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Absrracr 

This paper analyses the concept of growth in Bertrand Russe ll' s education­
al thought . The aim is to show that , while Russell 's concept is inexact in 
compari son with those of Whitehead and Dewey , it incorporates a huma­
ni sti c conception of the individual based on his unique capac ities. Educa­
tion onl y succeeds in deve loping these in an atmosphere of freedom that 
observes the principle of reve rence. Reverence goes beyond the simple 
non-interfere nce implied by the princip le of liberty of trad itional liberal­
ism and requires an acti ve caring and nurtu ring on the part of the ad ult 
educator. 

Howard Woodhouse* 

The concept of Growth in Bertrand Russell's Educational Thought 

In Principles of Social Reconstruction, Bertrand Russell advances a concept of the individual 
which implies both a general theory of mankind as constructive beings , imbued with an innate 
principle of growth , and of soc iety as an environment fo r nourishing constructi ve or creati ve 
impulses. The individual is a tri ad of instinct, mind and spirit and the good of the individual 
comprises a harmony of the three . This can only be developed through an educational system based 
upon a reverence for the individual as an instinctive, intellectual and spiritual being. 

The core of Russell 's concept of the individual is the principle of growth . Recognizing the 
importance of impulse and desire in the determination of individual action, Russell writes : 

The impulses and des ires of men and women , in so fa r as they are of rea l import ance in their li ves, are not 
detached one from another , but proceed fro m a central princ iple of growth , an instinctive urgency leading 
them in a certain direction, as trees seek the light. So long as this instincti ve moveme nt is not thwarted , 
whatever misfortunes may occur are not fundamental d isasters, and do not produce those distortions which 
result fro m interfe rence with natu ral growth. Thi s int imate centre in each human be ing is what imag ination 
must apprehend if we are to unde rstand him intuiti ve ly. It d iffe rs from ma n to ma n, and determines fo r each 
man the type of exce llence of which he is capab le. T he utmost that soc ial institutions can do for a man is to 
make hi s own growth free and vigorous: they cannot force hi m to grow according to the pattern of another 
man. 1 

Here, Russell has begun the construction of his account of the individual: 
1) In comparing the growth of human be ings to the natura l growth of organi sms , he places human 
development within biologica l deve lopment. 
2) In de fining the principle of growth as the uni fy ing source of impulse and des ire . he is able to fo rmulate 
individual misfortunes as inessenti al, prov ided that they do not thwart the principle's development. 
3) In conce iving intuition and imag ina ti on onl y as capable of apprehending the intimate centre of each 
individual, he call s for the necess ity of caring and sensiti ve educational relations. 
4) Finall y , in stating that this centre di ffe rs from person to person, he is able to recommend that the task of 
soc ial institutions is the liberation of the indiv idual 's potential for exce ll ence rather than the inculcation of 
fi xed and pre-determined patterns. 

Russell thus art iculates a concept of the individual which is grounded in both the spec ies nature of 
mankind2 (rooted in a universal principle) and in the uniqueness of each person (rooted in distincti ve 
instinctual growth patterns). 
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In this paper I shall proceed in the fo llowing manner: 1) 1 shall analyse Russell' s account of the 
individual whose core resides in the principle of growth. 2) 1 shall analyse the principles of freedom 
and reverence which Russell be lieves best enhance free and untrammelled growth. 3) I shall 
consider two problems in Russell 's account of growth and suggest answers to each. consistent wi th 
his premises. 4) I shall show that Russe ll 's theory of growth is imprec ise in comparison with those of 
John Dewey and A .N. Whitehead. Hav ing briefl y analysed each. I shall infer that Russe ll is more 
concerned with the general manner in which education is conducted (namely. one that stimulates 
growth) than with the exact methods of in truction required to do so. 

Russell intends the metaphor of growth to appl y to human development in both the phys ical and 
mental spheres: 

There is in hu man beings , as in plants and animals. a certain natural impul se of growth . and this is just as true 
of mental as physical development. ·' 

Whereas air , nouri shment. and exercise aid healthy phys ical development. Russell recogni zes 
that the external conditions which enhance healthy emotional and intellectual growth are more 
complex: 

Men, like trees, require for their growth the right so il and a sufficient freedom from oppression. These can be 
helped or hindered by political institutions. But the so il and the freedom required fo r a man's growth are 
immeasurably more difficult to discover and to obtain than the soil and the freedom required fo r the growth of 
a tree. And the full growth which may be hoped for cannot be defi ned or demonstrated ; it is subtle and 
complex. it can only be felt by a de licate intuition and dimly apprehended by imagination and respect." 

As well as emphasizing the need for subtlety and sensiti vi ty in drawing out the indi vidual's 
potential. Russell also stresses the need fo r freedom from oppression. In c ircumstances of fear. of 
overt force , of arbitrary discipline or of the stultifying labour so prevalent in the modern world the 
individual is not likely to reali se his potential. As Russell puts it : 

The outside influences that help [mental growth I are those that merely provide encouragement or mental food 
or opportunities for exercising mental fac ulties. The influences that hinde r arc those that interfere with 
growth by applying any kind of force . whether di sc ipline or authority or fea r or the tyranny of public opi nion 
or the necessi ty of engaging in some totall y incongenial occupation. Worst of all influences are those that 
thwart or twist a man ·s fundamental impulse . which is what shows itse lf as conscience in the moral sphere; 
such influences are likely to do a man an inward damage from which he will ne ve r recover. " 

Clearly , Russell finds particularl y harmful those influences which deny the indi vidual hi s moral 
autonomy and thereby stifle one fundament al aspec t of the principle of growth : the freedo m to 
exercise indi vidual judgement in the intellectual and moral spheres. 

In general, Russell is opposed to the total control of instinct by will : in his view. the repression of 
basic impul ses advocated by tradi tional morality results in ei ther the destruction of the indi vidual' s 
instinctive vitality or the re-emergence of new. more destructi ve in stinctual forms.6 

Where fu_ndamental impul ses are stifled and vital growth crushed . the result is a fee ling of 
impotence in the. individual : "The things that crush growth are those that produce a sense of 
impotence in the directions in which the vital impul se wishes to be effec ti ve. '' 7 Particularly 
destructive are instances where the individual's will is seduced by ac ti vities which counter hi s 
fundamental impulses. Russell has in mind cases where vi tal impul ses lead an individual toward 
some creative activity (such as be ing a writer). which is g iven up fo r the safety of a conventional 
career (such as being a journalistic hack). If thi s is done wil lingly. it suggests to Russell that the 
individual has been seduced by the rewards expected to accrue to him as a hack. that he has been 
dri ven by a fear of the risks expected to befa ll him as a writer. The problem is not. however. 
resolved: e ither his fundamental impul ses will suffer frustration in the conventional careerx . or they 
will cease to be a powerful motive altogether. 9 In the forme r case. the result wi ll be an unending 
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search fo r objects of satisfaction, unending because, as long as the individual is mistaken about the 
nature of him impulsive motivat ion, he will fa il to find lasting sati sfaction. In the second case, the 
result will be a complete crushing of hi s vi tal growth and a subsequent , total loss of vi tality. In 
Russell ' s view, this indeed is the present lot of the majority of mankind 10 

- lives bereft of 
satisfaction and potency. 

Despite the personal and soc ial costs engendered by the domination of will over in st inct , Russell 
acknowledges that the will does have a role to play in the development of an integrated individual, 
even if it is a relatively minorone. His distinction between 'outward' and ' inward ' will allows him to 
develop a positive form ulat ion of this ro le. Outward will is directed towards tasks in which the 
individual meets opposition or difficulty , for example, intellectual pursuits in which the confronta­
tion with boredom and complex ity are inevitable as they inhere in the life of the mind. The disc ipline 
req uired to persevere is essenti ally that of an act of wi ll. Outward wil l, moreover, is present in all 
those who lead a vigorous li fe, who are capable of consistent self-di rection, who embody a central 
purpose; it is the sine qua non of the integrated individual: 

The first fk ind of will], which is directed out ward. is ca lled into play by ex ternal obstac les. either the 
opposition of others or the technica l difficulties of an undertak ing. This kind of will is an expression of strong 
impulse or desire, whenever instant success is impossible: it exists in all whose life is vigorous, and only 
decays where their vital force is enfeebled. It is necessary to success in any difficult enterprise . and without it 
great achievement is very rare. 11 

Alternatively, inward will is coercive and deceptive; its operation generally pre-requisites a lack 
of self-knowledge: 

Often. chiefly from fai lu re of self-knowledge . a man 's will is on a lower level than his impulse: his impulse is 
towards some kind of creation, with a sufficien t income and the respect of his contemporaries. 12 

Unlike, then, the vi tal and constructi ve character of outward will which allows an indi vidual to 
reali ze self-direc ted tasks (i. e. , tasks of an intellectual and spiritual nature), the repressive and 
externally imposed character of inward will at the most provides the individual with a mechanism to 
cope with inner conflict (i.e . . between the impulse towards creati vity and the need for security) . As 
such, it is to be avoided except in those instances where the individual is paralyzed by inner conflict. 

Such conflict, however, will be rare fo r the harmonious individual and as such the exertion of 
inward will is not a necessary capac ity. 13 Lest this seem too utopian, Russell reminds us that total 
inner harmony is an ideal approaching reali zation given only the correct soc ial conditions: 

The power to exert inward wi ll when the occasion arises must always be needed by those who wish thei r lives 
to embody some central purpose , bu t with be11er institutions the occasions when inward will is necessary 
might be made fewer and less important. 14 

Thus , the integrated or harmonious individual is one who will experience fewer conflicts between 
his impulses and desires (e.g., an impulse to run outside and go swimming and a desire to finish the 
essay which he is writing) , since his life will increasi ngly embody his centra l impulses in a unified 
fo rm . Given the unity of his li fe. in particu lar the pursuit of spiritual goals based on a universal 
fee ling of love , he will find lasting satisfaction in purposes which he has consciously considered. the 
spontaneity of his impulsive or instinctual life is integrated on a higher level with his spiritual goals, 
thereby re-emerging in a new, more mature, less fragmentary fo rm . He now willing ly pursues tasks, 
the importance of which he perceives with greater clarity. Since his desires are based directly on hi s 
instincts, inward will , or the control ofone fo r the realization of the other. is a faculty he rarely needs 
to use . 

Russell conceives of spirit as the major harmonizi ng force of the indi vidual. Whereas instinct 
provides the individual with a vital and concrete sense of belongi ng with others, spirit takes these 
instinctual fee lings and , by channelling them into such activities as art , philosophy , and sc ience, 
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universalizes them . In becoming universal, they cease to be open to the criticism of mind , to which 
they are prone as mere instinct ; subjective and circumstantial, instinctual feelings invite the 

impersonal and objective critique of mind . The spiritual transformation of instinct produces , 

however , a universal regard for mankind - a universal love - which combines the vitality of 
instinctual feeling and the objectivity of mind . thi s is the base of Russell 's humanism and the end he 
conceives for individual development. 

II 

The ultimate aim of Russell 's social theory is to establish a harmony be tween the interests of the 
individual and those of society as a whole. In order to realize this ai m , two political principles must 

be applied in the everyday life of society: 

1. the growth and vitality of indi viduals and communities is to be promoted as far as poss ible. 
2. the growth of one individual or one community is to be as little as poss ible at 1he expense of another. 15 

Russell conceives of the second of these principles as applicable both in the private and public 

affairs of men and women . When applied by an individual in his pe rsonal re lationships with others, 
it is the principle of reverence upon which hi s actions are based. Anyone who utili zes the principle 

regards the life of another as having equal importance to his own . 16 In other words , he shows respect 

for the principle of growth of the other and does not impede its freedom to develop. The principle of 
reverence is of particular importance in ed ucat ion , since it implies a respect for the rights of the child 

and a responsibility on the part of the adult not to attempt to mould all children in a uniform 
manner. 17 Applied universa lly, in the political realm , reverence incorporates the principle of liberty . 

Russell conceives of liberty as an essentially negative principle: " ... it te lls us not to interfere , but it 
does not give any bas is for construction. " 18 In respecting the liberty of all men , a political theory 
bases itself primarily upon the right of non-i nterference: the righ t of a ll men to pursue their own 

ends, provided that they do not the reby interfere with the libe rty of o thers. This conception of 
negative freedom, or freedom from oppression , poverty and coercion in both thought and action 

forms the bas is of traditional liberali sm. 19 It implies, most importantly , the universal right to 
freedom of expression which Russell maintains as having fundamental importance. 

The whole realm of thought and opinion is utterl y unsuited to public control: it ought to be as free , and as 
spontaneous as is possible to those who know what others have believed. 20 

It remains unclear why Russell is so insistent upon the distinction between the princ iples of liberty 
and reverence until we understand that his purpose is to provide liberal political theory with an 

enlarged basis upon which to construct a more adequate conception of the social and political good . 

The breakdown of the social order brought about by the First World War made this an urgent task: 

To me, the chief thing to be learnt through the war has been a certain view of the springs of human action, 
what they are, and what we may legitimately hope that they wi ll become. This view, if it is true, seems to 
afford a bas is for political philosophy more capable of standing erect in a time of cris is than the philosophy of 
traditional liberalism has shown itse lf to be. 21 

Russell' s belief in the importance of impuls_es in determining human ac tion and the need for a 

spirit of reverence , within which the processes of education. politics and personal re lationships are 
to be conducted, are closely interconnected . Creative impulses can only develop in the young in an 

atmosphere of freedom and reverence. 

The princ iple of reverence implies more than a s imple non-interference on the part of adults in the 

process of education. It implies an active caring and concern for the well -being and freedom of the 
young on the part of the educato r. Moreover, it entai ls the provision of an environment su itable for 
the active channelling of his impulses in constructive activities by the child . Not only is the child to 

be free from the inte rference of o thers , but he is to be free to pursue those interes ts to which he is led 
by the natural development of both his growth and impulses. In this manner , he will develop as a 
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subject ab le to determine both what he wants and the means of obtaining these ends. The child is not 
a passive receptacle in to which can be poured both the established customs of his society and the 
general body of knowledge accepted by soc iety. Rather. he is a unique being. endowed wi th 
capac ities , some of which he share with the rest of mankind and others which arc pecu liar to 
himself. These capacities can only be forged into a cohesive whole th rough an acti ve process of 
development based primari ly on an inner freedom, proceed ing directly from the principle of growth . 
This inner freedom is expressed in ac ti vities of the young child 's own choos ing. II can be maintained 
only where institutions are based upon respect fo r the vitali ty and growth of the individual and 
non-interfere nce with his liberty. 

The principles of liberty and reverence . which are fundamental to the correct government of social 
and political institutions, correspond to the complementary conceptions of negati ve and positive 
freedom. The political principle of liberty corresponds to freedom from coercion by others while the 
educational principle of reverence complements the child' s freedom to determine fo r himse lf the 
ends of hi s own ac tions. 22 Only in an environment where both aspects of individual freedom are 
respected (namely in a soc iety based upon the twin principles of liberty and reverence) wi ll the 
underlying principle of growth attain its full potential. 

Institutions based simply on the principle of liberty prescribe non-interference with the indi­
vidual 's actions but are inadequate fo r the positi ve reconstruction of soc iety. Such institutions 
partially allow for the development of indi vidual growth by not interfering with it s free expression. 
However, they lack a theoretical principle for determining the type of growth to be pu rsued and the 
type of institutions to be constructed. For this reason Russell introd uces the principle of reverence. 
since it provides just such a pos itive basis fo r social and political reconstruction. Reverence towards 
the ch ild , for example, wi ll provide the correct atmosphere fo r the deve lopment of creati ve impulses 
and not those impulses which proceed from a thwarted principle of growth and result in war. the 
unending desire for property and the use of the coerc ive apparatus of the state.1-1 

Both the principle of growth and the inner freedom stemming from it arc pre-social in nature . 
They can be realized and developed within the soc ial context , but are a fun ction of the individual 's 
intrinsic nature . Certainly the child learns much from his contacts with society, but soc iety does not 
simply mou ld hi s nature into any fo rms which it sees fit. Learning is a two- way process . in which the 
child is both influenced by and influences hi s environment. This is the reason why reverence and the 
posi tive aspect of freedom are so important in Russell 's account. In learning to be a subject, who 
determines what he wants, the child learns to exercise his potentiality for growth by making 
decisions about the ends of hi s own ac tions. The more skilled he becomes at pursuing act ivit ies 
which stem from his own impulses and applying both intelligence and will in thei r performance, the 
greater the expansiveness of his principle of growth and the greater the respect that he acquires both 
fo r himself and for others. 24 

Ill 

Two important questions concerning the principle of growth suggest themselves . They arise from 
the notion of changing human nature and the methods which Russell recommends for this purpose. It 
is clear that Russell regards the principle of growth as an innate structure upon which the child 's 
organic development is based. As he puts it elsewhere: 

The humanistic conception regards a child as a gardener regards a young tree . i.e .. as someth ing with a 
certain intrins ic nature, which will develop into an admirable fo rm. given proper soil and air and light. 2~ 

The questions I wish to raise are as fo llows: how is the notion of the child possess ing an intrinsic 
nature consistent with Russell 's stress upon changing the psychological structure of mankind? 
Moreover, is there anything distinctive of human growth in addition to its biological aspects? 



The Journal of Educarional Thoughr. Vol . 17. No. I . April 1983 17 

The inconsistency between Russell 's belief in human beings possessing an innate structure and his 
insistence upon radical change in this structure is more apparent than real. Russell certainly believes 
that human nature can be changed by environmental factors and regards such factor of major 
importance in influenc ing whether the paths along which instinctive impulses develop are to be 

constructive or destructive . 26 At the same time, his emphas is upon the principle of growth indicates 
that he does not regard the constructive channelling of impulses as simply a matter of allowing an 
unstructured ' tabula rasa' to thrash about in a random manner in order to determine which avenues 

allow it the fulles t autonomy. This concept ion of freedom is based upon a view of the individual as 
selecting his own unique paths of development without any prior constraints placed upon him . The 
process is a matter of chance in which the individual forges his malleable and incomplete nature by 
making his own private choices. For Russell , freedom only has meaning in re lation to a a priori 
structure which places constraints upon such decisions and the paths of development which result 
from them. There are organizational forms , whose origin is to be found in the shared character of 
human beings, within which the drive fo r human freedom and knowledge takes place. As Chomsky 

puts it: 
The principles of mind provide the scope as well as the limits of human creati vity. Without such principles, 
scientific understanding and creati ve acts would not be possible . . One who abandons all forms, all 
conditions and constraints, and merely acts in some random and entirely willful manner is surely not engaged 
in arti stic creation, whatever else he may be doing. 27 

Chomsky asserts that Russell conceives of knowledge and freedom as a function of intrinsic 
principles of mental organization, which place absolute limits upon what can be known. 28 Given 
such a view , freedom only has meaning in re lation to these constraints and can be enjoyed only when 

it stems from the internal core of the individual: 
There is an interplay, a complex relationship between constraints and ru les and creati ve behav ior. If there is 
no system of rules , no system of constrai nts, no set of forms , then creative behavior is quite unthinkable. 
Someone who is throwing paints at a wall in an arbitrary fas hion is not acting creati vely as an artist. Similarly 
some system of constrai nts and forms and principles and rules is presupposed as a basis fo r any kind of 
creati ve action. 29 

This leads naturally into consideration of the second question posed above. The analogy between 
the cultivation of the young tree and the young child is just that: an analogy which points to several 
similarities be tween the growth of the two organisms , but which does not mean that the two 
processes are identical. The key difference between the two is that mankind , unlike trees, is both a 
natural and a cultura l, or historical , being. While man is a biological o rganism determined by his 
genetic structure and environment , culture stems from the unique manner in which man interacts 
with his envi ronment. Unlike other animals, whose behaviour is determined by instinct and reflex 
and who simply adapt to their environment , man changes his materia l c ircumstances through active 
manipulation . Men and women are capable of determining their own lives and their re lationship both 

to nature and to each other by means of reflection and action. In this manner , they are beings who 
transcend the strictly biological realm , which they share with the rest of nature , including plants al)d 
animals . In order fo r the process of education to be successful , therefore, it must respect this active 
aspect of the human mind and not simply teach the child to adapt in a pass ive manner to the particular 
social order in which he finds himself. As Marx put it , in arguing against the materia lism of 
Feuerbach: 

The materialistic doctrine concerning the changing of circumstances and education forge ts that circumst­
ances are changed by men and that the educator himself must be educated. 30 

Thus Russell 's analogy between education and gardening is not to be interpre ted literally, s ince to 
do so would overlook the distinctive fea tures of human development. 

As a result , when Russell writes of the need to p rovide the child with the ' proper soil and air and 
light' , he is recommending that educators and pare nts prov ide fo r the physica l needs of the child and 
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also approach their task with the ki ndness and care appropriate to the subtle process of human 
growth . Only in an atmosphere of warmth and freedom will the human sapling grow to realize its full 
potential. Freedom, in particular, is a necessary condition for the maturation process to unfo ld 
without the distortions of stunted growth . Without it , the child will bend in the di rections suggested 
by the desires of others and thwart his own distinctive principle of growth , constantly seek ing the 
light and air of its own choosing. 

There is a distinctly romantic fl avour to the position which Russell is advocating . Education is to 
provide favourable conditions of growth to the young, enabling them to attain the goal of self­
direction . This goal can only be reached by allowing the unfo lding of an innate pattern in the child , 
which is all too easily disturbed. Moreover, the key e lement in this process is the inner self of the 
child , not the mature self of the educator, standing in authority over the child. The stress upon the 
unfo lding (litera lly, the leading out) of the child 's natu re lies at the core of Russell ' s account , as it 
does in the Romantic school of education in general: 

With regard to childhood , this philosophy involves not only an awareness that the child possessed an inner 
self but also a valu ing of childhood , to which the origins of the se lf could be traced. The adul t, through taking 
the child 's point of view, could experience otherwise inaccessible elements of truth , goodness and reality. 3 1 

The necessary empathy on the part of the adult is provided by Russell 's principle of reverence. 

IV 

In contrast to A .N. Whitehead and John Dewey, Russell is imprec ise about the stages of 
development through which the child is to proceed on the road to autonomy. For Whitehead, the 
initial stage of education is that of romance, in which the child 's innate curiosity is to be given the 
fullest possible leeway. But he supplements this with two further stages : the stage of precision and 
the stage of generalization.32 Each synthesizes elements of the previous stage and builds upon the 
intellectual and emotional development of the child without destroy ing the instinctive curios ity 
which provides the motivation for education. Like Russell , Whitehead contrasts mechanical and 
human development as fo llows: 

In the production of a mechanism the constructi ve energy lies outside it , and adds discrete parts to discrete 
parts. The case is far different for a liv ing organism which grows by its own impulse towards self­
development. This impulse can be sti mulated and guided fro m outside the organi sm, and it can also be killed. 
But fo r all your sti mulation and guidance the creative impulse towards growth comes fro m within , and is 
intensely characteristic of the individual. 33 

By recognizing the conflicting, rhythmic demands of freedom and disc ipline and relating them to 
the different stages of development , Whitehead offers a more comprehensive account than Russell. 

While both men concur on the crucial importance of self-discipline and its interdependence on the 
notion of freedom within limits34

, Whitehead expl ains how such discipline meshes with the child 's 
own development. Once the child has emerged from the stage of romance , he seeks more precise 
knowledge , capable of expl aining the hitherto unrelated phenomena which have met his eye. The 
child pushes on in his inquiry: " ... getting to know the fundamental details and the main exact 
generalisations, and ... acquiring an easy mastery of technique". 35 While romance is in the 
background , it is not dead , simply subservient to the demands of acqui ring precise knowledge. 
Curiosity re-emerges in the final stage of development in which the adolescent utilizes precise 
knowledge for his own ends. He is now capable of generalizing upon the bas is of his findings, 
determining the principles of organization underlying various fie lds of inqui ry and re lating such 
knowledge to hi s own specific needs and interests: "The stage of generalisations is the stage of 
shedding details in favour of the active application of principles, the details retreating into sub­
conscious habits" . 36 
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Much of what Whitehead writes is in keeping with the tone of Russell 's theory. Yet none of it is 

explicit in that theory . This may be because Russell was more concerned with the spirit in which 
education is to be conducted than with detailed accounts of educational theory and psychological 

development. Moreover, he only spent one chapter of Principles of Social Reconstruction explicitly 

on education and one other on growth . Both are integral aspects of a full-fledged social and political 

theory. It is therefore perhaps unfair to compare his educational judgements with those made in a 
book devoted entirely to educational philosophy. It is hardly surprising that the comparison should 
be unfavourable to Russell. 

The point is brought home by briefly contrasting Russell 's account of growth with that of Dewey. 

Dewey also believes that inte llectual development can only proceed on the basis of instinctive 

curiosity: 
Unless the activity lays hold on the emotions and desires, unless it offers an outlet for energy that means 
something to the individual himself, hi s mind will tum in aversion from it, even though he keeps at it. 37 

Moreover, the notion of growth occupies a central position in Dewey ' s theory, since it is 

conceived as the only legitimate and co-terrninous aim of education. For Dewey , growth and 

education are one and the same process: 

Our net conclusion is that life is development, and that developing, growing is life. Translated into its 
educational equivalents , that means (i) that the educational process has no end beyond itself; it is its own end; 
and that (ii) the educational process is one of continually reorganising, reconstructing, transforming ... 
Since in reality there is nothing to which growth is relative save more growth , there is nothing to which 
education is subordinate save more education. 38 

Only where education stimulates the child's capacity to grow , can it be considered a success. As 

the child develops, his growth enables him to undertake tasks of increasing difficulty and to 
reorganize and restructure his experience. The task of the school curriculum is less that of imparting 

to him the accumulated knowledge of past generations than of developing in him the skills necessary 

to utilize such knowledge for his own purposes and needs . 39 Again, the child 's mind is to be 

considered as an active organism, capable of manipulating the tools at its disposal, integrating them 

with past experience, and changing its patterns of thinking, rather than as a pass ive receptacle of 
inert facts. 

Thus Dewey conceives of growth both as the founding principle of the individual and as identical 
with the educational process itself. For Dewey, growth, provides the aim of education. Like other 

progressivists, Dewey analyzes the stages of its development in some detail. Since the process of 
growth is dynamic , the various stages through which the growing child passes require clarification: 

As an educational ideology, progressivism holds that education should nourish the child 's natural interaction 
with a developing society or environment. Unlike the romantics , the progressives do not assume that 
development is the unfolding of an innate pattern or that the primary aim of education is to create an 
unconflicted environment able to foster healthy development. Instead, they define development as a 
progression through invariant ordered sequential stages. The educational goal is the eventual attainment of a 
higher level or stage of development in adulthood , not merely the healthy functioning of the child at a present 
level. 40 

Dewey 's con_cern is to enable the child to solve problems of increasing difficulty and develop his 
capacities by integrating different aspects of his experience with the information he acquires. In this 
manner, the child advances towards maturity: 

Only knowledge of the order and connection of the stages in the development of the physical functions can 
insure the full maturing of the psychical powers. Education is the work of supplying the conditions which will 
enable the psychical functions, as they successively arise , to mature and pass into higher functions in the 
freest and fullest manner.41 

Dewey gives analytic consideration to the stages of growth in a manner that is absent from 

Russell 's account. A key difference between the two is their different conceptions of growth and 
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how it is best secured. For Russell growth is in an innate pattern whose unique development is to be 
respected by education. For Dewey, growth and development are the only legitimate aims of 
education and must be understood in their sequential stages for education to be successful. 42 

To conclude, Russell 's emphasis is upon the spirit in which early childhood education is to be 
conducted. He is less concerned with the details of individual development than with the general 
principles that give fullest expression to autonomy. Provided that these are carefully attended to , the 
exact manner in which education proceeds will take care of itself. The important thing is to ensure 
that the fragile being of the child is not destroyed before it has a chance to bloom. 1 believe that 
Russell would have agreed with the following: 

Growth and social interaction are more important than education . .. In order to see this, we must notice that 
it is , on the whole, much more difficult to repair the negative effects of unfortunate social interaction in 
childhood than to repair the negative effects of insufficient transfer of knowledge or information , although 
they may be serious enough. But whereas we can, in principle, catch up with our neglected education , it is 
much harder, and sometimes impossible, to rehabilitate unsuccessful growth .43

. 
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