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Abstract

This theoretical article examines the intellectual transition from David Hume's empirical epistemology
to the dimensions of educational and behavioral foundation. It analyzes how Humean epistemological
principles, grounded in sensory impressions and direct experience, lead to an educational model in which
habit functions as the principal mechanism for shaping behavior and forming the learner's second nature.
The model also relies on moral sentiment and social sympathy as a basis for regulating emotions. Using
the critical-analytical method, the article highlights Hume's role in moving educational thought from
metaphysical models of rote instruction toward a functional empirical perspective. It also identifies the
critical limits of this foundation, especially the risk of moral relativism and the marginalization of abstract

rational judgment.
Keywords: empirical epistemology; educational foundation; habit; moral sentiment.
Introduction

Modern philosophy marked a decisive stage in the reformulation of educational concepts. Education
was no longer viewed merely as the authoritative transmission of metaphysical knowledge or the
imposition of rigid moral rules. It increasingly came to be understood as a dynamic process connected to
the structure of the human mind, the formation of knowledge, and the shaping of human behavior. Within
this changing intellectual context, the Scottish philosopher David Hume (1711-1776) stands as one of
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the leading figures of radical empiricism. He redrew the boundaries of human knowledge by criticizing

abstract rationalism and grounding knowledge in direct sensory experience.

Although Hume did not devote a separate book to education, as his contemporary Jean-Jacques
Rousseau did in his well-known work Emile, his integrated philosophical system contains profound
educational dimensions and implications. A system that makes sensory impressions the basis of every
idea, treats habit as 'the great guide of human life," and grounds morality in moral sentiment and emotion
rather than pure reason is, in essence, a system that establishes an indirect yet decisive educational and

behavioral view of human formation.

This theoretical article traces the intellectual movement from empirical epistemology to educational
foundations. For Hume, an account of how ideas are formed in the human mind provides an important
entry point for understanding learning, habit formation, and behavioral guidance. From a Humean
perspective, education moves away from ready-made forms of rote instruction and assumptions about
innate ideas. It becomes a functional process grounded in direct experience, empirical regularity, and the

cultivation of social sympathy as a means of regulating emotion.

At the same time, an empirical foundation that gives priority to the senses, emotion, and habit raises
difficult philosophical and educational questions. Epistemological skepticism, the dependence of
morality on changing forms of social approbation, and the reduced role of abstract rational judgment may
expose education to moral relativism and uncertainty about stable educational aims. Hume's thought
therefore requires a critical analytical reading. Such a reading should examine its epistemological and
moral foundations, derive its possible applications in modern educational thought, and identify the limits

of the model.

Against this philosophical and educational background, the article addresses the following general

question:

How does David Hume's empirical epistemology contribute to the foundation of a coherent
educational and behavioral model, and what critical limits does this perspective encounter when

evaluated from an educational standpoint?
1. Conceptual Definitions

Defining the philosophical concepts and specifying their epistemological and educational meanings
requires placing them within their comparative philosophical context. The distinctiveness of Hume's

position becomes clear only when his central concepts are considered in relation to parallel or intersecting
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positions among philosophers and thinkers concerned with education and knowledge. The article

identifies the following five basic concepts:
1.1 Empirical Epistemology

Empirical epistemology is generally defined as the theory of knowledge that traces the origin and sole
source of knowledge to sensory experience and direct observation. It completely rejects any a priori
knowledge or innate ideas that precede experience (Mahmoud, 1983, p. 45). Hume's empiricism differs
from that of his predecessor John Locke. Locke established empiricism by rejecting innate ideas and
treating the mind as a tabula rasa on which experiences are imprinted. Hume developed a more radical
analysis by dividing perceptions into vivid and immediate sensory ‘impressions’ and the fainter ‘ideas’
derived from them (Locke, 1975, p. 104; Hume, 2014, p. 32).

For the purposes of this article, empirical epistemology refers to the epistemological foundation that
rejects metaphysical indoctrination and prior innate ideas as the basis of learning. In their place, it

supports an educational model based on direct observation and on the learner's sensory impressions.

1.2 Educational Foundations

Educational foundations refer to the conceptual system and the epistemological, philosophical, and
ethical frames from which educational aims, objectives, and methods are derived (Noddings, 2018, p.
12). This concept intersects with the position of the pragmatist philosopher John Dewey, for whom
educational theory can be understood as an explicit and practical expression of philosophical thought.
From this perspective, epistemology moves beyond abstract inquiry and becomes a means of shaping

behavior and organizing human experience (Dewey, 1916, p. 384).

In this article, the concept is used operationally to identify the educational rules and practices that can be
inferred from David Hume's empirical and moral philosophy. Hume did not write a separate work on
education. Nevertheless, the study traces how his philosophical principles can be translated into

approaches to child education and the formation of adaptive behavior.
1.3 Custom and Habit

Habit is a psychological and behavioral mechanism that arises from the regular conjunction of
phenomena and actions in direct experience. This regularity produces a mental tendency and an automatic
expectation that outcomes will recur when their causes occur (Karam, 2012, p. 188). Hume's concept of
habit differs from Aristotle's traditional ethical account. Aristotle regarded habit as a means of acquiring

virtue through repeated practice and through balancing excess and deficiency (Aristotle, 1924, p. 75).
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Hume, by contrast, elevates habit to an epistemological status. He makes it 'the great guide of human

life," replacing abstract rational judgment and the notion of necessary causation (Hume, 2018, p. 104).

Operationally, habit is understood here as a regulating force in the behavioral and adaptive development
of the learner. Through repetition, desirable actions and experiential learning become a "second nature"

that guides everyday and social behavior with increasing spontaneity.
1.4 Moral Sentiment

Moral sentiment refers to an affective disposition or inner feeling through which individuals distinguish
between good and bad on the basis of personal and social approbation or disapprobation rather than
formal rational inference (Cohon, 2008, p. 67). Hume's position belongs to the moral sense tradition
associated with thinkers such as Anthony Ashley Cooper, the Third Earl of Shaftesbury, and Francis
Hutcheson. Hume, however, developed this tradition by reducing its metaphysical elements and
connecting moral evaluation to sympathy and social utility. This differs from the stricter moral
philosophy of Immanuel Kant, who grounded morality in unconditional rational duty (Hutcheson, 2002,
p. 45; Kant, 1998, p. 22).

In operational terms, moral sentiment functions here as the affective foundation of moral education in
Hume. The learner is educated to regulate emotion, develop sympathy, and live in harmony with the
group. Moral action therefore emerges from sentiment and social approbation rather than from the simple

imposition of rigid rules.
2. Epistemological Foundations of Education in David Hume

David Hume's empirical epistemology constitutes a radical epistemological break with the rationalist,
metaphysical, and idealist philosophical tradition that preceded him. Hume redraws the map of human
understanding by analyzing the architecture of the mind and rejecting the doctrine of a priori innate ideas.
If traditional epistemology turned education into the formal transmission of fixed and absolute rational
principles, Hume's theory of knowledge offers a pedagogical alternative. It grounds the teaching-learning

process in empirical impressions, the regularity of habit, and affective moral sentiment.

These foundations and their practical educational implications can be examined through three main

dimensions.
2.1 The Priority of Sensory Impressions and Learning Through Direct Experience

2.1.1 Theoretical and Epistemological Analysis



In A Treatise of Human Nature and An Enquiry Concerning Human Understanding, Hume begins by
drawing a decisive distinction between two categories of human perceptions. They differ in force, clarity,

vivacity, and psychological intensity:

« Impressions: immediate and more vivid sensations, feelings, and emotions. They enter consciousness
when we see, hear, touch, love, or hate in the present moment. They include both external sensation and

inner feeling.

« Ideas: fainter images or secondary copies of impressions. The mind later recalls them through memory

or imagination when the immediate sensory stimulus is absent (Hume, 2014, pp. 32-35).

On the basis of this distinction, Hume establishes his strict principle of the 'priority of impressions over
ideas.' No simple or complex idea exists in the human mind without a prior simple sensory impression
from which it derives. In explicit terms, the article states: 'The human mind is a blank slate that contains
no innate a priori knowledge, and everything formed within it is the result of accumulated sensory
impressions from the external world and lived experience' (Hume, 2007, p. 13). Accordingly, the
rejection of innate ideas directly undermines educational methods based on dry abstraction and the

passive acceptance of knowledge without sensory support.

Direct sensory impression (lived experience / senses) -> simple ideas -> associations and complex

ideas

In educational practice, this principle creates a break with the 'pedagogy of rote learning," which treats
the student as a passive recipient required to memorize abstract concepts and verbal formulas that have
no sensory basis in lived reality. Abstract ideas acquire cognitive validity and mental stability only by

continually returning to the 'first impression' from which they were derived.

Practical application: teaching natural and physical sciences

When teaching abstract concepts such as density, atmospheric pressure, or photosynthesis, the teacher
should not begin only with mathematical or theoretical definitions on the board. A Humean approach
would first expose learners to a vivid experience. For example, students may immerse objects of different
densities in water and directly observe and feel how the liquid responds. This concrete visual and tactile
experience provides a sensory basis from which the concept of density can gradually develop. The

concept is then understood as an experienced relation rather than as a verbal formula learned by imitation.

Practical application: teaching social and linguistic concepts



A similar principle can be applied to social or linguistic concepts such as justice and cooperation. Giving
students a fixed text to memorize for an examination may produce weak and empty ideas. A Humean
alternative is to place students in meaningful interactive situations, such as role-play or social simulation.
The learner may experience exclusion and fairness directly. These affective impressions can give the

concept of justice a psychologically meaningful and lasting basis.
2.2 The Regularity of Habit and the Formation of the Learner’s "*Second Nature"
2.2.1 Theoretical and Epistemological Analysis

Hume's critique of the principle of strict rational causation is one of the boldest theses in the history of
epistemology. Hume argues that abstract formal logical reasoning provides no certain proof that event A
is the direct and necessary cause of event B. What we observe in nature is only repeated succession and

‘constant conjunction’ between two phenomena in time and space (Hume, 2018, p. 102).

What, then, makes the human mind certain that the sun will rise tomorrow, or that fire will heat water
every time? Hume's answer is that it is not abstract rational judgment but ‘custom' or repeated
conjunction. Habit is the psychological and affective mechanism formed through the repetition of a
particular experience. It generates an anticipatory mental tendency to expect the second event as soon as
the first appears. From this standpoint, Hume describes custom as 'the great guide of human life." Without
habit, human beings would remain unable to make decisions or act in practice, and thinking would remain

exhausting and scattered before every event they encounter (Hutcheson & Hume, 2002).

Repeated practical conjunction (behavior + environment) -> psychological tendency (habit) ->

automatic behavior and adaptation (second nature)

This epistemological principle shifts the center of educational and behavioral formation away from verbal
advice and theoretical moralizing. It places greater emphasis on the design of habits and on repeated
practice. Learners do not acquire scientific thinking, critical reading, or self-discipline through lectures
alone. These capacities develop through regular and sustained practice until the learned behavior

becomes a "second nature" that can be performed with less conscious effort.

Practical application: academic skills and study habits

If an educational institution seeks to develop time management, critical thinking, or exploratory reading,
a Humean model would favor supportive and repeated classroom routines. A lesson might begin each

day with five minutes of brainstorming and open-ended questions. Through repeated association,



students may develop a stable tendency to question, examine, and doubt constructively. Critical inquiry

then becomes a familiar practice rather than an exceptional task.

Practical application: citizenship and solidarity

Environmental awareness and respect for cleanliness are not developed merely by assigning marks for a
theoretical lesson about the environment. They are strengthened through repeated practical activity.
Students may participate in planting the school garden or sorting classroom waste each day. Repetition
strengthens habit. Habit, in turn, stabilizes a behavioral tendency. The environmental action can then

move from an externally imposed duty to an integrated part of the student's everyday conduct.
2.3 Emotion and Moral Sentiment: Reason as the Servant of the Passions
2.3.1 Theoretical and Epistemological Analysis

Hume's moral epistemology moves against rationalist approaches, whether Socratic, Cartesian, or later
Kantian, that assign reason an independent power to control desire and direct moral behavior. Hume
famously writes that "reason is, and ought only to be the slave of the passions,"” and that it can claim no
other office than to serve and obey them (Hume, 2018, p. 210; Cohon, 2008, p. 67).

This does not mean that reason has no role. Reason compares, analyzes, and identifies relations. It also
helps determine the means by which an end may be achieved. Yet reason alone does not move the will.
In Hume's account, moral motivation is rooted in sentiment. Approbation and disapprobation are central

moral responses, and they are nourished by social sympathy.

Sympathy, in this framework, is the psychological capacity to be affected by the pleasures and pains of
others and to reproduce aspects of their feelings within ourselves. Praiseworthy moral and social behavior
is therefore connected to the approval and satisfaction it generates in individuals and communities

because of its social usefulness (Noddings, 2018, p. 78).

Emotion and moral sentiment (sympathy / approbation) -> motivation and will -> reason as an

instrument for identifying means and solutions

This principle produces a radical transformation in the philosophy of classroom management and
educational-behavioral discipline. The model of deterrence through punishment and fear, based on
abstract authority, recedes. In its place appears a pedagogy of affective cultivation and the activation of

social sympathy.

Practical application: behavior modification and school bullying



When aggressive behavior or bullying occurs among students, the traditional rational-authoritarian
approach may limit itself to invoking school rules and imposing deterrent sanctions. This may deepen
feelings of rejection and aggression. The Humean practical perspective instead seeks to activate the moral
sense and psychological sympathy. The student who has bullied a peer is placed in a dialogue that
encourages imaginative perspective-taking: 'How would you feel if you were in your classmate's

position? Look at your classmate's facial expression and pain.’'

Bringing the victim's feelings into the aggressor's psychological field can activate sympathy and internal
moral sentiment. This may generate disapprobation toward the harmful behavior and encourage a

personal desire to repair the harm and regain the approval of teachers and peers.

Practical application: motivation to learn

If reason serves passion, learning motivation cannot be stimulated only by telling students that a subject
is important for their future. The classroom also needs positive emotion, curiosity, and interest. When
learners experience the pleasure of discovery, the satisfaction of success, and social approval from

teachers and peers, these feelings can become motivational energy. They support sustained cognitive

effort and encourage the learner to seek further knowledge.

Socio-Pedagogical Synthesis of the Epistemological Foundations

Table 1. Epistemological foundations of Humean educational design and their practical
implications.

Epistemological

Key philosophical

Practical pedagogical

Effect on the learner

habit and
conjunction

metaphysical
causation; habit as a
guide of life

routines and repeating
behavioral practices

foundation concepts alternative
Priority of Vivid impressions | Learning through direct | Formation of a realistic
sensory versus faint ideas; experience and field learner who tests ideas
impressions rejection of innate observation instead of against their sensory
ideas rote instruction basis
Regularity of Critique of Designing classroom Formation of a "second

nature" in which skills
and behaviors become
increasingly automatic

Authority of
emotion and
moral sentiment

Reason as servant of
the passions;
sympathy; social
approbation

Affective cultivation
and reinforcement
through approval rather
than intimidation

Formation of an
emotionally balanced
and socially responsible
learner with stronger
internal motivation

3. Educational Mechanisms and Dimensions of Humean Empiricism




Reconstructing education on a Humean empirical basis requires a decisive shift in the educational
concept. Education moves from 'dry metaphysical indoctrination' to 'behavioral, affective, and social
engineering.' If impressions, habit, and emotion constitute the theoretical basis of Hume's philosophy,
educational mechanisms and dimensions are the practical channels through which these epistemological
concepts are transformed into pedagogical practices within the educational institution and the wider

social sphere.

These mechanisms and dimensions can be examined through three main areas.
3.1 Education Through Habit and the Design of the Learning Environment
3.1.1 Theoretical and Analytical Discussion

Hume views the human mind as naturally inclined toward stability and toward confidence in recurring
patterns. Habit is the psychological mechanism that transforms repeated conjunctions between events
into relatively stable mental and behavioral tendencies. In this sense, "education through habit™ becomes

a central mechanism in shaping the learner.

Habit here does not mean blind repetition or mechanical routine. It means shaping practices and directing
motives until a desirable educational action changes from an imposed duty performed under pressure
into a vital and fluid practice integrated into the learner's mental structure. In this way, it forms what
Hume calls a 'second nature' (Hume, 2018, p. 115). From this perspective, the educational environment
is not merely a set of walls and prescribed curricula. It is an 'environment of conjunctions’ deliberately

designed to cultivate habits of thought and behavior.

Design of the learning environment (association of stimuli) -> repeated daily practice ->

consolidation of habit -> acquisition of "'second nature"

This mechanism shifts pedagogical attention from verbal instruction toward the management of the

learning climate and the design of supportive routines.

Practical application: cultivating habits of critical thinking

Instead of teaching an isolated subject called "logic” or "methods of thinking," the teacher can establish
a daily classroom routine that links every claim to a request for concrete support. Whenever an idea is
presented for discussion, students can be asked a consistent question: What sensory impression or real
experience supports this idea? Repeating this practice can cultivate a critical habit of mind. Learners may

become more inclined to question rumors and vague claims in everyday life.

Practical application: cultivating self-discipline and teamwork



Discipline is not built only through delayed punitive measures. It can be supported by structured
repetition of classroom routines. For example, the first three minutes of a lesson can be devoted to self-
organization and small-group work on a clearly defined rotating task. Repetition can turn these practices
into social habits. Discipline and cooperation then become more spontaneous and require less direct

coercion from the teacher.
3.2 The Affective Dimension and Moral Socialization Through Sympathy

3.2.1 Theoretical and Analytical Discussion

If reason alone cannot move the moral will, Hume's account of morality follows an affective path
centered on sympathy. Sympathy is not merely superficial pity. It is a psychological and interactive
mechanism that enables people to receive the feelings of others and reproduce them within their own
emotional life. It functions like an affective mirror in which another person's pain or pleasure is reflected
(Cohon, 2008, p. 94).

Empirical morality is founded on two principles: social utility and psychological approbation. Good
actions are those that benefit the community and arouse feelings of approval and satisfaction in observers.
Evil actions are those that cause social harm and arouse disapprobation. Moral education therefore seeks
to broaden the learner's circle of sympathy so that it extends beyond narrow selfishness and encompasses

the wider social environment.

Observation of another person's feelings (pain / pleasure) -> activation of sympathy (affective mirroring)

-> approbation or disapprobation -> guidance of moral behavior

This dimension transforms moral education from the memorization of texts and punitive regulations into

affective simulation and the cultivation of moral feeling.

Practical application: addressing aggression and exclusion

When conflict or bullying appears in the school environment, the empirical model uses role-play. The
aggressive student is asked to take the role of the victim in a similar situation. This allows the learner to
experience directly the affective impressions of humiliation and pain. This sensory-psychological
experience creates an '‘emotional shock' that activates sympathy. Behavior modification then shifts from

a mere fear of administrative punishment to a genuine internal disapprobation of the aggressive act.

Practical application: citizenship and volunteering
Learners can also participate in community service activities, such as visiting older adults, joining relief

initiatives, or taking part in environmental planting campaigns. Direct participation gives students vivid
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impressions of the needs and difficulties of others. It can also produce a sense of social approval and the
psychological satisfaction that comes from helping. In this way, giving and citizenship may become more

deeply rooted as affective motivations.
3.3 The Social Dimension: Experiential Citizenship and Public Utility
3.3.1 Theoretical and Analytical Discussion

Hume rejects metaphysical theories that explain the origin of society and the state through an ‘imaginary
social contract' associated with a hypothetical state of nature. Instead, he offers a historical and empirical
explanation: society and political organization arose from 'necessity and direct utility' (Hume, 2007, p.
312). Through daily experience, human beings discovered that individual life left them weak and unable
to meet their needs, whereas human association, division of labor, security, and stability provided

strength and integration.

Citizenship in this Humean framework is therefore not simply obedience to abstract laws. It is a practical
awareness of mutual benefit and social stability. Education for citizenship enables individuals to
understand that personal interest and private stability are closely connected to the interests of the

community and to the stability of laws and institutions.

This dimension can be embodied by turning the school into a "micro-society™ based on solidarity and

mutual benefit.

Practical application: classroom management based on mutual benefit

Instead of imposing rules from above, the teacher can invite students at the beginning of the school year
to develop a classroom charter around the idea of common benefit. A practical question can guide the
process: What rules allow each of us to learn in calm, freedom, and safety? Students can then understand
that asking permission, showing respect, and maintaining cleanliness are not merely forms of submission

to a teacher. They are practical safeguards for their own interests and those of their classmates.

Practical application: collaborative project-based learning

Project-Based Learning can place students in teams with complementary roles, such as writer, researcher,
designer, and presenter. Through direct participation, learners experience the division of labor and mutual
benefit. Each student recognizes that individual success depends partly on the contribution of others.
This experience can strengthen social responsibility and active citizenship while reducing narrow

individualism.

Socio-Pedagogical Synthesis of the Educational Mechanisms and Dimensions
11



Table 2. Educational mechanisms, objectives, and practical alternatives in Humean thought

conjunction

and repeated critical-
thinking practice

Educational Central mechanism | Practical pedagogical Intended behavioral
dimension alternative outcome
Cognitive- Education through Building classroom Formation of a "second
behavioral habit and routines that connect nature” in which
dimension environmental ideas to sensory support | discipline and critical

thinking become
increasingly
spontaneous

Affective-moral
dimension

Activation of
sympathy and
approbation

Role-play and
simulation that allow
learners to experience

the feelings and pain of
others

Development of an
internal moral restraint
grounded in sympathy

and psychological

rejection of harm

Social-communal
dimension

Awareness of
mutual benefit and
necessity

Project-based learning
and the collective
development of an

interactive classroom

charter

Formation of a citizen
who understands social
interdependence and
mutual interest within
the group

4. Philosophical Influence and Pedagogical Extensions of Humean Empiricism

Hume's epistemological and empirical foundation did not remain confined to its eighteenth-century
historical moment. It formed an 'epistemological spark' that helped redraw the features of modern and
contemporary Western educational thought. Hume's central theses on the priority of sensory impressions,
the regularity of habit, the primacy of emotion, and social utility continued as a latent current through
several pedagogical traditions. His philosophical influence remained present in major psychological and

educational schools that radically criticized metaphysical education and formal rote instruction.
Three major extensions are particularly relevant.
4.1 From the Association of Ideas to Behaviorism, Conditioning, and Behavior Formation

The behaviorist school in psychology and education, especially in the work of Edward Thorndike, John
B. Watson, and B. F. Skinner, is the direct and operational heir to the Humean empirical tradition. When
Hume maintained that the human mind is born as a tabula rasa, and that knowledge and behavior do not
arise from prior innate ideas but are formed exclusively through the repeated conjunction of sensory
impressions and the formation of habit, he was laying the first epistemological foundations for what
modern psychology later called the 'law of effect' and ‘classical and operant conditioning' (Skinner, 1953,
p. 42).
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Hume's concept of the 'association of ideas,’ based on temporal and spatial contiguity, resemblance, and
causation, was transformed in behaviorism into the notion of neural and behavioral connections between
stimulus and response. Behaviorism reduced metaphysical propositions and abstract mental assumptions
in favor of the stimulus-response formula. In epistemological terms, the stimulus is the Humean 'external
sensory impression,” while the repeated response associated with reinforcement is habit transformed
through continuous practice into a stable behavioral pattern and a ‘'second nature.' Likewise, positive and
negative reinforcement in behaviorist literature functionally corresponds to Hume's notion of approbation
and psychological pleasure, which leads the agent to repeat desirable behavior and avoid what is followed

by pain or aversion.

Despite this organic continuity, a critical structural difference must be emphasized. Radical behaviorism
tended to reduce the educational agent to a mechanical organism responding to external stimuli under
the dominance of the 'black box' and the elimination of the self. Habit in Hume, however, was an
intelligent and active psychological mechanism. It is the bond that gives the mind stability and transforms
scattered isolated impressions into organized human experience. This practical extension appears in
modern classroom design through behavioral objectives and behavior-modification techniques. Complex
skills are divided into simple observable and measurable behaviors, and immediate reinforcement is used
to consolidate sound study habits and develop learners' self-discipline away from metaphysical

abstraction.

4.2 Pragmatism and Progressive Education: John Dewey, Experience, and Learning by Doing

John Dewey, a leading figure in progressive education, represents the most mature horizon and
development of Humean epistemology in contemporary educational thought, especially through his
formulation of the concept of 'experience.' Dewey converges with Hume in rejecting abstract rational
contemplation and in dismantling the sharp separation between mind and body, or between thought and
lived reality. He considered the traditional school epistemologically mistaken because it confined
knowledge to the acquisition of ready-made concepts rather than the experience of reality (Dewey, 1916,
p. 88).

Dewey nevertheless moved beyond the 'static’ character of the Humean impression, which he regarded
as separate sensory atoms mentally constructed into knowledge. He transferred the concept to the
‘dynamics of complex experience' extended through time and established his well-known principle of
'learning through practice and personal experience' (Learning by Doing). For Dewey, knowledge is not

the memorization of inert facts or the accumulation of isolated impressions. It is a continuous
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reconstruction of experience based on inquiry and practical thinking. The learner understands the world
only through direct sensory and active interaction with the environment and by testing the consequences

of action.

The Humean emphasis on utility and social necessity also resonates with Dewey's conception of the
school as a "micro-society." Education is not merely preparation for life; it is part of life itself. Learners
practice cooperation, social integration, and collaborative problem-solving within the educational
environment. This orientation is visible in contemporary problem-based pedagogy and Project-Based
Learning. These approaches move the center of educational activity from the teacher as transmitter to the
learner as an active participant. Students encounter authentic problems, formulate hypotheses, and use

direct inquiry to develop solutions.

4.3 Emotional Intelligence and the Pedagogy of Care

Hume's bold thesis in the history of Western philosophy - that 'reason is, and ought only to be the slave
of the passions, and can never pretend to any other office than to serve and obey them' - represents one
of the earliest philosophical roots that paved the way for theories of emotional intelligence, especially
those associated with Daniel Goleman, and for ethics of care and sympathy in education, especially in
the work of Nel Noddings.

Modern cognitive science and neuro-pedagogical research have, according to the article, confirmed what
Hume intuited philosophically three centuries ago: decision-making and complex thinking depend
fundamentally on emotional signals or 'somatic markers,' and the emotional system is a primary guide
and driver of the cognitive brain. A learner does not learn efficiently or understand concepts well in an
environment dominated by threat or affective deprivation, because emotion opens the pathways of

attention and memory (Goleman, 1995, p. 34).

From the same perspective, moral education and responsible citizenship are not built only through
memorizing commands and prohibitions. They also require the development of social sympathy,
affective participation, and sensitivity to the pain and feelings of others. Noddings places care and
relational responsiveness at the center of contemporary educational thought, particularly in response to
social fragmentation, emotional disengagement, violence, and bullying in schools (Noddings, 2018, p.
112). This orientation is also visible in Social and Emotional Learning (SEL) programs. Such programs
develop self-awareness, emotion regulation, active empathy, and psychologically safe classroom

relationships based on recognition and mutual respect.

Conclusion
14



The synthetic outcome of this philosophical-pedagogical study rests on a pivotal epistemological claim:
David Hume's empirical project was not merely a rigorous theoretical undertaking aimed at dismantling
rationalist metaphysics or redrawing the limits of human understanding. At a deeper level, it was a broad
project of critique and humanization of the human agent through giving priority to lived reality and direct
sensory experience. The in-depth analysis of Hume's epistemological foundations shows that education
cannot function as a genuine process of formation if it is built on formal abstraction, rote memorization,
or assumptions that knowledge and moral principles exist innately before individual experience. The
priority of sensory impressions, the regularity of habit as a mechanism of learning, and the primacy of
emotion as a guide to moral behavior together draw the basic contours of a living pedagogy in which the
learner becomes an active agent who undergoes personal experience in both classroom and social

environments.

The examination of the philosophical and pedagogical extensions of Humean thought also shows how
these empirical ideas continued as a latent current. They bore fruit in John Dewey's progressive education
and in Skinner's behavioral engineering, and they extend to contemporary approaches to emotional
intelligence and the pedagogy of care associated with Goleman and Noddings. This intellectual
continuity shows that rereading the empirical philosophical tradition is not a historical luxury. It is an
epistemological necessity for reforming contemporary educational systems that still suffer, in many of
our societies, from the dominance of rote-learning models, affective dryness, and the separation of

abstract knowledge from contexts of social utility and necessity.

On the basis of these findings and synthetic analyses, the article concludes with a set of practical and
procedural recommendations addressed to educational reformers, researchers in the sciences of

education, and practitioners in the educational field:
1. Recommendations for Curriculum and Pedagogical Design

— Move from a 'pedagogy of knowledge loading' to a 'pedagogy of experience and inquiry.' Redesign
curricula around authentic problem situations drawn from the learner's immediate environment.
Direct experience, field observation, and Learning by Doing should become the basis of classroom
practice instead of symbolic rote instruction.

— Integrate Social and Emotional Learning (SEL) programs. Translate the Humean thesis on the
priority of emotion into dedicated time and educational content for developing self-awareness,
emotion regulation, active empathy, and participatory citizenship in order to reduce violence and

bullying in schools.
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Activate project-based pedagogy and social necessity. Connect school knowledge to direct social
utility. Transform the educational institution into a 'micro-society’ in which learners practice

practical thinking and collaborative problem-solving around issues that affect their daily lives.

2. Recommendations for Teacher Education and Classroom Practice

Redesign classroom routines and make use of 'habit.’ Train teachers to employ the Humean concept
of habit intelligently by building classroom environments based on stable positive study habits and
flexible reinforcement systems that consolidate internal self-discipline without coercion or
intimidation.

Prepare teachers in neuro-pedagogy and the pedagogy of care. Organize continuing training that
highlights the role of the emotional and affective system in facilitating comprehension and memory.
Train teachers to make the classroom a psychologically safe environment based on appreciation and

mutual approbation.

3. Proposals for Future Research

Conduct comparative field studies. Carry out academic research measuring the effects of experience-
based and affective-learning approaches, compared with traditional approaches, on the quality of
academic achievement and students' psychological well-being in Arab educational contexts.

Develop cross-disciplinary readings between empirical philosophy and cognitive science. Encourage
interdisciplinary research projects that examine points of convergence between Hume's critique of
metaphysics and discoveries in modern neuroscience concerning habit formation and decision-

making based on emotional signals.
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