practice
speaches, receiving an evaluation from the instructor to assess the ex-
tent of conformity to those principles. At the end of the chapter on
Analyzing the Occasion and the Audience the student is told:

A systematic method for finding out the other fellow's point of view
has been presented. Your task is to apply this method in the speci-
fic situations that arise. Examine carefully the sample analysis

outline which follows and notice how the gpeaker used the facts at

his disposal {? draw a clear picture of ths audience which would
confront him, 3

Similarly in discussing motives he advises the student, "It will be ex-
tremely worth your while to learn the 1ist [of motive appeels/, to get
a thorough understanding of the meaning of each item listed, and to be-
€in your analysis of people and the main points of your speeches upon
them."l-()"

While the class activities or assignments, in other books usually
called Exercises, are in this text labelled "Froblems", many of them
actually reflect the learning theory sug ested above. For example, the
following assignments illustrate the method:

Take a sinple topic from the following list (or a similar torpic
which interests you) and prepare to give a two- or three-minute
speech on it. Follow the suggestions for increasing self-confidence
presented on pages 10 through 15; make a rough outline of the points
you expect to make, and practice aloud often enough to be sure of
the sequence. When you step before the class, do so firmly; move
about occasionally as you talk; and make what you interesting
to the audience. /A list of nine topics follows.

On some subject not familiar to your audience prepare an inform.

ative speech employing the technic explained in this chapter. {?6
aure to make effective use of both initial and final summaries.

1731v14., p. 189.
1741v14., p. 195.

1751bi4., p. 27-

1761p14., p. 410.
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The student is assured that this method will be rewarding, for he
is told, "A careful study of these principles of speech composition--as
they relate to speaker, subject matter, and audience--coupled with fre-
quent practice in the preparation and delivery of speeches in which
these principles are applied will increase the clarity, logic, and per-
suasiveness witk which you spoak;'177 On another occasion the student
is told the virtue s of practice under competent guidance: "“Fractice,
and more practice, under intelligent and critical guidance, will develop
the precision, power, and vividness of your orel exproosion."178

Practice, however, is not to be mere rote repetition. It is true
that practice is also strongly recommnended for making habitual the
pPhysical aspects of doliveryl79 and for improving voice quality,lso dbut
the author does recognize that undesirabdble action patterns or voice
qualities may also become habitual and so defeat the purpose ef the
rractice. To avoid this result the student mmst know something, in
this case, about how sound is produced and what a good voice is. Then
he should consult his instructor who has a more experienced and trained
ear for help in analysis and for suggestione as to what and how to
practice.

The final page of text in this book reminde the student, "You have

prepared speeches of different sorts and have received the criticism of

your instructor upon them. A4s a result of these experiences your ability

1771bid., p. 151.
1781bid., p. 55.
1791v14., p. 70.

1801p54., p. 77
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to speak has undoubtedly 1mproved.'181 This statement, as well as
others, indicate that competent criticism has an important function in
a class for which this book is the text. It is not certain, however,
that this experisnce and criticism is at all what the experimentalist
would mean by the same terms. In this text it would seem to mean crit-
icism, constructive to be true, of the skill in applying principles;
the experimentalist would mean by the same terms evaluation of the idea
the student is proposing to test in a given speech, that is, the extent
to which it is aprpropriate to the situation at hand, the extent to which
it had the desired consequences, the possibility of finding a better
way of doing what the student is atteumpting to accomplish, and inciden-
tally possibly also the skill with which the student used it. Hence,
the learning theory of the present text diverges widely from that of
the experimentalist.

It is strange indeed that in this text the problem.solving sequence
should constitute the method of speech organization and a method of
thinking but have no rcle in the learning process. Apparently learning
and thinking as processes are not seen to have anything in common. Of
course, the author warns that consistency has not been a primary con-
cern in the selection of psychological principles.

As already indicated, the author regards problem-solving as one
method of thinking. The toric sentence for the discussion of the think-
ing process is, "Thinking consists essentially of identification, class-

182
ificetion, determining relationships, and solving problems." It is

1811pid., p. 6US.

1821p1d4., p. 33.
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not gquite clear whether these four items constitute one unit in process
or whether they are entirely separate entities, for they are designated
as "types", on the one hand, while on the other they are also a part of
the problem-solving method. The text states, "Much thinking of the types
described above would be purely academic were it not for its application
to another form of thinking which we do, namely, problem solving."183
The first three of these are included in the fourth which is a process,

a method. It is this method which the experimentalist considers think-
inge

For the experimentalist, mind also has to do with method. Monroe
would seem to regard it as an entity somewhere in the organism, for he
says, "...rhotograph upon your mind the profile of the whole lpeec'b..."lsu
This statement and similar comments to the student bear out the inference
that he does consider mind an entity instead of an equivalent of method.
Likewise intelligence seems to be 'capacity'vréther than application of
method in problem solving. He says, "If, however, a young man or woman
has little character or intelligence to begin with, speech training can
do little more than make him a glib rascal or a slightly more efficlent

185

parrot.” On the other hand, he says, "If you have intelligence and

character, careful training in speech will help you express your ideas
with clearness and force...."186 Intelligence seems in the author's

opinion, to be a fixed capacity at birth, incapable of fluctuation or

1831p1d., p. 33
1841pig4., p. 12.
1851bid., p. 6.

1861p14., p. 5.
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improvement, a capacity enabling the organism to think, to adapt, to
develop skill within the limits set by heredity for an individual.
These citations also indicate that the fact of individual differences
1s recognized at least s0 far as heredity endows different individuals
with varying degrees of capacity.

Knowledge, too, is not what the experimentalist calls knowledge,
but information. Knowledge, lMonroe indicates, is attained by living,
reading extensively, observing, and studying--nothing is said in Chap-
ter One to indicate that knowledge comes from testing hypothesea.187
Later, however, the author indicates that there are two sources of
knowledge, one being the sclientific method of controlled observation,
the other the method of the artist, who, he says:

cseprojects himself into his work: he applies a sensitive and
creative imagination to his observation until he has conceived a
design which embodies the true essence of the thing he has odb-
served or felt, and which is expressed in an effective pattern.
He then applies his artistic skill in molding the raw material
with which he works into a complete and beautiful expression of
that design. And if he is engaged in one of the practical arts
like architecture, his design and execution will be concerned
with usefulness as well as beauty.

The study of speech employs both of these methods: the sci-
entific and the artistic. Thus, through the scientific study of
speech, we may learn a great deal about its phenomena, and we
may test many of its basic hypotheses in an objective manner.
And since speaking, like writing or painting or designing bdridges,
is a form of creative expression, we may learn a great deal about
how to do it by a study of the creative methods recommended by
experts and by a study of the great materpieces themselves. We
mist not expect all the principles we study to be capable of sci-
entific demonstration, for creative exggession is an indivigdual
act and varies from peraon to person.1

Knowledge is thus derived from these two sources, according to Moaroe,

1871p14., pp. 7-10.

1881vid., pp. 36-37
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whereas the experimentalist would regard both processes as exemplify-
ing the same method.

Memory is dependent upon frequent use, says Monroe in agreement
with the experimentalist, "Only by constantly applying them will the
principles you have studied remain fresh in your mind...“189

Even beyond the difference in the meaning of the terms !'experience'
and 'criticism' as used by Monroe and by theexperimentalist, the role
of the teacher seems to be different in the two points of view. Monroe
says, "Your instructor will help you to overcome any genuine difficul-
ties that face you....'lgo Again, "®henever you are in doubt, consult
your instructor; he will show you how to apply these suggestions to your
own individual problems."191 The instructor is not a co-learner when
he performs these functions, as the experimentalist prefers to have him,
but one who tells and provides the answers to a confused student.

On the theory of language there is closest agreement between Moaroe
and the experimentalist. Monroe says, "...speech develops in the chila
as in the race in order to meet a social need. It serves a commnica-
tive function.'lga Words “are only the symbols of moa.ning"193 whose
precise denotation depends upon the mutual experiences the individuals
have had. Hence, the student is advised that to clarify something he

must use language with which he [the listener/ is familiar or make

189131Q., P. bH5.
190;319,, P. 18.
1911p44., p. 57.
1921p44., p. 26.

1931v14., p. 359.
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comparisons to experiences which are common to him."lc’m More than that,
lan-ange, also for Monroe, includes more than merely words, namely,
various aspects of the voice and the physical behavior of the apeaker
on the rlatform. This includes eye contact, posture, movement, and
gesturo.lqs

Vocabulary building may be accomplished through “Wide reading,
close observation of the language of cultured people, even the systema-
tic attenpt to 'use a new word every day'....'196 But the most impor-
tant method is using that vocabulary which a person already has lest
he forget it through disuse. Audience adaptation, of course, suggests
also that language must de chosen which will express to the listeners
the intended meanings of the speaker, but in tnis connection the speaker
is mdvised to approach an audience in terms of their understandings
rather than in terms of his o'n.197

The value of public speaking is amply pointed out to the student
of this volume. The intrinsic value is trhoroughly de-emphasized when
it is said that pudblic speaking is not designed for exhibition as an

end in itself.198

The instrumental wvalues are correspondingly maximiszed,
particularly in the chapters dealing with the types of speeches, in

which a section at the beginning of each chapter is devoted to pointing

1281v1a., p. 361.

1951b1d4., pp. 56-63.
1961b14., p. 367.
1971v1d., p. W4u0.

1981p14., pp. 16-18. See also pages 3b2 and U89.




270
out the specific situations where the resﬁoctivo types are used.199
Consequently, as a means public speaking has an intrinsic value; as
Dewey pointed out, the means are safely guarded if the end to be at-
tained is significant. But here congruence with experimentalism again
seems to end, for as in the texts already discussed, no appreciable
attention 1s given to the reflective effect of classroom speaking ex-
reriences upon the attitudes and appreciations of the student.

Monroe employs the basic structure of the pattern of inquiry as
the organizational framework of various types of speeches. His basic
assumnptions about man and experience are closely akin to those of ex-
rerimentalism. He agrees with the experimentalist also on the topics
of retention, language, and value. But he differs in that he believes
learning occurs through the principle-application-criticiam method.
Likewise the problem-solving method is but one method of thinking in
his view although the other methods he enumerates, namely, identifica-
tion, classification, and determining relationships, are a part of the
exj.erimental method of problem-solving. Furthermore, what he considers
knowledge is what Dewey would designate inforuwation, and the teacher in
Monroe's view is in the classroom largely to provide information and di-
rections while according to the experimentalist he is a guide and co-
learner,

Of course, the author is not concerned with discrepancies between
the various parts of his rsychological theory. It is cause for wonder,
though, that he can, on the one hand, devote a rportion of one chapter
to the forms of support thereby indicating some concern for logical
reasoning and, on the other, be deliberately oblivious to consistency

in developing his own psychological theoriese.

I991bid., See pages 233, 373, 387, 430, 500, 509.
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General Speech: An Introduction

by
A. Craig Baird and Franklin H. Knowereoo

This text of nearly five-hundred pages has its purpose stated in
the opening paragraph of the Preface which says:

Our purpose in preparing tnhis text has been to write a book for
those college students who take a speech course generally with the
expectation that it will be their only such college course. Al-
though the text may serve simply as an introduction to collog§01
speech, it is also focused on speaking for general education.

o fulfill this objective the authors include in the twenty-three chap-
ters a treatment of the major elements in speechmaking, such as speech
habits, composition and delivery, listening, informative, argumentative
and persuasive speaking, and discussional and radio speaking and oral
reading. Its inclusiveness is designed to cover all the major aspects
of speaking plus the several kinds or forms of speaking so that the
student who takes only one course will have in one volume at least

some guidance in all of the more common phases of speaking.

Four Appendixes include the chief symbols of the phonetic alpha-
bet, a word list for pronunciation, some inforuwation on library research,
and the Speech Performance Scale.

The authors refer on numerous occasions to experiences the student
may have had. They advise him to go to his experience for speech topics,

. 2
remind him of the "experience of straight and productive tninking,¥ 02

ZOOA. Craig Baird and Franklin H. Knower. General Spesch: An Introduc-

tion. Xew York: McGraw-Hill Book Company, Inc., 1949.

QOIIbid., Pe Ve

2021b1d., p. 5be
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describe stage fright as a "typical emotional experience,"eo3 and sug-
gest to him the poassibility of having had problems of clear and effec-
tive informative apeakingeou as typical examples. They further recog-
nize the continmuity of experience when they advise the student:

Your experience in trying to marshall ideas into departments
and subdepartments will no doubt sharpen your awareness of methods
Tnquirtes and so lead you ince the rFearm of creative thimsirg.S55™

nge

In fact, they have arranged the chapters of the book in such a way as
to lead from one phase naturally into another so that "As the student,
under competent criticism, acquires experience with the elements of
good speech, he is better prepared to see the value of more intensive
work en specific processes and principles."206

They also recoghize that expserience is not the same for everyone.
What man is or becomes is largely culturally determined, is dependent
upon the enviromment in which he lives and moves. Even the kind of
training he has had will make a dAifference: "Much of our failure in
learning to speak as effectively as we might, in sgite of our many
years of talking, may be traced to the education to which we have been
exposed.'2°7 Or, they point out that many of our speech habits have
been acquired in the home and from other contacts; of this they say,

"Such learning, when purely incidental, has been shaj ed by the habits

and standards of speech of those about us."ao8 And because experience

<05Ibid., p. 184.
20%1v14., p. 315.
205_1})1_(1., F. 56.
2061p14., p. vi.
207;313,, p. 1l6.

2081p1a., p. 17.
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is not the same for all and so produces individual differences, man who
is malleable, changes from one set of habits to another. This modifi-
ability is true even with regard to personality; on tris point they
clearly state, "Cne's personality may seem to him to be ‘patural'!, but
much that is important in this human nature is subject to modification."

In so far as a point of view of man and experience becomes clear
in the context of this subject, it seems in close harmony with the con-
cepts held by the exprerimentalist.

The relationshir between speech and inquiry into problematic situ~
ations is indicated as early as page two, "Speech is a form of practical
communication and closely tuned to the world in which we live. Such
oral commnication aims at helping us handle problematic situations and

210
meeting our responsibilities in dealing with those situations.™ 10 The
sters in settling a problem are enumerated in comnection with the dis-
cussion of sources of materials, and while they are not exactly as
Dewey lists them, the pattern is nevertheless clear, and the footnote
indicates the source in Dewey's How We Think. The authors write:

The steps of thinking in working out a controversial problem
will give a clue for one type of frocedure. We ask concerninga
problem, 'What is the difficulty or perplexity?' Here we attempt
to visualize it as clearly as we can. WYe view the phenomenon be-
fore us. Further, we inquire, 'What are the rrobable causes and
results of its operation?' We raise questions about the suffici-.
ency of the alleged cause and results. MNoreover, we ask, 'WVhat
course or courses are best for us to choose in dealing with the
problem?'! 'Why is one course more satisfactory than the others?!

Our pursuit of these questions will constitute what John Dewey
calls !thought in process.'2ll

209Ib1d. o Pe 161.
210Ibid., p. 2«

2111bid., p. 55.

209
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This pattern of thinking is illustrated by the organization of
trhe various chapters. Chapter Four, for instance, on "Ideas: Subjects
for Speaking," opens with the question,"®*What shall I talk about?'"ala
hfter explaining that torics for the first few speeches may not be dif-
ficult to find, they point out that the task of finding torics becomes
more burdensome; they then offer several objectionable solutions, re-
call typical instances which frequently happen in a speech class, and
then launch into the subject matter of the chapter. They discuss audi-
ence interests, speech occasions, the speaker's interests and beliefs
and activities, then offer suggestions on how to limit and test the
subject, and upon completing the inquiry to this point they list four-
teen points following this statement, "We are warranted in subscriding
to the following conclusions, directly or inferentially developed in
this chapter...."al3 Each chapter then has a series of Projects and
Problems followed by a list of references. In other words, the usual
rlan of organization is: problem, solution, evaluation, practise.

The usual Exercises found at the ends of chapters are in this text
called "Frojects and Problems," not Exercises. Many such suggested as-
signments, it is true, are simple directions to give a speech:of a speci-
fied Xkind; for example, "Deliver a short argument (four minutes) in which
you include at least one fully developed analogy. Justify its use on

logical grounds."alu One of the more extended illustrations of the

project type is this one:

2121pid., p. UO.
2131v4d., p. 50

2l41pid., p. 375. Project No. 13.
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Froject 1: Using Visual Aids

Purposes of This Assigmment: The main purpose of this assignment
1s to develop skill in exposition with the use of visual aids. This
means the use of a bdlackboard or cardboard drawing, the demonstra~-
tion of a pattern of action such as that used in the strokes of
tennis or applying splints or shooting a bow and arrow, or the ex-
Planation of an object or model, such as a clarinet.

Suggested Subjects for This Assignment:
G"ourc een are listed)

Procedure in Preparing and Presenting This Project: Read the dis-
cussion of informative speaking presented in the chapter. Select a
topic and assemble materials for a five-minute speech. Organize mat-
erimls and rehearse the presentation of this speech with an object
or diagrams. Present the speech to your classmates. Be sure you
have provided for the mresentation of visual aid materials. Have
your classmates rate you on this performance. Conduct a discussion
of the speech content and your speech methods.

Questions to be Considered in Evaluating This Type of Informative

Speaking:
l. Is the drawing large, in relative proportion, and clearly
labelﬁd?o-o. o o o s o6 © o © 6 © o e o o & o o o e @
2. Does the drawing simplify without oversimplifying the
o'bject?..o......... e ® o o o e ® o e o o ° o

3. Are important parts clearly labeled? « o o o ¢ « o o

4, Are all references to the drawing stated clearly and arranged
In 0Trder? ¢« ¢ ¢ ¢ ¢ ¢ o o o o o o ® o © s o © ¢ o o o o o o

5. Is the drawing for the speech done easily, with confidence
and with polse? . ¢ « « ¢ ¢ o o o o s o « o o ¢ o o o o o »

6. Does the speaker handle the pointer effectively, speak di-
rectly to the audience, and avoid action which distracts attention
from the diagram? . ¢« ¢« « ¢ o ¢ ¢ o o o o e o s o o e o o

7. Are the zeneral processes of language and speech used eof- 215
FectivelY? . ¢ o o o o o« o o o o o o o ¢ o o o o o o o o o

For discussional speaking they also recommend following the steps
in inquiry, that i1s, "(a) the recognition of a 'felt difficulty', (vb)
the testing of various avenues of escape or of solving the perplexity,

216
and (c) the full endorsement and description of the chosen 'way out'."

*151v14., pp. 342-~343.

2101%54., p. 72.
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In the chapter on Discussional Speaking they point out that "222.!£E.E£
discussional speaking is the analysis and solution of a problem," and
explain that "the discussers caucus to determine and define the diffi-
culty, to note the most reasonable methods of dealing with it, to weigh
each proposed outcome, and to map out that course of action which re-
flects the group conclusions."z17

Even in listening the pattern aprlies, for they state that "Effec-
tive listening must be an active procons"218 in which, if it is to bYe
profitable for the student, "He mmst recognize the ideas presented, eval-
uvate and organize them, discover relationships among them, and select
from what he hears those ideas he finds worth remembering."219 How the
student 18 to do this is the subject matter for the remainder of the chap-
ter. Incidentally, the firast project at the end of the chapter on lis-
tening is a thirty-question inventory of listening habits.

The experimentalist pattern of inquiry is in evidence throughout
the text so that the student is constantly confronted with it and will
therefore be enabled, incidentally if not intentionally, to acquire it
as his own method of solving problems. And at the same time, of course,
it is the recognized method of learning. The fact that the chapters
are cast more or less consistently in this pattern and that many pro-
Jects are set up according to this pattern increases significantly the

experiences the student will have with 1it.

?171p1d., p. 405.
2181p14., p. 281.

219Loc. cit.

—— c——
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The authors clearly specify what the steps in learning speech are.
You will need (1) to develop an interest in this subject; (2) to
analyze your individual needs and abllities in speech; (3) to keep
clearly before you certain objectives, such as increased skill,
favorable attitude toward speaking, knowledge of speech techniques;

(4) to engage in much prectice under direction; and (5) to profit
by repeated and constructive criticisms of your speech performancesaao

In the ten succeeding pages they exprlain each of these steps so that the
student can clearly understand what the task before him is. First of all,
he i3 urged to recognize his own deficiencies in terms of present and
future undertakings. He is secondly advised to study his problems with
expert help and in various areas and types of speaking; four distinct
procedures are recomoended: getting a clear understanding of speech pro-
cesses and activities; evaluation of his speaking by an expert; a criti-
cal analysis of his own speech processes; a self-evaluation to enabdble
him ir conjunction with the instructor to determine what to do. A4
Speech Ferformance Scale for instructor evaluation of his rroblems is
provided at this point.eel

In the third step they emphasize that the students practice and
study ought to be purposive, guided by ideas of what he expects to ac-
complish, and based on insight into principles of effective speaking
inatead of on a trial-and-error basis. Fach speech performance, they
assert, ought to hawe its own purpose or Zoal, e.g., "In this short oral
222

description I am going to make use of words of vivid sensory inagery."

Fourthly, they encourage the student to engage in directed practice,

2201p34., p. 18.

22l1pid., p. 2.

2221pid., F. 24e
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practice being used to mean "all preparation for and participation in
selected learning activities under favorable conditions."223 Pen more
specific directions for practice and study are included so as to insure
student understanding. Finally, they recommend that the student eval-
uate his achievement so that he may lmow what he has accomplished.

This step, of course, refers to competent criticism of his speeches to
enable him to determine to what extent he has been able to accomplish
the objectives he established for a specific performmnce. Clesrly,
then, the method of learning is that of the experimentalist adapted to
the pudblic speaking class situation.,

The authors recognize that the chief purpose of speech training is
"the substitution of new and effective habits of speaking for older and

w224

relatively ineffective ones. Now habits, although the authors do

not use the label in this connection, are "The organized response pat-

terns of the individual™ and "consist of reflexes or of acquired forms

of behavior which have proved satisfying in meeting his neods.”azs

How this is to be done seems to be clarified in their saying:

"...without minimizing the importance of practice, we agree that

an intelligent rather than trial-and-error method of learning speech
is preferable. At the college level, moreover, we are concerned
with the objectives of learning that include intellectual insight
into facts 92& principles as well as the acquisition of skills
themselves. -

In other words, understanding, insight, and purposeful practice are of

signal importance. They commnent in another context, "It is commonly

223Loc. cit.
22U1p14., p. 14,
"251v1d., p. 382.

2261b1d4., p. 23.
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conceded that adult learning based on a thorough understanding of the

elements and processes involved is more satisfactory than learning di-
rected singly to practice on the development of skill.”227 In relation
to stage fright they stress the importance of insight in reconstructing
a reaction pattern when they say, "When we acquire insight into the
nature of our emotional responses and learn that what was considered
a mystifying, embarrassing peculiarity is a comionplace experience sub-
Ject to natural law and reasonabdbly precise explanations, the panicky
feeling which aggravates fear gives way to hope and determination to
develop new habits of rosponse."223

Impulse as here used seems to mean uncritical suggestibility, for
under the heading of 'Suggestibility' the authors say, "The suggestible
rerson tends to be uninhibited, submissive, and impulsivo."229 Suggest-
ibility is heightened by stimulated emotions so that thought fails to
Flay a role in the responses made to atimuli. This conflict between
enotional and impulsive reactions and intelligent behavior they regard
as one of the major asrects involved in s tage fright. The remedy then
lies in increasing intellectual activity and delaying the impulsive
rosponses.eBo

It has already been rointed out that thinking is using the method
Dewey explained in How We Think. In explaining reflective thinking as

the method to be used in discussion, they say that it beglins with a

22T 1p1d., p. 223.
2281p14., p. 193.
?291bid., p. 171.

2301vid., pp. 190=-191.
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felt difficulty, and proceeds through these steps, "(1) it renetrates

the factors and causes of the problem; (2) it formulates a series of
hypotheses oconcerning the facts to be ascertained and proposes possidle
conclusions; (3) it weighs in turn the possible outcomes; and (4) after
a comparison of the choices, it determines the solution to be followed."231
Following this pattern enables the student to kxnow what he is doing and
wvhy and to maks better adjustments. In this connection the autnors
state, "3But if you know what you are doing and why you are doing it, the
new havbits also may soon become natural. Then you become not oniy skill-
ful bdut also intolligont.“232 In this way the relationship between
method, thinking, and intelligence becomes clear. The method of think-
ing is the method of intelligence. Again the close adherence to the
experimentalist point of view is apparent.

The role of the instructor in the educative process then becomes
a secondary one while the limelight is on the learner. The individual
student must think for himself, and the present authors assert, "The de-
velopment of the necessary interests for education is not exclusively

the responsibility of our teachers. He who would be surely educated

mast shoulder his own responsibilities for learniqg,'233 Generally the

point of view as to the function of the instructor seems to be that he
is to help tne student realize his problems, serve as an expert critic,

and to helr and guide the student to recomstruct his speaking habits.

23l1p1d., p. 4O7.

2321913., p. 26.

2331v1d4., p. 17.
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Individual differences in speaking ablility ana habits are recog-
nized in various places throughout the booke In the Preface they state
that “The book is sufficiently dbroad in its treatment of principles to
rermit the student and the teacher to adapt individual and group differ-
ences to speech needs and abilitiea.'23u They accept the fact of individe-
ual differences and attribute it to speech handicaps largely of an organ-
ic nature, to differences in the way speech has been taught in school, to
differences in interests and attitudes resulting from varying experiences,
and to the influence of the environment which iroduces primarily inci-
dental 1earning.235 While thelr major concern is with speaking ability,
their point of view seems best expressed in these words:

WYhy these differences? The results are explainable neither al-
together nor chiefly on the assumption that some are 'matural-born
orators! or that they are superior in intelligence. The real an-
swer is to be found in the variable opportunities for learning,
the effectiveness of the instruction, and the !ggent to which we
have applied ourselves to the job of learning.

On retention and forgetting, too, they represent the experimentalist
point of view. After saying that evaluation of what has been done ought
to follow any period of study, they observe further, "Learning is best
retained when real satisfaction is derived from it. If one does not
know what he has achieved, his skills are lost more quickly than if he

w237

can take some pride in accomplishment. Treir statement on forgetting

L
23 Ibid., p. vi.

2351b1d.. pp. 14-17.

236
3 Ibid.. ppo 1"‘-15.

237 1v14., p. 28.
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will remind one of Dewey's statement on the same point; it is that
"Skilles in speaking, like other skills, are dulled by disnae.'238

In this regard they observe that the satisfaction of accomplishing
something 1s excellent motivation to continued study.

If the student discovers that his sgudy of speaking has been profit-

able for him, he should not only continue to practice his newly ac-
quired habits, but also formulate new goals and set out to develo)p
further skills. If learning is so conceived and practised, life
continues to bde a challongo.239

There is thus motivation for continued growth.

Beyond that, they contend that materials of the classroom must come
from the daily lives of the students and be among those things which make
a difference to them. They say, for instance, "The essential features
of useful practice are that the performances be typical activities in
realistic situntions....'zuo In selecting topics for speaking engage-
mente in the class or otherwise they advise the student to go to his
own personal exveriences, to the things he has seen, come to believe,
has read, appreciated and reflected upon, has done or studied in an-
other courne.zul Typlcal of the Projects emphasising this point are
those at the end of Chapter 17 on "Adapting Speech to the Listeners."
The first asks the student to indicate which re-written version of the
Settysburg Address would fit one of the listed situations. The second

lists twelve situations which might be typical of 'bull sessions' at

college and asks the student to indicate whether the character in the

2
38Loc. cit.

2391bid., p. 28.
2401pid., p. 19.

P4l1vig., p. HOfE.
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problem situation used his arguments well, poorly, or questionably.
Five other Projects ask the student to adapt the treatment of a topic
of his own selection to varying kinds of audiencot.aua Not only are
these Projects problem situations--many more could be secured from ad-
ditional sources—-but they are typical of the 1ife and experience of
the student and they require intelligent analysis in order to solve them.

The authors' concept of knowledge is difficult to determine on the
basis of the text alone. Knowledge, they say, is "that insight into
the subject which makes it possible for you to develop your personality
as an educated person."2u3 They further state, "Knowledge may be in-
creased by the correction of false understanding, by extending the pene-
tration of insight, by extending the boundaries of information, and by

sharpening the hadbits of discrimination."zuu

The latter statement oc-
curs in the discussion of informative speaking and there, in particular,

under the heading: "The informative speaker seeks to increase knowledge,

direct action, or provide a reliable foundation for judgment gg'bol;g!,"eus

Now the informative speaker dispenses information, it is true, but this
factual material which he tells about remains information, not knowledgs,
until it 1e used by the andience in resolving a difficult situation.
Knowledgze accrues from the process of resolving a problematic situation;
merely telling someone a fact does not make it knowledge for him though

it may be information.

2421bid., pp. 308-31u4,

2431bid., p. 23
2"“1b1d.. p- 317.

2ijm:. cit.
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The authors agree that "Enowledge is always about m:mmf.hing,"2"'b
that 1t deals with particulars at a specified time and rlace and under
£iven conditions. It would seem to follow from this that they would
not acceprt the notion of ultimate truth, dbut it is not at all clear
what their attitude is from the text; they mention that hard and fast
rules for speaking are impossible to frame, but they also mention
'ultimate truth' in such a way as, not necessarily to indicate that it
is their own point of view, but certainly to suggest the possibdbility
that they believe there is ultimate truth., It seems safe to say that
they do not deny Dewey's concept of knowledge but they may accept also
as knowledge facts stored through memorization.

Education is viewed as having a doudble function: preparation for
the future and the extension of the possibilities of adapting to the
environment in the present. The first function is stated in these words:

A8 we launch out from home and our environment expands, we may find

that circumstances demand of us performmance in broader activities

:nd achievements of a higher standard than wergu?reviously required.

¥e should prepare early to meet those demands.

Yowever, there is recognition of the fact that tkhose circumstances and
demands are at any given present time unknown; therefore adajptation is
a major function of education. This point is clearly stated:

ceodince it is impossidble to train one's self specifically for all

possible types of activities and situations to be met, an intelligent

understanding of principles will enable one to adjust to them more

effectively than 1if educaﬁéon were strictly a matter of developing
blind mechanical habits.®

246r0c. cit.

247 1v1d., p. 18.

248 1vid4., p. 23.
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Cn the latter point they are in close accord with the point of view of
experimentalism, but not on the former, for Dewey argues that education-
as-preparation leads to a loss of motivation, to procrastination, to
merely an average expectation of what the individual is some day to be-
ccme, and 1t encourages the use of artificial stimuli, notably pleasure

and paizw..a“'9

A stimulus-response psychology also finds limited aprlication in
this text. We read, "...the speaker is reacting to stimuli which arouse
his mental processes and are somehow translated intc ooherent ideas,
ideas which he is impelled to transfer to those willing to listen.”zso
The energy of the stimulus, we are told, "serves as a trigger to start
the chain of events which determines the nature of behavior. The stim-
vll in any situstion are complex and the particular stimuli to which
anyone reacts are determined by his capacity and his experience.”251
But thie responding to a stimulus 1s not a mechanical process for 1t is
influenced by capacity and experience and between the two "there inter-
venes the process of selection and organization of behavior."252 This
solution constitutes a problem which calls for analysis and resolution.
Apparently intelligent inquiry involving insight intervenes at this
point. The authors state that most situations involving stimuli are
more complex than simple and entail more 01 less extended reXlection.

In another context the idea of a whole being more than a sum of its

c¥370hn Dewey. Democracy and Education. Op. cit., pPE. b3=-bk,

2504, Craig Baird and Franklin H. Knower. General Speech. Op. cit., p. 5.
251

Ibid., p. 381.

252L°C. cit.
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rarts in its meaning is emphasized. "Facts, like the letters used in
playing anagrams, may have little meaning or significance in themselves.
Vhen well fitted together, they form an idea, a Picture, a map, or a
plan of action. »253 Apparently the authors recognize limitations to a
rurely stimulus-response type of psychology as do the experimentalists
with whom, on this point too, they seem to feel a close kinship.

Tor the purposés of this text, at least, the definition of language
is somewhat more limited than is that of the experimentalist. "Language",
they say, "is any means of expressing ideas through speech or prianted
representation, or through signs or gestnzoa.'esk More particularly,
and within the context of public speaking, language is:

..+the use of words and combinations of words in rhrases, clauses,

sentences, and larger units, to provoke a specific response from

listeners. It is verbal exrression in oral communication. Words
are the symbols by which égg objects, experiences, ideas, and
emotions are represented.
It 1s not to be studied for its own sake or for self-gratification.
"The study of commnication as a form of social behavior has no place
for the develorment of action patterns for purposes of exhibitionism.'256
Its purpose in the public speaking situation is said to be, "Communi-
cation ic always a form of adjustment to a specific situation. The ad~

Justment to be made is primarily to the person to whom the commnication

is addressed. Speech and writing are tools."?27

2531312,, p. 320.
2541bid., p. 122
255Lo0c. cit.

2561bid., p. 259.

25T1vid., p. 298.
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Adjusting to the listener is understood to mean, not the selection
of words which will appeal merely to his taste and sense of beauty, dut
"To make your commnication effective you must reach his mind--estab-
lish rapport with him. Begin by trying to put yourself in his shoes."a58
That 1s, language must be chosen in terms of the meanings the audience
has experienced and understands in common with the speaker. If commun-
ication is to be understood by a listener or an audience, "...we must
talk to him in terms of his own language. In most cases this is not
difficult, but it is often overlooked. Help the listener recall what
he knows, not only as a point of departure, but wherever needed for
clarity during the development of the idea.“259 That is why the student

is told at the outset, "What you want is ability in communication, not

as a goal in itself, but as a means of social adaptation and influence.“abo

What the speaker really is attempting to do is to provide the listener

with such information and background as will enable him to develop for

himself the kind of intellectual experience the speaker desires him to

have. For example, "'When we speak with the purpose of 'conveying in-

formation' we are engaged in the attempt to stimulate some other person
into developing certain ideas which, when fully assembled, will consti-
tute for him the meaning which we wish him to have.'"abl

The student is reminded that establishing the necessary rapport

necessitates constant attention to definition: "These listeners, even
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though they hardly realize the ambiguity or obscurity of the words,
should have each important phrase or word carefully explained.'262
Subsequent discussion in the text illustrates eight different problems
which the student will experience, problems which emphasize the impor-
tance of trying to establish a common meaning.

How 1s the student to improve his language facility? His first
task is to enlarge his vocabulary through word study by reading widely
in the speeches of excellent speakers, by studying logic and semantics,
by careful listening for words others use, and by direct habit of defini-
tion with the help of di.ctiona.riem.et“3 In the area of argumentative
epesking the student is advised to make meanings more precise, for "It
demands careful definition and sharp discrimination in word meanings."ebu
“e is advised to use a good dictionary, to study words in context, and
to use examples and illustrations to help make meanings clear to himself.
FYere again the authors' point of view coincides with that of the experi-
mentaliste

As indicated above, the authors state that the study of public
sreaking has significant value for the general education of the student.
Specifically they say:

Training in the methods of finding and using sources of materials
for speaking; learning the techniques of analyzing, classifying,

reasoning about, evaluating and organizing data, drawing conclus-
ions, rendering Jjudgments, and formulating beliefs and attitudes;
putting ideas into words and ordering them effectively in various

types of communicative activities—-these are part and parcel of the
educative system. You are to answer questions, to describe events,

2621p54., p. 107.

ebBIbido’ p. 155.

2o471p44,, p. 373.
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to trace relationships, to generalize from examples, and aprly a
principle to a specific case, to explain a system, to give instruc-
tions on the operations of a process, to experience the give and
take of discussion, to make oral reports. ... Clearly, then such
training contridbutes significantly to your general oducation.zgs
Here, then, is an expression of what the authors consider to be one of
the intrinsic values of speech education. Along with that they mention
also that "Vocabulary extension and application is a problem in your
n 266

general education. Furthermore, the projects in speechmaking "have
been selected for their contribution to general sreech development,"2b7
considered apart from any utilitarian purposes. In other words, here
is recognition of the walues the experimentalist calls 'intrinsic';
it ie not a question of determining what they are good for--they are
desirable. Growth is its own end.

Yn the other hand, the authors are aware also of the student's
daily needs for language and effective communication. The student needs
a text, they state, "emphasizing those objectives in speech education
which are most functional in the everyday living of college students
and college graduates. This book concentrates on the fundamentals of
speech wrich bear most directly on those practical objectives."ab8
“hat these practical values are, th2t is, what speech training is good
for, becomes cleer in tre first Chapter where several pages are devoted

to discussing the importance and practicality of effective comuunication,

It is first

2551p14., p. 4.
’bb1pid., p. 374.

26T1bid., p. Ve

ebsLoc. cit.
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-+.8 means of social adaptation and influence. Your speaking pur~
pose is to influence others to take a given stand, or to give them
acceptable information, or to strengthen their good orinion of 2 e
person, institution, or event. Your motive is a practical one. g§

These practical values correspond to the purposes of speaking, stated
in this text as to inform, to intereet, arouse to praise or blame, con-
vince, stimulate, persuade, or to achieve a combination of these.27o

Two other values are mentioned.°!l One is the 7os8sibility of using
speech as a career, and they cite a quotation from Lowell Thomsas and
another from Frank Knox to supjort the point, the former to emyhasize
the importance of speaking in a 'speaking career,' and the latter to
indicate its significance for any man of public importance. On this
point they are beyond what the experimentalist would accept under the
heading of the educational value of a public spsaking course. The other
value is its significance for the preservation of the democratic way of
life through its social and political institutions.

This analysis reveals how much the authors have appropriated from
the point of visw of the experimentalist. In practically every respect
under consideration the influence of experimentalism is apparent. There

ig direct evidence of their indebtedness in that Dewey is referred to

in the footnotes three times, twice in citations from How We Think and

once from Human Nature and Conduct. On the other hand, current mater-
ials and sources abound to the virtual exclusion of references to an-

ciant rhetoricians such as Aristotle, Quintilian and Cicero, or, for

2091pid., p. 3.
2701vid4., pp. 6b-67.

2711bid- » ppo 3-“.
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that matter, even to the more recent British ones, namely Campbell,

Whately, and Blair. This text incorporates more of the principles of

experimentalism than do any of the others included in this analysis.

Summary. These six texts, then, range from practically no applica-

tion of the principles of experimentalism in Fundamentals of Public

Speaking by Bryant and Wallace to a rather thorough experimentalistic

apprroach in General Spesch: 4n Introduction by Baird and Knower. Mon-

roe has included many of the elements in nhis text while Sarett and Fos-
ter's text, followed closely by the one by Crocker, are nearly as non-
oxperimentalistic as Bryant and Wallace's book. The one by Thonssen and
3ilkinson falls somewhere between the two extremes in that some elements
of experimentalism are apparent though intermingled with other points

of view,

Recency of publicatisn has no bearing on the matter either, for the
latest of these six, Crocker's published in 1950 in revised form, leans
strongly away from experimentalism while Baird and Knower's text, pub-
lished in 1949, is written almost entirely from this point of view. The
oldest text, by Sarett and Foster, in its latest edition antedates
Baird and Knower's by only two yearse.

The two texts closest to the experimentalist point of view emphasize
the functional values of public speaking rroportionately more with the
exception of, perhaps, tune text by Crocker. But even in the instance of
“rocker there sesms to be the difference that he slants more heavily
toward the economic value of public speaking ability instead of toward

its value in a wiie variety of practical situations.
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The more experimental the approach the less the emphasis is on
"rules"™ and imperatively stated Principles. It seems that the less ex-
rerimental texts issue more frequent orders to the student to do so-and-
80 upon the assumption that an explanation inciuding an illustration is
sufficient for the student to understand a principle well enough to ap-
Ply it. In the main the more experimental text sets such problems for
the student as will reguire an evaluation and a judgment of ideas in
their relations. It thus places greater premium upon understanding and
apprecliation of the principles and upon the intervention of a larger
measure of intelligence in applying them to rractical situations.

The more experimental text permits greater freedom to the student
in selecting his topics for practice speeches, for selecting even the
xinds of speaking he prefers to do; the non-experimental texts tell him
what to do and sometimes even precisely how to do it so that freedom and
intelligence consist largely in following exact directions only.

It appears umasual that some authors stress problem-szolving and
learning by experience and at the same time indicate, indirectly if not
directly, that learning occurs mainly through following precept, engag-
ing in frequent practice, and criticism of that practice. Apparently
"experience" is used in several ways, once to suggest the usual exper-
ience of ordinary living, and then to signify the experience of apply-
ing precept in practice speeches. Casual references to learning seem to
refer to the first meaning; direct comments about lezrning suggest the
second meaning is intended. With the exception of the Baird and Knower

text, each of the others includes tnis semantic confusion,




CHAPTER VIII
SUMMARY AND CONCLUSIONX

Summary. The purpose of this investigation has been to ascertain
whether or not the philosophy of experimentalism, as developed prim-
arily by Dewey, has had any significant influence upon the points of
view of authors of selected textbooks in public speaking for college
classes. The rrocedure has bdeen to describe the essence of the phil-
osophy of experimentalism, to explain what seem to be some defensidle
inrlications of that rhilosorhy for the teaching of ;ubliec speaking,
and then to examine six representative jaublic speaxing textbooxs cur-
rently bteing used in a considerable numoer of colleges and by a relative-
ly large number of students.

This rhilosorhy, asserts that man lives in an environment, both
prysical and social, which is neither thoroughiy stable nor entirely
friendly to2 him., Man is comprelled t5 interact with it to maintain his
life and his equiliorium. Thrhis interaction constitutes exrerience which,
if it is to be educative, must have continuity and the potentimlity of
leadinz to further development of the individual. Exrerience forms the
matrix of inquiry, and tkhe experimentnlist does not go outside of ex-
rerience for explanations of human activity.

Inquiry signifies the transformation of an indeterminnte situation
ints a unified whole. As a frocess it requires, first, that the rrovlem-
atic situation be described by determinin,, what precisely is uncertain,

unsettled, or disturbed. Secondly, it 1s necessary to ascertain the
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facts in the situation and their relation to one another; this can be
done by observation, collecting data, inference, and by comparison.
Such facts must then be ordered and arranged into a meaningful seguence.
From such data there arise, as the third step, suggestions as to which
operation must be performed with or upon them. Suggestions when put
into use become ideas or hypotheses which serve as an anticipation of
a possible ocutcome and describe an operation to be performed. Discourse,
the fourth step, also called reasoning, designates the process of devel-
oping meanings and establishing relationships between meanings through
the use of symbols or language. Reasoning eventumtes in an if-then
pProposition which constitutes the hypothesis basic to the experiment to
follow. Experiment as the fifth step is an arrangement of conditions
dictated by the hypothesis to determine whether the results theoretically
indicated by the hypothesis will actually occur. The consequence of in-
quiry, lastly, is the institution of a unified situation. Results are
not final and are said to be warrantably assertible. Such results con-
stitute kmowledge, are objectively verifiable by other experimenters,
and are subject to modification by later findings. As they may be per-
tinent to a later inquiry, they become resource material or information.

Life, education,and growth are different ways of looking at the
proceas of intelligent interaction witn physical and social environument.
Education, or growth, is dependent upon the in%tervention of intelligence
in eolving life's problems. Man will act in any event, but educative
activity must have its source in present living and must require a
gsearch for the means by which problems can be solved.

The method of learning follows the pattern of experimental inquiry.

A problem must be instituted and defined. From the materials involved
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in the problem will arise sugzgestions as to solutions. Through estab-
lishing connections between the data the possibilities of solutions
will resolve into one plan deemed most advantageous; this plan is an
hypothesis. It is acted upon. The actual consequances are compared
with anticipated results and the residue retromets upon the hypothesis
thereby reconstructing the experience. Furthermore, this residue as
the outcome of inquiry constitutes knowledge, knowledge which is walid
under the conditions of the particular inquiry but subject to modifica-
tion by subsequent inquiry.

Impulses, or unlearned responses, and habits as learned responses
to stimlil give rise to activity by the individual. They are arrested
by the intervention of intelligence which seeks to determine which of
the possible responses is the more desirable. Intelligence, in this
frame of reference, is insight into relationships and ability to direct
activity in the light of consequences to be attained. Thinking is the
process of discerning the connections between facts present and facts
remote but signified reliadbly by those facts present.

An aim is a foreseen condition capable of being attained through
available means. Aims mast arise from presant conditions, be flexible,
and allow sufficient freedom to permit the activity necessary for ac-
complishing them.

Acting intelligently constitutes mind. Mind is the ability to see
the reciprocal relation between present activity and future consequences.
Consciousness is awareness of what present activity is aboute.

Individual differences are recognized. Differences in native endow-

ment are admitted but such initial differences are magnified by the kind
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of environment in which the individual has his experiences. Measure-
ment of ability in school is secondary to providing the kind of activ-
ity which will insure growth and to helping the individual think better
than he does.

Interest signifies personal concern for the ocutcome of an activity.
Learners are interested if they can discern a relation between school
activity and matters that make a difference to them.

Discipline ie a positive rower to persist in carrying inquiry
through to a successful conclusion. Tnis view militates against disci-
Pline as fear of punitive measures. It expects constructive and intel-
ligent activity in school;: it oproses rigid seating arrangements and
absolute quiet in the classroom.

A motive is an act plus a Judguent of its consequences, particuiarb
ly praise and blame. Since man is active by his very nature, it is not
essential to seek for motives for action or to attempt to classify them.,

Memory involves & backlog of resource materials from previous in-
quiry. TForgetting results when such materials are not used in inquiry.

Transfer of learning occurs only in terms of broad adaptation of
materiale in similar situations. Transfer of common elements or of
specialized skills is impossible because no two situations are identical.

The stimalus-response mechanism is too simple and too mechanical
to explain the adaptation of a response to a situation as a whole, the
exrerimentalist believes. The tendency of this treory is in the direc-
tion of the field psychologies, especially on the topics of learning,
insight, transfer, and intelligence.

The experimentalist's concept of language is very broad and includes,

over and above oral and written speech, whatever may deliberately and
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artificially be used as a sign of sometring else. Lansuage arose from

the overflow of man's energy in gesture and sound. When sounds were
rerceived and sorted out as indicative of certain types of behavior,
language was born. The sufficient condition for the existence of lan-
fuage 1s that the symbol :must rerresent a mutual communication between
twe or more individuals. I!{eanings of symbols are relatively inexact
and subject to change in ordimnary or common-sense usage; in scientific
discourse they are precise anéd fixed. As a fence, a symbcl sets the
bounds of its meaning; as a label, it in itself represents a meaning;
and as a vehicle it permite the tranafer of a meaning from an o0ld to a
new contexte.

Since mind deals with the meanings of tkings, and meanings reside
in symbols, mind and lan-suage are closely inter-related. REecause sym-
bols as meanings have implications which can be manipulated, inference
and r-asoning become possible. Hence, thinking is heavily dependent
upon language.

Lansuage is consummatory when it is appreciated for its own sake;
it 1s instrumental when it is a means to an end. Functionally, it is
both the rerository of a culture and the meens of its transmission.

Using language about something not experienced, as a substitute
for dealing with the tkiings tremselves, or without thorough awareness
of what it signifies, is fraught with danger. Effective language usage
in school is dependent upon the learner's acquaintance with the actual
trhings symbolized. It is used both to convey information and to aild
thought. Its use can be improved by enlarging the vocabulary, making
meanings more precise, and by forming hebits of consecutive discourse.

If language usage constitutes a real commnication between two individuals-
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it is educative in that it transforms experience. Communication is
held to be education.

Both intrinsic and instrumental wvalues are recognized, the former
signifying things prized for their own sake, the latter referring to
things worthwhile as means to gsome further end. The experimentalist's
major concern lies with iﬁstrumental values,

Desiring means %o want conditions better than those now present.
Hence, a value is something which fulfills certain conditions, and the
"good" is the preferred outcome of present activity. Since conditions
chanse, values cannot be fixed and final. Taste as a standard of pref-
erence develops from continuous experiencing. Because experience and
inguiry are observable, statements about values are possible and in-
volve a means-end relationship.

Values arise from interaction with the environment. Interaction
involves inquiry during which choice based upon intelligent Jjudgment
emerges as a unified preference for an outcome. Judgments concern things
in their capacity as signs of other things capsble of producing desired
consequences. Freedom, or the ability to inquire with dispatch and
thoroughness, 1s pre-requisite to intelligent choice.

Values in school activity are aprarent to students when they have
an appreciation of such activity and of the things involved in 1it.
Teachers! aims must be flexible, therefore, and adaptable to student in-
terests or appreciations. Education via language alone is likely to 1g-
nore interssts mand to become formalized and bookish. The alternative to
such superficiality is to secure thorough appreciation prior to couand
of techniques and to develop working instead of professed standards.

If necessary, instrumental values in school activity must be made clear
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to students by way of generalizations of specific €oods, but they must
not be labored when presented.

The concept of intrinsic value militates against a hierarchy of
values among studies. A study is worth while if the student responds
intelligently to it.

The coneept of experience suggests that basic to diascovery of the
identity of hie problems, are the communicative experiences the student
undergoes prior to enrolling in a public speaking course. This backlog
of experience makes possible a real appreciation of his problems. If
tLke instructor and student together discuss an introductory speech to
define trLose problems more precisely, the activities of the class can
be buil® upon the needs thus established.

To solve such problems textdbooks, lectures and discussions provide
helpful resource materials. Information derived from these sources
mast be made the student's own through use. The student selects, with
instructor help but not dictation, such materials as are arplicable to
solvire; his problems. Choice is guided by the end-in-view. Thus, the
student works on the solution of his own problem by developing materials
and formulating hypotheses w:iich he uses in experiment. HEe comperes the
actual results with anticipated outcomes and modifies the hyrothesis as
necessary. Thie metrod is based upon the pattern of inguiry, and it is
antithetical to instructor-dominated assignments, a rigid speaking sched-
ule, and learning ready-made principles, applying them upon command, and
criticism of extent of conformity to them.

Teaching by the experimental method can be done by framing ques-
tions as problems the students have with relation to the course content.

They investigate areas of the subject matter to solve their probvlems,
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This pattern applies both to learning the course content and to pPrepar-

ing practice speeches. In the latter case it may be taught directly
as course content.

Growth in public speaking ability occurs through experiences
that are related to the student's activities and goals, have continuity,
and require intelligent search for means. An open mind, understanding
of relationships among the facts in a given instance, and awareness of
the connection between materials and method 1s requisite to growth.

Learning by the experimental method requires aprreciation of ideas,
retention of related data, and testing the validity of hypotheses.
Routine memorizing of pradigested materials is inadequate, because it
leads to formalism and can occur without insight into relationships
amons percertual and conceptual data. This method militates against
domination of a class by the instructor through imposing upon them a
textbook as a fixed and final authority, pre-conceived assignments re-
quiring onky conformity to principles and rules, through criticizing
performances on the basis of conformity to those principles, and through
demanding a close schedule of speeches in order to have each student
speak as frequently as possible within the time available in the course.

Impulsive and habitual responses need to be arrested by intelligent
search for aprrorriate responses. Intelligent search follows the method
of experimental inquiry which requires insight and reflection. Think-
ing occurs when relations between the constituent elements in a speak-
ing; situation are perceived. Mind signifies foreseeing possible conse-
quences of putting these elements into active combination. These fac-
tors affect both learning of the course content and the preparation of

jractice speechas.
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Aims for a course in public speaking should be based on student
needs and activities, be capadble of practical inplementations, and bde
general in the sense of a broad survey of the field of present activi-
ties. The student should have aims in enrollinc in the course and in
each speech he gives in the classroom.

Differences in ability, skill, and aim must be recognized. Too,
suck differences may become magnified as experience and epportunity
vary. Students at all levels of ability must be permitted and enabled
to develor to their fullest potential,

The doctrine of interest requires that class activity be of con-
cern to the students, it must make a difference to them. Practice in
speaking must clearly enable them to accomplish their objectives more
efficiently. If the activity is interesting, student s will pursue it
until it is concluded. Discipline is tris persistence in pursuing a
Froblem to its conclusion. 3Both interest and discipline are taught,
if at all, indirectly.

Hotivation occurs when the student recognizes the significance of
attaining greater knowledge of and sidll in public speaking, or restor-
ing unity in a confused situation.

Frequent speaking and evaluating of the speeches of fellow students
are essential for retention. Disuse tends to increase forgetting.

The staples in speaking, such as articulation, typres of gestures,
voice quality, and patterne of organization may transfer between speak-
ing situations. Choice of vocabulary, style, speech content and audience
adaptation are specific to individual speeches and therefore less amen-

able to transfer,
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Speaking effectively includes many factors, all interrelated. Dis-

crimination of relations between these elements requires insightful an-
alysls and synthesis, a process too complicated for successful accom-
Flishment through a stimulus-response mechanism. Froblem-solving re-
guires intelligent reflection and evaluation, not a hasty, impulsive or
habitual response to stimuli.

Language, broadly defined, includes all that a speaker does and
says before an audience. Platform activity and verbal language merit
improvement by speakers. Language, to be commnication, must have the
same interpretation by both speaker and audience. Ideas must be exrer-
ienced as well as transmitted if they are to be meaningful. Instructors
may not assume a class understands through a lecture alone; intformation
80 dispensed must be used if it is to become the student's own.

Language has consummatory use if it is enjoyed for 1its own sake,
as in poetry and some oratory. Public speaking employs language mainly
as a practicel instrument for securing a desired response.

Fenuine appreciation results from practical association and direct
experience with a trhing. The student can get such appreciation in the
classroom through giving speeches. Standards of taste for excellence
develop through a series of experiences. Standards so develored are
real working standards, more keenly felt than professed ones.

fublic speaking as an experience may hnve intrinsic value for a
student. He responds and there is no further need to ask what it is
z00d for. Primarily, however, the value of public speaking in an elemen-
tary course is instrumental and practical. It is 2 means for securing

understanding, conviction, inspiration, or action.
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The textbooks in public speaking examined in order to determine

the extent of influence of experimentalism upon their authors range from

rractically no ostensible congruence with that philosophy to almost com-

plete accord with it.

Bryant and Wallace's lundamentals of Public Speaking reveals agree-

ment with experimentalism only in a minor way. The pattern of inquiry
is not presented in a form recognizable by the student unfamiliar with
Dewey's writings. The learning method 1s precept, aprlication, practice,
and criticism, but also it includes experience and problem-solving.

The concept of language seems, in 8o far as it becomes clear, to corre-
spond with Dewey's view. In emphasizing the instrumental value of lan-
guage and communication the authors approximate one aspect of the ex-
perimentalistic interpretation of wvalue.

Crocker's Fublic Speaking for College Students is based essentially

on classical rhetoric. Experience is undergone but it has no apparent
relation to inquiry or learning in this text. Inquiry deals with sol-
ving practical problems but seems to have no relation to learning.
Learning occurs by studying prrinciples, applying them in exerclses, and
receiving instructor comment upon how well the application was made.
Intelligence and mind se-m to be distinct physical entities unrelated
to the problem-solving method. Knowledge consists of the body of ma-
teriasl handed down by previous generations; even though the author ine
sists that students learn from the experience of others, his interpre-
tation is that what past generations have learned from experience is to
be learned now as subject matter and applied in practice.

Sarett and Foster in their Basic Principles of Speech emphasize

heavily the rhetorical tradition which began with the Greeks. LEqually
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important is their stress on adequate use of the language. They regard
interaction as a two-way process during which man is continuously being
transformed. Experimental inquiry seems an incidental matter for them
and therefore sutfers from lack of explicit treatment. It 1is admittedly
a method of learning, but other methods are suggestsd also. For example,
the prianciple-application-criticism sequence is probably their favorite
method even though it does not square with learning by experience. A4c-
cordingly kmowledge has to do with learning organized bodies of inform-
ation and thinking seems to mean handling meterial logically. On the
definition and purpose of language they agree with the experimentalist.
Learning language is concerned here with good usage by iimni tation of good
examples and by following precept. Stress also is given speech as worth
while for its own sake, and only secondarily does it have instrumental
value.

Tending toward experimental theory in a variety of ways is Thonssen

and Gilkinson's Basic Training in Speech: Brief Edition. Experience seems

broadly interpreted in this textbook; apparently it includes interaction,
svert and covert, with a widely varied environment. The pmttern of in-
quiry is explained, but its implicatiosns of continuity of experience are
not consistently followed. The reflective experience is described as a
way of thinking dbut neither the subject matter organization of the chap-
ters nor the exercises indicate a realization of its implications.
Learning occurs through a stimulus-response mechanism by wnich actions
are made habitual. Insight signifies in this text "awareness of one's
emotinnal tendencies." Language development deals with building vocab-—
ulary and accuracy of meaning. Speech has both intrinsic and instru-

mental value, in the former sense as general education, in the latter
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for future occupations. In spite of the basic emphagsis on the pattern

of inquiry in the early part of this book, there is abundant evidence
that its implications are not carried through to other phases of teach-
inge.

A text which leans somewhat toward the experimentalist philosophy

is Monroe's Principles and Types of Speech. The concept of man and of

experience seems akin to experimentalism. The pattern of inquiry is
here called the "motivated sequence” and is the basic framework for or-
ganizing every kind of spe~ch. The introduction-body-conclusion sequence
1s thus replaced by the five functional steps: attention, need, satis-
faction, visualization, and action. The series of chapters on speech
rreparation also follow tnis plan of organization. 1In spite of that,
the learning method is indicated to be precept and example followed by
application; exrerience is also a method, he says, but in this instance
experience again means study of principles, application in practice,
and constructive criticism. Furthermore, the metnod of problem solving
is but one metnod of thinking for this author; other metnods, actually
necessary procedures in inquiry, are identification, classification,
and determining relationships. Other differences from experimentalism
are that in this text mind is an entity, "inowledge® corresponds to ex-
rerimentalist "information®", and a teacher is in school to rrovide an-
awers. Agreement exists in that both say memory depends upon frequent
use, language developred from social need, and that the value of public
speaking is largely instrumental.

Baird and Knower's General Speech: An Introduction embodies many

principles of experimentalism. Man is a social being whose direction

of growth is culturally determined. Experiencing is a continuous
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process of interaction. The pattern of inquiry is explicitly explained

as the method of solving problems; it provides the organizational frame-
work of the chapters, and in the main student activity sugzested at the
ends of chapters is cast into this mold. Learning results from under-
standing, insight, and intelligent practice in problem-solving. Think-
ing also occurs according to this pattern. The instructor is the stu-
dent's guide and assistant, not his director. They agree also on in-
dividual differences, retention and forgetting, motivation, and in the
majin on the theories of language and value. They differ from the ex-
rerimentalist view in that they include under knowledge what Dewey calls
information, and they also stress, more than did Dewey, that education
not only enriches present living but is also rreparation for life.

These divergences, however, do not constitute major differences from

experimentalist concepts.

Conclusisns. On the basis of this study of the philosorhy of ex=-

perimentaliasm, of some of its implications for the teaching of public
sreaking, and of selected textbooks written for college rublic speak-
ing classes, it seems possible, perhaps desirable, to conduct such
classes in conformity with educational implications of this philosophy.
At present, however, there is in the literature only meager evidence t hat
serious consideration has been given to this possibility. Of the six
textbooks examined, only one gives extensive indicntion that this
philosophy has been the major and consistent point of view of its
authors. Three of the others contain little more than an occasional
reference to it. The remaining two incorporate ssveral of its major

rrinciples but they also include other rrirciples whose implications
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are not in accord with those taken from experimentaliasm; the result is
an eclecticism in which the principles are at variance with one another.

There is, of course, no cogent reason compelling textbook writers
to conform to the principles of experimentalism. However, it would
seem desirable that such authors maintain some consistent point of view.
Even if 1t is an eclectic one, it might avoid contradicting itself.
Several writers are eclectic, one by his own admission, with the result
that they appear to contradict themselves. They advocate logical rea-
soning in their textbook and at the same time fall to follow through
the implications of these principles. They state that much is learned
from experience but their learning theory fails to include the same
kind of experiencing. Again, they advocate building speeches on the
problem~solving sequence, implying that audiences learn best in that
way, but they seem to say that the student learns only by aprlying
learned principles and by being criticized on the extent of his conform-
ing to those principles.

Textbook authors, furthermore, are probably under no compulsion to
state their basic assumptions which guide them in their writing. DNor
is it necessarily expected of them to say to what extent they are adopt-
ing the principles of a particular educational philosophy. But when
they do enunciate such assumptions, it is not too much to expect that
they will persevere in their beliefs. When, for example, & writer states
that no hard and fast rules exist in a particular instance and then, in
spite of that statement, in the Exercises at the end of the chapter di-
rects the student in his own speaking to apply the principles laid down

in that chapter, the reader is Justified in inferring that the author
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is giving no more than casual lip service to his own basic assumptions.

This kind of illustration is not uncommnon in these textbooks.

The results of this inquiry warrant suggesting, therefore, that
textbook authors determine which school of thought they are willing to
adopt as a basic educational point of view and then adhere to it through-
out the process of writing their books. Such consistency of point of
view would avoid confusing the thinking student while he is using the
book as a text in a course. In its long-range effect it might like-
wise avoid inculcating, incidentally if not intentionally, habits of
thinking which are mutually at variance with one another. On the other
hand, such consistency would well illustrate, if not develop, whole-
some habits of thinking about personal and soclal problems. It would
enasble the student to respect the educator for thinking a thing through
and for holding to one point of view, whether or not the student agreed
with him. And were the student thus enabled to follow a consistent
philosophy in his own living and experiencing, sisnificant improvement
could conceivably result in his thinking about public social issues of

the daye
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Monroe, Alan H. Principles and Types of
Speech. Third Ed. New York: Scott, Fores-
man and Company, 1349. 698 pp. 19

Bryant, Donald C., and Karl R. Wallace.
Fundamentals of Public Speaking. New York:
D. Aprleton-Century Company, 1947. 580 pp. 8

Sarett, Lew, and William Trufant Foster.

Basic Princirles of Speech. Rev. Ed. Boston:
Houghton Mifflin Company, 1948. 604 pp. 8

Baird, A. Craig, and Franklin H. Knower.
General Speech: An Introduction. New York:
McGraw-Hill Book Compnay, Inc., 1949. 500 pp. 6

Thonssen, Lester, and Howard Gilkinson.
Bagsic Training in Speech. Brief Edition.
Boston: D. C. Heath and Company, 1949. 249 pp.5

Crocker, Lionel. Public Speaking for College
Students. 24 Rev. Ed. New York: American
Book Company, 1950. 508 pp. L

Brigance, William Norwood. Speech Communi-
cation. New York: F. S. Crofts and Company,

1947, 220 pp. 3

Gilman, Wilbur E., Bower Aly, and Loren D.
Reid. The Fundamentale of Speaking. New York:
The Yacmillan Company, 1951. 608 pp. 3

Sandford, William P., and V. Hayes Yeager.
Principles of Effective Speaking. 4th Rev. Ed.
New York: The Ronald Press Company, 1oul2.

580 pp. 3

Gray, Giles W., and Waldo W. Braden. Public
Speaking: Principles and Prectice. New York:
Harper and Brothers, 1951. 581 ppe. 2

Mulgrave, Dorothy I. Speech For the Classroom
Teacher. New York: Prentice-Hall, Inc., 193b.

398 pp. 2

Oliver, Robert T., and Rupert L. Cortright.
New Training for Effective Speech. Rev. Ed.
New York: The Dryden Press, 1951. 5b3 ppe. 2
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Name of Text Number of Number of
Schools Students

13. Oliver, Robert T., Dallas C. Dickey, and
Harold P. Zelko. Essentials of Communica-
tive Speech. New York: The Dryden Press,

1949. 338 pp. 2 725
14. Soper, Paul A. Basic Pudblic Speaking. New
York: Oxford University Press, 1949. 376 pp. 2 550

15. Barnes, Harry G. Speech Handbook: A Manual
for a First Course in Speech Training. New
York: Prentice-Hall, Inc., 1941. 138 pp. 1 350

16. Borchers, Gladys,L., and Claude M. Wise.
Modern Speech. New York: Harcourt, Brace
and Company, 1947. 522 pp. 1 100

17. Dolman, John. A Handbook of Public Speaking.
24 Rev. Fd. New York: Harcourt, Brace and
Company, 1944, 174 pp. 1l 200

18. ZEhrensberger, Ray, and Elaine Pagel. Notebook
for Public Speaking: A College Course in Basic
Principles. New York: Prentice-Hall, Inc.,
1946. 16b pp. 1 1800

19. Eisenson, Jon. Basic Speech. New York: The
Macmillan Company, 1950. 344 pp. 1 75

20. Ewbank, Henry L., and J. Jeffery Auer. Discus-
sion and Debate. New York: F. S. Crofts and
Company, 194l1. 524 pp. 1 40

21. Huston, Alfred C., and Robert A. Sandberg.
Everyday Business Speech. New York: Frentice-
Hall, Inc., 1943. 302 pp. | 470

22. Lamers, William M., and X. Zdward Smith. The
Making of a Speaker. ilwaukee: Bruce Fub-
lishing Company, 1937. 522 pp. 1 300

23. McCall, Roy. Fundamentals of Speech. New York:
The Macmillan Company, 1G4S. 235 Pre 1 Loo

24, Murray, Elwood, Raymond C. Barnard, and J. V.
narland. Integrative Speech. Denver: The Uni-
versity of Denver, 19hb. 266 PP 1 500
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Name of Text Number of Number of
Schools Students

25« UNorvelle, lLee, R., and Raymond G. Smith.
Speaking Effectively: Preparation and De-
livery. New York: Longmans, Green and
Company, 19u48. 2138 pp. 1 1000

26. Orr, Frederick W., Essentials of Effective
Speaking. New York: The Macmillan Company, v
19LL. 305 pp. 1 Uo2
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and Company, 1948. 160 pp. i 225

30, Williamson, Arleigh B., Charles A. Fritsz, and
Harold R. Ross. Speaking in Public. 24 Rev. Ed.
Mew York: Prentice-Hall, Inc., 1048, W45 pp. 1 200




2.

3.

0.

10.

1l.

12.

13.

14,

15,

SELECTED BIBLIOGRAPHY

Baird, A. Craig. "The Educational Philosophy ot the Teacher of
Speech.® The Quarterly Journal of Speech. 24 (Lecember 1938),
Pr. 545-553,

Baird, A. Craig, and Franklin H. Knower. General Speech: An Intro-
duction. New York: McGraw-Hill Book Company, Inc., 1949, h94 PP.

Barnes, Harry G. "Basic Concepts of Speech Education.® The Speech
Teacher. 1 (Jamuary 1952), pp. 14-19.

Bode, Boyd Henry. How We Learn. Boston: D. C. Heath and Company,
1840. 308 pp.

Bryant, Conald C., and Karl R. Wallace. Fundamentals of Public
Speaking. New York: D. Appleton-Century Company, Inc., 1947.

Childs, John L. Education and Morals. New York: Appleton-Century-
Crofts, Inc., 1950. 299 pp.

. Education and the Yhilosophy of Experimentalism.
New York: The Century Company, 1931. 264 pp.

Crocker, Lionel. Public Speaking for College Students. Second Edi-
tion. New York: American Book Company, 1950. 502 pp.

Dewey, John. Democracy and Education. New York: The Macmillan
Compeny, 1916. 418 pp.

s and James E. Tufts. Ethics. New York: Henry Holt and
Company, 1908. 606 pp.

. Experience and Education. New York: The Macmillan
Company, 1938. 116 pp.

. Experience and Nature. Chicago: Open Court Publishing
Company, 1925. 443 pp.

. How We Think. Revised Edition. Boston: D. C. Heath
and Company, 1933. 301 pp.

. Human Nature and Conduct. New York: Henry Holt and
Company, 1922. 33b PpPPe

. "Inquiry and Indeterminateness of Situations." The
Journal of Philosophy. 39 (1a42), pp. 230-29b.




lo.

17.

18.

19.

20.

2l.

22.

23.

2L,

5.

26.

7.

8.

?9.

20.

316

Dewey, Jochn. Logic, The Theory of Inquiry. New York: Henry Holt
and Company, 1938. 535 pp.

"The Field of 'Value'." Ray Lepley, Editor. Value:

A Cooperative Inquiry. New York: Columbia University Press,
1949. 470 pp.

. The Quest for Certalinty. New York: Minton, Balch
and Company, 1929. 318 pp.

. "Theory of Valuation." International Encyclopedia
of Unified Science. Vol. II, No. 4. Chicago: The University of
Chicago Press, 1939. 67 ppe.

Essays for John Dewey's Ninetieth Birthday. Kenneth L. Benne and
William O. Stanley, Editors. Urbana, Illinois: Bureau of Research
and Service, College of Education, University of Illinois, 1950.

92 PPe

Ewbank, Henry L., &nd J. Jeffery Auer. Handbook for Discussion
Leaders. lNew York: Harper and Brothers, 1947. 118 pp.

Fleischman, Earl Emery. "Speech and Progressive Education." The
Quarterly Journal of Specch. 17 (December 1941), pp. 511-517.

Freed, Conrad W. The Role of Speech in the Educative Frocess. Un-
published Fh. D. Thesis. The University of Southern California,
1940. 248 numb. leaves.

Hilgard, Ernest R. Theories of Learning. New York: Appleton-Cen-
tury-Crofts, Inc., 1948. 396 pp.

Justmen, Joserh. Theories of Secondary Education in the United
States. Teachers College Contributions to Educmtion, No. 81k,
New York: Bureau of Publications, Teachers College, Columbia
University, 1940. 481 pp.

Kopp, George A. "Basic Frincirles of Speech Zducation." Teachers
Sollege Record. 41 (February 1240), pp. 397-H4O04.

liayo, Elton. The Social Froblem of an Industrial Civilization.
Andover, Massachusetts: Tre Andover FPress, 1945. 150 pp.

Monroe, Alan H. Frinciples and Types of Speech. Third Edition.
Chicago: Scott, Foresman, and Company, 1945. b4] pp.

McRurney, James H., and Kenneth G. Hance. Discussion in Human
Affairs. New York: Harper and Brothers, 1950. 425 pp.

O0'Meill, James. "Speech in the Changing Curriculum." The AY—
terly Journal of Speech. 22 (April 1930), pr. 183-150.




31.

3b.

37.

38.

a7

Rodriguez, Alfonso. The Philosophy of a Fundamentals Course in
Speech. Unpublished M. A. Thesis. Wayne University, 1940.
120 numb. leaves.

Sarett, Lew, and William Trufant Foster. Basic Principles of Speech.
Revised Edition. Boston: Houghton Mifflin Company, 194b. 595 pp.

Smith, B. Othaniel, William O. Stanley, and J. Harlan Shores. Fun=
damentals of Curriculum Development. Yonkers-on-Hudson, New York:
World Book Company, 1550. 765 Ppe

The FPhilosophy of John Dewey. Librarv of Living Philosophers. Re-
vised Edition. Paul A. Schilpp, Editor. New York: ludor Publish-
ing Company, 1%51. 68b pp.

Thonssen, Lester, and Howard Gilkinson. Basic Training in Speech.
Brief Edition. Boston: D. C. Heath and Company, 1949. 241 pp.

Wagner, Russell H., and Carroll S. Arnold. Handbook of Group Dis-
cussion. Boston: Houghton Mifflin Company, 1950. 322 pp.

Wilson, Howard V. Some Implications of Dewey's Fhilosophy for the
Teackhing ot Speech. Unpublished M. A. Thesis. University of Il-
linois, 1G40. 69 numb. leaves.,

Winston Dictionary, The. College Edition. Fhiladelphia: Tre John
C. Winston Company, 1947.




