
- 
National Library BiMiothbqk nationale -._, . > .  

du C?nada . - 

-, , 

.Canadian Theses Service Service des thhses canadiennes 
* 

w 

Onawa. Canada 
' K l A O N 4  

- 

.In - - . I P 

- .+ 

-b 
i 

- - - 

Thequdity of thisqicroform is heavilydependent upon the - La qualit6 de ceUe mimoforme dbpend grandementde In 
quality of the origina! thes'ls submitted for microfilming. qualit4 de la tMse soumise au microfilmage Nous avons - Every effort has been" made to ensure the highest quality of tout fait pow assurec une qualib2 s@rieure de reproduc 
*%nioan pqssible. tion 

' !!-pages ace m~ssing. contact the univerziy which gcanted S'II manque des page< veuillez communtquer avec 
the degree.-\- 

\ 
Puniversit4 qui a confkrb le grade 

Some pages Pnay?iavg md&tlnct print kspecia~~y if the 
e 

La qualit6 dimpression de certaines pgges peut l&sser a 
original pages were typed with a poor typewriter ribbon or dbsirer, surtout si les pages aiiiginales ont btt dactylogrs 
if the university sent us an h r i o r  photocopy. j ' -  phibes A I'aide d'un ruban us6 ou si ryniversd4 nous a la11 \ 

, .. pa~en i r  une photocopre de qualit4 inferleure 
9 

Fieproduction ~n full or in part of this microform is verned La reproducti6n. meme perti@le, de cetle mluoforme e l ;  
by the Canadian Copyright Act. R.S.C. 1970. a.F30, and soumise A b Lol canadunqe sur Ik droit d'auteur, SRC . . 
subquent  amendments , 1970, c.  C-30. et ses amendements subs4quents 



- 
I c -  

5 - 
1 

- 1 - 
- 

- 

% - + LIBERAL EDUCATION AND THE NECESSITY OF HISTORY . 
- .,. - 7 -  

. 1, - - 

LA - \ - 
- 

- 
4 

- ,  
- 

by * - -  - - - LL- - - -  - --a 

- - 
- BB - 

, - 

- 
- Geoffrey ~adoc-Jones a_ - - - 

* - 
_ THESIS SUBMllTEDJN PARTIAL FULFILLMENT OF i 

- - 
T ~ E  REQUIREME~TS FOR THE DEGREE OF-* 

MASTER OF ARTS (EDUCATION) - 

- 

in the Faculty - 

-of 
- 

- 

Education 

. - 
- O Geoffrey Madoc-Jones 1990 

- 

. 

SIMON FRASER UNIVERSITY - 

- 

August 1990 

L 
-- 

i 
- . - - 

All rights reserved. This work ~~ 
reproduced in whole or in'parf , by 'photocopy 

or other means, without permission of the author. 
I , - - 

\ 

-. - 

, 
- 

- 

-. - 



Nationa! Library I + U - of Canada 

Canadian Theses Servcce . Service des theses canadtennes 

Ottawa. Canada - 
I 

K t  A ON4 
- 

. fl 

The author has granted an-irrevocable m- L'auteur a a&rd& une licence irrt5vocaWe et . 
exdusive licence allowing the he Library non exclusiven pennettant a h Biblio@~5que 
of ~ a ~ d a b  reproduce, loan. ditribute or sell n a W e  du Canada de reproduire, pr8tG. 
copies of hidher thesis b ~ m ~ r n e ~ ~ a n ~ i n d i s t r i b u e c o & c l d r ~ e ~ ~ 8 p i e s . ~ t k ~  
.any fm or format, W n g  this thesis available 

0 
de quetque mani6re et *s quelqtfe f o ~ e  

to interested- persons. . que ce soit pokr mettre des exemplairesde 
.. cette t%se a la dispositiiin des personnes 

interessees. 
, 

The author retains ownership of the copyright t'auteuc conserve la propn6tk du droit d'auteur 
in hidher thesis. Neither the thesis nor - qui protbesa these. Ni la these ni des extraits 

-substantial extracts from it may be printed or substantiels de celle-ci ne doivent &re 
otherwise reproduced without,his/her per- imprimes ou autrcrnenl- reproduits sans son 
mission. autorisat~ori. 



- -  -- -L LA-" -- 2 --- 
Degree : - Master of Arts (Education) 

I Title of Thesis: - Liberal Education and the -Necessity 
of History 

I 
I Examining Committee : 

, 
Chair: - .-_ Michael Manlep-Casimir 

4 , - 
- e 

- 

I 

Sbuart Richmond 
Senior Supervisor - 

1 

t ,  Robin Barrow 
q Professor 
- 



_PARTIAL C O P Y R I  GHT L1 CENSE p . . 

- 
YF  e - 1  ' 

I hereby g r a n t  t o  j imon  Fraser  U n i v e r s i t y  t h e  r i g h t  t o  l e n d  
+ - 

- 
, - my t h e s i s ,  p k o j e c t  o r  extended-essay ( t h e  t i  t i e  o f  w h r c h  i s  shown below) 

. ' t o  users-_of t he  S imri Fraser  Unixce-rsity L i  b m r y ,  and- t o  pake pdrt ial.diA^. - .  
i 

s i n g l e  cop ies  o n l y  f o r  such users o r  i n  respon;e t o  a  request  from t h e  
. 

, 1 i b r a r y  o f  any o t h e r - u n i v e r s i  t y ,  o r  o the r -  educat io-nal iast i  t u t  ian, on 

i t s  own b e h a l f  o r  f o r  one o f  i t s - ' use rs .  I f u r t h e r  agree t h a t  permiss ion  

f o r  mu1 t i p l e  copytng -of t h i s  work f o r  s c h o l a r l y  purposes may be granted 

by me o r  - the Dean o f  Graduate Stud ies .  It i s  understood t h a t  
\ 

o r  p u b l i c a t i o n  of t h i s w o r k  fbr f i n a n c i a l - g a i n  s h a l l  ' n o t  be a  
- - wi-twcut my. w r  I perni4 ss ioh .  

' 
\ - L .- G 

- 
\, Kit l e  o f  ~ h e s  i s / ~ r o j e c t / ~ x t e n d $ d  Essay 

'.. 
- 

A l i b e r a i ' ~ u c a t i o n a n d  the N e c e s s i t y  o f  ~ i s f o r y  
, - 

Author :  

(s  i gna t u  re )  



, 
- , 

Abstract - 
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This thesis argues that the case for a liberal education, the most va'luable 
- 

- - - - - i .- _ < _  A -I--_ -- ->--I 

way of schoo~ng,will be greatly strengthened if history fully included in the 
L- - -  

- P 
s * -  

-- 
enterprise in three ways: first, as an approach to answering questions aboyt 1 

- _ b 
r 

- 

% la third, as a source for the development of methodologies in educational - 
studies. ' 

\ 

8 * .  B - 
-- 8 \ r e ? t r ~ ~ ~ e n & - a ~ T l f  t h-to He rae rt w & c e  r's- - 

- 
.s question; "What knowie'dge is of most worth?", has baen answered 

? I 

- J - e 
* 1 

increasingly in the mannkf which Spencer himself replied. Science has been 
- 

L 4 

3 seen as the paradigmatic way*of knowing, and the application of the scientific - . ?  

method to every aspect of the study of the human world resulted. r his 
d 

- 

dominance of, positivistic views led to a situation, particularly in North America, H 
- 

- 

where theoriesof mind and culture have been in danger of being reduced to a 
- 

- series of behaviouristb or sociological At present this hegemony 
0 i 

is increagingly being challenged an the basis of its epistemological confusion. 
, 

its lack of-empiri al accuracy and because of its potentially dehumanizing 
i E+ '. 

- effects on social action. lf is particularly:important that this challenge come 
w 

- 

from those wishing jo espouse and promote the ideals and practice ofliberal . 

J education. This thesis is-a contribution to that effort, th'rough a reassertion of . 
-- ft%e~oleothTStoly and historiography as a central part in educational studies - - - -  

\ - 

- d ~ i m o n a ~  , m c  U I U ~ .  
7 

- 

.- 
J 



The thesis is in three parts. First, it attempts to define the key concepts in 
t 

this debate, in partic;lar 'knowledge', 'education' and 'culture:, and to assess 
- * 

- ,  the nature of t k  positivist threat to a liberal humadstic view of education. ' 
- - - - -  - a - - - -- - - - - - -  - - - --- - - - -- -- 

- 7 

Second, it outlines aspects of t6e thought of two groups of theoristg, who have 
- 

-k " an interest in these mpers  and who up till now have not been seen as having - - \ -  

-. 

- . - 
Hirst and Michael Oakeshd are contrasted withsachother, and with those of - 

. . * .  
Emst ~ass i re r  and Wilhelm Dilthey. It is claimedfhat many aspects cf theirL 

- 4 0 '  - , n 

approaches are 'compatible, and that as a resuk of this synthesis a'broader - 

' and deeper case &an -be made the vatu; of education) in particular, it hiil 1- - 

be rnaintainedLthg thediews of the German philosophers concerning the - 

- 

. nature of knowledge and history are of potential interest in deepening and , 

- - 6roadening the concept 0-f' a liberal *@ducation. Third, the potential - 

4 .  

implications of fully including history in  the 'edu_cational curriculum and in 

educational studies -will be assessed. - . 
- 

- 
\ 

- 
r 
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L A  

r .  

In this thesis! maintain thatschooling based on the iqeal of a iiberal. -A: .:-.--.-..-.--- 
- 

- - _ _  2 . -  . L' 

e d u ~ t i o n  most - apprppriately fulfills thosetraditions in our culiur&& history -- - . ?I _ ;. , - - .  
. . * - 

- *which. h q e  regardeckthe intrinsic importance of individual human beings as -. -- -- 
3 ,  9 

\ 

6 - *  - d 

" so~iety and the state. This state would be a liberal democratic one becaus6 - > 
. ?  - 

- such a state has provided, in this century &east, the nmst likely place where 1 
f t , 

- 
- 

* P 
I - people would he valued this way as well as being respected as autonorno* 

- - - 

moral agents. -I further maintain th& the inclusion of history and historical 

stu-dies wifhig and in alliance with i h - ~  justification, planning and operation of- 

such educative schooling necessarily enhances its capacity to fulfill itself and, # - 
B - -- 
fuhKermore, enables it to resist more successfully the pressures of other less ; *. 

- -- - A 

, d<. 

. % 

valuable modes of schpolirig. However, if history is to take its &ace asa~full, - *  

\ P 

. partner in education, it must first, along with the concept of clriture, be defined, - 
sj l 

- 

' *  and then i_nduded in the educational e"terp"se in:a tTumber of, specific ways: F 

, . -" 
- 

first, as part of the philosophical task of answering questions about the 
- 

[elationship between mind, knowledge and culture, second, as a necessary ' - Y' + - 
- a -  * 2 - 

etement of the educational curriculum itselt: and, third,as a 6otential source b f  : - 

- 

methodologies, to used in theempirical and critical study of education ? 
- 

- f 
- - - * - 8  

t 

At ths present time the most compelling arguments seeking to justify tha . t 
'I 

* <  - - -  - - .  

superiotity - of education over othe; - ways of schooli"g are those which men use 
- 

the t e n  'liberal education' and these tend to be based upon a logical analysis. - 

of ethics and epistemology. 'Many of thesd arguments, those of Hirst, Pelers, 
Lq 

-sB 

[ Barrow, Kazepides, Scheffler, Bailey, for example, maintain that the nature of 



, - 
, .  . 4: . -. 

" - f 7. 
2 * 

- .  
- 

- 

+ . knowledge itself. (in,pa&cular p~siti~na~knknowledge), the logic of normative . 
- , . A 

? .  * 

terms and the prescriptive n f ethics all contain strong reasons why a, 

liberal socieiy, in paficular, should educate its young.-while these arguments I 

- > " - -- - A L >  k- - a - - - - LL - - - ' 0  
-- 

: show the' necessity for CI&I~ analysed*concep~ andifor the central part the . 
I, _ a 
ip te~ lec i .~ ta~s in educ&tion,-the logical gnd analytical approaches are not , inmy . - \ 

c - - .  - 
9 - e d /  

, , 
- - which while -- not denying the importance and validity of tlie cognitive apptoach 

. tries to provide a broader grouriding for the value of education, and which 
a 

. . 
enable's the more affective and volitiodal aspects of human life to be included 

- - 

as a central and necessary part of the educational enterprise. -An examplebf 
, - - .  

su'ch an attempt, which while it mo"es out of the normal territory of Anglo- 
- 

I American philosophy, nevertheless,has much inJ common with i , is one which 
- 

*- 2 - 

is based dn the work of .Fredrich A Trendelenburg and was known in 

Nineteenth century German philosophy as Idealrealismus He : I . - 

- 

-. 
.L 

- \< '* ' *  -- k . . 

1 
' called for an 'authentic fusion' of realism and idealism into what he called -. ' 
a "transcendental- redlismw-.or empirical idealism"; a realism which cannot 

issue in materLlism because it takes seriously the constitutivg role of 
consciousness and an idealism which cannot issue .in subjectivism 
because it refers thought to a real 'given'. 

+ 
(Ermarth, 1978, p. 59) i - 

% 

x I!, spirit and intention this position takes a-middle ground that deniesthe 

\ , necessity either-for absolute objectivity or for extreme subjectivism, as well as - 

!or all the other false dich@tomies that have plagued Western thought of late. 
--- 

- . 

~hilosoph y , in Trendelenburg's view, had to concern itself not only with 
the crijique of method ; but also with a view of the conthuous 
development of reality , including the history of man's attempt to grasp ' 
that reality. W%senschatl could not be totally divorced from - 

. - Weltanscha~ung;thougtit and being-as-becoming , mind and 
b b 



- 0 

nature,science and world-view wete conceived as donfinuous, not - - %. L 

- 
- mutually exclusive. (Etmarth, 1978, p. 60) - 

Ermarth (1978) further explains - the imp'0rtance:of histo* within this % 

- - A  - ---- - -- 
L - . philo3ophi~l-$ositib~5~d stresses ~re.ndelenb~r&v& thatSomething was - , 

/ - - , .' , 
capable of being understood best by kno\n;ing-how it came in6  bqingj. This 

0 

\ '  
- - 

- 

- - princi& applied to p&losophicat thought as well as to-natural and mental 
- 

. phenomena and was the basis for Trendelenburg's - criticism of purely formal 
- 

\ - - - 

and static analyses~f thought: while one can argueabout the meaning of the . 
- 

' . d  

f6rmlu-pders~ndi ~ ~ ~ & ~ ~ t t r i ; s p o 5 s i b 1 e ' t o - h a v e  - s o ~ s o n d e r s t a n d h ~  a 

concept without knowing everything about its past, its meaning is  .not - merely = 

, - 

the'result of present use.- The belief that one can fully understand the meaning 
r i 

t , 
of 'education'; for example,, without some knowtedge of the history of thg term' 

\ . 
* 

L as well as knowledge of significant pfevious attempts to actually educate is 
,, /. 

severely limited. One chalrenge posed by history, therefore, is to 6ar&wlly 
I - 

differ8ntiatgthose aspects of an idea which remain constant overtime from. 
C 

i 
. - 

t 

those aspects which are subject tb change. It-is a question, perhgps, of 
f li&enkng for the variations as well as the themes. 

t ,. 
Trendelenburg is also of interest because of his influence on his pupil 

c 

Wilhelm Dilthey, whose work we i i l l  be considering later, b h  firs? I would like to . - - \ - - 

consic& some further. claims underlying the-notion of. ldealrealishus or ideal- ' # 

I 

~ealism, as outlined by Elfnarth (1 979). 
, 

I , 
- - - - -  

Idealrealismus pas% deliberate hybrid: a realism whkh could not b e  - 
h t i s m  or natmansm because it acceptedmind as real - -e objeck; an idealism which could not become- 

t 

subjectivism because it held that the mind must always follow the binding 
evidence of what is given in experience. In this modification of traditional 
realism, thought is,a representation of reality, whjch is not identical with 
its correlate but not out 01 all direct relation to it. The~mind is r~either 



. , , wholly active nor ~ h o l l y ~ a s s i v e ,  nor can its functions be deployed to 
- y s e p h e  faculties. The mind both reproduces and imposes an order on ', 

*things; a priorism is excluded bcyause reason must always remain open 
\ ' 

to' correction and expansion through experience. (Errnarth, 1979,'p. 344) + 
, . - 

- 

Man, in these terms, is neither mere-flgsh nor mere spirit: He lives partly in the 
& 

- 

pAysi&l v$%fc and in that sense is grounded in it, is part of it, but , at the same 
a 9 

also more than matter.   his qualitgtive difference, hohve'r, does not 
4. 

. z .  - -  
place mah i'n a worldof reified abstractions and disembodied ideas , for the * 

0 0 

mind does not contemplate life from afar but functions and is realized in the 

world, - - inethe - concrete living subject. The ideal~realist positlon p d s  ttpt, - 
- - - -- - - - -  - - --- -- -- - 

+ ' re son, ideals, and values were not removed to a pristine sphere of pure. 
, co d sciousness but function rather as practical instrumentalities in the 

world. Above all, they held that thought and life, philosophy and 
- 

' experience, m s t  interact and reinforce each other. C 

(Errnarth, 1 g79, pp. 344-345)- - 

Dilthey was part of this tradition aqd hisstress on the concept of 'experience', 

not to be equated with subjectivism or phenpmenalism; is rooted in the middle 
, 

position of ideal-realism. His was neither a concept of experience reduced to 

the scientific method nor one which was merely thd pqllid register of sense 

' impressions, but one which took account of the full richness and giveness of life. 
- 

It provided access to what was real. 
.. ' 

- 

As developed in his [Dilthey'sl thinking: experience is both individual and - 

cuRural, both immediate and reflected. Our 'raw' experience is permeated - 

by mental structures and transpires in socio-cuttural coherences. It is -- - 
- - 

constitutednot~wEthin thGpriv&=fines of pure consciousness but 
within the cultural medium of the objective mind. (Ermarth, 1979. p.=345) 

- - 

Objective mind is defined as all those manifestationsof cultural content that are 
- 

preserved in some lasting manner, or as Dilthey himself put it: - 



b' - 
I understand by the concept of objective mind the diverse forms in whiih . 
the community among individuals objectifies itself in the sensibla,world. ' 

F In the objective mind the past is a constant persisting present for us. Its. , 
f province stretches.fr5m the style of life, the forms of intercourse, to the . . .  o 

coherence-@ goals which society has posited, to morality, law, state, 
religion, art, science, and philosophy. (Dilthey , &sammelte Schrifte~ ' 

- 7:208, quoted-in Ermarth, 1979, p .277) 

It is significant to note here the paraflels between this-view and ideas 
6- 

1 + 

propounded by Karl ~op6e.r (1 972). peeper maintained that-the world consists . - 
\ 

of at least three ontologically:distinot sub-worlds: "the first is the'physicai world 
* . .'\ " 

. or the world of physical states; the second is the mental world or the world of a . ' - - - - --- - 

mental states; and the-thira is the world of intelligibles, or ofideas irithe 
- .  

. objective sense" (p.154). This 'third horld' consists partly of the products of ' 

minds, which once prgduced exist independently of them. These - structures are 
\ -  

. , nbt necessarily concrete; in faci in toe case of man, the abstract shctures are at ' 

- 

least as important as those which change the physical environment in which he 
, 4  

+s 
\ 

lives. These achievements include language, ethics, law, religion, philosophy, 
\ * d' ' 

thesciences. the arts and political and social institutions. Despite having been , 

I produced by the mind these structures develop an autonomy in relation to man - 
i 

and.become largely objective. In Eoppefs words, "I suggest*that iZ is possible to 

acc'ept the reality9& (as it may be calledjthe autonomy of the third world, and at"  
, 

y 
the same time admit that the third world originates as a product of h&an 

activity" (p. 159)lf-encoded and preserved i'n material formathey can exist for 
- 

9 .  

centuries after the knowing subject and the culture from which they- emerged 

in libraries and other igstitutions designed for its preservation and not in 
li 

4 ' 
people's minds makes any'theory of educa,tion which stresses the perceptual 

I - - - 
%. 

.s C i' 
P 



-- A ----A k - a 

, - 
C 

- - -- - -- 

t. 

present:the future-orientated inst&mentality of knowledge, and the primacy of 

child-ren's thoughts unsullied by book learning-very. impov.erished. In fact it is 
1 

- 

not possible, I would maint~in, to have an identity which is ent7rely separate .r 

%- 
I I + 

-1 

. from culture and ~istocy; ~ b r  teachers, the question then becom%s what aspects ' . ' -. 
of having an identity are most worthwhile, and wh,at-are the least ethically 

L . 

- - c o m p ~ ~ t e a y 3 f ~ & n g i t b ~ a b o u t ~ a g e e - @ ~ ~  - * - + 

emphatically points out the importance of thjs aspect of Popper's theory,an&he 
\ - ' A _  maintains &t 

X 

- 

the concept of a man made yet autonomous third world is one of the most 
- 

- promising growth points of Popper's philosophy. The .mind-body i 

problem is the subject of one d his unpublished books. (The view that it 
is through interaction with World 3 that we become selves is alone 
endless in 'its-ramifications). (p. 62) . u 

This view provides a reconciliation betuyeen human subjectivity and the 
- 

, 
- u 

objective world which is not merely based on a theory of the physical universe. 

The existence of this 'third ~p/orld', andits value, is at the same time dependent 
- , 

8 

upon human achievements, and yet its contents and character are also 
- 

independent of us. Nozick (1981) calls this position 'realizationism', and a 

pro;ides a number of examples %-om mathematics, quantumx mechanics, and 

,psychoanalysis in support of his position. However, his point is, - . . 
- 

not that the same type of view must hold true in each of these area$,.or , , 
1 

even that it does hold t-rue in any of them; however the fact that a - 

realizationist pasition has-been-seriously propse~nsoaan)~aceas- isa- -- 

reason for believing , at least, that it is a coherent position, and so a 
possible structurcfouahe-t heaq--(pp.-556155Z)- 

These views are part of what I earlier called the middle position, because they 

"help us to see why both sides in the age-old dispute about whether moral, 



- 

- 9  b '  - 
aesthetic and other standards are objective or subjective have put forward 

A 

unanswerable arguments" &g"ee, 1973, p. 62). It is not a question of 
- b e 

- 

standards df jud ement being either completely dependent on the subjective or 
k 9 

being completelypbjectivelike the Platonic Forms. TtI2 question becomes one 
> 

I of deciding the interwoven .nat of subject and object . Marl is immersed in a - - 
I - 

world, which is neither completely of his m a k i n g a ~ r  is hea&cangeL,in & for ILL 
. . 

in part the world o i  his cultural heritage. Furthermore, it is because ot this 
I 

, objective nature that human achievements have a history and are open to 
- 

change. Change which is not the result of some overall plan or spirit that 
- 

moves along according to some pre-determined or overarching plot, bui change 
* 

resulting from the contingent nature of humanity's relafidnship with World 3. 
, . 

In the Western tradition a further vital part uf P o p ~ @ f s  World 3 theory, 

was the emergence of the idea of criticism in the pre-Socratic phdosophers of ' , 

- 
ancient Greece, starting with S~bales and his pupil Anaximenes (Popper. 1975, 

p.149). This spelt the end o h  dogmatic tradition of on the pristine 
- 

truth, and the" beginning of a new rational tradition of subjecting speculations to 
C i -  

critical discussion. The dogmatic and mythic view of truth meant, and still , . 
9 &I 

means so today in those societies dominated by political and religious T 

. 
orthodoxy, that to questibn the truth was to become a heretic. The truth in such 

k 

L 

societies is to begkept inviolate and handed on &sullied from generation to 

generation. To question the tradition of truth is to risk expulsion from it or even I 

- - - - - - - - - - - - - - - - - - - -- - 

traditions of critical reason and historical change are alive. The challenge 
- 

which these views poses td us in our attempts to provide a full meaning f.or and 

explanation of the educational enterprise is one which we cannot ignore., This 
, 

, 



must begin by attempting to understand the human world , where meaning is 

i" ' *both possible 'fof the subject and 'of' the object and where they take place 
/-- - - . 

within a larger field of &lturalfmeaning (Ermarth, 1979, p. 347). This world 
- - 

- cannot be  put together by simply collecting sense data into which meaning is l 

injected by some executive consciousness. There is no presuppositionless 
3 - 

I 

order to gain a view of our world untainted by meaning. We cannot step out of 
+ 

language, nor out of history, and the recognition of this means that in our 

striving for truth our methodology must be subject to criti-cal controls. At the 
- 

- - present in the North American educational world nothing could be further frob 
a - i 

this state , and the greatest danger to a liberal education comes not from - . 
political or religious fanaticism but from the extremes of positivism and 

- 

I subjectivism, both of, which reject the middle position. - * 

The world of schooling in North America today is dominated by these two 

doctrines which, while seeming to be antithetical, have in fact learned to coexist 
- 

- 1 

and at times cooperate with each other. The more dominant of the two - 

- 
3 %  \ 

doctrines takes the form o'f various positivistic theories of knowledge bhich 

elevate the natural sciences, and in particular certain aspects of their I 

methodologies, to positions where they have become the major explanatory . 
I .  

a 

force in the theory of learning, and, thereby, prescribe the fundamental 

procedures of pedagogy, These positions are primarily to be - found in 
- - - - - -- - -- - -- - - - - -- -- - - - 

educational psychplogy and in the extensive use of statistical methods in i-- 

- - - - - - - ---- -- - - - -- 

- 

educational research. They are often narrowly reductionist in their view of 

knowing, i.e. the only certain knowledge is scientific knowledge, and {hey also 

contgin an epistemology which regards sense data unmediated by thought to . 



I 
- -- -- -- 

- - - ,  

be the primary building blocks of mind. On the other hand, another doctrine - .  
- exists in tKe form of an extreme subjedivism, which often appears under the - 

- 
guise of various forms of progressive or romantic formaJism. These views, often 

C 

Deweyan in their origin, are primarily fqund in the child-centred theories of 

schooling and see themselves a s d h u m a n i s t i c '  opposition to the positivists. 

~ + & i w x w e a k ~  in t be-stmc-tu wkliens-eften-see+i~ 

the organisation of the educatio~al academic world, which have developed a 

division of labour that 'is based on the radical dissociation of reason and 
- 

emotion, on the dichotomy of hard research 'and'humanistic reporting, and in 

unhelpful distincuns such as those made between subject-based as opposed 
I 

, 

to student-centered teaching. 

This peculiar amalgam of doctrines is seen clearly in the present 

concern with what is known as 'process'. There is currently a great deal .of use ' 
-. 

' of this term, for example in phrases such as 'the writing process'. 'the reading 
-C 

process' and *processing information: Why has the term 'process' become so 

popular? The answe.r, I believe, is partly that it is an attempt to psyihologize the 

activities of learning or writing itself, rather than emphasizing the achievements. 

In other words it has to do&h the stressing the means ashpposed to the ends 

of teaching, and in many ways it does reflect a proper interest on the part of 

teachers with the hows of teaching and learning. But why this particular term, 
2 

rath'er than 'activity' or 'procedure'? The answer to that question lies partly in 
-- - - - - - - - 

/'-- - -  the fact that the term proces&tself has close affinities with the ideas of mgum - 
- - -- - - - -- - - -- 

/ 

and growth. The f m r  connotation derives from physics, the l a t t d ~ o m  

biology. \However,-motion does not require a purposeful human agent and it + 
\ 

therefore lacks any .measure of volition or will, while the organic metaphor is 
' 

t 



equally devoid ot human agency, A 'process' in its correct use is a predictable 

set of operations which, once set in motio; can be observed to follow a path o f  

law like regularity. The continued use of-this term shows the powerful grip that 
- 

scientism ( the inappropriate application of scientific methodology) still has 

upon our educational world, and it is ironic that the term is most often used by 

The reason for this apparent paradox is that when all knowledge is reduced to ' 
I 

b the natural sciences any attempt - - at analysis and generalisation which does not - . - - 

r 

merely reflect the subjective view will look to the language of the natural '-,\ 

sciences for its nomenclature. The subjectivist view also often denies the '\, 
\ 

grounding of knowledge in the world of concepts and the importance of some, 
' 

degree of objectivity in language and cuJture. Words, according to this view, 
/ L = 

come to mean whatever the reader wishes them to mean, thus a poem, fdr , 

&ample, ma9 mean whatever symbolic links the reader wishes forge between it 
- 

\ 

and the total network of human language. But if you abandon the notion that 

language, at least in some ways, refers to. an objective world,separate kom the 

subject, then you begin to float in a sea of indefinites, where anything goes, and 

solipsism looms on the horizon. To have meaning at all necessitates a certain 
, I  

degree of persistent identity in the objects of discourse. The dange~ here is that 
I 

language, cut off from its rational and historical base, becomes merely alfree- 
- 

. d  floating system of signs, which results in the end of meaning, or at least to a 
--- - - - - -- - - - - - -- - - - -- , .- - - -- - - 

regression to scientific jargon. - - -  -- - -- -- 2 -  -- 
/ It seems to me that in.order to deal with this situation we must once again 

- 

Q 
raise ttie question of-ends, because in educationthe end must come first. In this ' 

sense education is teleological, a purposeful enterprise not a cause driven one. 
# 



L 

- 

Only by truly understanding the teleological'nature of education can we fulfill its 
- 

goal of full human development. In the absence of such understanding we will - 
a 7 

- 

continue to be debilitated by process or skill talk,-or be tempted to throw 

ourselves in romantic desperation into the arms of the child-centered - 

curriculum. The question is where do we find these education21 ends? 

k ~ t k e - l ~ ~ k @ ~ w c ~ ~ ~ ~ ~ ~ ~ ~ - e - i f ~ e t f o ~ b ~ - - - - - - - - - - - - - - - - - -  

after, humanistic education looked for its content and its certainty in the writings 

of the classkal world. Today we no longer have the luxury of such a c&ain 
< - -- - -- - 

. canon, and we are, therefore,' much more open to doubt about the relative worth 
- 

of various works. But that does not mean that we as educators must give in to - 

C - 

> the relativists and sceptics. It is, rather, the prime task of the university to 
- 

continue the search for a siandard, and if it does no!, and merely informs its 

students that man is either the sum of psychological factors or a mysterious 
f fi 

romantic beast.without a history, then it may be guilty of a grave error. 
- - 

t 

Another major problem with much of the talk about education. today is 
I 

- 

that it eitherdenies, ignores or fails to makethat most important distinction - 

between the natural sciences and histary. Tjle failure exists at two (eyels, in not 
1 \ 

recognising, first, that while both are human creations, both Rave an existence . 
1 

independent of individual opini~n, and, second, that the object of scientific study 
a \ - 

t liesoutside of human achievements while history's lies within it. We' as " ' - 

- - 

%educators must be aware of these distinctions and the central argument of this . 

- - - - -- -- - - - - -  - - -  E - 

thesis is that until that is understood and fully applied to the practice of f _ 
- - - - -- - - -- -- - - -- 

sahooling the young, then educafion cannot take place. In other-words, if  the 
J 

i 
key distinction between scientific and human studies is not made and fully 

,' 

understood then it mattersnot one whit how sophisticated the methodology, 



* 
- 

- 

-- 

how powerful the computer, howwarm the heart or even how finessed the 
\ P 

conceptual analysis; education in its liberal sense is impossible. This is the 
- 

fundamental distinction which must be made prior t o  all others. Once this is - 
, - 

realised then science, history, mathematics and poetry each have a place and a - 
- 

\ 

role to play in the educational enterprise. Without this understanding confusion 

- w i K j l ~ ~ ~ ~ ~ ~ e - e x ~ - s e ~ o t s - a ~ d - t l ~ i v e ~ ~ ~ d a y .  - 

This thesis will ittemptto assist in the elucidation of this distinction by studying 
B, 

the concept of history and its concomitantrelationship with ideas about various 

forms of liberal education. In this way it is-hoped that - the emancipation of 
- 

teachers from the twin thralkof positivism and sentimentalism will be 
, - 

encouraged. 
- - It is timely to note that this is not a new distinction. In the last century 

Wilhelm Dilthey amongst others made a distinction of this'kind and the two 

views of the world , he articulated, werd known as Natunvissenschafien, the 
b 

natural sciences,and Geisteswissemchaften, the sciences of the spiiit, or the 

human scienkes. I hope that education, in its search for an alternative to the 

inappropriate rigour of the scientific method , will consider his work among 

others in this5tradition'as an alternative scource ofinspiration and direction. 

The term Verstehen , for example, as used in the'human sciences, denotes the 

mode-of understanding necessary for the perception of human- affairs and 

implies that humans are to be explained not as organisms motivated by 
- - - - - -- - - - - - - ---- - - - -- - - -- -- 

physical causes, but as persons acting from reasons in accordance witJ 
- - -- - -- -- -- - - - - 

fundamental values within the historical context of culture. Humanity is in this ' 

sense not determined but 
v 

is not to explain humanity 

free, and one of our most important tasks in schools 
- 

but to justify and understand ourselves, bbr thoughts r , 



(I 

and our actions in terms of this freedbm. The Geisteswissenschaften explore 

the concepts and relationships that are iniegral to thigform of understanding, 

and provide very important reasons for maintaining that education is necessary 
e 

for the correct percepti0.n of the human world. As Scruton (1982) p,oints put, 

with reference to Dilthey's distinction between humanity and nature.7he human - 

grasped by scientific abstractions" (p: 128). We can only fully understand 
, 

1 -  
human thddght when it is seen in its historical, social and cultural context and 

-P 

the study of these must be at the heart of rhe educational enterprise , and ihe 

development of free, responsible, rational beings . 

Prior to beginning the main part of the thesis a word perhaps ohce again - 
- - 

- 

about the role of philosophy in this enterprise. Milan Kundera (1986) in his 
1 * - 

f 

essay "The Depreciated Legacy of Cervantes" alludes to what Edward Husserl 

called the crisis'of European hum,anity.The roots of this crisis according to " 

Husserl lie in the origins of.modern thought ,where, as a result of the work of - 

- 

Descartes and Galileo in particular, the world isreduced to a mere object of - 
\ 

technical and mathematical investigaion. This in turn has led to a situation - 

where over the past one hundred years the rise of the sciences has propelled 
- 

man into "the'tunnels of specialized disciplines" (p. 3). As a result, philosophy 

which had been born in ancient Greece, "because the passion to know had 
- 

seized mankind", has in its recent alliance with science put the concrete world 
-- ---A - 

of life, "die Lebenswelt ... beyond ...( - its) ... horizon" (p. 3). Kundera maintains that 
- - - - - --- - - -- - - - - - -- -Ap-- 

man himself has become a thing, and that philosophy and science have 
- 4 

forgotten about man's being, that it is the novel which has kept this "passion to 

know" alive in the modern era and "ledjt to scrutinize man's concrete lite and , 



- - 

protect it against 'the-foetting of being'; to hold 'the world of life' under a - 
- pQrmanent light." (p. 5). The question whether - philbsophy today. can returnto -. 

i 

considdring manjmce more in the - fullness of being, or whether it must accept- - 

its role as a second order activity. This is particularly important when'dealingL 
- 

with questions about the*natureaof an ethical life, of which philosophy of 

e d w i ~ ' s - p a & - b ~ ~ ~ & m @ - t  
P 

exclusively on linguistic or.second-order.inquiry. While, of course, atte~tion 

- must be paid to clarifying concepts and sorting out linguistic confusions, the 
- , . 

- -- 7 -- - - -- 

very nature of the educational enterpri e- the pos&bility - . that any study . . 

,= 

of it could be  justified on these terms alone. A philosophy of education must be I 

. . 
b > - 
concerned with the kind of life we wish to lead aSa result of having had an 

education, and with its effects upon both the individual an; society 'lt must seek - 

to analyse and justify the nature of the educational enterpike and also to 
\ 

? . L 

' envision an ideat of life towards which In order to escape + 
4 

Kundera's "whirlpool ~f reduction" (p. 17) philosophers of education not only 

need to look tp the novel for guidance but also tb history, that other great 
- 

modern repository of the spirit of human complexity and continuity. True works 

of philosophy and histoh, as well the novel, -are all enemles of what Kundera" 

callsmnthe termites of reductionW(p. 17) , the curse of modern society, which 

"reduces man's life to social function; the history of a people to asmall set of - 

(events " and social life itself tb a political struggl6 (p.4 7). In discussing this 
, 

- - - -- -- -- - - - - -- - - -- -- -- 

js5uesin thd light of Wilhelm Dilthev's use d the terrntnphilosophy pf life", H. P. 
-- - -- L - 

-8ickrnaq (1988) qudtes a famous line from Goethe's m, "Grey is all theory, 

but green life's golden tree" (p. 132), where green isobviously not just'a colour 

but the symbol for the burgeoning vitality of life. This 'philosophy of - life' 
C * 



' Rickman (1 988) believes, is part of an attempt to re'awaken &eVof philosophy's 

9 - 

traditr nal tasks in the service of life. Philosophy 
- - - 

8 

- 

ctystalliaes both awareness of ourselves as individuals and 
6 

consciousness of the problems of'our civilization. It tries to-provide a 
grounding for our moral values andplaces ideals before us. It series the 
questfor knowisdge by clarifying its presuppositipns. It tries to justify our . - political aspirations and tolpin'point the goals of education. (p. 132.) _ % 

* I 

, d"- Philosophy of education is part ofthe philosophical study of human life, or w Ht 
r L  * - 

t Ernst Cassirer called "philosophical anthropology'" and one of ts most 
- a - - 

-- -- - - - -  
- 

- - - -&-  - 

, 

.C importarit tasks is to attempt a clear formultition of what a liberal education 
- 

meand in modern tens ,  which includes its historic nature. This thesis is a / 
4 - 

- contribution to that task. In the second chapterl the terms 'education', 'culture' 

and 'Mstpry' will be elucidated; it will be followed by three chapters which 
'"4, \ A  # 

attempt to explicakand analyse thd views of Michael Oakeihott, Paul Hirst. ' 
L 

Ernst ~ass i rer  anki Wilhelm Dilthey o? the-nature of educatidn, language, - + .  

culture and, most importantly, history. The final-chapter will also propose some ' 

I 

ways in which history and liberal education can f,ruitfully work in unison. 
\ ,  . 

I 



* CHAPTER 2 
- J 

flistorv. .Education and Culture, jl l 

-. 
& - - 

- 
\ - 

Prior to investigating the specific aspects of the ideas of Hirst, 0-akeshott, - - 
Cassirer and Dilfhey it is necessary to look at thke important concepts that 

these writers employ. These are the-conc%pts of 'history', 'education' and, , . ? -  - , 

-7 P 
, *  

, k 

\ ' s b l U u & ~ t l ~ s t - ~ W d ~ ~ W m ~ i F t e g i ~ ~  - - 

B J , and partly their history. Recognizing that each one otihese featur s is J 

conriected we should see them as togica& distinguishable facets of-each' 
- - - -  .-- - 

- -  -- - - - - -p - - - - - 

concept and not as.completely separable in fact. But first I wish to.offer a few , - 

' 5 - 
preliminary 4 words on.th-e notion of natural science. 

d 
There seem tb be  two dominant conceptions of natural science in 

t l  

educational thought at the present time. one of these Hesse (1972) calls the 

/ 

a 
"traditional empiricist view of natural science" (p. 7), the other the "positivist or .I 

$ 

instrumentalist view of science." (p. 10). Hesse maintains that on the former - - 

view -%- 

3 - 

it is assumed that the sole basis bf scientific knowledge is the given in 
experience, that descriptions of this given are available in a theory - 
independent and stable language, whether of sense data or of common- > 

sense observation, that theories make no ontological claims about the - 

real world except in so far as thet are reducible to observables, and that 
causality is reducible to mere external correlations of obsewables. (p. 7) --. 

. - - The - --- latter - - view--sees science, according to Hesse9 "alasconstitutecLassBntiall~by----- 
\ 

aEcurnulating knowledge of phenomena or obser~ables,~ rather than of the 
L - - - - 

fundamental but hidden nature of things. This is the kind of knowledge that 
- 

issues in technical application, the cumulative character of which cannot be in 
El 

doubt." (p. 10). This kind of objective knowledge has, in Hesse's opinion, come 
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- . to buidentified with instrumental control ra&er than with theoretical discovery, ' - 
\ - - -23- 

and is cefiainly the kind of-knoaedge which educationdish and others-referlo A - 

when they make remarks such as: "~esearch shows.that such and such is t h l  / 
a .  . % . , * 

b .  

casew.'rhis view seesvthe mafor problem facing educationalists as one that. has 
. -/- . 9- 

- to do withkn inadequate accumulation of this type of knowledge, and not with ' - - .  

- as the 'post:empirical 'view of natural scjence take a much less certain and. . + . 

te"cni&t view, but a q d y  of the implications of those theones is outside the 

The term 'history' is ambiguous. I" particdar, today, it somqtimes refers to 
B 

an intypretatiori of events and sometimes.to the events themselves. For most 

of its life the term has generally been used in the first sense being derived from 

the   reek histbria which meins 'inqhry' in i,ts primary Sensea(though from the 
- 

beginning a secondary sense of 'knowledge obtained' is 'also recorded) The 
9 

se~gnd  meaning is,now more common, and when people talk about fhe "history " \ 

c w 

of Canada" they usually me'aan the actual eve ts, or thoughts or human affairs 
- I A \ 

\ P  that appened within this geographic and political entity called Canada, without 
' 

- 

any reference to a mode of inquiry or discovery. Similarly, statesmen or 

generals are often referred to as "makers of history" and journalists and media 

actual events the'mselves.This raises the interesting question of the nature of 

the unrecorded event, unless one regards any event occurring within the ken of - - 
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- - 4- 
> .  

- 

" .&x- , 

human cons'cfousness as having in some sense'a record. ~ h e t ~ s t w i a "  in fact 
- 

- often mu4 infer {he existence of such hidden events from the artifacts and 

records which'have survived. This essmtialist sense is at times exteniled to 

evewhing that has ever happened in time, not rherely to all aspects of human P 

life. In this regard it may be significant that what is now commonly known as 
- \ 

sqs nce QIntbeisW-f-Wm 

includes everything that can be known but hich is not capable of change. Now 
, I 

- 

that modem science has claimed that nothing is absolutely static it is + . i 

' .  
-- -qF-*.pppp-p-_- . -- - - - 

*- - - - - - - - - - - - - - 

sometimesc3reld that all things are, in this sense, his6rical. The use'06the same 
- - 

* term for both the object of study and the method used in studying that object bas 
- 

led to some confusion - in particular the belief that history, as a literajl form, is 

, ;yl unmediated reflection of the great mass of events that h@v.ve happehed in the 
0' 

,past, and that historians merely have to present the facts as they actually 
. h " "  - 

j .  

, happened. This as we will see is ;lot a possibility, due,'in pan, to the nature of1 

historical records, but also to the fact that the historian is studying these records ' ' 1  
* .  

in the present, and not-at the time in which they -occur&d. There is also the fact 
\ 

that historical narrative is inherently interpretive, in as'much as any record is --- . 
- 

selektive. \ ,  . - -  

P Collingwood's' (1 956) view of history is that "generi ally it belongs to . - - P l  
whet we call the sciences: that is, the forms of thought whereby We ask 

\ 

questions and try to answer them" (p. ,9).-He maintains that science consists in ' 

_ -1 -  - ---- ---.. -- - - 

"fastenin'g upon something we do not know, and trying"to discover it" (p. 9). In . 
-- 

otheTwords, science is finding things out and in that sense history is oneof the . 
I 

the sciences. The natural sciences attempt to find out about the natural world, 

the human sciences and history about the human world. ~oweuer, in the 



natural sciences inatter is not confused with physics, rock8witb g'eology, sulfur 
'V . - 

\ 

I .  
< I 

with chemistry norfrogs with zoology.'~o~euen the mast confuse& ~ealist it is i 
, 

evident that cedar trees are not botany,an@that the objects of study are - 
separate from ihe knowledge gairied iki their study. In-the sphere of history . 

this distinction is harder to uphold, not least because, we ate ourselves historical ' 

h ~ s i l ~ ~ R J ( V B , & - & ~ & ~ 8 - I i t ~ Y & 9 - s t t ~ e s - i f r l  , .  G . = a x- - 

8 
particular kind ofakay, and Collmgwood (1956), for one is Of the (iew that this is 

0 B - 

what history is 'for ', i.e, for the sake of human self knowleage. ., '. % 

- - - -- 1 - _ - - - - -- -- -- - -- 

,'c 

J 
. % i 3 

It is generally thought to be of irnportanci to.man that he should i 

know himself: woere knowing hjmself means krWwing not hjs .. B 

. merely personal peculiarities, the things that distin~uish him from - , . . 
other men, but his nature as man. (p. 10) - , .  .. 

' *,-- 
t - 

1 i = - '  

' It is here that we have the most fundament&! d~nnection between history and 
a , * 

liberal education. They are' both part-of the same enterprise; they both set out to 
k 

'- reach the Same goals b i  follovii(lg the "ancient Greek exhortation, ~ n b w  - - 

I' 
b t 

4 5 

Thyself!" (Oakeshott, 1989, p. 28). 1 would maintaip that to set out to educate 
# 

s 

people is to a g'reat extent to set out to teach tKem history, for it is not ' . 
- 

3 . knowledge, per se, that-lies at thesheart of education, but knowledge of what it is . , 
- 4  

and (mans to be humai: As Collingwood, (1956) puts it, 
1 B I 

C* 
Q 

.* Knowing yourself means knowing, first, what it is to" be a man; secondly, 
- knowing what it is to-be the kind of man you are; and thirdly, knowing 

- - - - - P - - what it is tobe the kind of man you are and nobody ekti!:.Knowing - - 2 
--\,- - -- yourself means knowing what you can Ub; and since nobody knows what - 

- - 
he can do until he tries,, the only clue to what man, can do is whatman 

- - has d8ne. The value of history, then, is that it teaches uswhat man has - 
done and thus what man is. (p. 10). - J 



I Any way of schooling that does not incorporate the study of history thus denies 

its pupils an essential component inLunderstanding what it is to be fully human. - 

~urth&rnore, any society that has a view of history that sees the answers t d  
/' 

historical questions as in some sense predetermined or merely a question of 

the application gf natural' laws'denies the i~herently free nature ofbeing 

- ~ ~ a m a n ; i t w i ~ C i f f i a C C C i k s C i h e o ~ e ~ ~ k a v e s & e ~ k a F ~ e ~ ~ t i - e d u ~ a W .  

An important aspect of the histoqi of Western thought, over the past few 

centuries in particular, has been the struggle for history to become an , - 
- - -- 

autonomous field of-study, which in many ways parallels the way in which the 
, 

ideal of a liberal education has foughi to resist those who see human beings as . 

merely means and not something to be intrinsically valued. Therefore, in br*r 
- 

to understand the necessity of history for education a brief and selective tracing 

of the history of history is called for. 

- 
All societies keep records of some sort to%note the passing of time and 

the occurrepce of key events. Some,however, have a different sense of the 

separation of past and present, that does not incorporate a strong element of I - 

- - 

succession (Paz, 1967, p. 87), which is a fundamental prerequisite to the 

development of an historical cansciousness. This view of time in aur culture - e 

. began in ihe ancient world, where, as well as funerary inscriptions, religious7 
- 

. . and political chronicles were kept that were records of lists of important events 

that had occurred, e.g. miracles or lists ofruler. For example, in Rome down to - 
- - -  - -- - -- - - - -- -- A - - - - - - - 
-- - - - - - - - -rP-- 

the time of the Gracchi (131 B. C.) the pintifex maximus inscribed the year's 
- - - - - - - --- 

-- - - - -- - 
,- 

events upon tablets of wood which were preserved in his ~ff ic ial  resideqce and 

- thus came to be a sort of civic history. 
- 

- 



4 
- 

However; the true "father of histofy" is generally recognised as being 
r' 

Heroddus. His fifth century history of the Greek and Persian wars is not merely 

a record of one city or the story o n n e  hero. The work has a breadth of vjdon; it 
- C *  

,' 

- gives careful attention to detail as well as being an artistic whole It is 

significant also that Herodaus w d  als; the first Europeanxwriter of prose 

l a m  giving the results of my enquiries (historiai), so that the memory of' 
what men have done shall not perish from the world nor their- 

- 

achievements whether Greek or foreigner go unsung; they form my 
theme, and the cause why they went to war. (Gomme, 1963, p. 51 2A) 

1 d 

These words have great significance. For Herodotus, it mattered not what city or P 
cilture a person came from and thus the ~oncept~of man implied here is a 

- 
universal one. The study of man and his achievements "whether Greek or 

d 

foreigner" breaks out of the parochial or the tribal view of what constituted being 

human. This view contains within it a universal view of being human. 
\ 

Furthermore, Herodotus states his hisbry is an attempt to go beneath events, to 

f i nd  what was much later called the hidden aspect of history. When we talk 
* 

about explanation in history it is not the same as the scientific sense, because 

it is partly the investigation and recreation of the thoughts that other men-have 
, 

had. This imaginative understanding of other minds, the capacity to interpret 
I 

>. - 

3 
historians - and - - natural - - scientists may do research, - but for the historian that is 

C 

only the precondition for writing history, while for the scientist it is almost , 

everything. In otherwords, only humans can have a history$r as William 
, - ,I * -* 

. 



~arret't (1987), in his recent study ofthe idea of soul in modern - - 

-- 

philosophy ,stated: - 

e 

the fundamental history of mankind is the'history of mind. The human 
- race is unique among the animal species, that it has a history, ... only 

because it has a peculiar organ, the mind, which is able to generate new 2 

thoughts and theories, new forms d being, new notes and religion, and 
new schemes for managing social and political life. Without these 

- ~ ~ ~ f o ~ ~ 6 ~ ~ & h e t i ~ f - ~ ~ e r e - w o t h ~ ~ & i s t s P p - t 0 - ~ ~ t e ,  
-no story to tell\-- only the bare chronicles of repetition. (pp. 53-54) 

' Thucydides, the greatest of thepreek historians, was the author of the History of 
$b the Peloponnesian.Wars. His history was an attempt to combine the scientifie 

spirit, ihat is of finding out what realty happened,-with an artistic sense which 

enabled him to cast the matekial into a true literary form (Maryick, 1989, p.-31). 

This concern with literary style as well ashith truth rehains an important aspect 

of the historian's art to this day, so-that even though the works of-Gibbon and 
\ 

Carlyle are now seen to contain many inaccuracies they are still read for the 

beauty of their prose. That does not mean that hist0ry.i~ merely literature, for . ' 

the historran is constrained by the actuality of what happened and must weigh 

all possible evidence and conflicting accountsbbefore writing his narrative. 

However it does point out the importance of recognizing the role of the 
P .  

\ * - 

historian's imagination and.creativity ih the writing of history. The detachment of 
c the best of Greek history from'factional interests or tribal loyalty, its commitment 

to the artistic aspect of history coupled with its desire to set down the truth for 
- -- - -- - - - - - - - - - - - -- - - -- 

iuture generations has been amodel for modern'historians, from Ranke to the 
- - - - - - -- - - -- - - 

present day. (C 

If history is not merely literature neither must it lapse into becoming 

apologetics or political propaganda, and in this regard the Greek historian, 



, 
Polybius, commenting on the biased and factional nature of historical writing in 

the fourth century stated: 

L 

~ i r e c t l ~  a man assumes the moral attitude of an historian hb ought to 
forget all considerations, such as love of one's friends, hatred of one's , 

enemies. He must sometimes praise enemies and blame friends. For, 
as a living creature is rendered useless if deprived of its eyes, so if ypu 
Jake I t r u t h _ k Q o r _ t l i s ~ ~ ~ W - a n i m o r o f l ~ ~ ( ~ h ~ .  
Shotwell, 1963, p. 594) 

The G y k  influence on the writing of - history continued in the Roman world.'but 
L 

historical writing came more rhetorical andthe example set by the Greeks-was - -- -- 

, . 
- 

all but lost, except for the work of a few writers, Sallust and Tacitus for.example. . 

In the post classical world, Christian history from the first was also 

compromised, not by sophistry and bias, but by a philosophy whicb sought to 
- 

show that the world had followed a divine ;lad in its pnpa;aiion for the life of 

Christ. This belief in providence, meant that history would be arecord of 
* 

mankind's continued suffering until the divine plan was completed at the day of 

)l;ldgment. This idea received its classic statement in Augustine's City of God, "a I 

6 , 
wock of Christian apologetics portrayingthe history of the world as the long 

unfolding of God's will" (Mawick,1989, p. 31). 

- The study - of history emerges during the Renaissance greatly influenced 
* 

by the rediscovery of Classical texts and the new view of man's place in the 

cosmos as, if not the centre of the universe then at least not a mere pawn in 

Reformation brought an increased interest in Biblical texts, partly from a desire 
* 

to elucidate God's true word and partly from a desire to separate the actual 

record of events in the New and Old Testaments from ,later accrdions. This led 
- 



, 

io increasingly sophisticated~philological and interpretive techniques, which in - . 
many wags laid the foundations for many of the techniqu&ater- used both in 

/ 

academic h is to j  and in literary studies. As Cassirer (1950) and others have 

pointed out the idea of history as the study of universal man did not merely 

begin with the Romantics, but had-already beengiven considerable attention 
- 

aurlngtnet nirghtenment, in the works of Voltaire, Montaigne and Diderot, for 
- A <  

example. They, amongst others; while seeing reqson as the central feature of 
a 

man unique nature did not suffer the prejudice of - Descartes, who regarded - -  - 
- 

CG - - - -7 
history an unimportant in the search for certainty. In fact, it was the eighteenth 

.. \ I 

century ltalianph60sopher Vico who in an attempt to counterbalance the 

geometric theories of the Cartesians proposed another key principle of later 

hhx i ca l  thought. This was the view that man could ownly understand truly what 

he. had made; God had created the universe, so man was not abje to  fully 
b 

comprehend it; however, man had made history, so this was something that 
IS man could comprehend. Man, so to speak had been 'inside' his!ory, therefore, 

- 

- 

- 

man's actions are all are potentially understandable. 
- 

Modern history, however, begins in the early nineteenth cAntuty, not only 

as a result of the growiitg professional craft of history, but also as an alternative 
- - 

way of understanding and explaining the nature of man. Its roots lay in 

Germany, and the ,Prussian historian Leopold von Ranke is credited with being 
a . 

the - founder -- - - of - -  modern ---  - historiograehy. -- -- - - - The - - - historical -- school that ernergacl_i3~~a~-----~ 

result of Ranke's work and the methods and substance of its explanations is s t i l l  
- - -- 

- 

today the most humanistic historical tradition. Ranke saw himself as the 
- 

conscious pupil of Thucydides and his work represented a desire for a 
\ 

universally explanatory history based on strict empirical methods. This 



h 

I 

- 

historical tradition is still the one which has most affinity to the goals and 
- 

- curriculum of a liberal education, as opposed to reductidnist or deterministic 
I 

r) 
8: 

theories of history. The resul? of a long history of attempts to-free itself from 

dogmatic influences, this view of history was regarded by Ranke a the 3 - - 

, reawakening of the spfit of Greek history and the search for a truly human view - 

- 
&ow* I*. 
- , We will return to consider the influence of Ranke later. ~owever'f irst I 

wish to deal,with a number of competing historical theories most of which have 
" - 

emerged during the lastcentury, and which I maintain are deterministic in their 

explanatory power and not amenable to the ideal of a liberal education.' These 

theories could be categorized in the following way they seek to reduce the 
- 

7 

complexity of human history to a simple explanatory set of laws. Ironically one of' 

the results of the failure of such approaches has been a growth of scepticism 

and pessimism about the past, so that history is often now seen as a mass of 
- 

unconnected facts following each other with no rhyme or reason. It is surely no - 
/ 

t coincidence that these deterministic and reductionist theories often bear striking , 

k 
resemblance to the enemies of a liberal education as propounded by Michael \ 4 

Oakeshott (w9) in his essay  d ducat ion: the Engagement and its Frus 
- 

. . H.P. Rickman, in his introduction to m e r n  and Memna In Historv bv D i l W  
- 

- 
- 

(1961) notes a number of these historical theories which variously attribute the - 
- - - 

- 

- - - 

meaning of history to one of the following: (1) the unfolding of the absolute 
- - - - - - - - - - - - - - -- - - -- - - -- - 

spirit, (2) the movement of the j u g g e r d o f  economic necessity, (3) the ordered 
- 

- - -  -- ---- - - -- 

life cycles of civilizations, (4) the guiding hand of God, and (5) the inevitable 
- S 6 

march of progress. To these I, would add a sixth, a form of reductionism which is . 

, alive and well today and which has its roo -the missapplication of the natural' ' 



- 

sciences to :he study of the human condition, and is in Dilthey's words the t 

confusion between the Geist and Natur, between spirit and matter, between 

history and biology. 

The most famous of the deterministic views js found in the metaphysical 
i I 

theory of history In Rickman's (1961) words: 7 - 
opposite to a theory whicb 

sees no order in history whatsoever; history, it claims is comprehensible 
because, in spite of the presence of blind passions a-nd suffering in 
individuals and groups, the sequence of events represents an 
intrinsically rational process, the unfolding of the human spirit. (p. 25) - - - -  

This metaphysical assumption of a pepading rational process, driven by a 
/ -  

variation of the Christian God, in one sense denies history. Not only does it - 

lead to a bending of the facts to the plan, it also makes careful painstaking , 

research unnecessary. Both Dilthey and Croce made the poifit that this view - 

leads to the the death of history and historians. Howguer, as Rickman points 
- 

- 

out, beneatkthis metaphysical shell lies a heuristic principle which is applicable 

,to history, and necessary for the historian, for the historian approaches the 

subject of study, however irrational and fragmented it may seem, with an 

assumption that it may lend itself to a rational explanation. 

similarly, in his critique of Marxist history, Rickman makes a distinction 

between the deterministic nature of the whole theory and the contingent and 

reasonable nature of the part. "Dialectical Materialism ... while departing from 
- - - 

- -  - - - - - - -- - - - - - -- - - - -A- 
. -. 

the assumption that the historical process wahational in itself, it assumed it to 
- 

- -- - 

be rationally understandable because it represented an overall pattern 
# 

governed by the predominance of certain powers" (p. 26). Certainly, historians 
1 

may take into account economic factors when attempting to explain certain 



historical events or decisions, but Marxist ,historiography over-extends the 

influence of the forces of production, to the point that they become the dominant 

reason forall human actions. In fact it makes their influence the most important 
- 

- 

one when explaining the development of human society. Once again an 
* +  - 

important heuristic, a significant explanatory approach,%as been elevated to 
- 

3-statllenftkeuniyersalxplanation. I - 

Since the Second World War, theories of this ilk have come z - under attack 

froma number of points of view. In particular, - the works of Karl Popper (1964) 
- 

- - -- 

and Isaiah Berlin (1954) have played a vital role in showing the weaknesses of 
- 

deterministic history. Popper's term for such absolutist belief in over-arching 

laws of historical development is 'historicism', which must not to be confused 

with the term when it is applied to the nineteenth century German school, 

founded by Ranke, mentioned above. Popper criticizes historicists not only 

because their claim to 'reveal the necessity in historical processes undermines 

the belief in human agency and ingenuity, but also because, he argues, it is a - 
I 

mask for uncritical attachment to a totalitarian ideology w'hich uses the mentality 

of history as a justification for acts of tyranny and arbitrary violence, He further 

critictzes the historicists because, by maintaining that history is law-governed 

and not contingent, they were forced to explair? recalcitrant events in terms of 

those laws, thereby rendering their account of them irrefutable, which empties 

their explanations of significance. I - 

- - - - - - - - - - -- - - -- - - - 

This charge can also be laid against €he third theory, which maintains 
* - 
-- -- - - -- - - - --- - -- 

that the history of mankind consists of successive or overlapping life cycles. 
, -  

This analogy to organic nature implies that 'civilizations are like the flowers and 

animals: they grow, flourish and decay. Oswald Spengler (1 926) and Arnold 



I ) 

ToynbeeJf972) have begn the most important prop.onents of this thes& in this , -- 

century, and, while their histories are a healthy 'cbunterpoint to the narrowness 
I 

of the monograph approach of much academic writing, they are vulnerable on 
- - 

- two accounts. ~irst , '  on the level of the accuracy of individual or speqific facts, 
% . 

' and secondly o the basis of the applicability of the'analogy. The question may . , 

be asked what objective m e f h ~ f _ d e ~ ~ i n i n ~ b ~ a ~ e . ~ ~ ~ ~ c i y i ~ ~ ~ t i ~ ~ - e x i - ~  

the same kind as used to determine the age of a biological being? With a 

human, behaviour can partly be explained by the age of the person, be he a 
- 

child or an old man, but that age can be establhhed in a way separate from the 

behaviours. How does one objectively measure the age of a civilisatiolr? Once 
I 

more, however, it must be said that Spengler's and Toynbee's approach 
* 

= Y ,  

contains valuable insights, especially in attempting to break the hold of - 
nationalist or specialist history. Their.popularity speaks to a desirem the part . - 

of-modern man to have a long view, to see the vistas of histqry. In this regard it 

, must be noted that one ,of the most popular.of these world or universal histories a 
has been written not by a historian but by a novelist. M. G. Wells'. The Outline of - 

d , 8 

History, first published in 191 9, was still in print in the revised form called A 
- 

The fourth theory of history iS one whioh goes back to Augustine, ahd is , 
e 

based upon the Christian belief that God rules the world and that history is the . . iP 

L , - 

unfolding of the divine plan. The mind of God is  not rationally accessible. as in 
- --- - --- - ---- - 

- ~ ~ ~ g e l ,  but because God is inscrutable and moves in mysterious ways, it is faith 
- - 

tKaf leads to reveriion. This faith wiU reveal the inner meaning of events rather 
- 

than an explanation or connection between events. Herbert Butterfield (1 949), 

in his book Christianity and history attempted to showathe relevance of divine 



- - . . providence to historical research, and in his final book The Orip~ns of . 

(1 981), he defends the superiority of the "pious" view over the pagan, 
- 

I have sometimes wondered whether Christianity does not give men a . 

clearer vision of the facts and the factual setting than does the pagan 
beliefs of either the past or the present often have. In other words, only t 

through Christianity can one acquire a healthy kind of worldly-- 
mindedness. (Butterfield, 1981, p. 198) - - 

\ 

His analysis of the "lapsed Christians" and the secularisation of the idea of a 
- 

providential - plan is-perceptive and accounts in an important manner forthe - --- 

inclusion of the fifth concept of history as the account of the march of progress. 

The idea of progress, however, is generaNy a secular one, and, despite having 
L.. 

- 

its b&s.in the idea of a providence working i n a  supra-human manner, does not + 

', 

have to acck?iWol the Christian concept of dn and the whole chfficulty of . 
attributing human d i s a s t G h n d  the judgement of G'od. Of late, faith in the 

, 
1 .  \ 

ideal of progress,so popular earlier infnis-c,enturyl as seen in the Whig . -. 
interpretation of history for example, or Manifest Pestiny, has suffered real 

setbacks. J. H. Plumb (1 964) amongst others, has attempted to reassert the 

importance of its underlying claim that history is not merely a set of unconnected 

facts but has a direction, as it is without doubt capable of being shown that 

someone living in a Western in the late twentieth century 

is better off than the average even though better off 

may merely mean healfhier,f pp - - - -- 

The idea - - - that - - - one -- can discover regularities or patterns in history a U c a c t a L  

those who were impressed by the success of the natural sciences in classifying, 8 

correlating and predicting. H.T. Buckle, in the middle of the 

to'make the certainty and generalizing capacity of science -. 

last century, sought 

applicable to 



history. In his view history was merely beginnin$ the journey along the truly 

scientific path and, - 

/ 
- 

it follows that if any facts, or class of facts, have not yet been reduced to 
order, we, so far from pronouncing than to be irreducible, should rather be - guided by our experience of the past, and should admit the probability that 

- what we now claim to be inexplicable will at some future time be 
e x p l a ~ - ( . e c L i h S t ~ ~ - p . - t 2 5 ~  - - 

- 

Buckle believed that, once historians adopted the methods of statistical science 
- --- -- 

and had accepted their role as natural scientists, then the taws which govern L 
e 

soeiety and human action m u l d  be revealed. The foremost exponent of this 

view of history in the nineteenth century was the French philosopher Auguste 
- \ 

Comte. For Comte, as Flew explains, believed that "all genuine human 

knowledge is corltained within the boundaries of science, that is the systematic 

study of phenomena and the explications of the laws embodied thereinw (Flew, 

@ 
1979, p. 283). The term 'positive' is used to describe this approach, and refers 

to "knowledge and understanding which confines itself to the actual empirical 

y o r l d  and refuses to transcend it in search of hidden causes and final endsw 

(Scruton, 1982, p. 85). Comte's views were combined with a-theory of social 

evolution that saw man progressing in an evolutionary manner. His influence 

was extensive and his views affected the writings of Jeremy Bentham, Herbert 

Spencer and J. S. Mill (Popper, 1957, p. 152). It was through Spencer in 
- - - - - - - - - - - - -- - 

particular that positivism and theories of social evolution-became influential in . . 
- - -- - 

~mer ican edycational thought (Cremin, 1961, p. 92-3). ~o l l in~woo-d (1 956), 

amongsf many others, has sought to refute this view of history, by showing that 

scientific facts are not the same as historical ones, and Popper (1 957) has 
- 



- 
/ 

shown the logical impossibility of certain prediction on the basis of histo.rical - 

facts. This means we must re~ect the possibility of a theoretical history when - 
- 

that means it would play a role in relation to historieal social science that would* 
- 

correspond to the relationship between theoretical physip and theerest of 
s -  

naturat science; In Popper's (1 957) opinion theracan be no scientific theory of 
' t  

\ 

- 

Popper's argument is based on his analysis of theanatwe of the scientific 
- 

- 

method; in other words no science can absolutely predict; by it3 own methods, lp 

- - - 

its - own future results. The rejection of the reduction of hlstory to science does 
. J & 

- not mean either that scientific discoveries cannot assist the historian\, (e.g. e 
0 

- carbon dating), or that historians do not seek to explain cg to generalize from the, 

facts which lie before them. It is-just thatwhen we say that a historian explains % 

3 

or generalizes it does not mean that he'seeks to establish universal laws of 

which particular phenomena are instances. As Maclver (1953) poirtts out, , 

- 

- 0 

. we contrast the 'generality' of historical statements with the individuality of 
the facts on which they are based, meaning that they are related to those . 

facp as the general proposition. ."I pbssess some philosophical books" is - 
related to the individual facts (that I in fact have books on Plato, Aristotle 
and Hobbes).which make it true. (p. 192) 

* / 

, - 
Berlin (1 954) also makes the same point, and maintains that the desire to give 

history the same kind of objectivity as science depends upon a false analogy 

with the more exact nature of the natural sciences: 
-- r - - 

$n these !ast objectivity has a specific meaninn. It means that methods 
and criteria of a less o[ more precisely defined kind are being used with 
scrupulous care; and that evidence, arguments, conclusions are 
formulated in theaspecial terminology invented or employed for the 
specific purpose of each science and that there is no intrusion (or almost 

L 

none) of irrelevant considerations, or concepts or questions. (p. 51) 
- 



The lanwage of history is also ordinary language except when it deals with - - 

highly 3pecialized topics. In history "we explain and elucidate as we explain 
a 

d , 
'and elucidate in ordinary lifeW.(Berlin, 1954, p. 51). In fact, even if technical 

0 
D - 

language is needed because the subjed under study is es eric the language P 
' 4 of explanatron is still that of ordinary speech. 

- 

The central concepts of history -- the ways in which events'or situation 
are 'explained' are shown to be connected or'unconnected ,with each 
other..lhe use of such crucial terms as 'because' and 'therefore'. 
'inevitableteand 'possible' and 'probable', 'surprisingv and 'u,nexpectgd', - - /, 

'influentiali and 'trivial', %ent ' andiacCidental' and so-forth, ismuch the- 7 - 

same as that w k h  it has in rdinary non-technical thought and speech. 
, - (Berlin, 1954, p. 51) a 

\ - 

It is because the central concepts and techniques of history are not a special set 

of concepts or a special*set of techniques that the desire for value free 
' 

objectivity is not - possible. Barzun (1 954) argues convincingly that the use of 

mathematical mode'ls has lfmited use in the writing of history, and may in fact 

have the distorting effect of equating numbers with exactness and words with 
0 

inexactitude (p. 251, and he agrees with Berlin who stPes that this "confusion 

of the aims and methods of thehumane studies with those of thg natural 

sciences ..., is one of the greatest and mgst destructive fallacies of the last 
- 

hundred years." (Berlin, 19'54, p. 53): A 

JG. . \ 

The most important~iew of history which developed in the nineteenth 
-- - - - --- -- - - - - - - - - - 

century was one which emerged from the practical work of historians I 

- - - - - - - 

themselves, and attempted to as an autonornousdiscipline 

with its own method and epistemology. This movement is known 'by a number 

of names including 'historism', 'historicism' and'the 'German school of history'. 
E 

- 

. - 



. - 
. . . It.must be made clear that the term J~istoricism'.when used ip thk way does not - 

d have the same-meaning as Karl Popper gives the term in his critique'of ~ a r x ;  
- 

i Hegel and orher determinists.  heref fore, when refer?ngvto this particular s~hool 
- of history and its traditions, the t e n  'historism' will be used. The movem6nt 

<\ - 

$' developed in &many during the middle part of the h~neteenth century.and its 

- - - - - - - ~ d d e ~ ~ ~ E ) @ ~ u r e - w ~ ~ a n k e  : i r I e&ct-Rdnk~-m~d----- . 
B his disciples laid the foundations for modem academic historical h d i k s  and I- , . 

I 
many of their methods are accepted as commonplace today. ~ h e s e  include a 

-- - -- 
-- ---- - - -  

- - -  - p7p-,.- 
- - .. - b 

commitment to a rigorous scholarship which bases historical accounts on solid 

evidence from primary sources as well,as a rejection of theoriesnof natural law - 
3 

and religion. Instead df accepting these as explanatory possibilities historism 

- claimed that such basic concepts as those of law, religion, morality, man, and 
, ? , 

many others were themselves subject to historical change. 
. " - b - 

c - 
The system of n&we  and history based on non historical criteria such 2s 
the divine plan or the moral law were not the only targets of historicist 

P 
criticism. They also rejected very.sharply, in the name df an open- 
minded empiricism, the-superimposition on the historical course of. 
events of any kind'of theoretical or metaphysical cons~ruction. (Rickman, 
1 9 8 8 , ~ . 2 1 )  - + 

. 8 

le 
0 

Since that time the debate has contin d as to the nature ofhistory, but the 
- 

foundations fqr its autonbmy were laid hy ~ a n k e  and the historist school d 

. L 

- -  - However, a ~ " m b e r  therpkefiamemotabroaderi7aturelia\cgalsbl- - - --- - .  
' I  - I  - 

emerged during the -- recent - past which have impinged of the relati~~nship:,~ 

between history and society in general.. The first is the widely held anitude , . . 

- called 'historical conscidusness '; this is what Oakeshott calls the practical view - 

of the past. This developed particularly in the*revolutionary and nationalist - 



---- 

C B - 

movements of the past century as both sought to legitimize their political 
- 

agendas-by the use and m&ipulation of history. ~h i ;  abuse oihistory reached 
- 

\ 
' - its apogee during the twentieth century as totalitarian regimes sought to control 

- 

\ the minds of their subjects. 
1 

The second p'henomenon has its roots in the increased secularization of 

thought. With tbe d f i c ~ _ t h e a l a g i ~ a ~ e x p l a n a t ~ ~ ~ m a n r s - c x ' ~ i n s , a ~  
1 > 

historical one has been seen as a replacement. However, within the Protestant 
- .  

world at least, the importance of Bibljcal exigesis led to a burgeoning of 
- - - --- 

historical, linguistic and textual studies that laid the foundation for many of the - 

techniques later seen as essential to valid academic historical study. This - 

transformation of history to an academic discipline, despite the fact that some 
- 

like Buckle argued that it should become a natural science, was one of the- 

most important ways in which the autonomy of history was secured. Hokever, j , 

. as the focus of studies became narrower and as each individual area of study ' 

5 -  -. 
developed its own methodology, history came to be dominated by specialists for 

whom success depended not' upon a broad vision of western man but upon the 

t -  tireless study of sources and-the publication of narrow monographs. 

. J .The sixth and most successful challenge to the autonomy of history has - - - - -- - 

come from the social sciences, and the variations on the theme of 'new' history 

, reflect the attempts by some historians to accommodate themselves to . . - 

psychology and statistics. But as Barzun has pointed out imhis book Clio and 
-- -- - - - - - - 

-- - -- 
- 

the Doctors(1974), the methods and levels of generality of the social sciences 
- -- - 

I 

are inimical to the inditidualistic nature of history's concerns, its writing and its 
i 

understandings. 
- 



- 

-- 

A counter force to the desire to see history, or the historical study of man, 

as a science emanated from th,e Romantic movement. 'Romanticism, both in 
, 

R 

Britain and continental Europe, saw in the past a golden age where the forces, 

d industrialism, reason and secularism had not yet alienated ma6 from his 
' 

fellow humans and the cosmos. The novels of Sir Walter Scott are a fine . 

speakin gwoPM. 

attracted 

him to the study of history. In fact, I would maintain that while history is not .. 

merely a combination of science and art, or thought and feelings, its importance , 1 
- 

educationally partlylies in the fact that if approaches thestudy of man-from a . 

standpoint where neither of these two disciplines need be denied. From 

Romanticism also,came the idea that man can know himself not through 

introspection or empirical study alone, but through the study of history as well. 

However, it is not a question of adopting a single doctrine, despite the claim of ' d 

some such as Marxist historians, and despite the fact that today, while there is a- 
-- 

broad agreement as to nature of the techniques of the craft, the art of history, the 

business of creating persuasive and truthful wholes from the myriad of 

t imeb~und individual events and facts, is still dependent on the individual 

historian's creative imagination. -- - - - 
c 

However of late, the importance of history has been significantly down 
C 

played. Hayden ~ h i t a 1 9 7 8 )  in his essay "The Burden of History" charts its fall 
- - - -- - - - - - - -- -- - - 

during the twentieth century, from a first order science to a third order one.' It is 
- -- -- - - -- -- -- - - 

part of the purpose of this thesis to attempt to stem this tide. At a time when- 

notions concerning the death of history are seriously regarded by the powerful 

and the plebians as a positive sign of the victory for democratic-capitalism, and 



the historical view of historians seems to be aligned with put .-worn and 
0 

bankrupt ide~logies, this.3eemS a perhaps impossible'task.   ow ever, it i; my 
- 

contention that history is neither dead nor has it become merely an addendum 
1 

to social science. History, is an important form of knowledge, a serious 
1 - 

approach to human studies and, fu-rthermore, a necessary . part of any 
1. 

- ~ ~ ~ ~ a t w ~ ~ ~ ~ ( ~ ~ ~ ~ e e ~ e r s u n s . ~ + i s s t i t t a  
' 6  

vital, essential aspect of our intellectual and spiriiual lives, and no serious -. 

attempt to explain or understand the'nature of man, no attempt to#build and 
- 

maintain a civilized, decent and free society can occur without continued 
I 

vigorous historical study and debate. Its contribution to present debates about 
\ 

mind, knowledge and culture is fundamental and many of the present difficulties 

in these areas, both in a theoretical and practkal way, are I would maintain , 

exacerbated by the narrowness of a debate which continues to analyse ma; in 

an ahistohcal manner. This ahistoricism is also an aspect of the present strong 

hold that certain psychological and sociological theories have on much 

educational thought. This grip will not be loosened merely through i-mproved 

conceptual sophistication or logical analysis, but requires a truly 

comprehensive vision, incorporating a view of man as a cultural and historical 

- _ being whose - true identify is found in the unfolding of thought, feeling,-and will 

in a temporal setting. Anti-.historical and anti-human doctrines cannbt be dealt 

with merely by showing their. internal inconsistencies; that is necessary but not 
- - - - - - - - -- - -- - -- - - -- -- - - ----- 

enough. What must be shown is that any view of man which merely regards him 
- - - - - -- - - - - - - - - -- - -- 

as a bundle of sensations or as an atomistic individual being 'free' in a world 
, 

filled with personal choice is not only inadequate, but also counter to a really 

empirical view of history. - & +  

< +  - 
\ P 

- 



- 

- -- 
- 

Not that I am denying the importance df science, linguistics, analytical 

philosophy or art for that matter. What I am saying is that any serious attempt to 

justify, construct and implement an educational ideal, must have a view of the 
4 

past, as well as a vision of man that seeks his true nature, and that this is a 

\ fundamental prer'equisife for such an enterprise. The study of history is a vital 

~ W e i - ~ ~ & k k n e t a u t e ~ ~ y - ~ m - - - - - - - - - - - - -  

itself. 

It is Collingwood (1956) who examines a further aspect of the connection 
- - - 

i 

- - -- 
between history and liberal education. This is contained in the concept of 

-- 
human freedom, which is a necessary component in all the variations on the ' 

theme of education propounded as worthwhile in this thesis. Animals cannot be , 
, 

educated, but they can be trained. They obvi6usly do have some rudimentary 

c~nsciousness, but it is one hedged in by the determinants of genetics. In other 

words they are not free, and unless you are free you cannot be educated. In 
\ 

fact, the whole ethical justification for education, as well as a considerable 

aspect of the manner in which education must take place is grounded on this ' 

principle. Collingwood miintains that the recognition that humans are free ih an 

essential coGponent in the idea of histoty, and conversely it is the study of 

history which makes man free. The emergence of history as an autonomous 

form of thought over-the past two hundred years has made the achievement of 

human freedom a greater possibility. In this sense history has to do with 
- - - - - - -- -- - - - - -- -- -- 

progress and those societies which deny the validity and autonomy of history, 

deny the freedom inherent in being human. It is also this free aspect of human 

nature that is a precondition for rationality, so important in the educational 



theories of Hirst and Peters, while Oakeshott makes it a fundamental tenet of his 

view of a liberal education. 

Collingwood (1 956) maintains that our knowledge that human activity 'is 

free has been attained only through our discovery of history. History has 
- 

escaped from the dominance'of natural science and this entails that "the activity 
* 

activity" (p. 315). This does not mean that man is thereby free to do what he 

- pleases, that is that he is free from constraints, for he is not free to deny the fact 
- - --- 

that he has'appetites, or that he is part of the phsical world. Neither is he free 

from the human world which surrounds him: in fact C~ll~ingwood states "there 
; 

wjil be no room left for his own activity, unless he can so design this that it will fit 

into the interstices of the rest" (p. 31 6). Man is compelled by reason to act and 

think in certain ways, but this compulsion is a human creation and free from the 

domination of nature. Collingwood goes on, "the freedom that is found in 

history consists in the fact that this compulsion i s  imposed upon the activity of 

human reason not by anything else, but by itself" (p:317), because all history is 

the history of thought, "and when an historian says that a man is in a certain 
- 

situation this is the same as saying that he thinks he is in this situation" (p. 31 7). 
- 

Thus, to Collingwood, man is free from the domination of natural science and 
/ 

this discovery that the men whose action he studies are in this sense free, 

enables the historian to discover his own freedom. There is an intimate - 
-- -- -- - - --- - - - 

- 

conneclion between the discovery "(a) that historical thought is free from the 
-- -- - -- 

dominance . - of natural science and is an autonomous science", and "(b) that 

rational activity is free from the domination of nature and builds its own world of 

affairs " (Collingwood, 1956, p. 31 8). 



,- 

Collingwood, also maintains, that these discoveries were the result of the 

same historical movement which began in the-seventeenth century and is 

continuing today, that has human freedom as its ideal. This desire to envisage 

human action as free says~~~ l l i ngwood  "was bound up with a desire to achieve 

autonomy for history agthe study of human action" (p. 319). In this sense the 

development of the idea of a liberal education is part of that same movement 

which conceived of being human as not living in a state determined or 

constrained by the tutelage of natural science or theological metaphysics, but 
\ - - -  

one in which man is free. 

Education. 

The range of the use of the concept of education is very broad, but it is 

probably convenient to divide users into two camps: descriptive and normative. - 

Of course even within these two camps there is again a wide range of uses; but 

one important criterion for distinguishing the two views i s  the normative nature 

- of education. Descriptive users tend to be non-normative, merely using it to refer 
- 

to a broad social or cultural phenomenon, which is-often the same as 

socialization, while normative userssee specific values embodied in the 

concept of education which distinguish it from concepts such as training and 
I 

indoctrination and general enculturation. I I 
I 

1 

First, therefore, let us look at a number of examples of the descriptive or I 

I 
- - -- - - - - - - - , I --- -- 

7 

broad use.  he firsst example shows clearly some of the problems of this kind of I 

- ~ - 
use. When one casts one's5v~wideonemXy~llinawhole range of - I 

' t 

marine life that is not salmon. The important question is intention, does the 



fisherman not care about the species or does he merely have an eclectic 

palate? 
/ 

In the preface and introduction to Education C b a e  anmc ie t v :  4 

Sociology of Can- by Cartton, Colley and Mackinnon (1971), the 

term 'education' is used to describe a whole raft of phenomena. First, to denote 
i 

the existence e: "Thastud)~atedLccatiaa~aCways----~-~- 

take account of some important cultural and historical differences in 

institutiom"(ix). Secondly, the act of teaching: "Education is now not only a 
- - -- 

- 
- matter of technique, it is'a mystique [author's emphasis] possessed by initiates." 

(p. 2). Thirdly, in the introductory chapter the term is used to label a concept 

within sociology: "Education, if used in the broadest sense refers to any - 

~earniiig experience, and would become synonymous with socialization." (p. 

11 ). However, despite their attempts to use the word in a purely descriptive way 

the authors finally admit that, "Education it seems, is a hopelessly value-laden 

For these authors then 'education" can mean a great number of things. It -. 
is not differentiated from socialization or fromf he act of feaching, although on 

page 11 they maintain that 'education' is restrh3ed to those situations "involving 

intentionally structured leaning". 'Education' for them can mean advertising, a 

classroom histcry lesson, Sunday school teaching, humanist education, and - 

Federal Government anti-smoking campaigns. Any finer definition is rejected, 
--- - - - - - - -- - - - -- -- - 

"it may be fkytile to pursue any finer delineation of education as a sub-category 
- -- ---- -- - --- -- 

of sociaikation". Finally, a consensubs definition is given of 'education' as "any 
.- - largescale andpersistent organized effort of a group to communicate its 

customs, and values." (p. 11). So presumably 'education' is the way any group, 
- 



be they Hell's Angels, Trappist monks, or Ancient dreeks, passes on its 

'culture', i.e, how they make initiates in their own image: The~authors further , 

consolidate this view: "The ed~cational~process is a person-making process: 

each of us is what society has formed out of our unclifferentiated and malleable 

capacities." (p. 12). 

This broad use of the term 'education' fails to differentiate it from terms- 
I 

like 'socializing', 'enculturation', 'inculcation' and 'initiation'. For example 

George D. Spindler in an article entitled,"The Transmission of Culture" (1 974). 
* 

talks about "The educationarfunctions that are carried oul by initiation rites in- 
* 

many cultures" (p. 279), and claims that "the major functions of education are 

recruitment and maintenance of established cultures" (p. 279). The problem 

with the use of the term 'education' in this way is its vagueness and its 

instability. - 

Robert J. Nash, in an article called "TheDConvergence of Anthropology 

and education" (1 974), reviews the ideas of nine anthropologists "who, have 

expressed a concern about education", including Boas, Benedict, Mead, , 
- 

Kluckholm, and M,ontagu. Their uses of the term education vary widely, but all 

see education as part of culture, e.g., "the very foundation of a healthy 

democracy" (p. 19); as a transformative force for improving a lot of humankind 

(p. 19); as part of a dynamic concept of child rearin . 19), as part of the broad ? (P 
\ u process of enculturation (p. 19). 

The-author s%ma$zesiheG common uses in the following way: 
, 

- ppp - --- - - - -- -- 

4 

Generally, all have dealt with the following problem ar 
personality development, learning theory, the 
transmission of the cultural heritage, 
parents, teachers, and administrators, social structure and function, role 



behaviour, ethnocentrism, universal and relative values, pattern, 
configuration and race. (Nash, 1974, p. 9) 

\ 
L 

- 

So it is evident that thinkers looking at education from a social science 
I 

standpoint have a view of it which is very broad indeed. They see it as - - 
something that exists in primitive societies and industrial societies equally, and 

that can cover a wide variety of human activjties andemedences f r m  the 

cradle to the grave, and from the cognitive to the affective. However, if there is a 
L 

commonality it is that this rather wgue concept which exists within and yet 
J -  - 

separate from socializing and enculturation is an important yet not well defined 

phenomenon. 

Those who view education as a normative concept are obviously 

concerned to anaiyze it in terms of defensible values.   his kind of view, what 

Hamm (1 990) calls the general enlightenment view, is put forward most often by 
& 

philosophers of education of a liberal persuasion such as Peters, Hirst, 
Ci . 

( ~ a z e ~ i d e s  and Barrow. Peters (1 961) maintains explicitly that, education 

implies that something worthwhile is being done, and that it is from the norms in 
- .  I 

question that the aims of education are deduced. He pdses the question of 

what constitutes an educated man? How does one distinguish such a person 
- 

from one who is merely trained, informed, or indoctrinated? Now this point is 
.6 

crucial, because in many of the examples of the use of 'education' given earlier 

these distinctions were not made. The criteria that Peters(1966) maintains are . i 
--- - -- - - - - - - - - - - - - p--pp---- - 

' implicit in central cases of 'education' are as follows: - 

- - - -- - - - -- L -  

i.that 'education' implies the transmission of what is worth-while to those 
, who becom-e committed to it; 

ii.that 'education' must involve knowledge and understanding and some 
kind of cognitive perspective, which are not inert; 

1 



iii.that 'education' at least rules out some procedures of transmission on 
the grounds that they lack wittingness and voluntariness, on the part of 
the learner. (p.22) 

1 
I 

The application of these criteria would rule out many of the references made by 

the sociologists and anthropologists. These criteria also imply a situation in , 

which the individual consciously and voluntarily develops his knowledge and 

u nde rs~~lding-of_the\410[:trli0-~@\~0~~ktk'c~,~~~-(-~~ WS, is 
- 

a transformative process, "for it is*by education that msre living is transformed 
- 

- 

into a quality of life". But this implies no single end, as is often found in training; 
I r( 

- - - 

in Peter's words, "to be educated is not to have arrived at a destination; it is to ' 
/' 

travel with a different view" (p. 8). This does not mean, however, that the 

individual can choose 'bingo and billiards' and still be educated, for not all 
L 

desirable things have educational value. 

Peters further develops the concept of education in a collaborative work 
, 

with Paul Hirst called The L o u  - of Mu- (1 970). Education is the 

acquisition of what they call "modes of experience or forms of knowledge" . 

(p. 64), which they maintain are philosophy, literature and the fine arts, physical 

science, mathematics, morals and interpersonal understanding. Hirs! maintains 

that these forms have their okn distinct concepts, their own logical structure and 
- 

their own distinctive methods for testing the truth of their claims. Thus, there are ?I 

logical. limits onwhat we term 'education' inherent in the concept. 40 therefore, 

when we say that someone is an 'educated' man, or that a society 'educates' its 
- -- - -- - - - - - - 

- 

young in schools, we are referring to a breadth and depth of knowledge and 
7 

- -- - 
- - - - - - - -- 

understanding which is provided by these forms. This has obvious implications 

for the relationship between education and culture. It ishow no longer a 

general term for the process of fitting people into a society, but has a specific 
, 

". 



-- 

normative meaning. It is aphenomenon which in itself wilt impinge upon the 

nature of the culture which embodies it, and thereby change theconcept 
. .  D 

'culture' as well. That is, if it is a central and not peripheral part of a culture. 
.x 

The two other philosoph6rs mentioned do not essentially contradict the 

central ideas of Hirst and Peters. ~ o b i n  Barrow (1 981) is critical of the divisions 

of the forms of knowledge, and seeks to define the educated man in less rilqid 

terms, maintaining that t6call someone an educated man means that that 

person must "have some awareness of our place in the totality ... an awareness 

of the culturatand historkal traditions to which- we belongw. He is'one "who 
- 

appreciates and is alert to people s individuais and to the power of P 1 

individuality", one who will be able o distinguish logically distinct kinds of 

questions" and have the "ability tothink, in terms + of precise and specific 

concepts rather than blurred or general ones."(Barrow,l981, p. 43).' But, -. - 

despite Barrow's misgivings about-some of the details of Hirst and Peters' thesis 

there is nothing-in his work that would contradict the ksence of it. ~arrow'also - 

carefully distinguishes education from socializatioh, indoctrination, health, - 
- 

vocational preparation and the development of emotional maturity. He denies 

that education is 'useful' if by useful what is meant is things like "indreasing the 

labour force", boosting "the Gross National Product", or making sure that '%here 

are enough dentists for the coming decade" (p. 48). Educatioh, in his view, is 

not supposed to be useful in this way any mare than art is, and it is "something 
-- --- - 

that wQrovide because we b e l i e ~ i t i s v a l u a b l ~ o b e  educated, just as it is 

valuable to bEbeautifuL" (p48)33owever, Barrow 4aKs recognize that 
* .  

education can be regarded as useful, but in a much more fundamental sense 

than alluded to above, "education being what it is, to open democratic societieg 



C 

* 
PJ 

- 

- 

with goals of truth and national decision-making, educated people are . 

obviously very useful and uneducated people are a considerable nuisance." - 

(p. 48). Whether or not educated people are merely "useful" to a democracy, or 
- 

'w6ether they are vital to its success, open's up a question germaine to the 

relationship between our present day culture and education. For surely a 
\ 

%' - 

democratic society needs an educated c~t~zenry because of the complmty ot 

the decisions to be made and without it a democracy becomes merely a 

"mobocracy" (Adler, 1981, p. 2). It may also be significant to note that the - 
- 

- 

concepts of education and culture, fused in the Greek notionof paideia 

emerged in the ancient Hellenic world at the same time as did the concept of - - 
- 

- 

. 

democratic government. 

Tasos Kazepides (1982) brings us nearer to this connection between the 
P 

concepts of 'edu ation' and 'culture'. He roots his definition firmly in the e - 

Hellenic tradition. "our goncept of education has a very long and distinguished 

history; its prigins go all .the way back to our intellectuabforebears, the 

Presocratic philosophers" (Kazepides, 1982, p. 156). Kazepides maintains that 

education emerges as a natural part of a culture which discovered "the human 
/ 

mind'as a unique and powerful organizing and creating force.in the universe, 
- 

and maintains that no Gods but man is the measure of all things" (p. 156). 

He further maintains that%.u concept of education emerged out of these 

mdmentous intellectual achievements and changes in outlook, and refers to 
- - - - - - - -- - - - - - - - - - - -- - - 

their unique formative powers for the development oftthe human =dn. 

Kazepides, for "before these discoveries or outside such discoveries there 

Cannot be any talk about education". The value isthat it not only introduces the 



, 

4 6  
< *  

a T' I 

- - 

' young into "the established content and methodology of the various forms of 
, - 

knowledge and understanding" but to the supreme importance of "truth". 
u 

Furthermore, this "pursuit of truth" is inseparable from the principles of respect. 

- 
' for evidence and sound a&ment, fr edombf thought, consistency, and e I - 

clarity.(p.' 156). Kazepides also rejects all other uses of the term education as 
, 

~ n o t w o r t h ~ o f ~ b s i o n . . a ~ ~ ~ n c L f i c s t I s - c ~ t m ~ ~  

"'education' is inseparable from knowledge and understanding? Thus 
\ e Kazepides grounds the concept of education as central to the world view of 

L 
- - - --- 

~estern~~ivi l izat ion, at least in its Hellenic stream. 

Mow do the descriptive and normative views of education compare? - 

I Certainly the philosophers of education would see the so"cotogist as being at 

best over-enthusiastic and at the worst careless, and the first group would 

probably categorize the second as being rigid and ethnocentric. It would 

certainly seem that the users of the descriptive definition of education tend to 
P 

take a relativistic view of culture, and sub-cultures. 
- 

. A real problem, one clarified by Scheffter (1967)~ is that unless 
- 

- 

-3 
comprehensive descriptive definitions are outlined, or stipulative intentions 

stated or programmatic motives made clear, then there is the dangqr of what he 

calls overlapping between t s e s  ofdefinition. One sees this in particular in the 

Carlton, Colley and Mackinnon paper where the first use is programmatic, the 
- 

second stipulative and subsequent ones descriptive terms. 
- - -- - - - P A - *  -- -P - - - -- -- - - 

, defence of the rigour which Peters, Hirst et al. bring to their 
- - -- - - -- - ---- - --- 

that the reader is clear about what they mean; because'their use is relatively 
, 

specific. One does not have to agree with them, but at least one knows what 

one is disagreeing-with. Their concern is different from that of social scientists. 



These philosophers, rightly in my opinion, find the descriptive dGfinitions of J 

t t i  
1 ,  

education useless for anshring the practical question "How shall ieducate my . \ 
- - 

child?", partly because of their generality and partly because they may enshrine . 
I , 

4 -unacceptable values. . , 

, 

. I 

- 
, 

I 
Culture, * .- 

Theproblems faced in arriving at a definition of ttie term 'culture 'are . . 
similar to-the ones we faced when defining 'education'. However:one problem ' 

- 
- -  - ---- -- 

which is easily tackled is the distinction betweeh the use of the term 'culture' to 

refer to a scientific or agricultural.pracfice and its u3e to refer to a manifestation f 
- 

of human society. It goes without saying that only the latter meaning is of . 
interest to us in this paper. Cv= 

Before continuing it may well be advaritageous to distinguish the term 
- 

'culture' from the terms,'iociet%and 'civilization'. In common usage we do s 

- \ 3% distinguish them, espe~ially~ when pd in relation to the word 'man'. .Is 'a 
. <.= t3 

cultured man' the same as a 'sokialized man' or a 'civilized man'? First, when ' 
/ 

we use the phrase 'to-be cultured' or 'to be civilized' in this way we imply s.ome I 

, standards or other, and this raises the needtb judge these standards. - 

However, 'to be socialized' is merelyfo bgpart of &society. It does not imply 
, - - 

awareness of this state in thesame way as the other states:do. For surely it is, . 
, 

* .. ' 
not possible for a person to be cultured or civilized apd not know It. Whereas 
- - - - -- - - - --- -- - -L 7-- - - - ---- 
people can, be sdcialized, or partly socialized, in the absence of self t 

4 
- - - - - -- 'i------ - 

, - 

consciousness, as indthe case.af a young child for example. Forlour purposes + - 
- 

we can regard 'ciyilization' and 'culture' as synonymous, despite the f ad  that 
- 

some historians, Toynbee (1972) in particular, do make the distinction. One - 



- 

. also may look at the etymology of 'ckil' and see its origins in ancient city state 
* 

, 
P 

from which paideia sprung. Marrou (1 956) maintains that the distinctive 
\ 

- 

character of Hellenic civilization, is the civilization of paideia "coming 'between 

the civilization of the ancient city ... the polis ... and the civilization of'the city of 

God ... the Theopolis." (p. 143). - I ?  

The concept of 'education' has like the concept 'culture' a wide variety of 
3 - 

uses including both the normative and non-normative types found in the 

literature of sociology and anthropology. For example, George D. Spindler in 

his article "The Transmission of culture" (1 974)Jalks about culture in terms of , 
, 

- - - -- - - 

' both the educational functions that are carried out by initiation rites in many 
- .  

cultures and the major functions of the physical artifacts of a group of people; 

he suggests that it is "a conceptual abstraction that helps us analyze individual 

human behaviour as that behaviour is shared among groups" (p. 279). This 
t 

modern notion of the term, meaning objective data about the way of life 

prevailing in any particular society, stems from a book written in 1871 by 

Edward B. - Tylor calledprimitive culture. In the first sentence he propounds a , 

* f definition which even today is the starting point for the more extensive 

treatments by anthropologists. "Culture or Civilization" he says "is that complex 
<, 

whole which includes knowledge, belief, art, morals, law, custom, and any other 

- capabilities and habits acquired by man as a member of society" (quoted in 

- Brameld, 1957, pp.6-7). However, note that while-this early modern definition 
- -- - -- - - C 

contains a noriStiVG elGmGEt wxich i smiss in in i ts la ter  more scientific uses, it 
-- 

reflects tKe CtassZa~~deao tC~tu reas  the coniEiom idemf human perfection. 
/f 

As mentioned above, in ancient Greece the concepts of education and of. 

culture were inseparably fused in the word paideia , which also contained the 



concept of arete or excellence, as out by Jaeger 11 982, p. 41 7). 

Paideha implies the results of an educational effort to realize even more- . /  

perfectly the human ideal or the mind of a man who has become truw a man. 
0 

As H. I. Marrou (1 956) notes "it is a striking fact that when, la ty .  Varro and A 

Cicero had to translate paideia into Latin they used the word humanitas " (p. 
\ 

142). 
- 

This normative sense of culture refering to the cultivation of the graces of 
' i 

learning and gentility has survived to this day in the meaning of 'culture'which 

is implied when we talk about "a du~tured person", without using it pejoratively of , 

- 
- 

course. On the other h a d  the definitio-n of culture as bsed in sociology and 

anthropological, sees education as being all the ways in which children are 

fitted into the culture which surrounds them.  his does not necessarily imply 

, any specific value; it is merely functional; it is what societies do to their young to 

socialize them regardless of value. The Classical view, however, sees 

education as an absolutely integral part of culture which encourages and 
I 

inculcates in the individual the highest ideals of our traditions. In fact, Marrou 

(1956) points out that the French and English usage of 'culture' has "a 
i 

pronounced personalist tinge" (p. 142), which is the exact opposite of any 

collective idea of civilization. He traces this back to the Greek ideal of a 

b . personal life which began in the Greek city states and was spread abroad both 
' 

\ 

by the Alexandrian conquests and the Latin empires. It became an the - 

and M s t i m i t y ,  survived-&form that rnadeWestermamt he-he i r to theo ld - -  - 

classicism (Marrou, 1956, p. 465). Therefore, in attempting to define culture, we 

see that it is in its normative form quite strongly connected with the concept of 



education. The question for those wishing to propose the adoption of a liberal - 

education today is whether these concepts of paideia and arete, the 

intellectualized ideals of a   reek city-stale which fuse culture and education, 

can provide some model to be followed. 
- 

. 
Education and Culture. - 

- 

We have seen that the ancient Greek concepts of education and culture 

were linked very closely in the term paideia, "Culture was3for the Greeks the 
- 

original creation and original formation of human character" (Jaeger, 1982, 

p. 274). The ideal of~this character was the highest achievempt possible to 

man, which in the fifth century meant a genuine intellectual and spiritual culture. 
i 

Jaeger contends that the discovery of the educational technique, was one of the 

greatest discoveries which the mind of man has ever made. Mind, needed 

development not only so that humans could lead the-good life: or attain some 

state of metaphysical perfection, but because it could apprehend the hidden law 

of its dwn structure. - 

- 
C 

I 

This idea is of course still vital today. Earlier in this chapter we saw that 

Kazepides connects education historically in this way to the intellectual ' , 

discoveries of the Prxisocratic philosophers; and also contends, in agreement - 

with Hirst and Peters that the central uses of 'education' are inseparable from - 1 

-- - - - - - - 

'knowledge' and 'ZKderZanding'xirst (19zb)es to free paideia from& : 
ancient cuRbral a n d m e ~ k y s ~ c a ~ c o n h e c t ~ ~ n s  m e i E a ~ i e f ~ f h r e s e n t  -%. -; -. 

k.= 

day. He distinguishes between its historical roots and its logical form, and sees . , 

education as a valuable activity because of its relation to knowledge and 



understanding. It can be explained and justified in epistemological terms . - 

without any need for metaphysics or history (pp. 30-32). 

However, there is something of a sense of loss, when we drop the ideals 
F- 

of man incorporated in paideia, or at least try to dismiss them. Surely it is a 

worthy question to ask 'What is the good life?", and to discuss the idea of fhe- 
, 

perfectibility in man. The anthropolcxgjsts and sociologists are mgre intentan 
- 

- 

description and classification rather than on evaluation. Their findings may be 

significant, but the way in which they use the terms 'education' and 'culture1 

make the use of their findings for educators of limited value. The other thinkers, 

Marrou, Jaeger-and Paul Hirst for example, based their use of these terms on \ * 

hdistorical precedent and logical analysis respectively. Whether they are any 
- 

more useful than the anthropologists te palicy makers is open to question. 

Certainly, they are in one sense; that is the clarity, care and rational nature of - 

their conclusions make their definitions very valuable 'tools' to think with. You 

know it is a chisel in your hand, and not simply a tool of some sort. But more 

important are the implications that the ideas expressed by these thinkers have 
- 

- for the present relation between education and culture for a democratic society. 
- 

, One of the implications i$ that any attempt at defining a liberal education will - . - 

-&. J 

, requirethat concepts such as 'culture' and 'history' not only be rigorously 
I. ,.- - 

analyzed, but also be rooted in the highest ideal of man. This ideal cannot be 
, 

found from science, but it can be discovered in history, while philosophy can 
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The British philosopher Michael Oakeshott is one who has written 
- 

extensively about both history and education, and perhaps because of this his 

views do not suffer from the narrowness found in some philosophy. The stress 

he places on the role of culture, history and human freedom in any view of a 

liberal education is one of great interest. He in no way plays down the vital part 

that intellectual matters play in any concept of a liberating education, if is just 
. 
that he is much more willingto include concepts such as will, feeling and 

freedom as necessary parts of his definition. Because of this and also because 

of his extensive critique of contemporary anti-educational forces in our soci iy 

his analysis is one which is more fully human than for example Hirst's. 
. 

A fundamental concept for Oakeshott (1 989) is what he calls "a free 

man". A human is free in the sense of not being wholly determined as other 

inhabitants of the world of nature are. This freedom lies at the heart of our self 

awareness and is not something which we can be rid of without ceasing to be 

human. We are aware of being human and have the capacity to make 
+ -  

utterances expressing an understanding of this fact. Oakeshott maintains that 

whether any particular individual utterance of this type is true or false is of no 

matter, because in principle they postulate "a man who is something besides 
- - - - - - - - - - - - - - - -- - 

what fhese, or any other statements, allege him to be. ~ h e ~ ' ~ o s t u l a t e  what I 
-- 

shall call a free man"-(~. 18). In other wods, f i $ t h i s ~ a n s i H h Z t  man has 

mind. - 



To Oakeshott man is not merely a physical being and nor is mind that 

- ghost in the meat mmhine left over when the geneticists and bio-chemists have 
'h 

finished their investigations&hat does the investigating. It is made up of: 

- \ *  
\ 

perceptions, recognitions, thoughts of aU kinds; of emotions, sentiments, 
affections, deliberations and purposes, and of actions which are 
responses to what is ~nderstood~to be going on. It is the author not only of 
the intelligible world in which a human b e i n g m t  aka  of the self- -- 
conscious relationship to that world, a self-consciousness which may rise 
to the condition of self understanding. (p. 19) 

-- - - 

For Oakeshott the 'freedom' of a human being is not merely restricted to his 
e 

capacity to make statements expressing his understanding of himself, it also 

resides in his realisation that the world is for him what he understands it to be, 

as h3 is what he understands himself to be,"a human being is 'free', not 

because he has 'free will', but because he is in himself what he is for himself.: 

(p. 19). Man cannot deny this fact of the human condition, in fact the very act of 

contemplating its denial, any attempt to escape from the possibility of not being 
& 6 

capable of error or wrong doing shows its impossibility, because it is the only I 

the mind that can regret having to think. There is no going back to Eden, and 

despite the fact that we are thrown into the world at birth there is a price that has 
I 

to be paid for this freedom, and, according to Oakeshott, that price is learning. 

He maintains that we cannot shirk this responsibility, even i f  we wanted to, . 
.. because learning is a necessary component of being human. As he puts it, 

What distinguishesa-human beinsindeed what constitutes~uman--- 
being, is not merely his having to think, but his thoughts, his beliefs, 
doubts, understandings,his awareness of his own ignorance, his wants, 
preferences, choices, sentiments, emotions, purposes, and his 
expression of them in utterances or aetions which have meanings;.and a 
necessary condition of all or any of this is that he must have learned it. 



. The price of the intelligent activity which constitutes being human is 
learning. (p. 20) 

- 

This learning is something which we can only do.for ourselves; we each have 

our own self enacted history, "and the expression 'human nature' stands only 
- - 

- for our common and inescapable engagement: to become by learning" (p. 21). 
- 

T h P w O r l d m u s t b e l e a r n e d a n d m u c h o f ~ h e ~ s _ t ~ L  

the satisfaction of human wants ,- and social order in the form of particular skills, 
- 

instrumental practices and human relationships. The) particular kind of learning, 

however, that we as educators wish to explore is rlot of this kind but one that 
f 

has to do with learning to understand ourselves. Oakeshott sees this as an 

adventure in human self-understanding and the actual enquiries, utterances 

and actions in which human beings have expressed their understanding of the 
e 

human condition "has come to called a 'liberal' education- 'liberal' because it is 

liberated from the distracted business of satisfying'contingent wants" (p. 28). 
I 

Oakeshott sees t h y  adventure as one that the individual will find 

very difficult to pursue in isolation. It is not good enough just going off to the 

bookstore and buying a do-it-yourself book on introspection and then navel 

gazing. By the safnejoken those teachers who wish their pupils to develop self 

knowledge by getting them to brainstorm all that they know about themselves 

are equally misguided, because "human self understanding is, then, 

inseparable from learning to participate in what is called 'culture'."(p. 28). Not 
- -  - - - - - - - - - - - - - - - 

that culture pre-determines human life, neither is it a set of doctrines or 
- - - - - - - - - - - -- - - --- -- 

teachings which must be learned and followed; it is that which'is learned in 

, everything we may learn. Also, despite its contingent and historic nature, a 

culture does represent a continuity of thought3 many of which are not only 

> 



going off in different directions but are critical of each other.   his is particularly 
- 

so in the history of Western culture which to Oakeshott "accommodates not only 

the lyre of Apollo but the pipes of Pan, the call of the wild; not only the poet but 

. also the physicist; not only the majestic metropolis of Augustiriian theology but 

also the 'green-wood' of Franciscan Christianity!' (p. 29). 
% 

We learn about this great adventure by engaging in what Oakeshott calls 
I-- 

a 'conversational encounter'. This idea of a conversation, the flow back and 

forth between an individual and culture figures prominently in his concept of a 

liberal education. Oakeshott calls Hirst's 'forms of knowledge', more 

appropriately in my opinion, 'languages of understanding'. These 'languages' a 
contain sub-categories, such as "the language of the natural sciences, ... the 

language of history, the language of philosophy or the language of poetic 

imagination" (p. 37). These component inquiries, however, while having 

substantive differences do have, according to Oakeshott a common formal - 

- 

character, 

Languages in a more commonplace sense are organizations of 
grammatical and syntactical considerations or rules to -be taken 
account of and subscribed to in making utterances. These 
considerations do not determine the utterances made or even 
exactly how they shall be subscribed to; that is left to the speaker who not 
only has something of his own to say but may also have a style of his 
own. (p. 37) 

-Thusto be able to-speak in these pa~t icula~ modesotundseanbtq-req~ree--------7 

an inventive engagement-sthepart of ttkehdividual, butt!-w-speak8t.-~ntfst- 

also learn the particular conditions each language imposes on his utterances. - 
I 

It is not necessarily originality which is important here, but learning to make 
m h 



-- 

utterances that display genuine understanding - of the language spoken, 

because in Oakeshott's words: 
- 

- 

each of these languages constitutes the terms of a distinct conditional 
understanding of the world and a similarly distinct idiom of self- 
understanding. Their virtue is to be different from one another and his 
difference is intrinsic. Each is secure in its autonomy so long as it knows 
and remains faithful to itself. (p. 38) 1 

~urthermore, because these languages have a long history they cannot be ' \ 
learned merely through attending either to their formal qualities or to 

- - -  

- 
contemporary utterances (p.38). Neither do they represent some underlying 

unconditional wcrld view that can be obtained through integrating them; th'ey 

can only be joined, in Oakeshott's view, in a conversation. This concept of 

languages of understanding holds within it not merely some sense of the C 

diverse nature of knowledge:but also some-indication of the manner in which a 

person may acquires them; i.e. through a conversation with the world, both 

natural and cultural. This concept is also a-potentially useful pedagogic one for 

those teachers who wish to encourage liberal learning, which recognizes that 

there are "some specific invitations to encounter parficular adventures in human 

self-understanding" ip: 29). The specific invitations this thesis is interested in 

constitute a liberal education. For Oakeshott'liberal learning is above all else, 

an education in imagination, an initiation into the art of this conversation 
, - in which we learn to-recognize th+voiee~-te&&~&tkei~different------ - -- 

modes of utterance, to acquire the'intellectual and moral habits 
- 

app~opriate t~ t k  s ~ v e ~ a ~ w C F e l ; t t b ~ ~ h i p a n & ~ s - t ~ m a k e - o w d e b t t , ' ~  
dans la vie humaine. (p. 39) 



- As pointed out in the previous chapter this invitation has not only a particular P 

logic to it but also a long and distinguished career. It has not always been . ' 
\ 
\ 

regafded as the most important invitation, in fact it may once again be being i 
I 

ignored as a more instrumental view of learning becomes socially and 
1 

t 
politically dominant. However, it has emerged time and again in various guises 

as the prime engagement of the human mind, even in the face of poverty and 
B 

adversity: It is ironic that today it should once again be so under attack in 

societies which'unlike niost that do and have existed are capable of providing 
- 

- - -- -- 
for all their citizens the opportunity to enter fully into this conversation. . 

a 
In his essay "Education: the Engagement and its Frustrat~on", published 

in his 1989 callection of essays called The Voice of Liberal Le;arnina, Oakeshott 

outlines some of those forces at present at work which are endangering liberal 

, . education. While schools may .have, in the present day many other roles, too 

many here to enumerate, . their , primary one, for Oakeshott, is that they are 

places where children are presented with the invitation to liberal learning; that 
i ' 

is, the invitation to disentangle oneself, for a time, from the urgencies of the here 

and now, and to listen to that conversdion in which human 'beings have since 
Ib 

the Greeks, a t te~pted to understand themselves. 

P Education is not learning to do this or that more proficiently; it is 
acquiring in some measure an understanding of a human condition in 
which the 'fact of life' is continuously illuminated by a 'quality of life'. 
It is a learning how to be at once an autonomous and civilized 
subscriber to a-human life. - (OakeshoeW8%p-FFp- - -- - 

+ 

3 
> 

- - - -  - -  -- - - - -- 

Education, for Oakeshott is an intrjasically worthwhile activity, because 



"it does not equip the newcomer to do anything specific, it gives him no 

particular skill; it promises no material advantage over other men, and it points 
e 

to no finally perfect human character" (p. 70). it provides through a conversation . 

both with the present languages of understanding and the historical record of - 

. other attempts to understand the world a level of self-knowledge which cannot 

be obtained through amore instrumental approach. a 

? 
This view of learning, of a certain transaction - between the-generations, is 

I 

at present under attack and Oakeshott (1989) critiques two of these whose 

"common enterprise is to substitute fo~education some other andalmost totally - 

different idea of apprenticeship to adult life, and for 'School' some other and 
. 

almost totally different practice of initiation" (p. 71). The first of these anti- 

educational doctrines is what has been called 'child centred' schooling. This is 

aptly summarized in the phrase 'We teach children, not subjects'. As Israel 

Scheffler (1 960) has pointed out this is an educational slogan, and he states 
, 

that "slogans provide rallying symbols of the key ideas and attitudes of 

movemerlts, ideas, and attitudes that may be more fully and-literally expressed 

elsewhere" (Scheffler, 1960, p. 36). Slogans-are unsystematic and are not - 
1 " 

important expositions of educational theories, and yet as Scheffler (1 960) points + 

out, over a period of time they tend to come to be taken hterally, and have a 

great effect on actual practices. He also warns how, in the case of this particular 

slogan, it began as a way of stressing the irnpoflance of the child in the teaching 
--- triad and has e ndecf up as being takerras-a- literal deftinition-fordmati-mi Thepp pp- 

difficulty with this t y p e ~ t s l o g a ~ f i - t e f g e s w h e ~ - ~ ~ e  considetsthsrneaning-of----- 
f 

the verb 'to teach' as used in the following sentence. "I am teaching my son, but 
% 

, I am not teaching him anything.". ' f~his is does not make sense and shows the 



person does not understand what the verb 'to teach' means. However, as 
- 

Oakeshott (1 989) points out, the slogan has become an operational doctrine, ' 

a - - 

one which is potentially crippling for the school as an dducational institution: "in 

short, 'school' is to be corrupted by having imposed upon it the characteristics of 

an indifferent kindergarten: 'secondary schools' it is announced, 'will follow the 
- - - 

,lead already taken by pfimary school' " (p. 73). The historic inheritances of 

human understandings and imaginings are banished; because the child if 

subjected to these wit! be "condemned to a prison-like existence in cell-like 

classrooms" (p. 73), and w i l  have his individuality destroyed and his interests - - 

- - 

ignored. This doctrine that worships the child and banishes subjects is in 

Oakeshott's opinion not caused merely by a naive belief that children if left 

alone will indepen ently discover this inheritance, but also by two other factors, 

Both of these are, onically, as much part of Western tradition as that of liberal r 
education, and come from on the one hand the romantic tradition and on the 

other from positivism. 
'4 

The romantic view is one which is propounded by those who regard the 

inheritance of human understandings as an insufferable burden. This desire for 
- r 

blessed innocence, accoiding to Oakeshott, is an illusion which could never 

itself be a reason for abolishing,education; because 

what is being celebrated here ...( is) a sentiment which is one of the most 
moving and most delicate components of our inheritance of human 
understanding: that tender nostalgia at the heart of all European - poetry 

-- - - - - - 

that Tmage-of impossible Gleasewh-iFka encounter only in being 
educated. (p.-74) , - - - - -- -- - -- - 

The positivist view, which has down the years combined with pragmatic 

and instrumental ideas of knowledge, maintains that that traditional content 
I 



' should be abolished because the only significant inheritance we have (namely, 
- 

that- which is called 'scientific knowledge') is both so recent and in process of 

- such rapid transformation that to cram children l i t h  this formal body of 

knowledge, which will quickly become outdated,is clearly a lost endeavour. 

This view is often accompanied by talk about the volatile nature of 

contemporary knowledge and uses slogans Is such as 'the rapid natute of 

change', 'sctioolinq for the iwenty first century', and Yoday's information society'. 
I - 

Oakeshott summarizes these views in the following way, . 

- - - - - -  

yesterday's frontier of knowledge is tomorrow's rubbish-dump of ideas, 
, P when we are in the middfe of a technological revolution whose skills and 

standards of conduct are evanescent, there is no room for learning-which a 

is not 'creative enquiry' or for 'education' which is not an engagement to 
solve a technological problem. (p. 74) , 

\ - 

Oakeshott maintains that this view of education-as an apprenticeship-for adult. 4 

life that stresses the activity of discovey of concrete things, as oppo&d to 
' 

words, began with Francis Bacon, and points out that it contains a view that 

knowledge derives solely from the experience and observation of things. 

Information replaces all other focuses of knowing, - and even the understanding 
%- 

of the human mind is reduced to knoyledge of 'psychological processes'. 

Things, it is maintained, exist prior to words, and words distort man'scapacity to 
6 

< 
X 

grasp information locked in these things. This sensualist/empirical view is one 

that has had a great deal of influence on progressive educational ideas, 
- - - -  - - - J p--ppp -- -- - - - 

especially in the h i t e d  States, and the slogan "Things, not words" epitomizes , , 
- --- -- - - -- - -- -- -- 

it. Language is viewed as either a code which p&ple create nnd use in order - 

to make their own world, or as an instrument which conveys what can be 

usefully gleaned from experience, so as to become more efficient. Its role as a 
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4. 
I v i ~  repository of traditional undentanding is regarded with extremi suspicion - 

I .( and knowledge is identified with tk i t  whith is most immedjately ugefulin the 
-. 

. a 
- world. The most powerful exponent o f  this view in the twentieth century was 

. ., 
, 

JohnDewey and, while his views were to some extent distorted by his fo!lowers, , 
d 

- - . . 
the effeqt of his exposition of such pragmatic views of knowledge and man is . 

L-- still deeply fil; in'most North American thinking about schogling. It*should be 
I 

- < 
notedthat two of the most influential theorists h makstream North Anierican ' 

* * 

curriculum thought tod* - Benjamin Bloom aXd Ralph Tyler- both at one time 
0 

-- - , ---- -- 

worked with and w&e%eauily influenced by ~ e w i i f  
a , 

Th*e doctrines,' Oakeshott .-- maintains, stand not 

for a transaction between'generations of 
- newcomer was initiated intosan 

- 

h -which he' 
- 'natural' 8 

1 

6 
% *r* L 

B 

Thus the first,threat,'or frustration as Oakeshott it, to educational engagement 
, 

can be seen as a combination of romantic and positivistic views of man, which ' - 

"i 
+ 

despite their containing numerous contradictions, nevertheles; imbue a great - 
1 = - > ,  

deal of so-called educatio~al thought. One has only to read the recently- * A 

pqtished dbcument frob thh British Columbia ~ i n i s t ~  of Education called Year a 

, 2000 (1989)tosaee that. .Thecombinedstressonchild-centred, skill-based, * 

-- - - g oeric learning, anditsemphasis-on d i s c e v e ~ ~ ~ o p w i f t t v ~ l e i t ~ n t ~ ~ - ~ -  - ---- 

b ,? - 
-- shows thatthist~raditionisalivea~d-well~~~d~~me~t~an~n-~a~tisular- 

, . 

the Ministry of Education mission statement, which states that the purpose of the 
-7 

school system is to "assist learners to acquire the howledge, skills, and 
4 -  - - 

i 



/ t 

attitudes needed to contribute to a healthy society an8 prosperous and 

sustainable economy" (p. 7), also introduces the last member of Oakeshott anti- 

educatidnal movements. This is what he calls the move to replace education 
- 

with socializing. No longer is it the child's needs or experience that guide the 

/- curriculum, but the needs of society, in this case a view of what industrial 
- - 

- ~ & e t y ~ - ~ ~ f ~ s ~ S W k n ~ s & ~ - g L  . b * - 

investment and children as a potentially valuable resource akin to copper or 

corn. What is desired a s  an outcome, by this approach, are people designed 
6 t 

and trained to fit into industrial iife. people thus become means and not ends 
- 

in themselves. This view ac~ording to Oakeshott -may, however, not deny that 

there exist, 

- 

- 

a considerable inheritance of human understandings, sentiments, 
beliefs, e tc .x  terms-of which a newcomer might be released from the 
grip of his i mediate world and come to understand and identify 
himself as a civilized human being aware of standards of excellence in 

- 

thought and conduct little or not at all reflected in the c~rrent  . 

enterprises and activities of that world. (p.'78) , 

- 

U - 

It would maintain that'the encouragement of this ident i t~~is for most people 

socially dangerous, because it distracts them from the ordinary business of life - 
, = 

This view could be categorized as one that sees the deeper, richer aspects of 

human understanding as unnecessary if a person is merely to be a worker or 

peasant. Its influence can be seen - -- --- wherever - schoolin~systems - - are meant . - 2- - - - - - -- - - 

\ 

merely to train and socialize most people with the skills and beliefs necess&y 
- - - - - - - -- - - -- - - - - - - 

for. a life of work. In British Columbia this can be seen in subjects such as 
r 

Communication 11 and 12, where certain students are chosen to be trained in 

those language skills necessary for local and present social life, and are denied 



a chance to engage in $,serious conversation whh literatlre. It is today given - 
' . 

form in the various strands that Have appeared in the secondary component of 
- 

the Year 2000 curriculum proposals. 

0akeshot-t outlines the European heritage of this substitution of - 

socialization for education and connects it with the class structure df European 

the 

the 

the 

life. HowevQr, i t t n u ~ t i t h a s ~ a e g u a l c g u ~  

united States. This is epitomized in the reportAof the NEA Commission on 

Reorganization of Secondary Education (191 8), which in many ways laid 
-- - 

foundation for mobern secondary schooling in the US. This document, 
- 

Cremin (1 961) maintains, "pronounced health, command of fundamental 

processes, worthy home, membership, vocation, citizenship, worthy use of 

leisure and ethical character as the seven 'main objectives' of American 

secondary education" (p. 93). Today this substitution of socialization for 

education is continuing to proceed. Again with rdereencce to the Year 2000 - 

document, ,despite a brief sop to the idea of the intellectual curricutum its intent - 

as far as the secondary curriculum is concerned, appears to be primarily 

instrumental. Schools exist, in great part, so that the province will continue to - 
receive a supply ,of well adjusted, highly trained individuals who will be able to 

contribute primarily to a sustainable economic base. 

Oakeshott's opposition to the forces frustrating education involves 

maintaining the vital importance of the intrinsic good for individuals of art 

education per se. as opposed to any reduction to sentimental, social, or 
- - - - -- - -- - - - - - - - - -- - 

I scientific ends. The sentimentalists see the child as having some potential that 

merely needs certain environmental factors organized so as to allow it to 'grow'. 

Their debt to certain aspectsof Romant/cism is evident, and their belief that 



tradition and culture are a prison from which children must be forced if they are 
- # 

to develop to their full potential harks back to the romantic idea of the noble . 

savage. Our past is either evil, irrelevant, or elitist and if a new Eden is to 6e - 

created on earth mdn must begin again from scratch. History is particularly to 

be expunged from what the child needs to learn. The traditions - literary, 

philosophical ~ ~ o u s  - w h i c h - a m h a d d a r l i n a n w - L - -  

hidden- from the child, lest they become corrupted. One modern variant of this 
- 

view is a certain kind of relativism where Western thought is seen as merely 
, - 

- 7  - 

one tradition in a world full of campeting cultures, and to teach within or about 
- 

the West is to be guilty of a form of 'cultural imperialism'. The problem is that 
- 

' . 
the business of selecting from the competing traditions or cultures, and of 

determining what aspects of them should then be included in the educational 

curriculum, can only seriously be raised by using criteria already part of a . , 
, 

Western world view. 
1 

The positivistic reduction of all knowledge to scientific thought is also 

prevalent in contempowry educational thought. This is particularly damaging 

when not only is the knowledge to be studied reduced to that capable of being 
L .  - 

verified by thg scientific method, but when, the whole concept of mind and 

learning is based upon reductionist behaviokistic psychological theories of- 
I 

mind as well. ~ h u s  content-less, value free processes are seen as being the 
- 

meat of the school curriculum. Students are to be taught how to think, detached 
- 

-- ---- --- -- - -- 

from what they are thinking about. This can seen in the stress on programs 
- --- - 

such as teaching forthinking and the stress on thinking *ills and problem 

solving. The fact that this view is not only a caricature of what science is all 



about but that it also potentiaS excludes great aleasof human thought, like 

morality and aesthetic's, is ignored. 
5 - 

The contribution to the contemporary scene of these views is one wh'ich 

has so dominated the talk about school that it is not possible to enter into a 

discl~ssion about education today without having to deal with a morass of 

slogans, metaphors and problematicclaims, terms such as 'child-centred', 
- 

'experience', 'discovery learning', 'growth' are but a few of these uncritically 

accepted dogmas which masquerade as educational thought. 

The instnrmentalisf Kew which sees schools as preparing children for 

nayow commercial or social ends is also one which today has greater 

currency., (Bailey in Entwistle, 1990, p. 52). Large areas of the curriculum, even 
1 

ones which are not directly designed to teach children marketable or 

communication skills suchvas art or literature classes, are nevertheless justified 
1 

on the grounds th&hey give - children a start towards career goals: The 

sciences.'mathematics and modern languages are a160 examples o'f subject 

aread which have taken on an even greater instrumental tone. It. is also 

interesting to question the motives'behind the recent growth irf. French language 
$ 
immersion schools. Are they,supported, in particular bytthe middle class. . - 

- f  * 
$because students will become immersed in the ~itera&trHditions of  French 

\ 

cbhure? Do parents want their children to be fluent in French so that they can 
, 8 

, . 
read and irnders?and'~ol&e,or ~laubert,  or so that they, will be eligible towenter 

! ., - 
, - ; . X bon.si.dderind, - be)cau& it shows %ha< teey deny a fundamental right 
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opportunity to learn a self while at school, one that is formed in part as a result 

of a conversation with thewest's-varied critical, cultural;and historic traditions. 

0akeshott.i~ also important because of the stress he places on the idea of 

education being an adventure in self understanding and the essential role this - * 

. . 

has to play in being free. The concept of a culture of learning and the idea of a 

a liberal education. 



CHAPTER 4 
E 

Paul Hirst; 
Forms of Knowledae and History 

P 

One of the most influential attempts to define and to justify the nature of a 

liberal education exists in the work of the British philosopher Paul Hirst. The 

t i u u  o t tmaguma rigorously an& t s _ a n c l h ~ S k e e n - a  

previous attempts to ground the concept of education on the basis of knowledge , 

have meant that his work has an influence which is still current tcday. His most 
- - - - - - - - 

important arguments in this regardwere collected in a series of essays entitled 
- 

- 1 

- Knowledae and the Curriculum (1 974). 

In his essay "Liberal education and the nature of knowledge", Hirst3 

, (1 974b) first attempts, to define the concept of a liberal education, and begins 

with two important claims, one conceptual and the other historical. The 
/ 

9 

conceptual claim is that liberal education, "is the appropriate label for a positive 

concept, that of an education based fairly and squarely on the nature of 

knowledge itself, a concept central to the discussion of education at any level" 

(p. 30). The historical claim nbtes that this definition of liberal education has an 

ancient and honourable pedigree which has retained its central meaning since 

6 the classical Greek ?iew of paeidea. It is  evident, owever, from this essay and 
- 

others in the colle~tion that the most important claim of the two, for Hirst, is the 

conceptual one. The historical survival of the concept of a liberal education is 

regarded by Hirst as a puzzling phenomenon as he notes that, - 

ever since Greek times this idea of education has had its place 
Sometimes it has been modified or extended in detail to accommodate 

-within its scheme new forms of knowledge .... Sometimes, it has been 
strongly opposed on philosophical grounds .... Yet at crucial points in - 



the history of education the concept has constantly reappeared. It is 
hard to understand why this should be so. (p. 31 -32) 

* 
' - - . - 

It is hard to understand unless one places education in a theory of culture and 

history that sees the striving for the ideals of the good, the true and the real as 

being an necessary part of Western tradition, since the Greeks. In particular r 
~r to f -aamion  whTch i n v o ~ % e  individual seelcing the truth about himseA .. 
and the world in a critical and rational way, coupled with a belief in the 

possibilitj of a just society. Aspects of this tradition have often been temporarily 
1 - --- 

thwarted, but if one believes in the worth of a liberal education then one is 

committed to the possibility of individuals knowing the truth about the world, as 
- 

well as the possibility of creating a better tomorrow. A commitment to truth and 

justice represents the best of the Western tradition, and for an individual to be 
> 

involved in proqoting liberal education means committing oneself to this 
a 

particular possibility. Hirst denies the importance of Greek metaphysical 
r j  

realism as a justification for this view of liberal education, and believes that it 

can be replaced with a more certain one based on epistemology. In other 
I 

words what he says, in effect, is that i f  we use the term 'education' in this way 

then it has a normative meaning that is based on the certainty of knowledge, 

and not on the "predilections of pupils, the demands of society or the whims of 

politicians" . 

(p. 32). Hirst (1974b) - - maintains - - - - - that - - - the - acquisition of this knowledge is, 
-- -p 

"neither more nor less than the achievements basic to the development of mind . 
- - --- - - - -- - -- 

- 

itself" (p. 22). Hirst puts this in unequivocal terms, 

to be without knowledge at all is to be without mind in any 
significant sense. Nor is it just that mind needs some content to 



d r k  on, as if otherwise its characteristics could not be expressed. ' 
The acquisition of knowledge is itself a development of mirld and 
new knowledge means a new development of mind in some 
'sense. Knowledge is not a free-floating possession. It is a 
characteristic of minds themselves. (p. 24) 

For Hirst, this relationship between knowledge and the development of 

mind is of central educational significance. Education has as its fundamental 
b 

objective tneCvetopment of the rationat min i  through the acquisition o i  those 

distinct types of rational judgement which exist within knowledge. These 

coanitive structures are what Hirst called the 'forms of knowledge', or at times 

'modes of knowledge and experience', and what others might refer to as distinct 

disciplines. Hirst (1 974b)originally stated (first published in1 965) that these 
. 

were mathematics, physical sciences, human sciences - history, religion, 

literature and the fine arts and philosophy. However, Hirst in a later article 

(Hirst 1974c, first published in 1973) he adjusts his tist. He changes the human 

.sciences into social science, and then it and history disappear, to be replaced 

by inter-personal knowledge. - 

The forms of knowledge whatever their actual number, are, for Hirst 

(1 974b), the basic aiticulations whereby the whole of experience has become , 

intelligible to man; "they are the fundamental achievement of mind" (p. 40). 

Hirst states that these forms do exist in everyday discourse in a low state of 

development, but from this base they have grown in d~stinctive ways into more 
a 

developed - forms. - - What the nature and record of this growth looks like Hirst 
- -- - - - - - - - - - 

does not tell us, but presumably it is incorporated in the history of the 
-- - - - - - - - -- 

development of each particular form. Perhaps what this means is that is 

physics, for example, in the university is a more developed form of knowledge 

than the common sense view of the physical world, and that this difference is 



common sense. However, Hirst's interests lie) not in contingent facts about the -- 

development of the forms of knowledge but in the conditions logically inherent 

in them. , 

The forms, or conceptual schemata, are in Hirst's view as fundamental 
* 

and universal as one can expect knowledge to be. Perhaps there are modes of 

perhaps man may someday come across these other forms, but in Hirst's view, 

as far as humanity today is concerned this is the way in which what we know as 

the rational mind views and experiences the world. Cktainly, these have 

developed in a certain cultural tradition, as pointed out by Kazepides 

(1 982, p. 156). The whole idea of an education is historically bound to the 

Western tradition and is inseparable from the history of the achievements of 

knowledge and understanding in this tradition, and Hirst, does admit "it is only 
\ '  , 

because man has over the millennia objectified and progressively *developed * 

- 

those that he has achieved the forms of human knowledge, and the possibility 

of the development of mind as we know it is open to us today" (1974b, p. 41). 

This is, of course, among  claim, and one ihat must be dealt with by 

anyone seeking to design or implement any educational curriculum. Education 
-% 

based on knowledge, according to Hirst(1974b), gains its own justification 

because of the fundamental connection between knowledge and mind, and is 

thus more desirable than any other view of education. Hirst has done away with 
- - - - - - -- - - - - - - 

pp - - -- -- 

the need for any metaphysical doctrine about reality as he maintainsthat the 
- - - - - -- - 

pursuit of rational knowledge contains its own justification. In his words, 
l 

it is in fact a peculiar question asking for justification for any / 
i 

development of the rational mind at all. To ask for the justification of any 



form of activity is significant only if one js in fact committed already * / -  

to seeking rational knowledge. To ask for a justification of the pursuit 
of rational knowledge itself therefore pre-supposes some form of 
commitment to,what one is seeking to justify. (p. 42) 

However, justification can only take place if whatever is being justified is both 

intelligible under publicly footed concepts and is assessable according to \ 

the respect for evidence and sound argument, freedom of thought, consistency, 

and clarity. These  principle,^ limit the extent of rationality, for justification outside 

the use of the principles is not logically possible. Thus the boundaries of that 
- 

which is the given have been set, and the connection between the pursuit of 

knowledge and the concepts of rational justification shown. For Hirst the 'forms 

of knowledge 'are then in a sense simply the working out of these general - 

principles in particular ways. 
, 

Liberal education then, for Hirst, is the initiation of the student into the - 
forms o)knowledge; it is the ultimate form of education, and it knows nd limits 

other than those necessarily imposed by the nature of rational knowledge. This, 

according to Hirst, makes "man the final court of appeal in all human affairs " 

(p. 43). 'what is more, he states that !'as the determination of the good life is now . 

considered to be itself the pursuit of a particular form of rational knowledge, that 
I 

in which whateought - to be done is justified by the giving of reasons, this is seen 

as a necessary part of a liberal education" (p. 43 ). Thus, for Hirst, a liberal 
- - - - - - - - - - -- - - -- - - - - 

education is both objective and moral, not because of any metaphysical reason, 
- -  - - - - -- 

but because of the "necessary consequence of what the pursuit of knowledge 

entails" (p. 43). 



I 

At this point it is perhaps worthwhile to further clarify the concepts, of 

'liberal education' and 'knowledge'. Certainly there seems to be no real 

difference between Hirst's 'liberal' education and Peters' (1966), or Bailey's 

(1 984) notion of 'education'. For all of them to be educated is to have 

understanding and knowledge that are of sufficient breadth and depth to 

liberate man from thegresent and theparticular. In fact at times Hira1974Q 

himself does not use the prefix 'liberal' and this can be confusing. However, he 

does make the distinction clear when he refers 'total education' in his article, 
, 

"The forms of knowledge revisited". ForhimWLiberal educati~n cannot be , 

regarded as providing a total education. It explicitly excludes all objectives 
%. 

other than intellectual ones, thereby ignoring many central concerns, say 

physical education and the education of character"(p.96). The concept of 

'character development' so much part of the classical and humanistic view of 

education is ignored. The question of the relation between liberal education 

and the very young child is dealt with though, and in Hirst's view most of the 

work done with students in primary schools is in the provision of instrumental 
.I 

skills such as reading and basic computation, or in the socialization and 

- habituation them in necessary pre-rational forms of behaviour. 

Thus. Hirst's view of liberal education constitutes only a part of his wider 

concation of education per se. Consequently, despite his claim for its central 
- 

and powerful role in the transforming of young people into autQnomous adults, it 
1' 

- - - - -- - - - - - - pp - -- - - - - - -- - 

does not seekio provtde for all aspects of theefull development of the person. 
&- 

This view ofan educat~on based upon proposition$knok6dge, does not, as 

Hirst paints out in his essay entitled "The forms of knowledge revisited" (p. 84). 

pteclu~e the inoluSion of other elements in the school curriculum. Schools can 
'3 

d 



have craft, art, music or practical activities, or even encourage the development - 

of certain other affective states, but according to Hirst they aredistinct f r ~ m  the 

curriculuh based on the intellectual development of the rational mind (p. 97). 

Without entering into an argument for the importarice bf the Acquisition of a 
I -  

broader array of human achievements or attitudes, suffice it to say that Hirst's 
- 

view of a liberal education is one which due to its limitedscqmgmsm& a 

number of difficulties, particularly in the arts. When Hirst comes to consider 

place of history in t e k  of hi of knowledge' theory he is also unable to 
- 

-- 

adequately justify historical cognitive, grounds alone. 

The nature of the 'forms of k&wledgeq themselves is a host difficult 

- 

issue. Hirst himself admits that a work needs to be done in 

further defining and clarifying the many critics, who 

themselves accept the basic premis$of the importance of rational knowledge to 

any concept of a liberal education, tend to disagree on the distinctions between 

forms (e.g. Barrow, 1981, p. 43); Hirst maintains that these forms of knowledge 
- 

are part of the domain of knowledge, whch is centrally the domain of true 

propositions. The-forms are logically distinct and are mutuafly exclusive. This 
- 

A ' autonomy or independe ce is arrived at by studying the nature-of the true - 

propositions which enable us to differentiate them. These are differentiated by 

Hirst ( l m  with reference to: 1) certain individual concepts, 2) the logical 
- - 

structure of various propositions, 3) the criteria for truth in terms of which they ,,, 
- -- - - - - - --- -- - -- - - - 

are assessed, and4) the methods used for arriving - at true propositions (pp. 85- 

spinion a necessary feature of the dist- 
. . 

criteria and he later relegates 

it to a position of secondary importance. While the forms of knowledbe are 



position of secondary importance. White the forms of k$w!edge are 

fundamentally distinct, some - incorporate features of other forms in them, and - 

Hirst maintains that the interrelation between them is complex and 

underdeveloped. While he does have some sympathy for a logical hi'erarchy of 

forms (p. 91) hemaintains that this would be an oversimplification of the true A- 

- 

nature of the relationship. The i m ~ ~ e & t h & f o r n s ~ ~ f ~ ~ ~ e ~ ~ i r ~ t , ~  -s 

- 0 

lies in their drawing together precisely those elements in a total education that . 

are logicall; basic and in excluding all secondary consid8rations. This he sees 
-- 7 -  -- 

as valuable, in particular when looking at the @ends of education in a time o f  

pragmatism, relativism or social dominance, and in this regard I agree- with -him . 

that his theory, although it does not attempt to justify a concept of total 

education, is a most important statement of the logical relation between reason 
'.w 

4 < + - I  

- ,  8 

Thus, to review Hirst's arguments-concerning formsof 
- 

the curriculum: education is concerned with the development of mind, which is 

logically one and the same thing as the-acquidtion of knowledge (in a certain 

sense), and to acquire more knowlpdge is to have a mind in a fuller sense. By 
•÷ 

knowledge here Hrst means only knowledge Ithat' or propositional knowledge. 

It is knowledge in this sense thatbaccording to ~ i k  structure5 our experience. 
/ - 

~ecause there are logically distincf kinds of concepts, different criteria for 
-. 

objectivity based on them and distinct methodologies for arriving at the -. 
-- - -- -p - - -- - 

< - - - - - - - - - - - - - - 

knowledge, down the ages knowledge has been divided into a numbei of 
, 

mutually irreducible for%. Thekirr icuGm 6f%ducacngi&t%ution mu$ 
\ 

respect the formal characteristics of eachcform of knowledge, even if- it uses - 
H 

other criteria to determine the inclusion of other subjects into the curriculum, or 
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 his respect, however: d 6 d  necessarily lead to thed Y : l  J = *  % . . , - 
I .  I 

sUubject$ . -- 6 
a . - - *, / 

\ 

+ whilst much discussion goes on concerning the exact nature of the 
- i 

' 6  

forms, what is undeniablyimpo{ant in Hirst's thesis is the contention that if one - - 
'P" 

- seeks to educate young peoplc oneemust in some way help them to acquire 
* 

* 

i - knowledge. and the i C~aimfh&~&tr~re_Q~nQ&d~&SU~that_lti&ylslhle . . 
. . 

into certain fogioally distinct areasthatware governed bysome-me sure of &,* ; 
- "lu k a '  b 9 

* .  

objective considerations. An educa 'onai curriculum therefore can hot simply - 
. . T B  4 / --  * .  f t . #" -- 

>' 

.$onsist of whatever son%% special interest group: church, politician or individual",. a *  , . 
T 

J - 1 '  

teacher dreams 4.- To be truly educations! it must take-account o j  the n&reeof , 
4 

P *  +* 
4- e.3 # 

- - knowledge. a t  - . , 
- 5  

. a a q  - -  < 
P 

. I  t ,a . There are a number of problems with Hirsf '~ theory, in particular his . 
*~ BBQ IY ' ,  * z a  a 

mindhith the development of rationality. i l lere is 
I < e -  K 

... "the &&ion of yhether j"dgements-are'purely rational, for example;' @ .  i .  o ~ .  B \ .  

. " 

= ,  

particularly in the arts but &lsoL/notha scierices, for it m y $ e  argu (hat * "  - *  . ' I 

a 
B - ,* 

C - - *  - P "" 

.volitiondl affective under~tandings.are'aIso~i~olvgd. -I,( fact t-t&t . a - . C= 

q s - -p:; .. - 
(1 974b) admits as much when he' gays that the knowledge qf the forms . ' - ,  a 

\ 

n . .. 
= D .' p 

II ' Y  -P  * -  . . r *  . 
a - "involves the-w~e of symbols and th6 fflaking of judgements.in ways that cannot : . - + 

U -, -* ? 
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i t -  E L -  6 .  
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.liberal education. It is also sigriificant that-Hirst places no great emphasis on 
. - 

the nature of human freedom as a key concept in any idea of a liberal view of - '  
C 

However, the issue which I wish to draw particular attention to, and 
8 

which iri term; of this thesis is of m o d  interest, is the place o f  history in the 
- 

* t .  

' ' f w m + k ~ w ' t e d g ~ ~ M r ~ e - t w o a s p e e & t ~ i s f i  rsWt.rere-isthe 
- 

Guestion of,the history of the idea of a liberal education,~secopdly, A . .  the question - -  

I of the history of the development of individual forms as they mgve from an 
'.e 

- 

underdeveloped 17 state to states of f ~ l l  developmen;, and thirdly, the question of L& c 

' 
* .  the place of histoiy as a form of knowledge and as a school'subject. - 

-. 
In relation to the first two issues, Hirst (1974b) recognizes the pedigree . , 

6 I 

j 67 the idea of a liberal education, and notes that its justification was based in the - 

, I 

$ ,  .. q a s t  on metaphysical argumegts which he states are no longer necessary (pp. 
r 

- 

30-32): He maintains'that a liberal educaion canbe justified on- ' 
# 

epistemolo$ical te;ms4alone, without any appeal to ayth-ority external to the 
I - 

process of logical analysis. .for him this places liberal education on firmer 
1 - .  

, P B 

* ground, because it is free from a questi&ab16 met~physi~; i ) -b~se,o~nd also* b i  - 
' I  . . 

implication the ~pistemo~bgica~~y just i f ie4~ncept  is more fully developkd than ' . - - 
1 

previous ones. ~ i r &  is correct in maihtaining that we cannot reasdnabiy base '4 u - 

. .  , 

our claims about ehucation entirely hconc'epts that qre widely regarded as I -  
,, P 

0 .  
-. 1 

- being probiematic. But does this noQoini to the historically relative nature of 
I - 

a - - - -  - - - - - - - - - -- - -- >- -  =-- - - " .  
L our thoughts? They are nof now the 'ever fixed marv by which we can 

- - - - - - - 
* a - -- - - - - -- - - - - - -- -- 

r' * 0  

navigite. Hirst (1974b) admits that the forms are changing, and that newf forms' ' 9 

t 9 
c *  

B . 
are ar may be appearing; but he makes no &tempt to  elucidatewhat that - a 
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instability in each of the forms or external prgssure from contingent events. . 

Thus, Hirst avoids this mpst important issue as t o d e  ddynamic historical nature - ' 

of knowledge'. 
- 3  

- - -  b n  the issue of whether history is a form of knowledge Hirst has radically 

changes his view: [By the- way it must be said that at no time does he state that 
< 

- b i f t w y & o & E k t ~ e  t a t t g W t ~ ~ e k 0 6 t ~ ~ e t y + m ~ B m ~  . 
Q the criteria that would make' i t -a  fork of knowledge. Presumably, it. like 

4 ,  

geography, is t& be regarded,& what he calls 'a field of knowledge' (Hirst, 
f 

1974b, p. 4611. In his first attempt to define the forms of knowledge Hirst (p. 46) 
6 

states that there are seven forms: 'mathematics, physical sciences, human 

 science,^, history, religion, literature and the fine arts and philosophy. It may be \ B  

significant that the term 'human ;ciencesv is used as opp -ced to the more - 
- 

, .  , - .  commonly used social sciences. Hirst gives no reason for this, but !he terms 

- - ,have different histories and meanings The 'human sciences' are the usual % 
A - translatian . , of the German Geisteswissenchaften, which means literally the study 

- 

L 

&of the human spirit. History is a component of this approach. 

'The term was used extensively by Ditthey and oulers in the hermeneutical 
- 

tradition and was"meant to distinguish these sciences from the physical or 
Z 

natural sciences. The sociarsciences derive from Comte and the positivist . 
- 

tradition, of which the hermeneuticists are most lyitical, in particular because of 
' . 

their reductionist element. However, when Hirst (1974~) comes to reconsider' 
- - or -- --- - - - -  - -- -- -- 

his view of the 'forms of knowledge', (p. 86) there is no mention of the term 
d -- - - - -  - 

I ,  
> -  - 

- -- - - -- - 

:human science$' and the term the 'sosial seierices' has replaced it . Hirst gives 
L, 4 1 

nq reason for.thisaand seems not to be aware of the fact orimportance of-the 
*- 



' event, both 'history' and 'social science' are no longer to be regarded as true 

'forms', and he explains this decision in the following way, - 

' -  

The question that for some while worried me considerably was the 
character of history and the social sciences ... It now seems to me that both 
history and the social sciences are ... logically complex in character. in part 

, they are concerned with truths that are matters of empirical observation 
and experiment, truths that logically differ not at allfrom the kind with 

4 - i ' w - * & ~ ~ e f - i t ~ e - ~ g ~ m M R f w  
history and some of the social sciences are in l r g e  measure not 
concerned simply with an understanding of observable phenomena in 
terms of physical causation, but with explanations of human beh'aviour-in 
terms of intentions, will, hopes, beliefs etc., (p. 86) 

- 

- . 

History and the social sciences are now to be divided up and parcelled out 

between the physical sciences on the one hand and a new form called 'inter- 

personal knowledge' on the other. This new form contains knowledge both of 
- 

' one's own mind as well as other peoples. It will be recalled that Hirst is 

concerned only with propositional knowledge. The introduction of this new form 
- 

- 

therefore raises the very secious question of whether personal and inter- - 

knowledge can be fully characterized, or  characterized at all, in terms of , 
- 

\ " / 

propositions which canp6 subjected to public truth tests. In fact, most of one's * 

i own thoughts have to do with emotional or volitional states, and cannot be 

i subjected to pubtic tru h tests. What then ark these personal truths which are 

fully propositionable? Hirst does not elaborate and wa are left to wonder. Far 
- 3 

more - appropriate --- in this c o ~ c t @ g i s  the c o n ~ ~ f o f ~ e ~ t e h e n  .or - -- -- -- 

understqnding used by Dilthey - - - - - - in - his, - - theoygf - - - the - human - - - - - sciences, which 
-- 

contains many components which are not of a strictly cognitive nature and 
, 

'i 

which cannot nedssarily besubjected to formal truth tests. We have the 
/ 

capacity to understand others because we recognise them in ourselves and 



vice versaFwe are all humans.   his is not a question of !ogic but a condition of 
1 = 

being human ; it is pre-rational. Thus part of the price paid for losing history as , a 

" d 

, 
a'full blowd form of knowledge is the gainin,g of another forq which itself seems 

- 

Lrrevocably ~omplex.  ~ a v e w e  not, therefore, lost a great deal and not gained 

very much? '~urthermore, we now have a foundational thesis abbut the nature 

- 

-- bf a l ibera~edy~atioh which no longer contains, as an autonomous and integral 

r .  
part, one of the inoskimportant intellectual achievements of Western civilisation. 

Thisal would maintain, serjously ~"dermines the educational importance of the 
- 

forms of knowledge theory, even if Hirst can justify its reduction in terms of tke - - - 

4 

internal - logic of his criteria. 

However Hirst is certainly right on another point when he-seeks to 

distinguish betweenfthe natural and the human sciences, and-this may in fact 

be the key distinction that is necessary when it comes to forming an 
0 

, 

epistemological basis for an educational curriculum. Bailsy (1990), rightly in m$ 

view, in describing appropriate content for an education based in p W  on a 

proper moral respect for young people, makes the point, 

that the only logical distinction to be made is between inquires into all 
those 'goings-on' that are only understandable as activities or practices 
of persons or minds, and inquires jnto all those dher  'goings-on' that are ' 

only properly understandable as not products of minds. (in Entwistle, 
1990, p. 58) . . 

The basis of this distinction, however, is not to be found in the logic of science or 

- - history, but inthe natuceof the object bein~tudied;-Nat~~aI+hen~en&fw-- 

example, have no inhereoLmeaning,sa-t hatwhen-they .are theabjaciatstudy, - --- 
/ 

and we wish to explain how they occur we look.for causes which do not have 
$+  . 

intentions embedded in them. However, when the objectof study are events 



- 

from the human realm; we need, jn order to explain them, causes that arealso 

reasons ; that require understanding and nbt merely explanation. Certainly 

historians must take into account physical factors when writing history, for 

example, f lewat  symbiosis is germaine to any study of the Black Dsath, but an 

historiafils work really only begins where the &iderniologist'sends. Hirst . 

(1 9 7 4 ~ )  is, fherefo.reLrighf when he states that "large tracts of sociblo& and . , -  

psychology, and indeed parts of history, are therefore - - of the strictly physical 

science variety" (p. 86), but my contention is that when we are dealing.with 
- 

- -- 

history.the parts that -are there when those elements of the physical sciences 
-7 - 

h a e  been removed, canfiot completely be explained in terms of 'inter-personal' 
, 

knowledge. There is much more besides, which Hirst has lost through this A 

4 

categorization, in particular,the nature of historical time and its place in the 

Western world view, as well as the relatioilship between narrative form and 
/ 

knowledge. 

- With regaid tdthe question of a culture's view of time it is evident that not 
- 

all have the same view that has developed over the past two thousand years in - - \ < 
western civilisation. Paz (1967) in his commentary on the work of the French 

anthropologist Levi-Strauss argu6s that the West may ba unique in having a 

view of time based on succession and history, (p. 87), and that having such a 

view is an essential part of of being a.member of that culture: some primitive A 

- 

societies, according to Paz, live within an atemporal system and place little or 
- - - - - - -- - - - - - - - -- - - - - - - -- - - - 

no emphasis on this view of tiFe. Others havea,"vision of cyclical time (which) 
- - - - -- 

encompasses the historicalhappening like a subordinate stanza in the circular - 

poem which is the cosmos" (p. 89). He maintains that "only the modern West 



has identified itself fully and frantically with history, to the extent of defining man 
- 

as a historical being" (p. 89k 1 

A further important element is lost when Hirst divides history up in this 
L .  

way, and that is the unique nature of historical narrative. Ankersmit (1983), in a 

detailed review of narrative theory, argues for the autonomy of historical. 
- 

,narrative, andresists any attempts to reduce it to deductive or atomistic 

approaches. He maintains that causal theories of the covering taw model type 

cannot be used to successfully account for the relationship betwee; the various 
, 

- 

parts of narratives, and in that sense they are not like logical arguments or 

games. It is significant that Hirst compares history to chess d tates that the 

rules governing meaningful use of historical concepts "involves no necessary 

temporatorder " or any "particular sequence of thought" (p. 11 8). This concept 

of sequence, however, is according to Ankersmit one of the distinguishing and 
- 

necessary features of history, , 

in fact, historical knowledge is not knowledge in the proper sense of the 
word; it is characterized as an arrangement of. knowledge. What makes 
historical knowledge philosophically such an interesting phenomenon lies 
in the fact that it is always concerned with the question of what we should 
or should not say on reality and not with how we should speak about ' 
reality (the domain of the sciences). (p. 250) 

d 

Ankersmit also denies that a similarity between 

narratios and argument$ doe? in fact exist. Unlike arguments, narratios 
have endings but no conclusions . The ending of a narratio is not a kind 
of shorthand of what was told before; nark it possible to reconstruct a 
n u m b e d  premissesthafw~uldlead up_tatheending-~tt henarcat ia i~ - - - 

the way this can be done in an argument. (p. 46) 
- -- -- --  - --Ap- --- - 

Hirst's lack of acknowledgement of the autonomy and significance of historical 

narrative and his reduction of history either to science or inter-personal 



knowledge may not be surprising in the light of another of Ankersmit's claims 

that contemporary philosophy has not shown much interest in narrativist 

philosophy. He maintains that "contempo?ary philosophy of language 

considers solely the problems caused by words, sentences or statements, 

neglecting almost entirely the study of sets of singular statements, i.e. stories or 

narratios" (p, 58). He notes that Wittgenstein preferred to define the context - 

which surrounds particular sentences in terms of extra-linguistic conditions- 

rather than taking a narrativist course (p. 59). Ankersmit accounts for this by , 

arguing that there has been a belief aGongst linguistic philosophers that the 

"interesting problems in the philosophy of language occur only at the level of , 
* 

dsentences (or statements), at what might be called the 'atomary' 

59). He feels that these philosophers by implication consider narratios c 

as merely "'molecular' combinations of more basic "atomicw, sentential elements 

and consequently are not considered to pose their own specific problems" 

( P  59). 

Hirst's theory p,f the 'forms of knowledge' makes an important contribution 

to the the study of the nature of the educational enterprise, but its narrowness, 
b 

and its inability to recognise the true importance of history medns that it is . 
- 

. seriously flawed. What is needed is a not a less rational view of mind but one 
I 

which reflects more completely the full nature of human knowledge and 

understanding. 
/- 

- -- -- - -- - 

While HTrst's reduC€ionpof histoiy to Eience and interpersonalknowledge 

and his ambguity aboutthe dynamic and h ts to r i ca lnamre~kMKdge  are 

also serious difficiencies in his argument, perhaps even more disturbing for the , 

, 

validity of his case is the fact that by not dealing properly with the challenge of 

C 



-- 

history he seriously undermines one of his most important claims for a " , 

knowledge based education. That is, that it is one which is not based on ''the 

predilections of pupils, the demands of society, or the whims of politicians" 

(Hirst, 1974, p. 32). This in effect claims that the 'forms of knowledge' theory 

provides what Maclntyre (1 966, p. 96) calls 'norms for men as such' a$ opposed 
- 

to norms which are 'historically-relative'. ~ a c l n t ~ r e  denies that this is in fact a 
-- 

real alternative and points out the need both for some form of objectwe '?----- 

impersonal criteria, and for some means of describing particular situations; 

when attempting to frame practical question ,and answers. As he puts it, 
- 

For cegainly in asking for criteria t igovern my choices ... I am askhg 
for guidance of an impersonal kind, not just for me, but for anyone- 
anyone, that is in my situation. But the more that I particularize my 
situation the more I ask for guidance for people who belong to my 
time and place - or to other times and places of a sulficiently and 
relevantly similar sort. I am always going to be faced with two 
dangers. If I abstract, I shall be able to characterize my situation in 
terms quite apart from any specific time and place, but by so doing I 
shall not solve my problem but relocate it. For the highly general form 

- 

of the problem and solution then has to be translated back into 
concrete terms, and the real problem becomes how to do this. If I do 
not abstract sufficiently, I shall always be in danger of making myself 
the victim of what is taken for granted in a particular situation. I shall 
be in danger of presenting merely the outlook of one social group or 

"part of the conceptual framework for such men. (pp. 96-97) 

Thus, Hirst, by not fully recognizing the dual nature of knowledge, its contingent 

as well as its necessary aspects, renders his thesis ~ u l n e r a b l ~ t o  the charge of 

incompleteness as-well as impracticality. Because without the inclkion of such 
-- - - - - - - - - - -- -- - - pp - -- - - - - 

a theory - of historical knowledge it is not clear how we are to translate his ideas 
- - - - - - - -- - - - -- 

- 

back to the concrete reality of the contemporary situation. What is needed is a 

theory ofo knowledge able both to justify the inclusion of history in the curriculum 



of liberal education, and also to provide a solution to the dilemrra outlined by 

Maclntyre. Unfortunately, Hirst's 'forms of knowledge' thesis does not do either 
< 

and, its failure to do so seriously weakens tl- 7 strength of his case, and thereby 

exemplifies the necessity for fully including hktory both in the justification as 
. 

well as in the curriculum of a liberal education. 



CHAPTER 5 

Ernst Cassirer 
Svmbolic Form and History . 

Symbolic Forms 

Before analyzing Cassirer's views on history it is essential that an 

investigation of his theory df symbolic iorm take place for it provides the 

represents an attempt to provide a philosophical foundation for the study of 
\ 

language, science, culture and history, and while he makes no direct reference - -, 
.4 

to any particut& educational theories his ideas are very relevant to th; idea of a 

liberal education. Cassirer maintains that philbsophy 

* 
has to grasp the whole system af symbolic forms, the application of which 
produces for usthe concept of an ordered reality ... and it must refer each 
individual in this totality to its fixed place. If we assume this problgm 
Solved, then the rights would Be assured, and the limits fixed, of each of e 
the particular-forms of the concept and of knowledge as well as the 
general forms of the theoretical, ethical: aesthetic and religious 

, understanding of the world. (Cassirer,l923, p.447, quoted in Cassirer, 
1979, p. 27) 

i 

Cassirer derived the concept of symbolic from both his studies of science and 
9' 

art. His realisation concerning the limitations of the structure of mathematical 
, 

and scientific thought, when applied to the problems of the culturat sci~nces, led 

him to investigate and to differentiate the various fundamental forms "of man's 

understanding and apprehend each one of them as sharply as possible in its 
- - - - - - - - - -- -- - -- * - w s  

-- - - - - - 

specific direction and characteristic spiritual form" (Cassirer, 1953, p. 69). 
- - - - - - - - - - - - - - aL 

For Cassirer the starting point for philosophy was "the fact of the 

intersubjective understanding of meaning" (Krois, 1987, p. 43), and the decisive 



- 

fact for him is that language and other symbolic forms provide a bridge from 

individual to individual. 

This stands out for me again and again in the fundamental phenomenon 
of language. Everyone speaks his own language, and it isunthinkable 
that we sh~u ld  carry one person's language over to another. And yet we 
understand one another through language. And there is something tike 
unity throughout the unending variety of different ways of speaking. In . . 

me ~ B p o f n t .  An&that Ts why r~ega-n with the 
objectivity of symbolic form, because here the inconceivable is 
accomplished. ~anguage is the clearest example. We claim thaf we 
stand here on common ground. (Cassirer quoted in Krois, 1987, p. 43) 

- 

Thus the fundamental questions of philosophy for Cassirer are, how is it 

possible that there is'meaning, and that we can understand one another? , 

Cassirer, therefore, saw that the problems of the theory of knowledge, such as 

the nature of certainty or the criterion of truth, require a philosophical inquiry on 

the fundamental phenomenon of meaning. The task of philosophy is not the 

- critique of knowledge but a critique of meaning. This task, for Cassirer, was to 

be accomplished by an investigation of ' the symbolic forms '. These refer to 

.'particular occurrences of meaning, to the different binds of symbolic relation and - 

most importantly to the cultural forms or ways of having a world such as myth, 

language, art, science or history. 

In 1921 Cassirer first gave a definition of symbolic form and stated that 

"under a 'symbolic form' should be understood every energy of mind ... through - 

which a mpntabnte~tofmeaning i s rnnnec tec l t~ i l ( l ( ~1 (=~8 ta ,s~nso~s~~- -  --- ---- - 
- 

and made it adhere internally to it." cassirer in Krois, 1987, p. 50). . 
- - ---- - -  

While there are an unlimited number of signs, that does not mean that there are 

an unlimited number of symbolic forms, and Cassirer limits them by confining 

"symbolic formWto those specific, cultural matrices which help form a world view. 

, 



- 

One criterion of such symbolic forms is, therefore, universal applicability. The - 
other is the triadic nature of the symbol with ik three elements, the perceiver, 

- 

the perceived and the form of perception. ~r 

The underlying thesis of the entire philosophy of symbolic forms is that 

the problems of knowledge and the problems of language are inseparable. In 

as rationalistic or empirical. For the rationalists, language was an expression of 
P 

the ideal of universal reason, and, therefore, reason and language - are in 

principle inseparable. The empiricists, on the o thk  hand, while acknowledging 

that reason cannot be completely separated from language, start from the 

assumption that thd primary form of knowledge i s  simple awareness of sense 
- I 

data, and language is an addition to this awareness, which emerges later on. 

Cassirer sees both these positions to be inadequate, in particular the purely 
-. 

naturalistic theory of language, as he denies the possibility sf pure experience 
6 

and maintains that intuition and expression are inseparable. Thus the failure of 

linguistic science in the nineteenth century to attain the same certainty and - I - 

- - - 

t 

illusion, namely that 

T 

exactness as the natural sciences is explained becaude it was based on an 

language is a natural phenomenon. For Cassirer, 

therefore, the key to understanding how language works is to be found from 
- 

within the human mind, through interpretation, and not merely by the 

explanation of external physical events such as sbunds or objects. . 
@ 

-- - - - - - - - -- -- -- - - - - - -- - - - -- 

- 

sine qua non of linguistic fact. Language for modern linguistics is not 
sound, nor again the motor and tactual sensations which make up the i 

- word psychologically, nor yet the association called up; it is meaning 



itselfwhich, although conditioned by these, is not identical with any of ' 

them. (Urban, 1949, p. 409) L ' I . - 
1 

* 
.z 

For Cassirer, the primacy of meaning has, therefore, important -implic&ions for 
* 

I 

the methodology used in the study of language, and h; maintains that there are 
\ * < < 

two primary modes of meaning, fkst, reference or indication, and secondly, , 
f -. 

equally important, representation. Therefore, languae without meaning is not 
- 

language and its importance cannot be overemphasized. To.CaLirer, ' . - - 

. e this element (or function) is an Urphanornen present in language'f;orn its 
simplest to its'highest forms ... and th@qevelopment of this mode of ' 

- -- 

meaning -- from copy through analogy, to symbolic representation -- a I 

constitutes the thread to Cassirets treatment, not only of language but of 
the entire range of symbolic forms. (Urban, 1949, p. 409) 

' 0  

For Cassirer language is thus present from the beginning ; objects are not . 
perceived and-then known; th'e primary experiences aie at the same time - 

primary forms of expression an$ constitute the 'natural' world Qicture. 

empiricist 'claim that the primary and'original form of knowledge isone in which . 
f 1 - 

we merely po.ssess the sensedata is for him a myth. ~ass i rer  is fudher cntical , 

of the Jsensationalist 'approakh ''which sees atobjectivity as encornbassed in \: 
the 'simple' - impression, and synthesis merely in the*'association' of T 

3 l . I - 

impressions." (Cassirer, 1953, p. 102). The generic term 'association', in his ' . 

view, does not adequately oeschbe the nature of consciousness..~ It. merely D 
3 

* 
designates "the naked f a 2  oi-combination assuch,bUoesn~tsa)~a~flhing - - ---- -- - :- --- 

, * 

whatsoever resrdlng specific character and law" ~€~~irsrLf953~~~1024-~3)~ * ' 

Rationalism, however, according to Cassirer also fails to overcome the .. 
u 

3 

inner tension between two fundamental elements of, consciousness, between.its 6 1 
, . 

mere 'matter' and its pure 'form'and the 
-. 

\ 



.btpaks the, log jam of-theantitheses created by7-the ofher two doctrines. ' 

~ e g n i n g  is present fromthelbegihning, a<d i; isbn t i b , imk  of this third f o rb  
*. "C 

%at ~ass i re r  "ot dnly deals with the,fkdame&l prob'lems of the relationshipo 



- - 
- 

I 

I 

between language and the world, or the ideal agd the real. but also provides a 

foundation for his subsequent cultural studies. Cassirer notes,, "we shall seek to - 
I 

pursue the problem af signs, not backward to its ultimate 'foundati6ns1, but- - I 

forward to its'concrete unfolding and configuration in fhe diverse cultural , 

9 

spheresH (p. 105). For Cassirer the b f  'what the "thing in-itself" means is 

I phanf&m1*, for realty ,canno) be found in the idea of a"nO abstract ' 
I 

v 

being d&tached from the sensk? sad moreimportanily from life. Not life in the " - . Y - .  
L. 

bi~logic~al sense, but human life which cannot be conceived w i t h o u w  
, / *  - - - - necessawcultural context. b v 

d 

1. H' 
The aim of philoso6hy for Cas~irer. is not lo  lift the veil of lanijbage or art . 

3- - e 

or history so that the truth can be found withiri, but to reverse this direction-of , a  

inquiry, and 
- 

- if all.culture is manifested in the creation of specific image -worlds, pf 
*specific symbolic forms, the aim of philosophy is pot to go behind at1 - B 

these creations, but rathei to understand and elucidate their basic 
formative principle. It is solely through awareness of this principle that 
tbe co'ntent of life aqquires its true form. (p. 11 3) 

A 

" 

< 
Human knowledge cannot get rid of these symbols, in fact it is these very forms . - ' 

r - P 

rl 

that constitute it in the first place. Cassirer maintains that the foundation for such d 

an explanation begins with the his concept of natural syrnb?lism, "that 

representation of consci~usness as a whole w h i ~ h ~ i s  necessarily contained or 
I . -* 

at least projectid in every single rnoment"and fragment of cbnsciousness" 
m 

* 

+ * 
These are rooteain i n  orhinal spiritual process which belongs to the 

- 

P essence of consciousness. Therefore we-can * . I  



understan'd how a sensuous particular, such as a spoken sound, can 
.. 

become the vehicle of a purely intellectual meaning, only if we assume 
that the basic function bf signification is present and active be ore the 

p individual sign-is produced, so that this producing does not deate 
I .  - signifkation, but merely stabilizes it, applies .it to the particular case. - 

(p. 106) J - 
3-  

- 
i . 

. A 'sign' is a sensuous embodiment of consciousness that has a twofold nature, 
- 

one the sensible and the other free from sensibility."Thus the 'natural" - a. 

- 

symbolism which we found embedded as a fundamental characteristic of 
8 

- 

- 5 c 

consciousness is on the one hand utilized and retained, while on the other 
/ 

13 

0 
- 

hand it is surpassed and refined." (p.106). F o r  Cassirer the sign cannot be - . f- -- 
/-' 

merely a copy of reality or &petition of "determinate'and finished, particular . . - ' 
t 

intuitive or ideational content" (p. 107). If this were the case agd the essential 
). 

function of language was to repeat in another medium that readf-made wwld of 

sensations or intuitions, then it would be empty-and the sceptic would have a 

point. For Cassirer (1953) language-and the symbolic signs found in myth and ,. 
- 

-- 
art do not acqukire their meaning as a secondary sTep18in ahdition to being, Put 

B 

their being arises from their signification. Their contellt subsists primarily and - 
- 

- - 

wholly in the function of signification, and 
/ 

- 

myth and art, language and science, are in this sense configurations 
towards being; they are not simple copies of an existing reality but 
represent-the main directions of the spiritual movement, of the ideal 
process by which reality is constituted for ys as one and many -- as a 
diversity of forms, which are uttimately held together by a unity of 
meaning. (Cassirer,l953, p. 107) - 

e 

The role of the sign is as an intermediary between the mere ;substancew of .  - p--p---- 
consciousness and its spiritual form., for "what constitutes the t q e  force of the 

sign ... is precisely this: that as the immediate, determinate contents recede, the 

general factors of form and relation become all the sharper and clearer" 



- 

(p. 108). The particulars of coosciousness contain within them, and are 
- - b n 

contained within the potential of the whole. This is the 'in)tegrationq talked about 

- 7 C - - earlier, and the sign liberates this potentiality,and enables it to become true 

actuality. 

- Now, one blow strikes a thousand connected chords b h k h  all vibrate 
more or lesb forcefully and clearly in the sign. In positing-the sign, 

-~ne~~&taaeStSerf  more and-more fTom the direct substratum 
of sensation and sensory intuition: but precisely therein it reveals its 
inherent, original power of synthesis and unification. (p: 108) - 

- 
r '\ 

- . 
- - ,- 

Consciousness is  bothdynamic and synthetic and the sign serves not to 
- 

represent its mere particuracs but its complex general movement towards new- +' 0 

perspectives. Cassir r uses the example of science to show the way in which 

.one of the essential advantages of. the sign operates. It nbt only offers a . 
- 

symbolic abbrevjation of what is known, but opens new roads into-the unknown. 
- - 

I! is by its very nature, the integration of particular and universal, that it is - 
- 

impelled to extend its limits. The questions solved by Newtoi, gcd ~eibniz were 

known before they began working on them, "but allthese promems were truly 

mastered only when a unified and comprehensive symbdic expression was 
- 

found for themw (p, 109-1 10). 

Thus the function of language is not to copy reality but to symb&ize it. 
-. 

Cassirer thus puts forward in this connection a theory concerning the 

development of language from the sensual to the symbolic, and according to 
- - - - - - - - - - -- - - - - 

- - - - - - -- 
this theory language has developed historically through three stages: the 

2 

mimetic, the analogmand theTymbolic<p390). This abstract schema - 

-- 

represents, however, a functional law of linguistic growth, one that has its 
- 

4 

specific and characteristic counterpart in other fields such as art and cognition. 
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$or Cassirer man i s  not fierelythe reasoning animal, but.the symbolizing 
* 

, . 
8 -  

. 
- animal, and thus emerges. the question which underlies all these discussionsi ' 

- .  r 

- .  - 
and that is : Whd is the nature of man? Cassirer sought to approach-this'iss~ A 

\ 
T a -, 

of what he call6d 'anthropological philosophy' through his theory of symbolic 
. 

form, and states that 
- 

& 

, - 1 F-"- 
/ 

we cannot defiie man by any inherent principle which constitutes his 
metaphysical essence -- nor can we define him by any inboin faculty or- 

.. 

instinct that may be ascertained by empirical observation. Man's 
outstanding characteristic, his distinguishing mark, i,s not his 

-- - - -- -pa! - 

metaphysical 0 r ~ y s i c a 1  nafurS43This work. It is-tfiis work, it is the 
system of human activities which defines and determines, the circle of . , . 
'humanity'. Language, myth, religion, art, science, history are the 
constituents, the various sectors of this circle. (Cassirer, 1944, p. 68) 

- 

- 

Thus a philosophy of man, for Cassirer, is one which gives insight into the 
I 

fundamental structure of each of these human activities, and which at the same 
I 

time enables us toaunderstand d them as an organic whole. These symbolic 
* \ C 

forms are not random'weations, and are held together not by a substantial 

similarit; but by a functional g ~ ~ c t u r e ,  and he maintains - thal 

1 

'this structural view of culture must precede the t&ly historical view. - 

History itself would.be lost in the boundless mass of disconnected facts if 
it did not have a general structural scheme by means of which it can 
clqssif)( order ans organize these facts. (p.69) . 

6 - 

--- - - - - -- - - --- - 
This-struct ure is to be found in t  he s y m ~ o t i c f o ~ m s a n i s T r e ~ d e f T n e s  man not 

d 

Cassirer's intention, therefore, is to understand the n d r e  of man in terms of his L C  

culture, which is expressed in the various symbolic forms and he denies that - 

man can be defined by reference to an hypostatized metaphysical essence. 



'i -, 

v - 

. 
- 

' . 
- 

P a 

However man is not determihed'tofall;* by culture, because it is his creation, and 
- 

- - 

, he is free to envi<Age his-owhiworld of values and to reconstru$ his human- 
a 

world in terms of hislived experiences. This freedom of course is not total, but . A. 

exists within the historical achievements found in the Various 'symbolic forms.' - 
In his book An on Man (1944). Cassirer summarizes his life's work 

(si , 

- ~ m e ~ r y - ~ r s ) l m o o l l c r o n . ~ e ~ a s n o r - d ~ ~ m ~ l ~ e s  in and ts 
t A- 

governed by those biological Ntes which determine the life of all other - 

organisms. However, man is not merely quantitatively different from nature,he - 

- 

.. - -- - - - -  - -- - 

has by becoming. human undergov a qualitative change. This qualitative* 

difference is cohesiveness around the symbol. As kassirer expresses it, 
f* 

s 

between the ;eceptar system and the effictor system, which are to be - 

' 

found in all animal species, we find in man a third link which we may 
describe as the symbdlic system. This new acquisition transforms ths 
whole of human life. AS compared with other animals man lives not 
merely in a broader reality; he lives so to speak, in a new dimension of 
reality. \ (p. 24) .. 

- 

This new dimension means that, in Cassirer's view, man no longer lives in a 

purely physical universe but inhabits; symbolic,univ@rse as well where . 

language, myth, art and religion arebarts of this up!verse. They are the 
d-threads which weave the symbolic net, the tangted web of 
an experience .... No longer can man confront reality immediately; 
annot see, it as it were, face to face. (p. 25) 

\ 

Cassirer maintains that human reason is grounded on these symbolic forms, 
- - - - - - - - - - - - - - - - - - - --- ," 

I' - 
and that the functioning of human consciousness is 'sy m bolically.pregnantl. He a 

/ 
- 

illustrates this throughan example of how consciousness functions in relation to 

its object . He asks us to c0nsider.a simple plotted line, a Linienzug, on the one 

i 

8 



c hand from an expressive or aesthetic point of view and on the other, from a - , 

iathe'm'atical or conceptual one. Our different interprqtations of the line a 4 o t  ' 
'. 

P 
- merely the resuft of our reading ourf "own inner states sub~ectively and - 

- - 

arbitrarjly into the spatial form j rather, the form gives itSelfto us as an animated 

totality, an independent manifestation of lifeyp. 202). Cassirer says, 
, d  

- 

by symbolic piegnance we mean the way'in which the perception of a 
sensory experience contains at the same time a Certain non intuitive > - 

I. meaning which i-t immediately and concretely represents. Here we are 
not dealing with bare percegtive data .... Rather, it is the perception itself 
whieh by-virtue4itsown immanent-o~gankati~n, takes o n  a kind of - - 

I 

*spiritual articulation - which, being ordered itself, also belongs to a 
&termhate order of,.meaning: (p. 202) 
, 

- 

perception' of the sign and its meaning are all interwoven, and this means that 
I 

- even scientific knowledge is not h6rely the study Df raw data, neither are time 
% i -  

and spacespure - impressions either, but both necessarily implySa s 

come$ of order. Time, according to Cassirer, emerges from the process of A 

- 

recognitionpd ideptification ngcessary in viewing the. world symbolically, as  - 
L 

t+ 
when / 

- 
\ 

0 

former impressions must not only be repeated; they must also be ordered 
and located, and referred to different points in time . Such a location is 
not possible without ~onceiving~time as a general scheme, as a serial 
which comprises all theindividual events . The awareness of time 
necessarily implies.Zhe concept of such a serial order chesponding to 
other schema which we call space. (pp. 50-51 

- 

~ h u s  memory implies a creative and constructive process as man, recollecting 
-- - - 

past data, organizes and synthes6es them and assembles them into a focus of 

9 thought. Thus, future becomes not only an image, a prudent fact, but also an 

ideal which is not an just anempirical fact but an ethical and religious task ') 



which requires prophecy and foritelling. This ideal future sets up a dualism in 
- 

- 

3 man's view of himself between being and becoming and this 6onflict is 
. - 

- 

exacerbated byjhe jndependence of the symbolic forms from individual will. . 
4 

- 
- 

/ 
- 

The symbolic forms, which are man's attempt to express his life contribute a ' 

sphere of life that have a life of their own: a part of eternity by which-they survive 
1 

m-lnalvlaual-ephemeratexistence. Thus, 
b - 

in all human activities we fi'ndaa-fundamental polarity ... afension ' 
between stabilization and evolutian, between a tendency that leads to - 
fixed -- - and - -  --% st e forms'of ---- life andanother tendency to break up this rigid 

-- + scheme . Man torn between these two*tendencies, one which seeks to 
preserve old forms whereas the other.striVes to produce 
There is a ceaseless struggle betwwn tradition and innov 
reproductive and creative forces. This dualism is f ~ u ~ l l  the 

- domains of cultural life. (p. 224) 
, ,,/: 

, 

This dualism - is found very clear~~&~e in its conservatjh yet adaptive 

nature. In Cassirer's opinion, reason must neither be merely thought of as . ,  

being synonymous with language, nor must it be given a global definition. 
- 

Reason is the reason of the different symbolic-iorms; the reason of language, 

the reasoir of art, of science and of history and has no generic form, but -- 
becomes clear and distinct only when the specifics of the forms are added. 

Furthermqre, the &nbolic forms which constitute culture hold the world at a 
- 

+ 
distance and liberate man from the narrowness of existence, and they are the . 

key to self liberation from ignorance and injustice and fear. However, the . 

complete denial of reason-leadsto man-losinghis freedom-~rhis-h-~mittThis- - - ;-- 

is the ease in soeietiesdorni nated bfmyth\gn&according-assiref s theoryL 

of the historical development of the forms, man has in the past outgrown this - 

dominance of the mythic state. Not that myth is not still there in  man's P 

consciousness, it forms a vital part of the religious form, and is alive and well in . 



- ,  
, 

consciousness, it forms a vital part of the rel@gus form, and is alive and well in . 

- the arts, but it &t be held in bheck by the re&on ofihe other'forms. In fact, for - - 
+ 

Casslrer, it co-eiistsin 9 bialectic - unity with science, and history. *. . 
- ' \  

However, if, as happened in Nazi Germany, myth.is made to assume the 
( D L  - .  

dominant role it can help tead to tyranny. Late in life cassirer, in his book . 
- 

- . . a .  , ' .  B 

. t,hese lines. He maintained that when the mythic forp allied with modern 
? .  

0 -7 . techniques of mass communication and tertor is-used to coritrol-man's mind for * v 
-- - - - - - -- - - - - - -- - - - 

- the purpqses of s6cial control this has terrible resuhs.' He sollnds a-warning to 
1 

*.  
- 

any who woutd turn their ba&s upon the.lessons of the Enlightenmefit and - 

would wish to expunge reason from our culture. I" times of &+is man reverts to 
b 

these more primitive ways of thought a'nd, thereby, risks losing; his individuality - 

01 * 
and freedom. .In my view an attempt at providing a liberal.educatiori for all 

- 
pebble is one-of thb most important ways of maintaining this state of equilib@um 

- 

between the symbolic forms. Those who seekto attack this equilibriumand - 

replace it-withAideologies based either on a deterministic oi  biological view of 
- 

man, or with some irrational myth' of the noble savage are the enemies of the 

true and full nature of the human soul. - 

\ - a - .-+ 

Thus Cassirer's theory of symbolic form not ohly provides an - 
- 

/ 

epistemological foundation for language, culture and education, it also enables 

its ethical nature to be explained anddefended. Man is not merely a biological+ 
4 - - - -  - . - - - - - --- - -- A 9  -- - -- - 

" iact, knowledge is not the etching created by random data banks on a clean 
(L 

slate, reason is embodied in our cultural lives. Myth lives in our hearts but must 

a - 

be held in'dynamic equipse within re son. Any theory 0f:education which 

does not account for this balance and which does not have as its goal the 

- 
- 

- 
1 



- - 
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* 
t 

, /' 
f l  

I 

n 

i 
I' 

,/' * - 
iontinued monitoring of the'ideal of human freedom is an t i -hummad 

% . -'- 
- 

potentially enshiving. Tke dangetf today come nodo. @ch from the Nazis, but . 
- 

, 

from those whp would reduce humanlife,to something less v$uable, something . 
- m ,' - - .  -a 

mere$/~la@ goveined grpuriidy. existential. The positivists and their behaviourist 
, 

offsjxing, the existentialists, the dialectical materialists and the ultra-romantics 
e 

1 - are al part of an a r r k o f  doctrinaires who for. whatever misguided-r~a~ns,' ,  
- 

+ .  / 

- .  would see fit tq trap man in d irrational or deterministic world view. The study 
. . - 

of history is-a key element in the battle to free the humanwmind and defend the 
, ' Y  

- - ,  i- - - - - - --- - - - - - - 

city of reason againstthe barbari~hor'desclamourhg~t the gate 
v - 

6 b 

' .  
According to ltzkoff (1 977) Cassirer did not consider history as a symbolic 

-% 

f i rm prJdto his booi  An (tMsn44). In this book he places history 
ti - 

after.myth and religion, language and art, and before science in importance. He 
t 

- 
/. 

(1 950)with a ' 
- had finished volume four of his work Jhe. Problem of Karowledw - 

5 

detailed - study of'the drantatic growth of historical studies that occurred during - 
&' 

- the nineteenth and early twentieth centuries. Cassirer, according to ltzkoff --, 

- * 

(1 977, -p. l24), had realized that a basic tenet espoused in, his philosophy of 
* 
\ 

. -. 
- symbolic forms had been fulfilled, almost within his lifetime. This was 

4 
- 

! a. 
- 

. . 4 the  emergence of a new modality of thought, self ~onsciousness about its 
s % . . - canons of logic, evidence, subject matter ana predictive status. The study 

- - - o f  history as  wett as ~e-vastincrease-trrhFslori~~~rJtirrgsshowe&cle~rly- -- 

- - 

to him that h is to j  was aunique and independent dimension of human a 

ttrocrght-(p.'t24)--- - % 

L 
I -\ .- 

. a  

, 
- 

C 

& * -. . I - . - 

4 - ,  - 
* 
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- .In The Prpblern of K n m  (1950), Cassirer traceithis r&olution in , - - 

- 

nineteenth - centyy historical thought back-to the ~nliihtenrpgifit. . r c C  Hemaintains . 
$3. *% 

that modern historical thinking begins at thattirne and th&#hilosobhers, such 
* -5 ?$. , 

as Voltaire, were nOt only.famiiar with this rnanne;b;f t 8 h h g  "bilt madpuse of - 

P 

.- . 
I , 't as cfneaf the Chief measure; in the battle for (their) ow" 'ideals" (p. 217). ,.. 

Cassirer also cites Frederick Mehecke in;up$ort forthis thesis (p. 21 i), and 
Q 

;while h6 recognizes the contribution of Vico as well as VoRaire, for him it is 
- Herder who is the most impoflant precursorto the historists. This was because, 

d - - 1  
- - ----. , -- - -- -- 

for CassTeCit was Herderwho prod5EEi tffamist3 fy wZF not "KKi5iKcFia~ n of 
* 

events but became a great inward d r m a  of'mankind itself" (p. 219): It was 

Y A 

Y.lerde?s concept of man in history, ~assirerklairns, thaf revolutionized , 

- histdrical thought, because, ' 

E l ,  
- man is no longer seen exclusively or eveh predominantly, as the man of - 

achievements, but as a man of feelings; no lohgeq in the sum of his acts 
but in the dynamics of his feelings. All his deeds whether in the field of 
politics bf philosophy, religion or art represent bu ufer side after all. 
His inner life discloses itself only after one has p ted behind these - 
to examine his nature, and this appears in more e guise, more 

* 
- 

directly more uncorrelated, in his feelings that in his intentions and his 
plans. Here are discovered for the first time both the heart of nature and 
the beast df hist~ry, for is R O ~  the essence of nature in men's hearts. 
(pp. 21 9-220) - - - - 

A - t 
- 

\ - . - - 
' . 

Thus the eventsof histary w re significant to Herdorin so far as they were 
" e 

evelacons a ~ d i s c l o s u r e s ~ f  human nature, for it was not m,erely the stringing - . - - 

together of one political or military event after another that mattered;but the 
- - - - - -  - -- I - ?  .- 

. . - study of the whole of humanity. The historism which ~ & d b r  championed was, ' 
- 

accT ing to Cassirer, no mere relativism that repudiatbd a11 values, because at 
- 

its heart was an ideal of humanity, "a general and universal binding-principle . 
a- 
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without which history had no meaning or thityn (p. 220). .fhisLidea14wmanity 

U'  was not present merely in one era and not the next, and neither wasit remote 
a 

from the present for "it was present % _ in actuality at every moment. where genuine 
- - - 

spirituality and a perfect human life shone forthW+(p. 220). History, therefore, to - 

' Herder - was not-the just externat manifestation of man's actions, it was the study - 

- 

-, . - by the study of fragments - study, but could be found only in the totality of' . p 

phenomena, and this too'"only in the formof a sequence not seen all together" - . \ 

(p. 2 1 )  Cass* er used Herder's words to 'showthat thisoview was'as one ,e 
- f . -  

, . which saw the s*ul of man - 

I * i  
r 
- ,  

in the laurel wreath or the spectacle oi  consecrated herds, in merchant 
ships and in the captured banners themselves, there is nothing -only in , 
the hearts that carved these things and strove for them anbttained them 
and wanted nothing more-every nation has a certain felicity in itself 
alone, as every sphere has its centce of gravity. (Herder,d 744 quoted in 

- 

Cassirer, 1950, p. 221) 
4 P 

r 

I " 

1 In .quoting at length from Herder, Cassirer" was able to show that many of the 
0 

featuresaf an historeal view of man, while they form a great part of the 
2 

Romantic legacy in fact have their origins earlier in the ~ i ~ h t k n t h  Century. His , 
, a \ 

sympathy for Herder reflect the spirituality and generosity of his own view of the 

human predicament, and when laie in life he wrote his last two works in English, 

andto attempt to make sense of them in light of the experiehce of Nazi 
< -- 

. I  . I 

Germany, the ~ e c d n d  World War and the ~olocay&.' 
- 

. - Cassirer's discussion of Heider's views raises I questions about the , 
+, * 

relationship between the nature of man, ah unchanging uniyersal, and the flux.. ', , .  .. a 5 
/ 

4 

P 
- 



t 
< 

. of events in time, i.e. man's historical reality. Furthermore, the dualism implicit 
- 

in the idea of external and internal+aspects of man's soul is also a problem 

which Cagsirer, Dilthey and Coflingwood attempt to deal with, but it is'the- - . - 

. universalist claims-for history that Herder made that provides the most important 

contribution to ~assirets'thought, and the one to which he was to return: There 
1 

r - 

w a s a b m i t - b p m n d - l t - r - m  

only in the sense that events actually happen one after another, but in the sense 
- * -  

that when an historical consciousness in pervading thought has a certain .effect 
- -  - - -  - - - 4 -  - - - - - -- - - -- - -- 

upon our view of the present and the future. 
- 

t 
- 

\ 

*. Cassirer's experience in Germany in the 1930's and his exile and - 
I 

wanderings sorely taxed . - hiswarlier positive views of human nature and h ,  

- 

progress. ~n'~ir t icular he was deeply, shocked by the way in which !he Nazi @ ". 

- 

state was able to use the' mythic form to not mereiy+contrormen, but to change \ 

, them. Not merely the uneducated and illiterate but also the educated, the ' 

F- 
intelligent and t" hopst  succumbed to thismbdern tyranny and. ceased to be -. 
free and personal agent& In The Myth of the. State. Cassirer sounds a warning I 1  

, * *& 

about the way in wh i~h  modern, mass technological states can strip man both of 
. 

- 
h 

his reason and his desire to be free, and enslave , - him through an appeal b the 
I 

mythic element in the human soul. The recent popularity'of ~ o s e ~ h  Campbell's 
B 'C 

work on myth m 3 '  be =thought to show the longing, during a time of crisif;,by\ <; - 

? - 
individualsio immerse themsetves into a pre-rational, pre-historic, pre-scientific - 

- - - - -- - - - - -- - - _ f  - -\--- 

foim'of thought., But Cassirer was n e ~ e r  to lose faith in the possibility of good, I '  

and he quotes Herder againbin this regard, 
. , 8- 

is not the good distributed throughout the whole world? Simply because ' .-L 
no one form of humanity and no one spa  of earth could contain it alt, it ' 

was divided into a thousand forms, transformed -- an eternal to Proteus, 
h 



in every region of ttfe world and in every Centu,ry -- and yet a plan of 
striving forward i s  always visiblg -- my;@eat theme. (Cassirer, 1950 
p. 221 -222) - 

9 

This is where, according to Cassirer the modern view of the nature and-value of 

history begins. He also maintains that the great German historian Von Ranke . 
I 

# 

was fundamentally in sympathy 'with Herder, and qubtes ~ a n k &  famous -. 
i - A &. - - 

remark that "every epoch belongs drrectly to Gob and that ifs value does not 

depend on what comes out of it but upon its own self" (p. 224). Therefore, one - 

. of the values of history is its claim to study the whole-of man. The educational 
- - - --- - -- - - - -- - - - - -- - -- - - - -- - -- - 

implications of this claim become clearer when one sees the continued deep 

- influence of Goethe's thought on Cassirei's writing. hccording to Hugo Hotborn - .  
% 

(1 W2), Goet he's program of education became a living reality through 

L 
, \ 

Cassirer's work: @ 

~ h q  totality 'of Western Civilization was' to be reconstructed and made a ' 
part of the consciousness of the modern individual and of present day 
civilization. The study of the processes and creations of civilization 
would lift the individual'toa position from which he could see farther than 
"from day to day" and could begin to grasp the ideals forms and ' 

categories of the human mind. (Holborn, p. 156) , 

These perennial forms of human thought& provide the foundation for an 
7 t 

- -  educational curriculum and through an understanding and realihtion of these 

man could particip6te in a higher form of life.. , I - 

question which lies at the heart of the.whole book, namely "Wha I 

- 
had alteady asked the question in the first chapler entitled "The crisis on man's 

knowledge'of himself" and charted the histoh of philosophy's attempt to answer 
1 



- 

it. His answer was that the vi,ew "that self-knowledge -is the highest aim of . 
Ri- ., * 

1 _ 

5 . '  
philosophical inquiry appears toebe generally ackn'ow~ed~ed. h a l l  thh conflicts . , 

v 
between the different philosophical schools this objective remained invariable - 

\ z .  - - 

and unshaken: it proved to be the fixed andimmovable center, of all thought" , .I 

\ 

@. I), Cassker thought that prior to the nineteenth century there had been + d 
?l 

a.2 
.X 

differences of opinion and theory concernhg man's nature, but there remained 
8 - ?as.' 
- at least a general orientation,-a frame ofreference, to3hich all individial- - 

t * - 

differences might be referred. However, as a result in perticular of the irpgact of 
p-  --- - 

ideas-like,the theory of kotutiori, this centreno tonger e k e d .  This led; in 'hisp - 

opinion, to a belief that, if the theory of evolution andihe scientific method were- 
! 

. . - * 

applicable not only to the physical world but to human life - and culture itself then 
- 

we must see man "as an animal of superior species which produces 

philosophies and poems in the same wgy as silk worms produce their cocoons 
* '  

t - 
or bees buiid their cells" (p. 20). Furthermore, if these were trul$ scientific . 
theories t h y  they-must be able to develop laws and principles which'outlirie 

the3!'hidd& driving force which sets the whole mechanism of our thought and 
- 

will in motion; (p. 21). This search for the underlying force which drives man, 
- 

- 

and which oncebund would give the answer to the & = e  old question about his 
- 

- 

nature went hand in hand with the quantification of human studies. As 

mentioned previously, it was Comte who maintained that . A  

the onh thing left ... is to c_ompleJe positivist philos~phy by includitigin i t -  --- - -- -C 

study of social phenomena, and then to summarize.all this in a simple 
body of homogeneous doctrine. When this double w~~khashe-en .- 
sufficienwadvanced, the definite triumph of positivist philosophy will 
take place spontaneously, and wll re-esiablish order in society. (Comte, 
Course de philosophie positive, Vol.1, 1836, quotedin Kristeva, 1988, p. 
210) 



A here were othershho challenged eomte in his regard and who while 1 - 
- * 

espousing an eriTpirical, sci&tifieapproach, n vertheless, in Cassirer's view , 

P 

- LA-:' based thzr thiories on arbitrafy assumptions, - \ 

3 * -  
and this arbitrariness becomy more and more obvious as the theory v 

* .  proceeds and takes on a more elaborate and sdphisticated aspect. , - * 
X 

s~?xu;lL'-, Nietzsche proclaims the will to power,Freud signalizes ttie C 

05 

Marx enthrones the eco'nomic instinct. Each theory becomes a 
Procrustean bed on which the empirical facts are stretched to fit a , 
preconceived pattern: (CassirerJ 944, p. 21) 2 

- 

- - - -- 

To Gaskirer this lack of agreement concerning a frame of reference for 
\ 

- .  
answehg questions concerning the nature of man has meant.that "our modern 

theory of man (has) lost its intellectual centre" (p-21 f. The Jack of an 

establisheg2uthority has led to a widespread subjectivism where, "the personal . 
, J ,  .-' 

' factor became more and more prevalent, and the temper'ament of the individual . 
# 

writer tended to play a decisive role ...' ev'ery-author seems in-the last count to - 

. - - 

- be led by his own conception and evaluation of human life" (p. 21). To b 

Cassirer, modern man despite his great technical expertise and analytical - 
finesse is bombarded by an increasingly large body of facts. Without a way of 

interpreting them man will "remain lost in a mass of disconnected and - 

disintegrated data which seems to lack all conceptual unity" (p. 22). However, 

this is no mere academic labyrinth in whi,ctt we find ourselves, but a situation - - 
- 

which poses an imminent threat to the whole of our ethical and cultural life. ' 

- - -  - - - - - - - - - - - - - - - -- pp - -- - 

Only by defining man as an animal symbolicurn, according to Cassirer, and by 
- -- -- - - - - - - - -- - - - 

doing so designating his specifiqnature, can - ,  we "understand the new way open 

to man -: the way to civilization" (p. 26). 
- 



- 

, - 
The study of history is'for Cassirer a to this return to the path of 

-.. 

; bivili~ation,~ particularly because it qptesents one of the most recently . 
- - 

developed symbolic forms, whish must @ay a key mle in counteracting the 
I 

- 

regressive tendency of societies in crisis to revento the mythic state. As 
-- 

- mentioned earlier, Cassirer's own experiences and his interpretation of the 

Nazi state were a vital factor in bringmgAxuhisviewofthefragMy d 

civilization, and the grave threat that is posed to it by th? conscious use of , - 
- - - 

technology and myth to subvert .free will. 
- - 

a In An, Cassissi deals first of all with the wsertion made by 

Ortega y Gasset that "Man has no nature, what he has is history" (1 944, . - 
- 

p. 172). He feels that the question about man's nature is misleading and 

contradict.ory, because nature has to do with things, but according'to Gasset 
i -  

- 

- 

x "Human life is not a thing, has not a nature, and in consequence we must make . 
* - 

, up our minds to think of it in terms and categories and w e p i s  that will be 
, - 

7 radically different from such as shed IighJ on the phenomena of matter" (p. 171). - , - 

Gassett's contribution is criticized by Cassirer, who sees the conflict between 

being and becompg as not zCmetaphysical but a logical dualism, in which ' , - 

we no longer speak ofa world of absolute change as opbosed to another 
of absolute rest. We do not regard substance and change as different 
realms of being but ascafegories -- as conditions and presuppositions of 
our empirical knowledge. These categories are universal principles; they 
are not confined to special objects of knowledge. -We must therefore 
expect to find them in all forms of human experience. (p. 172) 

Casgiirer again is cornistent in his resistance to-any t h e o r e t i ~ a t s y s t e ~ i - c ~  '+.. Q 

will reduce man to anythin$ less than his true and full self. Man's history is not 
I 

- mere flux, and neither is man3mere matter, but his world does contain a 



'substantial element even though it is not to be defined in the same way as the , - 
- 

physical world. It is the world of symbolic forms, of myth, language, art, history 
1 

and science. 

- If history is a symbolic system, and ngt just an interest- in random events 
- 

- 

and artefacts, then as a system it-must have some structure. In the of the 
- 

8 u I 

~ i ~ a l + ~ - t k ~ ~ a ~ ~ - t k c f c - ~ e t t k e - k ~ 0 1 ~ t b  
. * . 

structure is an identity of form. The taskof history is to discover beneath the 
* 

"temporal flux and behind the polymorphism of human life" this constant 

structure. He refers to Burckhardt's definition of the task of the historian as "an . 
- 

anempt to ascertain the constant, recurrent, typical dements, 'because such 

elements as these can evoke a resonant echo in our ikellect and feelingsw - ', 

(p. 172). In other words, according to Cassirer, man has a history because he 

has a nature. 

The task of the historian, howevet,must be more carefully 'distinguished 
T. - 

from that of the scientists, and the artist. In particular the question "What is an 

historical fact.?" must be dealtwith. To Cassirer, a fact is no mere locus of sense 

data, free from human judgement and theoretical content. Factual truth impties - 

theoretical truth, and the empirical objective natureof fact is not located 

separately from human-thpught, Objectivity, he maintains, is not found in 

riature, but iEl the complicated process of judgement. It is the study of these . 
- 

judgemental acts that enable us-to distinguish between scientific and historical 
- -- - - - - -- - - -- -- - -  - 

facts. The claim that fads are the re'sult.of human thought does in no way 
f - - - L - - - - - - -- - A 

lessen their importance, indeed Cassirer claims that their importake is great in 

historical studies.7hat history has to begin with facts and that, in'a sens-ese , - 



- - 

facts are, not only the beginning but the end, the alpha and the omega of our - 
- 

historical knowledge, is undeniable" (p. 174). 
- 

- 
- 

- 

However, the question still remains; What is the nature of these - 

- - 
C 

judgements called historicPCand physical facts? The importance of this 
- 

distinction cannot be under-emphasized for two reasons. First, because of the 4 

~ I , , , , I W & ~ t # b ~ & W & ~ - h t f ~ i ~ i t f - - - - - - -  , . 

concomitant claim thafobje~tivit~ can only be a feature of scientific fact. The 
* 

effect of &e spread of poiitivist Jews in educational studies over the past _ 
I - - -- -- - 

century, has meant that a most unfortunate dichotonomy has emerged. The 

hard facts are to br! obtained through psychology, and statistically verified 

'empirical' research, which are objective, and all other questions which cannot , 

be answered by this particutai method are classified as being merely 

subjective. This elevation of the Naturwissenschaften over the 
a 

-~eiteswissenschaften meant a division of labour within the academic 

community, and a consequent radical dissociation between fa& and value, 
'a- 

which is highly inappropriate when attempting to either formulate or answer 

questions about thought and culture. ~ h k  was discussed earlier in the paper 
* 

, 

and its negative effectq outlined, and only through a re-interpretation of the , 

neture of knowledge'it can this cri~pling dichotonomy be resolved. Cassirets I 

< / 
\ 

value here to educational shdies is great, and- his careful studyof the various 

modes of knowledge is invaluable. - The impoltance and value of facts, Mr. 
- 

- - - - -- - - - - - -- -- - - - - - -- - -- - - - 

I 

Gradgrind notwithstanding, must be reasserted if education isto continue tobe , - 

+ .  
-- -- -- - -- - - -- - - 

a potent force in the development of young minds, as Robin' Barrow (1 990) 

recently pointed out . Also in reasserting the importance and objectivity of , 
% - 

historical fact we are moved to consider the nature of the way in which these 



, 
- - - 

- 

facts are obtained. If t h p  are alternative ways of obtaining empirical truths- 

other thanthrough a scientific method, and if these ways are particularly suited 

to the study of human thought and culture, then the systematic study of 
, 

education and teaching may not have to r ~ l y  merdy on the statistical or 
/ 

analytical approach in order to claim objectivity. The present flirting with non- 
_ - _  r 

\ 

quanfiEtive methods of research is, of course, an attempt to break out of the 

positivist straitjacket.   ow ever,-much of this so-called ethnographic or 

anthropological research is either the quantitative wolf in anecdotal sheep's 

clothhg orsubjective-autobiographical pseudo-literature. -Without a systematic 
-- 

theoh of human studiesjt is either semi-science or sentimental art. The study of 
t - f. 

history and an acquisition of an understanding and'familiarity with its methods 

provides a way out of this morass. - , 

The key to the distinction between physics and history is for Cassirer 
- 

(1 944) to be found not in differences in fhe logic of the two, but in their objects of 

study.. "Historical,and scientific thoughts are distinguishable, n.ot by thdir log&al 
- 

form, but by their objectives and'subject matter." @. 176). ' Logic cannot provide 

an adequate basis for distinction because the historian in his quest of truth "is 

bound to the same formal rules as the scientist. In his-modes of reasoning and 

arguing in his inductive references, in his investigatimof causes, hePobeys the 

same general laws of thought as a physicist or bioloQist." (p. 176). h either, 

according to Cassire~, can-the distinction be based on saying that the scientist -- pP- - 

studies present p p P  objects while - p-P th'e historian - has -- to do with past p bbjects. - -- a 

Geologists and astronomers are concerned with the past, a s  are evolutionary 

biologists. But the human historian, unlike the natural historian, seeks not to % 

- .  
study the former state of the physical world, but past stage of humar$ife and 

- 

\ 



culture. Historians can make use of the results of scientificeqquiry, but must not 

be restricted merely to data available in the way. That does not mean that 

historical objects have a selfc~ntained~realit~~separate from the laws of nature, -. . 
merely that despite this embodiment they belong, so to speak, to a higher - 

r r' 

dimension. . 

between history and science on the basis of the logb of the individual as - - - d 

4 

opposed to the logic of the universal. He states that "Windelband declared the 
-- -- - = -  - 

jqdgement of natural science to be nomothetic, those of histow to be 
- 

idipgraphic. The former give [sic] Qs general laws; the latter describes particular , 
- 0 .  

facts." (p. 186). This distinction became the basis of Rickert's whole theory of 
> 

historical knowledge, and Cassirer repeats his claim that "empirical reality 

becomes naturg, if we consider it with regard to the universal; it becomes - 

history, if we consider it with regard to the particulars." (Rickert, 1902, quoted on . 
B - "J 

p. 1 869. Cassirer regards this distinction a$ abstract and-artificial, because in 
,' 

his opinion judgements are always the synthetic unity of universality and of 

particularity, "these elements are not mutually opposed, they imply and 
- 

interpenetrate one another. 'Universality' is not a term which designates a 

certain field of thought; it is an expression of the very characier, of the very 

funcgon of thought ... ~hought  is always universal~p. 186). Thus if thought of 
% 

particulars contains - - -  universal - -- elements, - - - and - -- thought -- -- of uhversals - contains - - - -- -- -- - - - - 

elements of the particular then neither the historicist nor the antiquarian can 
- - - - -  - -  -- -- 

truly said to study history. Furthermore, to extrapolate again into the field of - - 
- 

educational studies, if we accept that thought has this synthetic unity, then 

neither the positivist nor the subjectivist can make a case to be interested h 



, - 
- - -- - . , -  

- 
- f. 

anything but a fractured one-dimensional aspect of truth in R he human sciences. 
7 - 

' i - 

To look for generic laws to account for the'nature-of teaching orto merely give ' 

highly personal accounts of particular events witha2 taking into account this , - 

syoth&is will lead to severely inhibited condusions. a - - +.+ 
' "  - 

8' 
So, if these are not sufficient reasons to distinguish between science and 

1 7 i S f ~ t a c e f ~ . ~ ~ T : k e a ~ ~ w c e c i S , a c c O C ( i ' m ~ ~ i c ~ r  
d 

(1 944), as follows: 
P 

I 

A physicai fact is determined by observation and experimentation. This 
process of-objectifisation attains its e ~ d  if we succeed in describing the - - -  - 

, given phenomena in mathematical language, in the language of 
numbers. A phenomenon which cannot be,so described, which is not 
reducible to a process of measurement, is not a part of the physical 
world. (p. 1 74) 

NOW, of course, not all physical things are immediately measurable and the 
P 

scientist is often dependent on indirect bethods of verification and 
. 

measurement. No physicist has ever "seen" the actual structure of an atom in. 
- P  

- 

the way a biologist can see a frog spawn or an ecosystem flourish or die. ' 
I 

, 

' However, these "unseen" facts must ultimate1 be related to other directly 
. r s  - 

observable or measurable phenomena. Thts relation must also be governed by 

the law of causality. Furthermore, the physicist can, if in doubt about the results, 
% 

replicate the experiment and attempt to correct it or abandon it. The objects'bf 
.. , 

his study are still there; they are constantly present ready to be subjected to his - 

- - questioning at any moment. The scientist thus~hasthisontinuous~a~d 1 -L- 

immediate relationship with the object of study. - Cassirer maintains - - that - - the - , 

historian is iri a different positibn in relation to what is studied: 

His facts belong to the past, and-the past is gone forever. We cannot 
reconstruct it ; we cannot waken it t o a  newlife in a mere physical, 

\ 



objective sense. A\ we can do is to "remember" it -- give it a new ideal r 

existence. Ideal reeonstructlon, not empirical observation, is the first step - 
- in historical knowledge. (1 944, p. 174) B 

- - - 
- 

unlike the scientist Zhe historian only has an indirect approach to his subject , 
, ' 7 . 

which is man. Not indirect in the sense of the nuclear physicist, no matter how 

powerful the historian3 instruments could bd; there is no direct causal link 

between the physical source under - scrutiny and-tlEiTilnaPtThe person or 

persons who were the oreators. 'The scienlist asks a question and seeks its 
C 

answk in the physical world. However, the historian cannot confront the events 
- - . - 

themselves in - order to answer his questions. Ttius "ideal reconstruction, not 
- 

empirical observation, is the first step in historical knowledge" (p. 174). 

Furthermore, because the historian studies the world and the mind of man he is 

studying a world of symbols, and finds from the very beginning of his' - 

researches a worlddnot.of physical objects but a worldof symbols. One. of the 

most irilportantskillsthe historian must acquire is the ability to read these , 
i 

symbols. For ~assirer history is of the ancient human quest for self- ' - 

t - - 

kriowledge, and "art and history are the most.powerful instruments of our . 
- - 

% inquiry into human naturen (p. 206). We cannot rely on introspection, and 

'psychology merely gives us a picture of the average man. In fact if we were to 
/ * 

know all the laws of nature, if we could apply to man all our statistical, 
- 

economic, sociological rules, still this ,woufd not helpus to see man in this ' 
- 

special aspect and in his - individual - - - - - - form. - - In order to get behind the front of the - - - 

'average man', Cassirer maintains, we must turn to art and history: 
- - -- - - -- 

- 

In order to find him we must go to the great historians or the great 
poets .... Poetry is not a mere imitation of nature; history is not the narration = 

- 

of dead facts and events. History as well as poetry is an organon of our 



self knowledge, an indispenvble instrument for building up our hum& , 
- , 

- universe. (p. 2U6) - .  @ ,  

While Gassirec leaves many questions unansyered about history, what 

c a n d d e  denied is the re~bvance of these ideasto a liberal education. The 

importance of history lies in its capacity to reconstruct the past jn narrative fo.rm . 
and*&ernptto make it part of the_consciousness of the modern individual. o n l y  - 

in this way can the individual begin to see farther than the present and the , 

and start to grasp the ideal forms and categories of ihe human mind. 
- $ 

- + .  - -- ,' - 
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d w 1 CHAPTER 6 

< Wilhelrn Dilthey and Conclusioil t 
- 

B - 
- 

- 
e. 

- 
- . 

I a F 
. - The over extension .. of the scientific methodinto the humanities and human lde 

in general, and the'lack of ari understanding of the underlying principles of 
Ir . .-- 

science, wEch themselves are not subject to the methodology of empiricism, is ' 
- 

in my view at the heart of an intellectual crisis facing education today. The fact - - - /  

that our schools of education are still dominated by the social sciences and the - 
- - - -- - 

-0- -' - 
- 

attendant distortion of student:~ views of the meaning of being human presents 

not only an intellectual but also an ethi&l,threat to the continued life of a, tiberql 

society. For example, when a k e i  text (Borich, 1989) used in the preparatih of 
- 

secondary student teachers at a major Canadian university lists one of the ke; 
- - 

'behaviours' of effective teach in^ to be 'clarity' (p. 8). ' Whilg behaeour can be 

clear or.unclear, in terms of its meaning, and while,a teacher may make his . ' 
--'* 

meaning very clear or be ambiguous by exhibiting various 'behaviours', the 

important qdstion is what is going on in the teachers mind to give rise fo those - . C 

- . 
- 

behaviours? What should be studied are his intentions, the knowledge that he 

have and how he regards his pupils? The idea that one caflearn to teach 

ed"cationally by exhibiting the appropriate behaviours is a misguided one; it 

misses the vital part of what makes good teaching that lies within the teacher. 

This tendency to reduce thoughtto manifestations of b e h a ~ i m ~ e a n s  that-the - - - -- - . 
# 

students are being taught a theory of mindlif one can use that term to refer to a . 
- - - - - - - - - - - - r-- 

being who merely exhibits behaviour) which is inimical to the concept of a 
- 

liberal education. It is to the credit of many of these students, and many who 
- 

have passed through before them, that they do not accept this and continue on 



V 

" .  - 

0 

with their careers on the basis of thejr own intyitions. However, in the ' B 

e. 

meantime, a great deal of damage has been done; and students have emerged - 

, from such educational establishments confused or misguided about-the nature 
- - 

of the enterp~ise they have just ioined 
- 

The irony is, as Hesse (1972) points out, that the view of science on 4 

themselves, and one must wonder why it has still guch a hold on the minds of 

some educ~tionalists, many of whom'regard content as unimportant and 
- - - - - - 

process as the key to learning (Cheney, 1988, p. 8). Perhaps a concern with - - +, 
- 

contrd rather than-with the search for the truth has something to do with if. - 

4 - 
- 

Glynn (1 985) points out the ironf; of this situation, 
- 

- 

0 

- 

k 
... it is surely one of the iro f our age that a large number of those 
in the human and social s, engaged in the-earnest pursuit of 

- academic respectability, struggling to emulate the positivistic 
o r  neo-positivistic episte s and methodologies of the physical 
sciences, or of NBwtonian Mechanics to .be more precise, and to 

- , employ th+m in the study of human subjects and their social relations, \ at a time when many of the most successful practitionersof physical 
scien~e have long recognised this paradigm to be wholly inadequate 

4 even to the study of physical phenomena. (p. 104) 
- 

- 

In this thesTs,I have attempted toshow - the nature of the continuing influence of ' 
- 

this neo-positivism, and to - place it within the confines of a more universal and 

. more humaaly acceptable thebry. A theory @ that cannot merely rely just upon 

analfiicarphilosophy topprovide its sub$tance;butmustttlmto~stor)tt~fi~d a -- -- - -- - - 

0 6 

view of man t h a + i s ~ n i v ~ s ~ n d  yet contingent. M a e i R t y r e k l - 9 6 6 b v i e w ~  
N - 

this relatioh in thisway: 

A history ... which is concerned with the role of philosophy in relation to - 
actual conduct, cannot be philosophically neutral. For it cannot but be at 

- 



< - 
7 - - * .  

* * .  

odds with the vlew of all thqsb.recent philosophers who have wanted - - -  

sharply to distinguish philosophical ethics*a&cond-order activity of 
comment frodirthe first-order discourse which is part of the-conduct oflife, 
wher$ moral utterances themselves are in place. In drawing this 
distinction such philosophers have tried so to define the realm'of - _  

I @philosophy that it ivould be a conceptqal truth that philosophy could not - 
impinge u'pon pra ice .... %for it is here that Santayana's epigram that he P who is ignorant o the history of philosophy is5doomed to re eat it f iws its a 

- P - 

point, It is all too easy for philosophicat analysis, divorced rom historical 
enquiry, to insulate itself from correction, (p. 32 - . - - 

- 
- 

' We eannot attempt to get'on with the businesslbf the liberal education _ _ 

That philosophy can play a useful as well as emancipatory role was a point that 

was recognised!by Wilhelm Dilthey, and was a lundamental of his theory of 

human studies or the human sciences [The German term i 
- 

* Geisteswisse_nschaften is translated into English by various authors both as 

. 'the human sciences' and as 'human studies'. I will use the& English terms 
A ,  

interchangedly, depbding on the author being cited]. ~ulhof f  (1980) in I 
commenting on this aspect of DHthey's thought, states, 

as formulated in-the m i o n  to the H u m  
of Dilthey's transformation of philosophy into an 

. . enterprise. The human sciences are - 

'philosophy' in a form appropriate tadha modern times: the speculative 
- philosophy of former times had b e c h e  the array of empirical 

sciences studying human life as it has been-lived through the ages. 
The knowledge gained, Dilthey felt, would enable man to ~jroject his 

_ >  -goals effectively, that is, in accordance with the inner tendencies of 
- - human life and history. Dilthey a l w a ~  reiected an b k e r i c  philosophy - philosophy offhepGfess6S ofphilosophy, cathedraphilosophy as 

hezalled it - that has no influence on practical life. Knowledge, ---- and 
first ofall philosophical knowledge, should be useful to man. (p. 28) 

In a thesis of this length it is not possible to treat Dilthey's work in i n y  detailed 
c 

or extensive fashion,however even a brief glimpse of his ideas has shown their 
9 



potential importance, boththeo tically and practically, for edu6ation. This is 
, 

y ? ,  / '4 - 
particularly so in respect of the relationship between science and history, 

- 

because Dilthey saw himself i s  the -, philoso~phical spokesman for the historists A - 
a 

whb had set about explaining the nature of man in terms of historical 

developments. He maintained that science had at the end of the Mid , 

freed itself from the grip of metaphysics, but that the study of society and history 
I i 

had merely changed masters, and that "the.&owing poweiof science had l e d  ,' 

p. 47). However, the historists had, in Dilthey's opinion only just begunthe task * 
a- 

- of founding a truly independent human science. The historical school hhd not / 

\ 
- 

developed a theoretical basis for its claims, and "lacked phjlosophic 

foundations because its - study and = evaluation of historical phenomena was not 
/ - 

. \ 

linked to an analysis of the facts of.conscioush'e~~ and, therefore, not based on ,': 
- 

\ 5 
- "  

the only kind of knowledge which is ultimately c e r t a ~  (p. 48). This had meant-.. * - 

, 

- .  -in Dilthey's view that they had not achieved an explanatory method: "HistoricaF 
- 

I vision and comparative procedures by themselves are incapable of establishing 
I #* 

.an autonomous system of human sciences or o? exerting any influence on life." 
' (p. 48). The shortcomings of this state meant that history coild no1 competently 

argue with the positivists but could merely protest ineffectually. Dilthey saw his 
- , 

t askas  helping t o  proiride a philosophical justification of the principles guiding 
P 

_the historical school andaf-the specificrese_archinnsplredby it. As he g % ! L i I i t : ~ - ~ ~  . 

I came tgneed and to place a foundation for the human studiesn (p. 160). For ' 

Dilthey this foundation was, not to be found either in science or in metaphysics 

but, "only in inner experience, in the facts of conscio@ess, have I found a firm 
- 

anchor for my thinkingn (Dilthey, 1989, 
- 



p. 50). The importance of this claim carmot be understated when it comes to 
- / 

understanding Dilthey's theories about seieflce and history. In- his words,, 

, " - 
+ 

ail science and schol&arship is empirical but all experience is originally , 
- 

- .connected, and given validity, by our Consciousness (within which it - - 

occurs), indeed by our whole nature. We call this point of viek which - 
consistently recognizes that it i s  impossible to go beyond conscious~ess~' 
to see, as it were, epistemological; modern scholarship cannot 

---aeknowledge-. ( D i l t k ~ 1 8 8 3 ; R ' m @ 6 . ~ p A $ I I )  - 
This point of view gave to Dilthey the-independence from positivism required by 

t 

the human sciences and the justification lacking in the historical school:; - = 

- - - - - - - & 

from this point of view our picture of the whole of'nature stands revealed 
as a shadow cast by a hidden reality; undistorted realityLonly exist$ for us 
in the facts of consciousness given by inner experience. The analysis of 
these facts is the core ofthe human studies; knowledge of the principles 

- of the world of mind remains, as the historical school assumed, within-the 
sphere of the human studies which, therefore form an autonomous 
system. (p. 161) - 

This assumption that we can only evaluate and justify our knowledge of the . - . 
world-by considering the active mental .processes by which we acquire $did not 

- - 
mean that for Dilthey the knowing subject was a pure consciousness or a Y 

tl'anscendental ego. He acknowledged his agreements on this matter with 

Locke, Hume and Kant, but saw them as.explaining experience and cognition . 
merely from the facts of apprehension (p. 162). He also  ejects the hesmony 

a. 

of cognition over the process of-thought, which maintains that : "Cognition 
\ 

seems - to develop concepts such as the external world; time, substance and 
d 

cause from perception, imagination and_thought."[p.-WThisforllilthey was--- -- 

an inadequate explanation and he -posited that what lay at the centre of A 

h 

epistemology was the whole human being shaped by his orical conditions. "My Bk 
historical and psychological studies of man as a whole led me to explain- 



. 
cognition and it$ concepts in terms of the powers of man as a willing, feeling 

7 
- 

/ I 

and imagining being." (Dilthey,1 883: in Rickman,1976;p. 162). These three . 
. - ,elements cannot, in Diltheps view, be detached from each other and are - 

- 

- 
corlstitutive.of mental structure; the cognitive, affective-and volitional acts co- - - - - 

exist in every moment of consciousn&s. As summarized by Hodges (1952), the 

relationship between them is as follows, - 

,. 

8' 

feeling bears conscious reference to somebcognised content and 
volition involves the idea of ~ w i l l e d ;  again, volition is moved by- 

+ feeling, and cognitiongivesrise to feding; again feeling tends to pass 
into volition, and cognition is governed by the volitional act of 
attending. Thus no mental act of any of these three types exists 
without at least one of the other two. (p. 41) 1 

Diithey, while starting originally from Descartes and-  ant -and the knowing 
- 

subject, departs from this tradition by going away from its dominantly cognitive 

bias."~eassumes - that we Know the world Jhrough our feelings and strivings as 
I 0 

well as through o u r w s e  impressions and thinking" (Rickman, 1976, p. 15). 
- 

The whole human being thus becomes the real knowing subject. A 
- - 

,* 
- 

'being who is conditioned by the functioning of its physical self as well as by 

social and historicat conditions. h or Dilthey, the starting point for empiricism 

&'fde the rich varied experience of normal, mature observers, who 

see trees in bloom, talk to .other'people, read newspapers, enjoy poptry 
and music, play chess, worry about the future, remember past holidays 
and resent noisy neighbours, who are citizens of a state and members of 
a family, who'tend theirgardens andearntheir living. (Rickman, 1976, 

- -- -- 

3 1 )  
- - - - -- -- -- - - - - - - - - - - -- - - 

The starting point of philosophy, therefore, is this complex experience which 
. - 

makes up life, within which histov plays a vital role: 



- - - - - - - --A- 
- * 

e - 

B 

L I havB related every constituent of present day.ab,stract scientific thought - .  

* C 

to the whole of human nature (as experience and the study of language 
and history revear it) and sought to connect them. As a result the most 
important constituents' of my picture and knowledge of reality -- personal 
individuality, external world, other persons, their temporal life and 

* interaction -- can be explained in terms of the whole of human nature in 
which willing, feeling and thinking are only different aspects of the real 

"I - process of life. The questions we all ask of philosophy cannot be 
answered by rigid a priori conditions of knowledge but-only by a history 
which starts from the totality ofsur nature and sketches its development. + (Dilthey, 1883, in Rickman, 1976, p. 162) 9 - - 

' . 5 
- 

Difihey distinguished between the idea d a detached perceiving mind and that - 

B of a whole human being, who wills, f-eels and imagines. To the perceiving mind- 
\ - 

external reality is merely a phenomenon, but to the whole human being it i s  \ 

' something given, independent, immediate and as certain as his own self. - - \\ , 
, 

According to Dilthey, we know this external woiM initially from the life of the will, \ 
\. - - -  

a"d inferences of c se and effect are only abstractions from it. As ha put it: I"--- - 

B 

this solves the most obstinate problem of this approach, the 
questions about the origin and justification of our convictions about 
the reality of the external world. -To the perceiving mind the external 
world remains only a phenomenon but to the whole human being who 
wills, feels and imagines this external reality (wha\ever its special 
characteristics) is something inde'pendent and as immediately given , 

and certain as his own self -- it is part of 1ife;not'a mere idea. - 

(Dilthey, 1883, in Rickman, 1976, p. 162) 

3 
However-~Dilthey did not lapse into couiplete idealism, because in fact ihe 

' 

the external, in particular of the minds other people. Dilthey also fully 

recognizes the physical it^ of man, ant' tRe fact "that the permanent effects of his 
- 

acts of will only persist as changes in the material world" (p. 164). But man is 

more than matter, he is "the psycho-physical unit which is the whole man. 
- 

- . 

' - 



Organized into society men form the reality whichlis the subject-matter of the 

, - historical-sbcial discipline" (p. 164). This inner and outer distinction is, - 
- 

-. 

according to ~i l the~, 'n& on8 that is radically dis&nected; but, nevertheless.-- 
- 

, 

the divisio-etween these worlds is the division between the huqan and ' -  

i sciences. Dilthey rejects any view that Mikes these two states 
4 

\ 

This relationship Dilthey char cterizes as the differrent appearances of or,e 
I 

A 

thing. Natural science dissects the causal or&rof the.physical world,Lnd 
- 

where this dissection of the causal order of nature reaches the point at L .  

a -. which a' material fact or change is regularly related to a mental fact or 
.I = change without a further intermediary link bein~discoverable., we can 

only-note this regular connection but cannot apply the relation of cause 
- and effect to it. (p. 164) 

At this point in the relation the7human sciences are needed to provide reasons - 

b 

+ for the occurrence of events, and, whilethere may be points of confusion as thg 
- 

k 
knawledge of both the sciences and human studies mingle, they are 

nonetheless mutually depende'nt. It is by examining this meeting of the two 
e . 

worlds that we Can get insight into Dilthey's theory of human-studies. 
.. 

Rickman (1961) gives an w a m p l ~  that illustrates this well, when he 

compares a tree being blown down by- the wind and one felled by himself using 

an axe. v 
i - a 

I 
\ 

- - -  - -  - --- - -- - - - - - - - - - - - - 

I" the first case all we can or w&% to know is the relation between the 
f ~ r c e  of the~wind_as_t'hecause mbthe-sp li n t e f i n p - t h e w ~ ~ h i c t U s _ t  he 
consequence. In the second case thsre is, of course, a causal relation 
between the force with which the axe is wielded and the fall of the tree; but 
there is also quite a different relation wJlich has to be taken into account if 
the situation is to becothe intelligible, namely that between my intention, , - 

" the idea or purpose in my mind -- and the action. (p. 38) 
.. 



, The tree falling in the h d  can be explained in terms of dausa~it~, but in the 

- case of t ickman crrtting, the tree down there is awareness b f  himself as a 

* sonscious power within the environment. The &?bond situation is filled with 
- meaning artd can be understood in a sense from . within, while to talk about what a 

- 

the wind meant is absurd. - Nature can be explained in terms of cause; in'orher 
- 

.toqaccount for the human world understanding is necessary. A great deal of . 
9 

Dilthey's epistemology of historical and inter-personal insight hinges on this 
i 

concept of understanding (Verstehen). "Understanding is insight into the- - 

a , 
Jj 

9 working of a hufnan mind, or as Dilthey himself says,"the rediscovery of the I in 

the Thou"' (Rickmah, 1961, p. 60). 
+ 

Dilthey saw the human sciences divided into two classes of discipline, . 
- 

first "the study oihisrory (including the description of the contemporary state of 

society) and the systemqtic human studies" (Rickman, 1961, p. 68). However, 
i 

these were not sepagate and detached butwere dependent on each other and 

formed a solid-whole. Thedistinction made earlier between "inside" and - 

, 

"outside" once again becomes crucial. The physical world (outside) has no 

meaning; it is merely accessible to#e senses. Dikhey saw the true valueAof 

.d history in this turning towards self-knowledge, in the movement of 

understanding from the external to the internal. 
- - 

'. & 

. In history we-read-of p rgd~ t i ve  labour settlements, wars, foundations and- -- - -- - - -c - --: 
states. .They fill other souls-with great Images and tell us about the 
historical world which surrounds us; but what moves us, above all, in 
these"accounts is what is inaccessible to the senses and can only be 
experienced inwardly; it is inherent in the outer events which originate it 
and which, in turn, react on it. (Dilthey in Rickman, 1961, p. 69) 
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understanding ( Verstehen) .which the human sciences aim at occurs when V 
I 

they try to understand something internal through the analysis of its outward 
I 

manifestations. Dilthey rejected ,the view that con$ders psychology as , 

representing completely our knowledge of this inner side, because knowledge - 
-+ 

of one's own inner self or spirit allows the possibility of seeing something similar ' 
T 

at workin the objective achieve men!^ bf other humans.' This is not the- 

- contemplation of the "unknowable workings of insulated ghosts" as Ryle (1949, . 

6. 57) it, nor the resonation:of tuning forks in harmony. It is not'the direct 

- knowledge of others' inner psychology but the interpretation ofthe products of1 
- 

\ 

thoscother minds. In fact-mind is an objective reality, and the meaning of works 
- - 

of art or political structllres are not.found in the psychological experiences of the' 
- 

artist or the statesman, but in'those very forms which are manifestations of mind. 

This is close to the theory of mind proposed by Hirst when he maintains that 
- 

of knowledge are intficately4nterrelated. - 

man could be gained only from history. . 
- 

d they '  ideas about the natureof the human science and history, his 
/ - 

concept of Vetstehen and hermeneutics are ones that are rich with possibilities 

_ in our attempt to understand, justify and organise the educational enterprise. - 
T& brief study has only touched on this potential and now that hi iworks are 

* - 
- '  2 

being fully published in English perhaps they can serve to provide for us 
i 

approaches to education which are neither reductionist nor narrowly analytical, 
- - - ----- -L -- - - -- - - - - - - - -- - - - 

but which fully incorporate history, of the autonomous kind I have alluded to in . 
- - - - -- -- -- 

this thesis, at all levels from=ncept% the classroom. 

Dilthey, more than any other theorist discussed above, maintain5 that the 

concept of man as an historical heing is of fundamental importance in 



- 

\ 
philosophical studies, and in this thesis I hope I have furthered this cause of 

'philosophical anthropofogy', or 'anthropological phiiosophy'. I have attempted 

to show that at present there is deep intellectual confusion in the educational % 

world, primarily because of a misanalogy between nature and nian. In my view, e=- 

neither the kind of neo-positivist empirical 'studies that go under the name of , 

- - 'edu cat i o n a l re sea rc y t tcatapproa&Itotmgaag~-an~ 
L) 

logic can prqvide a view of man adequate to the task of refurbishing the 
- 

foundations of a liberal education. AS Hirst and many others, have shown, the 

ideal of a liberal Bducation incorporates- - an ancient em&cipatory and 

universalist vision of man; those of us who believe in this vision are duty bound 

to encourage and enhance such an education, and make it part of the . 
- 

, preparation for life of future generations. This liberal education is: 1 would claim, + 

not only intrindically valuable, but also of great instrum$tal and practicai utility. 
- 

8' Liberal education forms one of the most important elem nts in the concept of a- ' I . il 
- , .- 5 

just and democratic society, and it is no accident, I would claim, that those states 
- 

which still seek to oppress their citizens are also most acti n the suppression 
I k T +  

of any form of liberal education. We, therefore, have an ethical responsibility to 
v 

- 

make the case for 6 liberal education as strong and as irrefutable as possible, 
A - . 

and, in my view, this can only be done if we include history, in the form I have . 
. - 

outlined in this paper, as a necessary part of the enterprise. 
B .- 

- - -  - - -  - -  
- A *  

- - - - - - - - - -. . - 
- 
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