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| enterprlse in three ways flrst as an approach to answerlng questlons about ,7

Abstract L

,,’

— R N N ~ ) -

ThlS thesns argues that the case for a llberal educatlon the most valuable g

Cdel e e e D

" "way of schoolmg, will be greatly strengthened lf hlstory |s 'fully lncluded inthe” =~ T

the: nature of mind and culture second as a subject in the currlculum and

7questlon* "What knowledge is °f most WO"'fh"". has been answered.”'u S

third, as a source for the development of methodologles in educatlonal

studles N LT

‘.’U‘,

T

mcreasmgly in the- mahner Wthh Spencer himself replled Sclence has been ',
seen as the paradlgmatlc way of knowmg, and the appllcatlon of the SCIentlflC B g
‘method to every aspect of the study of the human world resulted ThlS | |
dominance of pOSlthISth vrews led toa snuatlon partlcularly m North Amerrca ‘ |

where theories of mind'and. culture have been in danger of. belng reduced toa

R ’serles of behavnourlsttc or soclologlcal postulates. At present this hegemony

»

] lS lncrea§rngly being challenged on the basrs of its eplstemologlcal confusnon

its lack of. emplrlgfl accuracy and because of lts potentrally dehumanlzmg

" “'effects on socual action. It lS partlcularly |mportant ‘that thls challenge come
- from those wishing to espouse and promote the ideals and practlce of. llberal

’educatlon This thesrs is-a contrrbutlon’t/o that effort through a reassertion of .

“th e role’ ot history -and hlstorlography as a central part in educatlonal studles S

Fy

and the ed auonal curriculum. - C o . - B




[N

~ The thesus isin three parts F|rst rt attempts to. defme the key concepts m
thlS debate |n partvcular knowledge' 'educatron and cufture and to assess

A the nature of the posntlvnst threat to a Irberat humamstnc vrew of educatlon S

Second it outllnes aspects of the thought of two groups of theorlsts who have

I an |nterest in these matters and who up t||| now have not. been seen as havnng e e

H|rst and Mlchael Oakeshott are contrasted with each other, and wuth those of R ﬁ

A

Ernst Cassrrer and thhelm D|lthey It is clarmed that many aspects cf thenr \L

’ approaches are compatlble and that as a resuft of this synthesrs a broader S
and deeper case can t'je ‘made for the value of educatlon] In partrcular rt erI r
be mamtarned that the views of the German phrlosophers concerning. the
i nature of knowledge and h|story are of potentlal |nterest in deepenrng and - A
R broadenlng the concept of ‘a Ilberal educatlon - Thrrd the potentral :
|mpl|catrons of fully mcludmg hlstory in the educatlonal curnculum and in - R

educatlonal studres w1l| be assessed
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i R I roduction”

= ﬁf'\"_jAF;’TEv, 1 o

R In th|s thesns i mamtaln that schoollng based on the |qeal of a ltberal u

~~-r'

educatlon most appropnately fUJfI”S those tradltlons m our culture and hlstory

whlch have regardedthe |ntr|nS|c rmportance of lndlwdual human berngs as

AI.-.'

Wi \
’ S

soclety and the state Th|s state would be a l|beral democratrc one because

L

< such a state has provrded mthls century at least the most Ilkely place where

=

' people would be valued |n thls way as well as bemg respected as autonomous

moral agents -l further malntarn thatthe |nclu3|on of h|Story and hlstoncal .
stud|es W|th|n and in alllance W|th the Justlflcatlon planntng and operatlon of

such educatlve schoolmg necessanly enhances |ts capacrty to fulfrll |tself and

furthermore enables it to resrst more successfully the pressures of other less

valuable modes of whootmg ‘However, if hlstory is to take its place asa full R

partner in educatlon it must flrst along W|th the concept of ctllture be defmed,,

and then mcluded in the educatlonal enterpnse ina number of specrfrc ways
frrst as part of the ph|losoph|cal task of answenng questlons about the o

relatlonshlp between mmd knowledge and culture second as a necessary

el

element of the educatlonal currlculum itself; and thlrd asa potentlal source of

methodologles to used in the emprncal and cr|t|cal study of educatron

aa

SRR

At the present tlme the most compellmg arguments seeklng to Justlfy the .

superrogty of education over other WaYs of schoollng are those wh|ch often’ use R

the term 'hberal educatlon and these tend to be based upon a Ioglcal analysrs

‘ } of ethrcs and eplstemology "‘Many of thesé arguments those of Hirst, Pefers
, e

Barrow Kazepldes Scheffler, Balley, for examp’le malntam that the nature of




'-knowledge ltselt (m partlcular

"‘opositionaFkn~owIedge) the logrc of normatlve LR

terms and the prescnptrve nat "re of ethlcs all contaln strong reasons why a

‘”llberal socrety in part’ cular should educate |ts young Whrle these arguments f_ﬁ;—%j;jv‘_;

‘ xshow the necessrty for clearly analysed concepts and- for the central part the e 1 ,\, R

: fﬁmtellect plays in educatlon ~the. loglcal and analytlcal approaches are not lnmy S

oo . . { Vet
. N A . : - - [y ] . - age .

- Wthh wh|le not denyrng the tmportance and valrdlty of the cogmtrve approach

N trles to prowde a broader groundmg for the value of educatlon and whrch

o ,Nlneteenthcentury,German;phllosophy_as ldealreallsmuu.-He T f B

Amencan phulosophy, nevertheless has much in common wrth/t, is one whrch S

- :enables the more affectrve and volrtlonal aspects of human llfe to be rncluded
) as a central and necessary part of the educatlonal enterprlse An example of

'—7such an attempt whrch while rt moves out of the normal terrrtory of Anglo- :

/ lS based On the work of Fredrlch A Trendelenburg and was. known rn

. called for an. authentlc fusuon of reallsm and rdeallsm |nto what he called

\ ~ ~ “transcendental redlism™.or empirical idealism"; a realism which- cannot

. issue in materialism because it takes seriously-the constitutive role of .~ - - "
- . consciousness and an idealism which cannot |ssue in subjectrwsm o \/ ’

"because it refers thought toa reaI glven _ - : o e
(Ermarth, 1978,p.59) . R U

5

ln spmt and mtentlon thlS posrtron takes a mrddle ground that denres the

re

necessrty e'ther for. absolute ob;ectrvrty or for extreme 'subjectivism, as welI asi_

- for all the other false dlchotomles that have plagued Western thouoht of late I N

- - - - . ' N I .
— . _ - - . - ‘— N N .

Phljosophy, in Trendelenburgs view, had to concern |tself not onIy wrth :

“the critique of method ', but also with a view of the continuous -
 development of reality , including the history of man's attempt to grasp.’

- that reality. - Wlssenschaft could not be totally diverced from R

WeltanschaUung,ﬂthought and being- as- becoming, mind and o o




= nature science and WOrld -view wete concelved as contmuous not ', e
‘ mutually exclusive: (Efrnarth 1978 p eo) S e g e R

'*Ermarth (1978) further explams the rmportance of hrstory W|th|n th|s e

""7’.,.,"7ff"”phrlosophrcal posmon and stresses Trendelenburgs vnew that;somethmg was i
""‘/capable of bemg understood best by knowmg how rt came lnto betng Th|s o ‘

. principle apphed to phtlosophlcafthought as well as to “natural and mental ;

: phenomena and was the basns for Trendelenburg s cr|t|C|sm of purely forr‘nal

- and statrc analyses of thought Whrle one can argue about the meanmg of the

, termamderstandtnwandwhﬂ&rtﬂepossrbleto have somaunderstandmgvfﬁ
: v_,rconcept wrthout knowmg everythtng about ltS past its meanlng is not merely e
: the result of present use The belief that one can fu||y understand the meantng - e N
7 ’of educaﬂon' for example wuthout some knowtedge of the hlstory of the term .
. ‘ : as weII as know‘redge of srgmftcant prevuous attempts to actually educate |s’ -_',‘/j"i

| gyseverely hmtted One cha||enge posed by htstory, therefore IStO caretully RE

o ;‘drfferentlate those aspects of an idea whtch remaln constant overtime from
those aspects WhICh are subject to change It is a questlon perhaps of

R hstenmg forthe vanattons as well as the themes S o 7
* o I Trendelenburg IS also of mterest because of his mfluence on h|s pup|I

Wnlhelm Dtlthey, whose work we wnl be consrdenng Iater but ftrst Iwould like to
consrder some further clatms underlylng the*notron of Idealrealismus or ndeat- -

realtsm as outhned by E[marth (1979).

' . Idealrealismus was a deltberate hybnd a reahsm which could not be S
——cmmmmhmmwm mtndTrear—
: - ~-along with sensible objects; an idealism which could not become . - - t
~ subjectivism because it held that the mind must always follow the blndmg

“evidence of what is given in experience. 'In this modification of traditional

realism, thought is.a representation of reality, which is not identical with -
its correlate but not out of aH direct relation to it. The mind is’ nelther




o

x : T _ 7;. "' - ) ‘ S

“
!
i

~ time ‘hefi-

wholly active nor wholly passwe nor can rts functlons be deployed to.-

separate faculties. The mind. both reproduces and imposes an orderon )
”thlngs a priorism is excluded because reason must always remain open . L
to correctlon and expansion through experience. (Ermarth, 1979 p 344) -

X

Man in these terms is- ne|ther rnere flesh nor mere spmt He llves partly inthe "~

fphys:cal w%‘ﬁd’ and in that sense is grounded init,is part of it, but at the same -

a'?g more than matter. This quallt,atrve dlfference ho\ever does not

'. place man ina world of re|f|ed abstractions and disembodied ldeas for the e

mind- does not contemplate life from afar but functlons and is reallzed in the

world |n the concrete lrvmg subject The ldeal realrst posutron gglds that S ,,;;;

e %son rdeals and values were not removed to a prrstlne sphere of pure

. - cohsciousness but function rather as practical instrumentalities in the
world. Above all, they held that thought and life, phrlosophy and -
" experience, mast interact and remforce each other. .
(Ermarth, 1979 pp. 344 -345) o .

Drlthey was part of th|s tradltlon and hIS stress on the concept of experlence

| not to be equated with subjectlvrsm or phenomenallsm is rooted in the middle 'i :
7 posrtlon of ideal- realism. His was nelther a concept of experrence reduced to
. the sc:entlflc method nor one WhICh was merely the pallld reglster of sense. . o /

‘ lmpressmns but one whrch took account of the full nchness and glveness of lrfe

It provrded access to what was real

~

As developed in his [Dilthey',s}thinking,gexpe_rlencé is both individual and -
cultural, both immediate and reflected. Our 'raw' experience is permeated
by mental structures and transpires in socio-cultural coherences. It is

~ constituted not within the private confines of pure consciousness but -
within the culturad medium of the objective mind. (Ermarth, 1979, p..345)

Objective mmd is defrned as alI those manrfestatlons,of cultural content that are

preserved in some lastlng manner, or as Dilthey himself put |t



R P N 7/ @

'propounded by Karl Popper (1972) Popper malntamed that the world consrsts

! understand by the conCept of ObjeC'[IVG mnnd the dlverse forms in WhICh

the community -among individuals objectifies itself in the sensible world.

In the objective mind the past is a constant persisting present forus. Its.

province stretches from the  style of life, the forms of intercourse, tothe ~ = =~ ..
coherence- 8f goals which society has posited, to morahty, Iaw state ) o

religion, art; science, and philosophy. (Dilthey, 7
) 7:208, quoted in Ermarth, 1979, p .277)

It-is- slgnlflcant to note here the pararlels between thns.vrew and ideas

“of at least three ontologically: distinct sub- worIds "the first is the physrcat world o V

- or the world of physlcal states the second is the mental worId or the worId of \ ‘

have vanlshed (For example the Llnear B scripts of the Mmoan cnvnllzatton

~

N T

 objective sense" (P 154) This 'third world consists partly of the products of o
,mlnds whtch once prQ\duced exist lndependently of them. These structures are\

" not necessanly concrete; in fact in the case of man, the abstract structures are at

Ieast as nmportant as those which change the physncal enwronment in Wthh he -

- ’||ves These ach|evements include Ianguage eth|cs Iaw rehglon phllosophy

the scuences the arts and polltlcal and socral InSft'[U‘lIOHS Despnte havrng been -
produced by the m|nd these structures deveIop an autonomy in relation to man

and. become Iargely objective. In Popper's words, "I suggest.that itis possuble to

accept the reallty or (as it may be ca[led) the autonomy of the third world and at

the same time admit that the third world orlglnates as a product of ht(man

: actlvnty (p. 159)If encoded and preserved in matenal form they can exnst for

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

wﬁlch have only recently been decoded The{act that this knowledge IS stored

in libraries and other ipstitutions desrgned,for its preservation and not in

3 L0 -

people's minds makes any theory of education which stresses the perceptual

-,



present the future orientated lnstrumentallty of knowled@e and the pnmacy of R

—chlldren S th0ughts unsullled by book learnrng very |mpover|shed In fact it |s

>

not possrble I would malntaln to have an ldentrty WhtCh |s entrrely separate S f‘ ) i;‘;;'

from culture and Hlstory Forteachers the questlon then becomes what aspects

y

of havrng an ldentlty are most worthwhlle and what are the least ethlcally

%aacompmmsedawaysoLattemptngo‘bnngihemaboutaMageauaZ?\ _— e
,emphatlcally ponnts out the lmportance of thJs aspect of Popper 'S theory anc&he o

" -maintains that S : ‘ ' 4

.

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

- promrsrng growth points of Popper's philosophy.. The mind- body
problem is the subject of one of his unpublished books. (The view that it
is through interaction with World 3 that we become selves is alone
. - endless in'its ramlflcatlons) (p 62) S , b

This view provides a reconciliation betyeen human sdbjectivity and the
ObjeC'[lve world which lS not merely based on a theory of the physrcal unlverse
_The exlstence of thls thlrd world', andlts value, is at the same time dependent
upon human achlevements ‘and yet its contents and character are also -
pa— mdependent of us. Noznck (1981) calls thls posrtlon realrzatronrsm and . S .

provrdes a number of examples from’ mathematlcs quantum mechanlcs énd ‘

,psychoanalysrs in support of his posrtlon However his pornt |s - SR

not that the same type of view must hold true in each of these areas,.or K
even that it does hold true in any of them; however the fact that a - o :

, . realizationist position has been serlously proposed.in so many areasisa -~

- reason for believing , at least, that it is a coherent - position, and soa R

‘ possrble structuratoualue theoryﬁf(pp 5565‘*7\ . -

~ These views are part of what I e"arlier called the middle positlon, because they
"help us to see why both sides in the age-old dispute aboutiwhether moral,

“b : - . - . o
o l . - \ .o~
<% - . . .
B R ~ -
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—

' standards &f Judgement bemg elther completely dependent on the subJectlve or.

_ . - . 7.‘.“‘; » .
aesthetlc and other standards are objectlve or subjectuve have put lorward
unanswerable arguments" (’agee 1973 p. 62) lt is nota quest|on of o
bemg completely _Objective like the Platonic Forms. Thc questlon becomes one

__of decrdlng the mterwoven natuﬁ of subject and object . Marl is ummersed ina - -

-

world, whrch is nelther completelv of his makmd nor I&beastmngeumtJome

in pan the world of his cultural herltage Furthermore it is because otthls

_ Objective nature that human achievements have a hlstory and are open to

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

moves along accordlng to some pre determrned or overarchlng plot but change
resultmg from the contmgent nature of humanltys relat‘onshrp with World 3 /
in the Western tradition a further vutal part of Poppers World 3 theory

was the emergence of the rdea of criticism in the pre- Socratlc phllosophers of -

ancrent Greece startmg wrth'Thales and hIS pupil Anaxumenes (Popper 1975, 7 o

p.149). This spelt the end of the dogmatlc tradmon of passmg on the pristine

truth; and the begmmng of a new ratlonal tradltlon of subjectmg speculatlons to -~
L -

cr|t|cal dlSCUSSlOl’l The dogmatlc and mythlc vnew of truth meant and still -

- , &5 -

means so today in those socnet.es dommated by polltlcal and relrglous ,
orthodoxy, that to questlonthe truth was to become a'heretlc The truth in such )
socnetles is to be kept mvrolate and handed on unsullled from generatron to

generatlon To questron the tradition of truth is torisk expulsron from-it or even o ;

" to risk death. A Ilberal education is only possrble ina socrety where the

tradltlons ot crltlcal reason and hlstorrcal change are allve The challenge
which theseyvrews posesto us in our attempts to provrde a full meaning for an_d

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

-



‘mu'st 'be:gin by attemptlng to und'ers»ta\nd the human W'orld where meaning. is
\ ‘f '"Vboth possnble ‘for' the subject and of' the object and where they take place -
_wrthln a largerﬂeld of cultural meanlng (Ermarth 1979, p. 347) This world
cannot be put together by slmply collectlng sense’ data lntowhlch meanlng is
o ‘ ,lnjected by some executive consciousness. There is no presupposltlonless
%;knowledgeﬁoursean&pwemmedratedemnszthwecaﬁmmw
“order to gain a view of our world untainted by meanlng We cannot step out of '
“language, nor out of history,;-and the recognltlon of this means that in our
| strlvmg for truth our methodology must be subject to cntlcal controls At the '
N ‘present in‘the North Amencan educatlonal world nothlng could be further from

L3

R thls state , and the greatest danger to a liberal educatlon comes not from -

polltlcal or rellglous fanatlcnsm but from the extremes of posrtnvrsm and *&

subjectuwsm both of which reject the mlddle position. o E . .

- The world of schooling in North America today is domlnated by these two
_doctrines which, while seemlng to be antrthetrcal have in fact learned to co\exnst i
and at times cooperate wuth each other. The more do’mlnant of the two
doctrines takes the form of various »positivistiotheories of lénoyvledge Which
' elevate the natural scrences and in partlcular certain aspects of their -
methodologles to- posmons where they have become the major explanatory R
force in the theory of Iearnlng, and, thereby, prescribe the fundamental S

' procedures of pedagogy These positionsare primarily to be found in.

educatlonal research They are- often narrowa reductionist in the|r vrew of
knowung, le. the only certain knowledge is scientific knowledger, and. they also

contain an epistemology which regards sense data unmediated by thought to -

S - . - R
Q



be the primary building blocks of ,_mind. On the other hand, another 'd;octrin'e,r
exists in tHe torm of an extreme subjec'tivism which often appears under ther
guuse of various forms of progresslve or romantic formahsm These views, often
vDeweyan in their ortgm are pr|mar||y found in the Chlld centred theories of
sohoohng and see themselves as»{humamstlo opposmon to the posltrvrsts
%hese%opwtronw%$em%#e%m%e%cturakdwonsoﬂewseemn
‘the organisation of the educational aoademnc world Wthh have developed a
,d|V|s|on of labour that is based on the radlcal dlssocratlon of reason and |
emotion, on the dlchotomy of hard research and humanlstro reportlng and in N
unhelpful drstlnc'u_ons such as those made between subJect based as opposed
- | to student centered teachmg )

This peculrar amalgam of doctrmes IS seen clearly in the present o
oonoern with what is known as proce}ss. Thererscurrent|y a great rdealtof use’
of this term, for example in phrases such as 'the writing process’, 'the reading
process' and *processing i_nformationr.' Why has the term ‘process’ become SO
popular? The answer, | believe is'partly that it is an attempt to psyohologize the B
act|V|t|es of Iearnrng or writing itself, rather than emphasnzung the achlevements
In other words it has to downh the stressmg the means as opposed to the ends -
of teachmg and in many ways it does reflect a proper mterest on the part of
—teachers with the hows of teachlng and Iearnmg But why th|s pamcular term,

rather than - actuvuty or 'procedure’ 7 The answer to that questlon lies partly in

=

the faot that the term proces\s'“tself has close affinities with the ideas of mgtreﬂ/?

and growth The former oonnotat|on derlves from physncs the latter from
- 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 of'hurman agency. A "p‘rocess'rin lts correct use is a predictable ;
B set of operatiofis which, once set'inmotion can be observed to follow a path off'
law like regularlty The contlnued use of this term shows the powerful grip that
: screntlsm ( the lnappropnate applrcatron of scuentlflc methodology) stlll has
upon our educatlonal ‘world, and it is ironic that the term IS most. often used by - 7
%#educatorswhoseethemselvesashumamstlcmhﬂdcemred and*an’trscrentlfrcc********
| The reason for thls apparent paradox is that when alt knowledge is reduced to
1the natural sciences any attempt at analysrs and generallsatlon wh|ch does not .
merely reflect the subjectlver yrew ‘will look to the language of the natural | L
scnencesﬁ for rts .nomenclature. The su‘bjectlvrst view also often denies the - : \\
grounding of knowledge in the world of concepts and the importance of some . :
~degree ofobjectivity in language and culture. Words according to this v\iew
come to mean whatever the reader wishes them to mean thus a poem fdr
example may mean whatever symbollc Ilnks the reader wishes forge between lt
and the total network of human language. But if you abandon the notion that
o language at least in some ways, refers to an objectlve world, separate trom the |
subject, then you begln to float |n a sea of indefinites, where anything goes,' and
solipsism looms on the horizon. To have meaning at all necessitates a certaln -
degree of perslstent identity in the objects of dlscourse The dang(er here is that ',fk

language, cut off from its rational and hlstoncal base, becomes merely a free- o

floatlng system of S|gns Wthh results inthe end of meanlng, or at leastto a

regressmn to SCIentlfrc jargon.

it seems to me thatin order to deal wrth this snuatron we must gnce again -

N

‘raise the questlon of-ends, because in educatlon the end must come first. In this '

sense eduoatlon is teleologlcal a purposeful enterprise not a cause driven one.



_O_nly by truly understanding the teleologiCaI/nature of education can vye fulfill its
goal of fu’li'human developm‘ent In the absence of such understanding we Will

, _continue to be debilitated by process or skill talk, or be tempted to throw ]
ourseives in romantic desperation into the arms of the child-centered o o -
‘ curriculum. The»question is where do we find ‘these educ'ational ends?-w : -

: mn@mwddieAgesgdunngthe#;enaissameand%Fsemecemeww
after, humanistic education looked for its content and its certainty in the writings
of the classical world. Today we no lo‘nger have the Iui<ury of such a ceﬁtain

"canon and we are therefore’much more open to doubtabout‘the relative worth ”
of various works. But that does not mean that we as educators must give in to

. the relatiVists and sceptics It is rather, the prime task of the univerSity to
continue the search for a standard and if it does not and mereiy informs its
students that man is either the sum of psychoiogical factors or a mysterious ‘ -
romantic beast without a history, then it may be guilty of a grave error. |

Another maior problem with much of the talk about education. t‘odayis -

that it eitherdenies", ignores or fails to make-that most importantdist'inctionA -

between the natural sciences and history. 'The failure existsat twovl'eyels, in not |
recognising, first, that while both are humanf’creationvs,f both have an existence -

independent of individual opinion, and, se’cond, that the object of scientific study ~ .

iiesoutside’of human achievements while history's lies yvithin it. We‘ as e -

; ’educators must be aware of these distinctions and the central argument of this

thesis is that untiI that is understood and fuIIy appiied to the practice of h .

schooiing the young then educa/tion cannot take place. In other words, if the
"key distinction between scientific and human studies is not rnade and fully /

understood then it matters not one whit how sophisticated the methodology,



how powerful the computer,-how warm the heart or even how finessed the"‘; - ,.

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

Vfundamental distinction which must be/made*p/rior to all others. Once this is

reaIiSed then science history, mathematics and poetry each have a place and'a E

role to play in the educational enterpnse Without th|s understandmg confusion ,\ :

vriirergn%tdoes%&&iargeexte%meu#sehoeis aﬂdunwerahestedﬂ"

This thesis will attempt_to assrst in the elucidation of this d|st|nction by studylng

-the concept of h|story and its concomitant relationship wnth ideas about- various

‘ forms of liberal education In this way it is hoped that the emancrpation ot

teachers from the twm thralls of posmvrsm and sentimentahsm W|II be
encouraged 7 o | ‘

7" - Tltis timely to note that this is not a new distinction. In the last century
7_W|ihelm D|Ithey amongst others made a dlstinction of this kind and the two
views of the world , he articulated, werefknown as Natumrssen}schaftren, the -

- - N ! * -
natural sciences, and Geisteswisserfschaften the sciences of the spi‘rit' or the

' humanscien‘ces | hope that educatlon in its search for an aIternative to the .
inappropriate rigour of the scientific method , will- conslder his work among
others in'this:tradition as an alternative scource of inspiration and direction.

‘The term Verstehen , for example, as used in the human sciences, denotes the
mode -of understanding nécessary for the perception of human affairs and

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

physical causes but as persons acting from reasons in accordance with

fundamental values wnthin the historical context of culture. Humanity is in this
sense not determined but free, and one of our most important tasks in schools

»

is not to eXpIain humanity but to justify and understand ourselves, dur thoughts |

- K !
. . -
. v ~ .
. v
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and our actlons in terms of th|s freedom. The Gersteswrssenschaften explore

N the concepts and relatronshlps that are. mtegral to this, form of understandlng, ,

) and provrde very important reasorls for malntalmng that educatron |s necessary

~ for the correct perceptlon of the human world As Scruton (1982) pomts put

with reference to Dllthey s distinction between humanlty and nature "The human .

' /world is amod@Lsgnxﬁcancesandnahumamsrgn#maneeeawbafeﬂlb

. grasped by scientific abstractrons" (p/ 128). We can only fully understand

human thodght when it is seen in its hlstorlcal socual and cultural context and

- the study of these must be at the heart of the educatlonal enterprlse andthe R
7 'development of free responS|ble rational belngs o

Pnor to beginning the mam part of the thesis a word perhaps once agaln :
| about the role of phllosophy in thls enterprlse Mllan Kundera (1986) in his

» essay "The Deprecnated Legacy of Cervantes" alludes to what Edward Husserl

. called the crlsrs of European humanlty The roots of this crrsrs accordrng to -’

Husserl lie in the origins of modern thought where, as a result of the work of : b

' Descartes and Gallleo in partlcular the world is reduced to a mere object of
/technlcal and mathematical mvestlgatlon. This in turn has led to a situation o
‘whereover the/past one 'hundred years the rise of the SCiences has pro/pelled |

man into "the'tunnels of speC|al|zed dlsmpllnes" (p 3) As a result, phllosophy

Wthh had been born in ancient Greece "because the passion to know had

seized manklnd" has in |ts recent alllance with science put the’ concrete world

7of llfe "d/e Lebenswelt beyond Aits).. honzon (p. 3). Kundera malntalns that L

man hlmself has become a thlng “and that phllosophy and science have
forgotten a.bout man'’s belng, that lt is the novel which has kept this "passion to

know" alive in the modern era and "led it to scrutinize man's concrete life and
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protect it agalnst the fobettlng of berng to hold 'the world of llfe under a

permanent light.” (p 5). The questlon whether phrlosophy today can return 1o

its role as a second order at:tlvnty Thts is partlcularly rmportant when dealrng -

w1th questions about the' nature of an ethrcal life, of Wthh phllosophy of

_ constdermg man, once more ln the fullness of belng or whetherlt must accept: e

educanemspambecausenoanemthoansweLsucmquestlonsacanerelv : -
excluswely on llngutstlc or. second -order lnqulry Whl|6 of course, attentlon
must be paid to. clarrfymg concepts and sort|ng out Ilngurstrc confuslons the

very nature of the educatlonal enterpnse precludes the poss|b|l|ty that any study

7 of it could be justlfled on these terms anne A phllosophy of educatlon must be

concerned thh the kind of life we wish to Iead as.a result of havmg had an _' |
‘education, and wuth its effects upon both the |nd|v1dual and socrety lt must seek
to analyse and justtfy the nature of the educatlonal enterpnse and also to

" envision an rdeal of life towards WhICh education moves In orderto escape _
Kunderas "wh/r/poo/ of reduct/on" (p. 17 phllosophers of educatlon not only

‘need to Iook to the novel for gundance but also to hlstory, that other great

modern, repository of the splnt of human compIeX|ty and conttnurty. True works .

" of philosophy and history, as well the novel are all enemles of what Kunde’raf' /

calls “the termites of ‘reduction"(p 17), the curse of modern socuety, wh|ch
reduces man's life to social functlon the hlstory of a people to a.small set of

events and social l|fe itself ty a polltlcal struggle (p. 17) In discussing this

|s§ue |n the hght of Wllhelm Dlltheys use of the term’ phllosophy of life", H P.

Rlckman (1988) quotes a famous llne from Goethe's Eaust, "Grey is all theory,

but green life's golden tree" p- 132) ‘where g\reen is"obviou’sly not just’a colour

but the symbol for.the burgeonlng vntaltty of life. Th|s phtlosophy ot life’
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chkman (1988) belleves is part of an attempt to re- awaRen one of phllosophy s

tradltgnal tasks |nthe service of life. Phllosophy | B -

‘ crystalIiZes bcth'aWareness of ourselves. as individuals and ,
consciousness of the-problems of our civilization. It tries to- provide a
- grounding for our moral values and places ideals before us. It serves the -
- qQuest for knowu;dge by clarifying its presuppositipns. It tries to ]UStlfy our -

s polltlcal asplratrons and t0/p|npomt the goals of educatlon (p 1 32)

Philosophy o‘f, education is part of. thephiloscphical study of human life or‘wr{a/t/ .

Ernst. Cassner called "phllosophrcal anthropology"™ and one oflts most
|mpcrtant tasks is to attempt a clear formulation of- what a Ilberal educatlon

7mealns,_5\n modern termsf, whlch includes its 'hlStOrlC nature. - This thesus isa /-

L ccntribution to that task lnthe s/ecclnd chapter the terms 'educaticn' rculture 7 .

- and hlstory wull be elucudated it will be followed by three chapters whrch

‘ aﬂe?rtpt to expllcate,and analyse the wews of Michael Oakeshott, PaulHrrst,v ‘
Ernst Cassirer a'nii Wilhelm Dilthey 0 the-nature of'edUCatidn language' '
~ culture and most lmportantly, h|story The fmal -chapter W|ll also prcpcse SOme 7

4

ways in wh|ch hlstory and liberal education can fruitfully work in unlson




'concept and not as completely separable in fact But f|rst I wnsh to offer a few .

prellmmary words on the notron of natural science.

Pnor to mvestlgatmg the speC|f|c aspects of the ldeas of H|rst Oakeshott )
Casslrer and Dllthey it is necessary to look at thr‘ee lmportant concepts that

these wnters employ These are the- concepts of 'htstory’ 'educatlon andg TR

eukumMyanalysrseHhemeLpaﬁl%bmntermseﬁherHegrc—paﬂtheme j
'and partly their hlstory Recogmznng that each one of'these features is - Y

conn,ected we should see them as logrcally d|st|ngu:shable facets of each*f ‘

There seem to be two dommant conceptlons of natural sc1ence m
s ™

’educatlonal thought at the present time. One of these Hesse (1972) calls the

~
tradltlonal empm_clst view of natural science” (p: 7),the other the "positivistor -~ - o
instrumentalist view of science.” (p. 10). Hesse maintains that on the former

view - - : ’ -

it is assumed that the sole- baS|s of scientific knowledge is the givenin .
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 observables.- (p. 7)

The ) latter v:ew _sees scrence accordmg to Hesse;’a&constltutedessenttallyby

accumulatmg knowledge of phenomena or observables rather than of the o

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

issues in technical application, the cumulative character of which ,c’annot‘be in

doubt.” (p. 10). This kind of object'ive knowledge» has, in Hesse's opi‘nion,‘come
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“to be’ldent|f|ed W|th mstrumental controI rather than with theoretlcaf dlscovery, -

A o~ : -

and is certalnly the klnd of knoW'ledge wh|ch educatlonahsts and others* refer to . - -

when they make remarks such as: 'Research shows that such and such |s the(

R

case" Thrs view sees/the major problem facmg educatlonahsts as one that has -

1} o~

to do wnth an lnadequate accumulatlon of th|s type of knowledge and not WI'[h

’ an mvesigganneﬁnaMeﬁLanwledgadatmsdwnatﬁessa(p_auMw

~

T s
. 1

. tethnicist view, but a study of the |mpl|cat|ons of those theones is outsnde the B

~ scope of this thesis.

- as the post empmcal view of natural. scrence take. a ‘much less certam and

RN

Hlstory

" The term 'hlstory is amblguous In partlcutar today, it sometlmes refers to

an mterpretatlon of events and sometlmes to the events themselves For most

of its I|fe the term has generally beart used in the fLrst sense bemg denved from .
the Greek historia which means mqurry in rts primary sense (though from the
beginning a secondary sense of knowledge obtamed' is also recorded) The "7

second meanlng |s now more common and when people taIk about thé "h|story

 of Canada" they usually mean the actual e% or thoughts or human affairs

that happened within this geographrc and political entity calIed Canada wnthout
any reference to a mode of i mqu:ry or dlscovery Srmnlarfy, statesmen or |
generals are often referred to as "makers of history" and ]ournallsts and medla

@
—commentators talk about “hlstory in'the maklng or "mstory being made today™.

HfStOl’Y’lthhfS sensedoes*noﬁeferto an mterpretatuorrofeventrburto the —

actual events themselves:This raises the interesting question of the nature of

the unrecorded event, unfess one regards any event occurring within the ken of
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human’ conscrousness as havrng in. some sense a record The: hlstonan in fact

il Moften must infer the exrstence of such hrdden events from the artrfacts and

’ records whrch have survwed This essentlahst sense is at trmes extended to , |
' eve?ythrng that has ever happened in time, not merely to all aspects of human o,
life. In thlS regard it may be srgnrfrcant that what is now commonly known as. . L

se«ence was in the bast referred to as nafllrmhmmrylh%ense ft he ferm—

mcludes everythrng that can be known but which is not capable of change. Now - -

B that modern scrence has cfarmed that nothmg is absolutely static it is- S

[ ——— g e S

sometlmes%held that all things a are in this. sense hrstoncal The use ofathe same )

term for both the object of study and the method used in studylng that object has
led to some confusron in partrcular the belief that hrstory, asa lrterary form, |s
an unmedrated reflectron of the great mass of events that have happened in the
‘past, and that hrstorrans merely have to present the facts as they actually 7 " f o , : B
happened This as we wrll see is not a possubrlrty, due in part to the nature of ——
hlstorrcal records, but also to the fact that the hrstorran is studyrng these records
in the present, and not.at the time in whrch they'occurred There is also the fact
. that hrstoncal narrative is rnherently mterpretrve in as much as any record |s ‘
_seléctive.  ~ T | A N o R
Collrngwoods (1956) view of history is that generrcally |t belongs to - \ ‘
“ what we call the scrences#that is, the forms of thought whereby we ask -

,questlons and try to answer them '(p 9). He marntarns that scrence consrsts m

rf"fastenrng upon somethlng we do not know and tryrng‘ to drscover it" (p. 9) In

other words science is finding thrngs out and in that sense history is one “of the '
the smences The natural scrences attempt to find out about the natural world

the human sciences and hrstory about the human world However in the
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natural scrences matter is not confused wrth physrcs rock§ wrth geology sulfur ) “

" with chemlstry nortrogs with zoology To eventhe most confused realrst lt is - .
N s, evrdent that cedar trees are not botany andthat the objects of study are. = - k
- ] separate from the knowledge garned from their study In‘the sphere of history E - .

this dlstxnctnon lS harder to uphold not Ieast because we are ourselves hrstoncal L

MWWMWMM&MMmee&MymwaeMW
partrcular k|nd of way, and Collmgwood (1956) for one is of the vrew that thrs |s T

what h|story rs'for ‘i.e, forthe sake-of human self knowledge N S

" ltis generally thought to be of impo??anc’e‘ to.man that he should '+ . -
‘know himself:- where knowing himself-means kriowing not hjs T o
" merely personal pecullantles the things that drstlng,ursh him’ from - Cl
other men but his nature as man. (p 10) . L EE AR

}, - ltis here that we have the most fundamental connectlon between hlstory and

liberal education. They are both part of the same enterpnse they both set out to -

1 reach the same goals by followrng the "ancrent Greek exhortatlon Knbw R

. Thyself'" (Oakeshott 1989 P. 28) Iwould malntam that to set out to educate ST

people is to agreat extent to set out to teach them hrstory for itis not .
knowledge per se, that lies at the heart of educatron but knowledge of what itis

and mans@e human As Collrngwood (1956) puts it,
LI Y . ! ' fl =
7.{: s Knowmg yourself means knowrng, first, what lt isto be a man; secondly,
knowmg what it is to-be the kind of man you are; and thirdly, knowing
what it'is to be the kind-of man you are and nobody else is. Knowing -

“yourself means knowing what you can t; and since nobody knows what

- - _he can do until he tries, the only clue to what man can do is whatman - -
- k . has d8ne. The value of history, then, is that it teachgs us- what man has )

- " done and thus what man is. {p. 10). S

v L= o
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’ Any way of schoollng that does not mcorporate the study of hlstory thus’ denles ,

its pupils an essentlal component m understandlng what it is to be fully human ;

Furthermore any socuety that has a vnew of hlstory that sees the answers to
]

. hlstorlcal questrons as in some sense predetermlned or merely a questlon of

: ‘the appllcatlon gf natural laws denles the inherently free nature ofbelng

lhuman it will.in alLllkellhoothherefe%haveaseheels%ha%are“antmducattonal

-An lmportant aspect of the hlstory of Western thought over the past few o

t
~

centunes in partlcular has been the struggle for hlstory to become an

' autonomous fleld of study, Wthh |n many ways parallels the way in Wthh the

ldeal of a llberal education has fought to resist those who see human bemgs as -

merely means dnd not something to be intrinsically valued Therefore in order

“to understand the necessrty of history for education a brlef and selectlve tracmg )

of the hlstory of h15tory is called for. \ N ™ -
~All socnetles keep records of some sort to, note the passmg of tlme and

the occurrehce of key events Some, however have a dlfferent sense of the

- separatron of past and present that does not mcorporate a strong element of

succession (Paz, 1967 p. 787-) which is @ fundamental prereqws:te to the
development of an hlstoncal consmousness ThlS vrew of time in qur culture 7
began in the ancient world, where as well as funerary mscrlptlons rellglous
and political chronicles were kept that were records of lists of lmportant events

7 that had occurred e. g mlracles or llsts of ruler For example rn Rome down to

the tlme of the Gracchr (131 B. C ) the pontlfex maximus lnscnbed the year’s

, events upon 1 tablets of wood which-were preserved in his official resndence and

thus came to be a sort of civic hrstory
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However the true "father of hlstorY' is generally recognlsed as berng

Herodotus His fifth- century hlstory ofthe Greek and Perslan wars'is not merety

a record of one crty or the story- o‘f""ne hero. The work has a breadth of \nsron it

gives careful attention to detail as well as bemg an artistic whole Itis =~ * A |

significant also that HerodotUs wab also the first European‘wn,ter of prose -

| am giving the results of my enqumes (hrstorlar) 50 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. 512A)

These ‘words have great significance. For Herodotus, it mattered not what city or . S
cuIture a person came from and thus the concept of man rmphed here is a o
universal one. The study of man and his _achtevements "whether Greek or - . .
'toreigner" "breaks out of the parochial or the tribal\ view of wh‘at constituted being - - H
human This view contains W|th|n ita umversal vrew of beung human /
Furthermore, Herodotus states h|s h|sfory IS an attempt to go beneath events, to

-~find what was much later calledthe hidden aspect of hrstory. When we talk |

about,explanation inh'istoryhit is not the same as the scientific sense, because,j
| itis partly the investigation and/ recreation of the thovug‘hts that other men have- : '_ .

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

~ the actlons of other humans hes at the centre of writing hrstorlcal narratlve Both -~ o

hrstorlans and natural screhtrsts may do research but for the hrstonan that is

~only the precondrtron for writing hrstory, while for the screntrst it is almost"

everything. In otherwords, only humans can have a hrstory for as William |

v
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Barrett (1997) in his recent study of the idea of soul in modern o -

phllosophy stated , o I .

- the fundamental hlstory of mankrnd is the: hlstory of mind. The human B S
race is unique among the ammal species, that it has a history,...only )
‘because it has a peculiar organ, the mind, which is able to generate new
thoughts and theories, new forms of being, new notes and religion, and

' " new schemes for managing social and political life. Without these :
*e%ranstermatlens«atth&h%ﬁ#ﬂqeﬂmﬂherewem%en&hlﬁom&relate .
“no story to tell - only the bare chronicles of repetition. “(pp. 53 54) / ’

o

. -‘ Thucydldes the greatest of the,Greek hlstonans was the aUthor of the Hlstgry Q i
the PQ|QQQr_'l es an yyars, HIS history was an attempt to combine the scnentlflc )
spirit, that is of finding out what really happened Wlth an artlstlc sense whrch |
enabled Rim to cast the matehal lnto a true literary form (Marvwck 1989, p. 31).

This concern with. llterary style as well as\ywth truth reﬁtalns an |mportant aspect

~of the hlstorlan s art to this day, so that even though the works of«Glbbon and

Carlyle are now seen to contaln many inaccuracies theNy\are stlll read for the o
beauty of their prose. That does not mean that history.is merely llterature for

the historian is constrained by the actuallty of what happened and must weigh

all possible evidence and conflictlng accounts before yvrlting his narrative.'.

However it does ‘point out the |mportance of recognlzmg the role of the : : -
hlstonan S lmaglnatlon and creatlwty in the wntlng of hlstory The detachment of |

the best of Greek history from factional lnterests or tnbaI loyalty, |ts commitment -

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

S g ——m

future generatlons has been a-model for modern’ hlstorlans from Ranke to the

| present day. - o 7 -
If history is not merely literature neither must it lapse-into becoming ,R

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

=3
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Polybius, commenting on the biased and factional nature of historicalirwritlng in

the fourth ce_ntury stated:

Dlrectly aman assumes the moral attltude of an hlstoruan he ought to
- forget all conslderatlons 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, soif ygu

take tmtmﬂmmmammmmpmmmhlmmw
Shotwell, 1963, p. 594) ) , ,

| The Gﬁ;ek influence on the writing of hlstory contlnued in the Roman world but ,
‘, h|stoncal writing: came more rhetorlcal and the example set by the Greekswas
- all but lost, except forthe work of a few writers, Sallust and Tacntus_for-example. 7,
In the post classical world, Christian history from the first was also
compromlsed ‘not by sophlstry and bias; but by a phllosophy whlch sought to
show that the world had followed a divine plan in its preparatlon for the life of
Christ. This bellef in providence, meant that history would be & record of ‘
mankind's continued suffenng until the divine plan was completed at the day of
}udgment ThlS |dea recelved its classlc statement in Augustine's City of God 'a
work of Christian apologetlcs portraylng the hlstory of the world as the long
unfolding of God's will" (Marwick,1989, p. 31). ' |

- The study of hist’or’y emerges during the Renaissance greatly influenced B
by the rediscovery of Classical texts and the new view of man's place ln the

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

God's-plan. -Machiavelli-for-example; had-i nterests not-only-inthe science of- :

politics but also in man's past (Krieg eL,,i‘989;pr327)uﬂIh e Protestant
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 Jater accretions. This led



fo mcreasmgly sophnstlcated philological and mterpretuve techmques WhICh |n o
many ways Iand the foundatlons for many of the technlques Tater used both in
academic h:story and in literary studies. As Cassnrer (1950) and others have -
pointed out the idea of hlstory as the study of universal- man did not merely

‘begin with the Romantics, but had already beefn-‘given cons‘_iderabile attention

during tneft:nngntenment, in the works of Voltaire, Montaigne and Diderot, for
| ‘example. They, amongst others; while seeing reason asrthe central feature of
~man unique nature did not sutter the prejudice of Descartes, who 'regarded L 'Y
history an unimportant in the search for oertainty. In fact, it was the erig'hteenth
“century ltalian pni'loso'pher Vico who in an attempt to oounterbalance the
geometric theories of the(‘Cartesians proposed an‘other key ‘principle of iater
historical thoug'ht. This was the view that man c,duld o'nty' Understandtrurly what
he hadmade; Go.d had created the universe, SO man-was n'ot,able to fully |
comprehend it; hoWever, man had made history, so this was something that |
man could cornprenend. Man, so to speak had been 'inside’ history, therefore,
man's actions are all are potentlally understandable. o
Modern hrstory, however, begins in the early mneteenth century, not only
as a result of the growing professional craft of history, but also as an alternative
way of understanding and explaining the nature of man. lts roots 'Iay~irr -

/Germany and the Prussian historian Leopold von Ranke is credited with being

_the founder of rnodern h|stonograghy The hnstoncal school that emergedasa S —

result of Ranke 's work and the methods and substance of its explanations is still

today the most humannstlc historical tradition. Rankeé saw himself as, the

~ conscious pupil of Thucyd|des and his work represented a desrre for a

4

universally explanatory history based on strict empirical methods. This

.
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 historical tradition is still the one which has most afﬁnity to the goals and' L

‘resemblance to the enemies of a Iiberal education as propounded by Michael

] meaning of history to one of the followmg (1) the unfolding of the absolute

'Iife cycles of crvrlizations (4) the guiding hand of God, and (5) the inevitable -

curriculum of a lrberal education ‘as opposed to reductronist or deterministic

theories of history. The result of a long history of attempts to. free itself from

: 'dogmatic mfluences; this view of history was regarded by Ranke asi the : , -

,reawakening of the sprht of Greek history and the search for a truly human view I

o —

o#ourse ves

- We will return to c0nsider the influence of Ranke later. However, first |

wnsh to deal, wrth a number of competing historical theories most of which have -
emerged during the last century, and Wthh I maintain are deterministic in their

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

- theories could be categonzed in the follownng way: they seek to reduce the

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

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

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

u.nconnected tacts following each other-with'no rhyme or reasoni It is surely no -

coincidence that these deterministic and reductionist theories often bea’r striking C %‘A
g

Oakeshott (19’8‘9) in hlS essay "Education the Engagement and its FFUSQIOH .

H.P. Rickman, in his lntroductlon to Eanem_ansl_M&anmg_m_l:iiﬁQu_by_Dmnﬂ

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

'spirit (2) the movement of the juggernau‘ﬁ)f economic necessity, (3) the ordered

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

alive and well today and which has its rootg ' ‘the missapplication of the natural‘
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scrences to ‘he study of the human condltion and isin Dilthey s words the

confusnon between the Ge/st and Natur between spmt and matter between

history and biology. | 7
~The most famous of the detérministic views IS found in the metaphysrcai

theory of history associated wuth H gel. In Fiickman s (1961) words

\

“Hegel's pnnosopny representyhe logical opposrte to: a theory which
sees no order in history whatsoever; history, it claims is comprehensnbie
because, in spite of the-presence of blind passions and suffering in
individuals and groups, the sequence of events represents an

intrinsically rational process the unfolding of the human spirit. (p. 25) o

-—

This metaphysrcal assumpt|on of ajpe(rvading rat|onal process driven by a
variation of the Christian God, in one sense denues history. Not only does it -
lead to a bending of the facts to the plan it aiso makes carefuI painstaking =
_research unnecessary Both Dilthey and Croce made the point that thls view
Ieads to the the death of history and historians. However as Fiickman points
out, beneaththis metaphysical shell lies a heunstic prrncuple which IS applicable
to history, and necessary for the historian, for the histopan approaches the
subject of study, however irrational and fragmented it may seem, With an
assumption that it may lend itself to a rationai explanation.

Simitarly', in his critique of Marxist history,f Rickman makes a distinction
- between the deterministic nature of the whole theory and the contingent and

reasonablefnature of the part “Dialectical Materialism ... while departing from

the assumption that the historical process was rational in itself, it assumed |t to

be rationally understandable because it represented an overall pattern

governed by the predominance of certain powers" (p. 26). Certainly, h|stor|ans '

may take into account economic factors when attempting to explain certain
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historical event’s' or decisions, but Marxist‘\historiogréphy &over»e:xtends the
~influence of the force_sfof production, to the point that they become the domlina\nt 7
reason for.all human actions. In fact it makes their influence the most important
one, when explaining the development of human socnety Once agarn an

important heunstrc a srgmfrcant epranatory approach has been elevated to h

~

~

the status of the unrvereal explanation. - - '/', RS s .
| _ Since the Second World War, theories of this ilk have come under attack
from a nurnber'of’points of view. In particolar:, the works of Karl Popper,(1964) |
and Isaiah Berlin (1954) have played a vital role in ehowingf the wéaknéésééar” o
determ’inistichistory. Popper's term for soch absolutist belief in over-arching |

laws of .h‘rstorical development is 'htetoricism', which must .not to be confused

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

founded by Ranke mentroned above. Popper criticizes historicists not only

because their-claim to reveal the necessnty in-historical processes undermlnes

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

mask for uncrrtrcal attachment to a totalrtarran |deology wh|ch uses the mentalrty

of history as a justification for acts of tyranny and arbitrary violence. He further
criticizes the hi‘storicists because, by maintaining that history is law-governed

and not contingent, they were forced to explain recalcitrant events in terms ofi

- those laws, thereby/rendering their accountvof them irrefdtable, which emptiesd '

their explanatrons of srgnrfrcance ' ' o ] -

Thrs charge can also be laid agalnst the thrrd theory, whrch marntarns

that}the history of mankind consists of successive or overlapping life cycles.
This analorgwy to organic nature implies, that civilizations are like the flowers and

animals: they grow, flourish and decay. Oswald sp’ér{gr’er’ (1926)’ and-Arnold .

-
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TOynbee,(1“972) have be\e\n thejmost lmporta'nt propc;nents'of this thesl's in this - -
century, and whrle their hrstorles are a healthy counterpornt to the narrowness -
- of the monograph approach of much academlc wrrtrngl they are vulnerable on L
“two accounts. Flrst on the level of the accuracy of mdrvndual or specrfrc facts

" and secondly on the basis ofthe applrcabrlrty of the analogy The question may '

be asked what oblectlve methodoiﬂetermrmngihaag&oﬁacrv&lrzatrenexrstsef :

the same kind as used to determlne the- age of a brologlcal berng’? ‘Witha

| human behaviour can partly be explalned by the age of the person be he a '
~ child or an old man, but that age can be establlshed ina way separate from the
| behavlours How does one objectrvely mea8ure the age of a crvrllsatron’? Once : ;', )

- more, however it must be Sald that Spengler’s and Toynbee' s approach o
t contalns valuable lnslghts especnally in attempting to break the hold of

' natronallst or specialist history.. Thelr populanty speeks to a desire ‘onthe pat = - "

of modern man to have a long view, to see the vistas of history. In this regard it B
must be noted that one of the most popular.of t_hese world or unlversal histories

<

has been wntten not by a historian but by a novellst H. G. Wells'. Ihe_lem_e_o_t

~

ljj_atg_[y f|rst publrshed in 1919, was stlll in pnnt in the revised form called A

S_hoﬂ_th_s].o_m_oj_mg_ﬂoﬂg_m 1977 many, years after Wells' death in 1946.

The fourth theory of hlstory i5 one whloh goes back to Augustlne and is-

based upon the Chnstlan behef that God rules the world and that hrstory is the -
X

untoldmg of the drvrne plan. The mlnd of God is not ratronally accessible, , as il in

 "Hegel, but’ because Godls inscrutable and moves in mystenous ways, it is falth

tHat leads to revelation. This faith wrll reveal the inn mner meaning of events rather
than an explanation or connection between events, Herbert Butterfleld (1949),

in his book Christianity and history attempted to show the relevance of divine

- A



prowdence to historical research, and in his final book IDLQU_QJ_D_S_Q_LU_LS_IQU

(1981) he defends the superiomy of the "pious" view overthe pagan,

I have sometimes wondered whether Christianity does not givelmen 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 -
through Christianity can one acquire a healthy kind of worldiy-
mmdedness (Butterfieid 1981 p 198) - 3

His ana!ysis 5 the "lapsed ’:Christians" and the secularisation of the idea of a
providentiai plan is perceptive and,accounts in an important manner for the ,,,,,,,,:;,,‘,7;,;,
( inclusionof the fifth concept of history as the account of the march of progress. : 7
\N'he idea of progress, however is‘generaHy a secular'one and, despite having
' its %otsin the idea of a prowdence worklng in-a supra- human manner does not
_have to accoﬁﬁor the Christian concept of éin and the whole ditticulty of
attnbuting human disaster\mtand the Judgement of God. Of Iate faith in the
ideal of progress,so popular earlier in tht&century, as seen. in the Wh|g
interpretation of history for example or Manifest Destiny has suffered real
setbacks J. H. Plumb (1964) amongst others has attempted to reassert the
‘ |mportance of its underlying claim that history is not merely a set of unconnected
facts but has a direction as it is wrthout doubt capable of being shown that |

someeone living in a Western industrial democracy in the late twentieth century

is better off than the average fourteenth century peasant even though better off

may ‘merely mean. healthier freer,uand better. educated ' e , —

The idea that one can discover requiarities Lpatterns in hnstoggattracted

those who were |mpressed by the success of the natural sciences in classifying, - S
correlating and predicting. H.T. Buckle, in the middle of the last century, sought |

to make the certainty and generalizing capacity of science appiicabie to
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history. In his view history was merely beginninig the journey along the truly -
- scientific path and, ' S

.- / ) . B : -
‘it follows that If any facts, or class of facts have not yet been reduced to * ~ - R
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 :

explamedﬂedmﬁte@%&m% :

| Buckle believed that, once historians adopted the methods of statisticalscien‘ce

and had accepted theirﬁrole as natural scientiSts then the laws Which géi/érn"*” N
society and human action would be revealed The foremost exponent of this 7
view of history in the nineteenth century was the French philosopher Auguste :
Comte. For Comte as Flew explains, believed that alI genuune human |
knowledge is contained within the boundaries of science, that is the systematic 7

 study of phenomena and the explications of the laws embodied therein® (Flew,
1979, p. 283). The term posmve is used to describe this approach, and refers

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

. )\/orld and refuses to transcend it in search of hidden causes and final ends” g

(Scruton, 1982, p. 85). Comte's views were combined with atheoryof 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

partrcular that posmvnsm and theories of social evolution-became influential in

~ American educational thought (Cremin, 1961, p. 92-3). Collingwood (1956),
amongst many others, has sought to refute this view of history, byshowing that

scientific facts are not the same as historical ones, and Popper (1957) has

v



| ishown the Iogical impossibility ofce_rtain prediction 'on the basis*of’his'torical , -
facts. This means we must reject the possibility of a theoretical history when. . o=
that means it would play a role in relation to historical social science that wo‘uld-? |
correspond to the reIatlonshlp between theoretucal physrqs and the-rest of | 7
*natural scienice: In Poppers (1957) oplmon there.can be no screntmc theory of | ST
Mstoneakdevelepmentservmgae&ba&&feehrstoneakpr%ehemépwn%w———~
Popper's argument |s based on his anaIyS|s of the. nature of the scnentmc )
method; in other words no smence can absolutely predlct“ by it$ own methods
|ts own future results. The rejectron of the reductlon of hrstory to- smence does
" . hot mean eltherthat screntrflc dlscovenes cannot assist the hrstorlan ( g » '_ ; '
- carbon dating), or ‘that h|stor|ans do not seek to explaun o,r to generalize from the - :
facts which lie before them. It is’just that when we say that a hlstonan explalns -

o or generallzes it does not mean that he’ seeks to estabhsh unrversal Iaws of

' wh|ch partucular phenomena are mstances As Maclver (1953) pomts out, T

-~ - . we contrast the generallty of hlstoncal statements W|th the |nd|wdua||ty of
- the facts on which they are based, meaning that they are related to those -
facts as the general proposition. | 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 (1954) also makes the same ponnt and maintains that the desure to glve o

h|story the same k|nd of objectrwty as scrence depends upon a false analogy

swrth the more exact nature of the natural sciences:

~_§n these Iast oblectlwtv has a specific meaning. It means that methods
and criteria of a less or more precisely defined kind are being used with
scrupulous care; and that evidence, arguments, conclusions are
formulated in thesspecial terminology invented or employed for the
specific purpose of each science and that there is no intrusion (or almost
none) of irrelevant consrderatrons or concepts or questlons (p 51)




'Thelang,uage of history is also ordinary Ianguaoeexceptwhenfit deals witht'_ - ’—j ;
highly speoialized topics. In history "we‘exp[ain- and elucidate Aasi we explain" |

‘and elucidate in ordinary life” {Beriin, 1954, p. 51). In fact, even if technical

7 Ianguage is needed hecause the su_‘bjeet uAnder study is jsmerio the Ianguage _—t

of explanation is still that of ordinary speech.

‘The central concepts of history -- the ways in which events or situation o

are 'explained' are shown to be connected or unconnected with each -
- other..the use of such crucial terms as 'because’ and 'therefore ,

'inevitable' ‘and. 'possible' and 'probable’, 'surprising’. and unexpected' .

influential’ and ‘trivial, ‘central' and ‘accidental' and so forth, is much the - _
same as that wMich it -has in grdinary non-technical thought and speech. -
(Berlin, 1954, p. 51)- . L L SR

. *®

- _ Itis because the central ‘concepts’and techniques of history a‘re not a Speoiat set
of concepts or a soectal'set of techniques that the desire for value free\ o
objectivity is not possible. Barzun (1 954) argues convrncmgly that the use of -
mathematlcal models has I|m|ted use in the wrrtlng of hlstory, and may m fact
have the drstortlng effect of equatmg numbers with exactness and words with
rnexactltude (p. 25), and he agrees with Berlin who states that rthrs -,/confusron/ -
of the aims and methods of the humane studies with those of the naturalr_' :
sciences ...,isone'?of the g‘reatest and most destructive f'allacies of th,ejlast. )

hundred years." (Berlin, 1954 p. 53) S e e

The most rmportant ’vlew of hrstory which developed |n the nlneteenth

century was one which emerged from the practrcal work of hlstorlans - - A

themselves and. attempted to formulate hrstory as an autonomous dlSClpIIne
with its own method and epistemology. - This‘ movement is known by a number

of names including 'historism', 'historicism' and the 'German school ofhistory’.
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It must be made clear that the term *Historicism' when used in thfs way does not:

have the sarne ~meaning as Karl ‘PoppergfiVesthe term in his crit'rdue of Marx,
‘ Hegel and other determrnrsts Therefore when referrlng to this. part|cular school

of hlstory and its traditions, the term 'hJstorrsm wnll be used “The movement

developed in Germany dunng the mlddle part of the nmeteenth century andits -

weundenandmeskmponan%ﬂgurewaﬁeopmd#mﬂanke*wefmcrﬁankeam _

his dlsclples laid the foundatlons for modern academlc h|stor|cal studles and

many of their methods are accepted as commonplace today These lnclude a

commltmeht to a rlgorous scholarshlp Wthh bases hlstoncal accounts on sol|d
evidence from prlmary sources as well as a rejectlon of theones of natural law
and rellglon Instead of acceptmg these as explanatory pOSSIbllltleS hustonsm
claimed that such basnc concepts as those of |aw rellglon morahty, vman and

A

many others were themselves subject to hlstorlcal change

- The system of nature and history based on non historical criteria such"as

the divine plan or the moral-law were not the only targets of historicist
criticism.” They also rejected very sharply, in.the name df an open-
minded empiricism, the superimposition on the historical course of .

o '\ - . events of any kind of theoretlcal or metaphysncal constructlon (Rlckman -

* 1988, p. 21)

Smce that time the debate has contlnded as to the nature of h|storyr but the

foundatlons for its autonbmy were faid by Flanke and the hlstorrst school

' ;;However a number' otherphenOmenaLotabtoadematurahavaalso

emerged dur|ng the recent past which- have lmprnw of the relatlonshlp

' between history and society in general. The flrst is the widely held attltude
- called 'historical conscio'usness thls is what Oakeshott calls the practlcal VleW

; of the past. Th|s developed partlcularly in the revolutlonary and natlonalrst

———
= - e



- its apogee duri ng the twentieth century as totalitarian regimes sought to co‘ntrol , A .: -

& - [}

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

agendas.by the use and manipulation of history. This abuse of'ha'story reached

the mlnds of their subJects

. The second phenomenon has its roots in the increased secularizatlon of

thouqht Wlth the dechnemMobgCaLexplan&wMocmansongm&an —

7 technlques later seen as essentlal to valld academic hlstorlcal study ThlS
~ 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. Hovlre_ver, B .

~ as the focus of studies became narrower and as each individual ‘area of study

'psychology and statistics. But as Barzun has pointed out lthlS book Qﬂmn_d I

. hlstoncal one has been 'seen as a replacement However wrthln the Protestant
world at least, the lmportance of Blbllcal exrgesrs led to a burgeomng of

E historical, linguistic and textual studles that laid the foundation for many ofthe

: transformatlon of hlstory to an academic discipline, despite the fact that some \

deyeloped its own m,ethodology, history came to be dominated by specialiSts- for
whom success depended not upon a broad vision of \7Vestern man but upon the
tirelessfstud'y of sources and-the publication of narrow monographs

e = The sixth. and most successful challenge to the autonomy of history has

- come from the social sciences, and the varlatlons on the theme of new' hlstory

reflect the attempts by some hlstorlans to accommodate themselves to

understandings.

meﬂgc_tp_rs_( 1974), the methods and levels of generality of the social scrences'

are inimical to the lndllrlduallstlc nature of history's concerns, its writing and its
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A counter force to the deSire to see history or the historicai study of man,
as a SCience emanated from the Romantic movement. RomantiCism both in
Britain and Continental Europe saw in the past a golden age where the forces

~of industriaiism reason and secuiarism had not yet alienated man from his

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

- f and

MXWG—&HG%&tFtHﬂU&ﬁC@*W&&ﬁMu&wu tothe cngiisn speaking world:~
* - Ranke, for example, states thaf it was Scott's nove_lslwhich originally attracted

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

educationaily partiy lies in the fact that it approaches the study of man from a
standpomt where neither of these two diSCipiines 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 weii
However, it is not a question of adopting a single doctrine despite the claim of "
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
timebound individual events and facts, is still dependent on the individual ‘
historian's cr’eative‘ imagination, - : — V.
However of late, the importance of history h‘asbeen significantly down

piayed Hayden Whiteﬁ1978 in his _essay "The/Burdenfof History" charts its fall

merely a combination of science and art, orthought and feelings, its importance _

.

during the twentieth century from a first order SCience to a third order one. ltis

part of the purpose of this thesis to attempt to stem this tide. Ata 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 out .—wornand. e
bankrupt ideologies, this seems a perhaps impossible”task. ‘Howey’e’r, it is my- - i
contention that hjstory is neither dead nor has it becorne’mereiy an addendum

- to socnal science. History is an important form of knowledge, a serious '

-approach to human studies and furthermore, a necessary part of any
#%—cmmmmcmolmﬂammmﬂdmvmmrlﬁsshWW
- vital, essential aspect of out intellectual and spirrtual Iives and no serious

attempt to explain or understand the nature of man, no attempt to:build and

' maintain a cnvmzed decent and free society can occur without continued )

vngorous historical study and debate. Its contribution to present dsebates about

‘mind, knowledge and culture is fundamentalfand many of the present difficulties |

in these areas, both in a theoretical and practical way, are | would maintain |

exacerbated by the narrowness of a debate which continues to analyse man in

an ahistoricat manner. This ahistoricnsm is also an aspect of the present strong

hold that certain psychological and socmlogncal theories have on much

educational thought. This grip will not be Ioosened merely through improved o
conceptual sop’histicationor IOQicaianalysis, but r‘equiresatruiy

comprehensive vision, incorporating a view of man as a culturai and historical

being whose _true identity is fou’nd in the unfolding of thought, feeling, and will
- inatemporal s:etting; Anti-_‘historical and anti-human doctrines cannot be de'alt'

'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 k o



Not that I am denylng the |mportance of sCIence linguistics, analytical ﬁ
ph|losophy or art for that matter. What I.am saying is that any serious attempt to
justify, construct and |mplement an educational ideai must have aview of the . =~ _ |
past as well as a vision of man that seeks his true nature and thatthisisa 7
' ‘fundamental prerequxsﬂe for such an enterpnse The study of history is a vital
pa&eﬁhsﬁa&wemspanguanessemakandaautcnemeu&pam'nrwmumw
itself. ’ | | | ' |

-1t is Collingwood (1956) who examines a further aspect of the connection

between history and liberal education This is contained in the concept of
human freedom, wh|ch 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 obvidusly do have some rudimentary
consciousness, 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 cn this
principle. Coiiingwcod maintains that the recognition that humans are free is an';
~ essential congtponent in the idea of history,-and conversely it is the study of
histcry which makes man free. The emergence of history-as an autonbmous :

- form of thought over the past two hundred years has made the achievement of

human freedom a greater poss1b|I|ty In this sense history has to do with i' \ @

~ progress and those societies which deny the vahdlty and autonomy of history,

deny the freedom |nherent in be|ng human It is also this free aspect of human

nature that is a precondition for rationality, so important in the educational B



~ theries of Hirst and Peters, while Oakeshott makes it a fundamental tenet of his
- - view of a liberal education. | 7 R
_ Collmgwood (1956) maintains that our knowledge that human actlwty |s
free has been attained only through our dlscovery of hlstory Hlstory has

' escaped from the domlnance of natural science and this entails that "the actlwty

ﬂwﬁoﬁmanﬁuruus his-own oonstanuy changing historical worlo isa tree

actlwty" (p. 315). This does not méan that man is thereby free to do what he

that he has appetites, or that he is part of the ph)cslcal world. Neither is he free
from the human world which surrounds him: in fact 'Colllngwood states "there
wjll be’ no room left for his own activity, unless he can so deslgn this that it will fit
into the interstices ofthe.rest" (p. 31‘6). Man is cornpelled by reason to act and

- think in certain ways, but this compulsion is"a human cryeatio’n and free from the
domination of nature. Collingwood goes on, “the freedom;th‘at is fou\nd in

. history consists in the fact that this compulsion is imposed upon the activity of
human reason not by anythlng else but by ltself" (o} 317) because all history is -
the history of thought “and when an historian says that a man is in a certam 7

. sntuatton this is the same as saylng that he thinks he is in this sntuatlon (p. 317). v‘

'Thus, to Collingwood, man is free from the domination of natural science and

this discovery that the men whose action he studie‘s are in this sense free,

‘ enables the hlstorlan tor dlscover his own freedom There lS an lntlmate

- pleases, that is that he is free from constraints, for he is not free to deny thefact

connection between the dlscovery "( ) that hlstoncal thought is free from the

' domlnance 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. 318).
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Collingwood, also maintains that these discoveries were the result of the
7 same historical movement which began in the seventeenth century and is
continumg today, that has human freedom as its ideal This desire to envrsage
human action as free says tg)llingwood 'was bound up wnth a desure to achieve
autonomy for history as the .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 bry the tuteiage of natural science or theological metaph'ysics, but

one in which man is free.

)

Educatvio'n.

The range-'of the use of the concept of education is verv broad, but it is

probably convenient to.divide ueere 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 tyvo views is the normative nature

of educatlon Descriptive users tend to be non-normative, merely usrng it to refer

to a broad social or cultural phenomenon ‘which isoften the same as .
socialization, while normative users see specific values embodied in the
concept of education which distingtjish it from cohcepts “such as training and
\ indoctrination and general enculturation. | .

First, therefore let us Iook at a number of examples of the descriptive or

- broad use. The first example shows clearly some of the problems of this kind of

use. When one casts ong's net very wide one may pullin-a whole range of

marine life that is not salmon. The important question is intention, does the



fisherman not care about the species or does he mereiy have an eclectic =

palate’)

In the preface and rntroductron to EQHQ_&ILQ_D_QD_&DQB_&DQ_SQQLQIL_A
S_ogology_o_f_p_anamanjmr_catm by Carlton, CoHey and’ Mackrnnon (1971) the - [

term 'education’ is used to describe a whole raft of phenomena First, to denote

the existence of a oractcamegrammeJIhestud)LoLeducanoncmusLalwayswwM_uw

take account of some |mportant cultural and historical dlfferences in
institutions”(ix). Secondly, the act of teaching: "Educatron is now not only a

matter of technlque it is a mystrque [authors emphasrs] possessed by |n|t|ates "
(p. 2). Thirdly, in the introductory chapter the term is used to label a concept i
within sociology: "Education, it used in the broadest sense refers to any - /
learning experience and would become synonymous with sOcialization " (p. |

11). However desprte the|r attempts to use the word in a purely descnptrve way

the authors frnally admit that, "Educatron it seems, is'a. hope«iessly value-laden
term."(p. 11). 7 ° |

. For these authors then ’educ'ation"can ‘mean a great numb’er of things. It
is not differentiated from socialization or frornthe‘ act of t'eaching, although on
page 11 they maintain that 'education’ is restricted to those situations "“involving
intentionally structured Iean,ing". 'Education' for them can mean advertising, a
classroom histery lesson, Sunday school teaching, humanist educationj and -

Federal Government anti-smoking camipaigns. Any finer defiriition is rejected,

“it may be fh;tlle to pursue any frner delineation of education as a sub-category

“of socialization". Frnally, a consensus definition i is grven of 'education' as "any
Iarge scate and persrstent organrzed effort of a group to communicate its

customs, and values.” (p. 11). So presumably 'education’ is the-way any group,
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be they Hell's Angels, Trappist monks, or Ancient Greeks,'passes on its.
‘culture’, i.e, how they maI;e initiates in their ownimage: The-authors further -
- consolidate thi’s'view: "The éducationalbprocess isa be'rson-making process:

7 each of us is,_whét society hés formed out of our undifferentiaterd' and mé,lleablé
~~ capacities." (p. 12). ) | '

~ This broad use of the term "erducation' fails to differentiate it from terms_

like 'socializing’, 'efnculturation',, ‘inculcation' and "initia‘tion'. For examplé
George D. Spindler in an article entitled,"The Transmission of Culture" (1974),
vtalk/s about "The e&uéafi0nar func‘tl'ons that are carried out by initiation rites in
m‘anyﬂc;ultures" (p. 279), and clai’mé that "the major functions of edqcation are
recruitment and rpaintenance of established éultures" (\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 "TheConvergence of Anthropology'
and education" (1974), keviews the ideas of nine anthropologists "who have

expressed a concem about education", including Boas, Benedict, Mead,

~Kluckholm, and Montagu. 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 bart of a dynamic concept of child rearini(z. 19), as part of the broad

process of enculturation (p. 19). v

‘The author summarizes these common uses in the-following way:

T - ) ) ) -~

personality development, learning theory, the transmis of values, the
transmission of the cultural heritage, communications among students,
parents, teachers, and administrators, social structure and function, role

Generally, all have dealt with the foIIoWing problem aieazj education:-
sio
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behavnour ethnocentnsm universal- and relative values pattern
configuration and race. (Nash 1974 p. 9) -
-

So it is evident that thinkers looking at education from a social-science_,
stahdpoint have a view of it which is very broad indeed. They see it as
something that exists in prirhitive societies and. industrial societies equally, and ’

that can cover a wide variety of human activities and experiences from the

cradle to thegrave, and from the cognitive to the affective. However, if the'rfe isa

commonality it is that this rather wague concept which exists within and yet
A

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 itin terms of defensible values. This kind of view, what
Hamm (1990) calls the general enhghtenment view, is put forward most often by

' philosophers of education of a liberal persuasion such as Peters, Hirst,

{ Kaz_epides and Barrow. Peters (1961) maintains explicitly that, educationm :
implies that something worthwhile i"e beihg done, and that it is from the norms in
questlon that the aims of education are deduced. He pdses the questlon of
what constltutes an educated man? How does one dlstmgwsh such a person
from one who is merely tramed, informed, or indoctrinated? Now this point is
crucial, because in many omfi the examples of the use of 'education’ given earl_ier

!

- these distinctions were not made. The criteria that Peters(1966) maintains are |

‘implicit in central cases of ‘education’ are as follows:

i.that 'education’ implies the transmission of what is worth-while to those |

who become committed to it;
ii.that 'education’ must involve knowledge and understanding and some

- kind of cognitive perspective, WhICh are not inen;

v



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) .

14

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 conscnousiy -and voluntarily develops his knowledge and S

unde rstandngMeworidJab&mevedmﬂMhisteters{ m@&ma ntains. is

a transformative process, "for it is by education that mere hvrng is transformed ,

into a quaiity of ||fe“ But this implies no srngle end, as |s often found in training;.

in Peter's: words "to be educated is not to have arrived ata destination it is to i - -

travel with a different view" (p. 8) This does not mean, however, that the

individual can choose 'bingo and biwards and still be educated for not all

deSirabie things have educational value. : | - S
Peters further develops the concept of education in a collaborative work@

with Paul Hirst caIIed Ih_e__L_o_gi_Q_p_f__EduQati_Qn (1970). 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, mo~rals and interpersonal understandin.g; Hirst maintains

that these forms have their o°v‘vn distinct concepts, their own logical structure and

their own distinctive methods for testing the truth of their ciairns. Thus,there are

logical limits on-what we term ‘eduCation' inherent in the coneept. -So therefore,

when we say that someone is an 'educated’ rnan or that a society 'educates' its

' young in schoois we are referring to a oreadth and depth of knowledge and

understanding which is provided by these forms. This has obvious implications

for the relationship between education and culture: - it isow no ionger a

7 generai term for the process of fitting people into a socnety but has a specmc
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‘culture’ as well That is, if it'is a central and not penpheral part of a culture.

normative meanlng. It is a,phenomen'on which in itself will impingeupon t’he
nature'of the cultUre which embodies it, and thereby change the: concept

The two other phllosophers mentloned do not essentlally contradlct the
central ideas of Hirst and Peters.: Robln Barrow (1981) is crltlcal of the divisions

of the,forms of knowledge, and seeks to define the educated man in less rigid -

- A

terms, malntaining that to call someone an educated man means that that -

7 person must "have some awareness of our place in the totallty . an awareness

of the cultural and historical traditions to which we belong’ He is one who R

apprecnates and is alert to people\is‘ lndrvnduals and to the power of

A lndlwduallty" one who will be able o distinguish Ioglcally dlstlnct klnds of

questlons" and have the "ability to thlnk, in terms of precise and specific N | }
concepts rather than blurred or general ones. "(Barrow 1981, p. 43)‘: But, - ' -
desplte Barrows mrsgrvnngs about- some of the detalls of Hirst and Peters thesus
there is nothing |n his work that would contradlct the essence of it. Barrow also

carefully distinguishes educatlon from socrallzatlon lndoctrlnatron health

~ vocational preparation and the deveIopment of emotional matunty He denles

" that educatlon is 'useful' if by useful what is meant is things like "lncreaslng the

labour force", boostlng"'the Gross Nﬁatlonal Product’, or making sure that "there. ]

are enough dentists for the coming decade” (p. 48). Educatio'n, in his view, is

" _not supposed to be useful in this way any more than 'art’ is, and it |s "something

’ ’thatWéproVide"b&:”au’s"ef%’ believe it is valuable to be educated, just as it is

valuable-to be beautiful." (p. 48). However Barrowf’does recognize that
education can be regarded as useful, but in a much more fundamental sense

than alluded to above "education bemg what it is, to open democratlc societies
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wnth goals of truth and nat|onal deCIS|on maktng educated ‘people are
obvnously very useful and uneducated people are a consrderable nursance "o
~(p. 48). Whether or not educated people are merely "useful" toa democracy or
whether they are vital to its success, opens up a question germaine to the
relatronshrp between our present day culture and education. For surely a

-
Q/ —
democratlc socnety needs an educated citizenry because of the complexrtv of

| the demsrons to be made and without it a democracy becomes merely a
"mob'ocracy" (Adler, 1951 p.2). It may aIso be srgnlfrcant to note that the
- concepts of education and cuIture fused in the Greek notlon of pa/de/a 7
emerged in the ancient Hellenic world at the same time as dld the concept of

democratlc government - | i

Tasos Kazepldes (1982) brings us nearer to this connection between the
concepts of 'edugation’ and culture He roots hlS def|n|t|on firmly in the
Hellenic tradttronQ’our goncept of educatron has a very Iong and drstnngwshed,'
history; its origins go all the vyay back to our intellectuaHﬂOrebears,'the' .
Presocratic philosophers"” (Kazepides 1982 P. 156). Kazepides maintains that
/ educatlon emerges as a natural part of a culture which discovered "the human
mrnd as a unique and powerful organizing and creatrng force.in the unrverse
and maintains that no Gods but man is the measure of all things" (p. 156).

He further maintains that-"éur concept of education emerged out of these

momentous rntellectual achrevements and changes in outlook and refers to .

~ their unique formatlve powers for the development of-the human mmd"

(p. 156). Education 1 takes place only within this tracﬁtlon, according to
Kazepides, for "before these discoveries or outside such discoveries there '

cannot be any talk about education”. The value is that it not only introduces the

)
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™

young into "the est‘ablished content and methodology of the various forms of

knowledge and understandlng" but to the supreme lmportance of "truth"
S——

Furthermore, this "pursunt of truth" is lnseparable from the prrncrples of respect. -

for evudence and sound ararment friedom “of thought consrstency, and

clarity.(p.” 156). Kazedees also rejects all other uses of the term educatlon as’

nQLwodhLotdmcusswﬂHash erenteratesBetersancLHustscentra Lclaun4hat

“‘educatlon is rnseparable from knowledge and understandlng“ Thus -

- Kazepides grounds the concept of education as central to the world view of

Western Crwllzatlon at least in lfS Hellenlc stream 7

- How do the descriptive and normatlve views of education compare'? _
Certalnly the phllOSOpherS of education would see the socrologlst 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 'descrlptive definition of educatien tend to

take a relatrvrstlc vsew of culture and sub-cultures.

A real problem, one clarlfred by Scheftler (1967) is that unless -

_comprehensive descriptive definitions are outllned, or stlpulatlve intentions

stated or programmatic motives made clear, then there is the dange,r-of what he

~calls overlapping between types of definition. One sees this-in particular in the

7 -Carlton, Colley and Mackinnon paper where the first use is programmatlc the

second stipulative and subsequent ones descnptlve terms. Celtalnly one

. defence of the rugour whlch Peters, lest et al. bring to their dlscourse is the fact

that the reader is clear about what they mean; because their use is relatlvely

specrflc One does not have to agree ‘with them, but at least one knows what -

one'is disagreeing with. Their concern is dlfferent from that of soC|al scientists. -



These ph|losophers rlghtly |n my opinion, f’flnd the descrrptuve deflmtlons of e e
» .e,ducatron useless for ansvverlng the practlcal quest|on "How shall 5 educate my. o
- child?", partly because of the|r generallty and partly because they may enshrlne

[ =

' /unacceptable values

Culture

The problems faced in arriving at a def|n|t|on of the term cuLture are -

similar to the ones we faced when deflmng educatlon However one problem

Wthh is easily tackled is the dlstlnctlon between the use of the term: culture to R
' refer to-a seientific or agncultural practlce and lts use to refer to a manlfestatlon P
of human society. It goes wrthout saylng,that only the Iatter,_r—neanlng is of -
interest to usinthispape‘r S o o S
_ Before contlnumg it may well be advantageous to dlstlngwsh the termi -

Y

culture from the terms somet)\agt§ crwlrzatlon ln common usage we do
dlstmgmsh them, especlally when BSed |n relation to the word man Is

‘a

B cuItured man’ the same as a soaahzed man' ora CIVIlIZGd man’? Flrst when N
we use the phrase 'to.be cultured' or'to be cwmzed' in thlS way we |mply some 7’/ |

+ standards: or other and th|s ralses the need to 1udge these standards o

+ However, 'to be socnalrzed’ is merely to be part of asomety LS does not |mply | | B f’
awareness of th|s state in the. same way as the- other states do For surely itis 5 - |

-

not possrble for a person to be cultured or civilized' and not know it. Whereas Sl

’ people can be somallzed or partly socrallzed in the absence of self - - e

- consciousness, as in.the case of a young child for example For ‘our purposes
we can regard crvullzatlon and ‘culture’ as synonymous desplte the fact that

some hrstonans Toynbee (1972) in partlcular do make the dlstmctlon One ' 77 - v
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.. also may look at the etymology of crvnl' and see its orlglns in ancient city state
from which pa/de/a sprung. Marrou (1956) maintains that the drstlnctrve ’
character of Hellenic cuvullzatlon is the clwllzatlon of pa/de/a "comrng between
the clwllzatlon of the ancnent city ... the polis ... and the crvrlrzatron of the crty of \

‘ 'God . the Theopolls " (p. 143).

The coneept of ‘education’ has llke the concept culture a wnde varlety of

.uses |ncludlng both the normatrve and non- normatlve types found in the

literature of sociology and anthropology. For example George D. Splndler in
hrs artlcle "The Transmrssmn of Culture" (1974)\talks about culture in terms of

,both the educatlonal functlons that are carried out by initiation r|tes in. many

' cultures and the major functions of the physucal artrfacts of a group of people;

| he suggests that it is "a conceptual abstraction that helps us analyze individual

hu'man behavlour as that behaviourls shared among gyroups" (p- 279). ‘Thish

) modern notion of theterm meaning objective data about the'way‘of Iife |
prevalllng in any particular society, stems from a book wrltten in 1871 by
Edward B. Tylor called Primitive cultu Q in the first sentence he propounds a
deflnmon which even today is the startlng pomt for the more extenswe
treatments by anthropologlsts. f'Culture or Clwllz\atlon" he says "is that complex

~whole which includes knowledge, belief, art, morals, lawhcustom and any other -
capabilities and habits acquired by man as a member of somety (quoted in

/ Brameld 1957, pp. 6 -7). However, note that whlle this early modern deflnmon

- contains a normative element Wthh is mlsslng in its later more screntrfrc uses, it

reflects the Classical ldea ot culture as the consC|ous ideal of human perfectlon
As mentioned above, in ancrent Greece the concepts of educatlon and of

culture were lnseparably fused in the word pa/de/a which also contalned the
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A concept of arete or excellence, as polnted out by Jaeger(1982, pﬁ 41 7).
IPaideia implies the results of an educatlonal effort to realize even more N
perfectly the human ldeal or the mlnd of a man who has become truly a man.
rAs H. L Marrou (1956) notes "it lS a striking fact that when, later Varro and
Clcero had to translate paideia lnto Latin they used the/word hurnan/tas " (p- ',

142)

-

Thls normative sense of culture refering to the cultlvatlon of the graces of.
| learning and gentility has survived to this day in the meaning of 'culture' which
is inwplied when we talk about "a cultured person”, without using it pejoratively of
rcourse' On the other hand the definition /of'culture as used in sociolooy and

' anthropologlcal sees educatlon as belng all the ways in which chlldren are
fitted into the culture which surrounds them. This does not necessarlly lmply
any specific value; it is merely functlonal lt lS what societies do to their young to
socialize them regardless of value.. The Classmal view, however sees
education as an absolutely integral part of cultu,re/which encourages and
.inculcates in the individual’t/he highest ldeals,of our tradit’ions.‘ ln fact, lVlarrou
'(1956) points out that the 'Erenc\h and English usage of ‘cylture’ has’v'a

i fpronounced 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

personal life w}wich began in the Gree/k city states and was spread abroad both ™

by the Alexandrian conguests and the Latin empires. It became an the

”essentlalﬁldeal'offclass‘rcal"e'ducatlon,*wh'rch”desol’te the barbarian invasions

and Christianity, survlvedfifnfaformfthat"maderesterrfmarrthe heir to the old

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
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education. "The question for those wishing to propose the adoption of a |ioeral .
education today is whether these concepts of paideia and arete, the
"rnte!lectualrzed ideals of a ‘Greek crty state which fuse culture and educatlon

rcan provrde some model to be a‘ollowed

Education and Culture.

We have seen that the ancient Greek concepts of educatron and culture
were hnked very ctosety in the term paideia, "Culture was’for the Greeks the
orlgrnalcreatron and original formation of human character" (Jaeger, 1982,
p 274) The ideal of'this character was the highest achievement possible to
man, which rn the fifth century meant a genuine intellectual and sprrrtual culture.
Jaeger contends that the discovery of the educatronal technique, was one of the
~greatest discoveries which the mind_of man has ever made Mind, needed |
development not only so that humans could Iead;theugood life; or attarn some
statefof metaphysical pefrtection, but because it could aprprehend’ the hidden law
of its dwn structure. R I o o

This idea is of courseastillr\./ital today. Earlier in this chapter we sawthat
' Kazepide’s connects education historicalty in this way to the inteflectual * ,
discoveries of the Ptesocratrc phrlosophers and also contends, in agreement

with Hirst and Peters that the central uses of "education’ are mseparable from

"knowledge and understandrng Hrrst (1974b) tnes to free paldera from. tLS

ancient curturat and metaphysmal connectlons when applred to the present

day. He distinguishes between its hlstorrcal roots and its logical form, and sees

' education as a valuable activity because of its relation to knowledge and
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understandlng It can be explarned and Justmed rn eprstemologlcal terms
wrthout any need for metaphysics or history (pp. 30 32). —

However, there is somethingVOf a sense of loss, whenr we drop the ideals
of man irérfc:orporated in paideia,)or at least try to disrrriss them. Su‘rely itis a
worthy question to ask ‘What is the good life?", and to discuss the idea of the-.

‘perfectibility in man._ The anthropologists. and seciologists are more intent-on

, describtion and classifiéatioh rather than on evaluation. Their findings may be’ o
sighificant, but the way in which the.y Vu‘se the terms "education’ and ‘culture’
rrrake the use of their firrdings for educators of fimited value. The other thinkers,
Marreu, Jaeger\andPaul Hirst for example, based their use of these terms or
historical precedent and logical analysis respefctively. Whether they are any
more usgful—than_ the anthropo'logists to poliey makers is open to question.
Certainly, they are in one sense; that is the clarity, care and rational nature of -
their conclusions make trfreirdeﬁnitions very valuable?’tools‘ to think with. You
know it is a chisel in :your hand and not simply a tool of some sort. iBut more
rmportant are the implications that the |deas expressed by these thmkers have

-~ forthe present relation between edueation and culture for a democratrc society.

- One of the rmplrcatlons is that any attempt at defrmng a Ilberal education will

o requrre that concepts such as 'culture’ and hrstory not only be rigorously

analyzed, but also be rooted in the highest ideal of man. This |deaI cannot be

found from scrence but it can be discovered in history, while phrlosophy can

assrs't in its clear and crrtrcal exposmon -

-
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. Lit IE/I I'\'/'l Enemies and Allies
The British phtlosopher Mrchael Oakeshott is one who has written
extensively about both history and education, and perhaps because of this hrs

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 \(ital part

that intellectual matters play in any concept ofa liberating education, it is just

that he is much more willing to include concepts such as will, feeling and '

- freedom as necessary parts of his definition. Because of this and also because

of his extensnve critique of contemporary anti-educational forces in our socnety

hrs analysrs is one which is more fully human than for example Hirst's.

A fundamental concept for Oakeshott (1989) 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 somethnng which we can be rid of without ceasnng to be
human. We are aware of being human and have the capacity to make

utterances expressmg an understandmg of thls fact. Oakeshott mamtalns that
whether any particular individual utterance of thlstype is true or false is of no

matter, because in principle they postulate "a man who is something besides

what these, or any other statements, allege him to be. They postulate what |

shall call a free mranﬁf(’p.'t"t?)f In other WOrds',”Whatgﬁiis means is that man has

mind.
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To Oakeshott man is not me'rely a physical being and nor is mind that
ghost in the meat maehlne left over when the genet:msts and bio-chemists have

finished their lnvestigatlonSMhat does the investigating It is made up of:

o -

perceptions, recognitions, thoughts of all kinds; of emotions, sentiments,
affections, deliberations and purposes, and of actions which are
responses.to what is understood to be going on. It is the author not only of
the intelligible world in which a human being lives but also 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 bsing is not merely restricted to his

¢

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 he is what he understands himself to be,"a human being is ‘free', not

because he has 'free will', but because heis in himself what he is for himself." \

| (p- 19). Man cannot deny this fact of the human condition, in fagt the very act of

contemplating its denial, any attempt to escape from the possibility of not being

c.:apa'bleof error or wrong doing shows its impossibility, because it is-the only
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
to be paid fonthis freedom, and, according to Oakeshott, that price is Ieafrning.
He maintains that we cannot shirk this responsibility, even if we wanted to,

because iearnlng is a necessary component of being human. As he puts it

‘What distinguishesafhumanibeingfindeed what-co nstitutes&human
‘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 actions which have meanings;.and a
necessary condition of all or any of this is that he must have learned it.
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. The price of the |ntelllgent activity Wthh constitutes being human is
learnlng (p. 20) : ‘

‘This learning_is something which we can only do for ourselves; we each have |
our own self enacted histoky, "and the expression 'human nature' stands only -
for our common and inescapable engagement: to becomeby learning” (p. 21).

The world must be learned and rnuc:h of what must be learned_has to do with

the satisfaction of human wants&and soolal order in the forrn of particular skllls,}
~instrumental practices and human relationships. The particular kind ot learning,
however, that we as educators wish to explore is ot of this kind but one that
has to do with learning to understand ourselves. Oakeshott sees this asan ]
adventure in_ human self—unde\rstanding and the actuél enquiries, utterances
and actions in which human beings have expressed their understending of the
human condition "has come to called a 'liberal’ education- "liberal because it is
llberated from the distracted business of satistying contingent wants" (p 28).
Oakeshott sees thg adventure as one that the mdnvndual person will find

very difficult to pursue in lsolatlon lt is not good enough just going off to the

bookstore and buylng a do-it-yourself book on introspection and then. navel

gazmg By the same token 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 understandlng is, then, |

inseparable from learning to participate in what is called ‘culture'."(p. 28). Not

" that culture pre-determines human Ilfe neither is it a set of doctrines or

teachings which must be learned and followed, it is that which'is learned in
everything we rnay learn. Also, despite its contingent and historic nature, a

culture does represent a continuity of thoughts,\many of which are not only

el
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g_oilngrpff in different directions but a‘r\e,c/ritical of ‘each other. This is pa'rticu‘larly

~ so in the hisiory of Western culture which to Oakeshott "accommodates not only
’ihe \Iyre of Apollo but the pipes of Pan, thg call of the wild; not only the post but
- also the physicist; not only the majestic metropolis of Augustinian ‘theoilogy but

also the 'greén-wood’ of Franciscan Christianity” (p. 29).

i : % -
~We learn about this great adventure by engaging in what Oakeshott calls

a ‘conversational encounter’. This idea of a conversation, the flow back and

| forth 7 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’
contain sub- categones such as "the language of the natural scrences .. the
Vlanguage of history, the language of philosophy or the language of poetlc
imagination” (p. 37). These component mqumes, however, while having
substantive differences doihave, accordirig to Oakeshoft a/c;ommO'n 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) . ‘

~Thus-to-be able-to-s peak in these particular modes-of understanding requires

an inventive engagement on-the part of,:th&inéividual; but the-speaker must
also learn the particular conditions each language imposes on his utterances.
It is not necessarily originality which is important here, but learning to make

¥

>

, -
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utterances that display genuine understanding of the language spoken,

because in Oakeshott's words,

each of these languages constitutes the terms of a distinct condmonal
understanding of the world and a similarly distinct idiom of self-
understandmg 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) , ~

| Furtriermore, because these languages have a long history they cannot be \ '
Iearnedfrnerely through attending either to their’formaloualities orte
contemporary utterances (p.38). Neither do th‘ey represent some underlying o 7
unconditional WCrId view that can be obtained through integrating tnem; they

can only‘be joined, in Oakeshott's view, in a conversation. This concept of

IangUages of understanding holds within it not merely some sense of the e
diverse nature of knowledge, but also some indication of the manner in which a N
person may acqulres them; i.e. through a conversation with the world, both
natural and culturaI This concept is also a potentlally useful pedagogic one for
those teachers who wish to encourage liberal learning, which recognlzes that
there are "some specific mwtauons to encounter parficular adventures in human
self-understandmg" (p 29). The specific invitations this the5|s is interested in

constitute a liberal education. For Oakeshott liberal Iearning is above all else,

- an education in imagination, an initiation into the art of this conversation
—, —-in-which we-learn-to- recogmzethewoneee Hto-distinguish-their-different———-
'~ modes of utterance, to acquire the ‘intellectual and moral habits
appropnateto this-conversational-relationship-and-thus-to-make- euedebut—

dans la vie humalne (p. 39)
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As pointed out in the pr'/.evious chapter this ivnvita"tion has not only a particular -
logic to it but also a Iong and distinguivshed career. It has not aiwaye been 7
regarded as the most |mportant invitation, in fact it may once again be bemg
ignored as-a more mstrumental view of Iearnnng becomes somally and

politically dommant However, it has emerged time and again |n vanous gunses

- as the prime engagement of the human mind, even in the face of povertv and

L4

adversxty. It is ironic that today it 'should once agaln be so under attack in
- societies which™ unhke most that do and have existed are capable of provudnng
for all thelr cmzens the opportunity to enter fully into thus conversatlon '

In hls,essay "Education: the Engagement and its Frustration”; published

in his 1989 collection of essays called The Voice of Liberal Learning, 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, rfor'Oakeshott', is that they are

places where children are presented with the invitation to liberal learning; that

- - s . N |
is, the invitation to disentangle oneself, for a time, from the urgencies of the here

and now, and to listen to that conversation in which human beings have since

the Greeks,attempted to understand themeelves.

Education is not Iearnlng to do this or that more proﬂcnently 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

subscrlber to-a-human-life.- (Oakeshott,-1989, p. 71)
4

el

Education, for Oakeshott is an intrj,nsically worthwhile actiyity, because

-/ : . . >



"it does not equip the newcomer to do anything speoific, it gives him no
particular skill; it p(omfif's’es no material advantage over other menf,'and it points
to no finally perfec't‘human charactef" (p- 70).; It provides through a conversation”
both yvith the présent languages of understanding andthe hiStoricaI’ record of |
othe‘rf aﬁtampts to dndemstand théWdrld a level of sel-knowledge which cannot N

be obtained through a more instrumental approach.

This view of learning, of a certain transaoﬁon between the*generations, is
at present under attack and Oakeshott (1 989) critiques two of these whose
"co mmon enterprfse is-to-su bstituter for education some otherfandfalmost totally-
dlfferent idea of apprenticeship to adult life, and for 'School some other and
almost totally different practice of initiation” (p. 71). The first of these ann- |
educational doctrines is what 'h’as,been called "ch|ld centred' schoohng. Th|s is 7
aptly summarized in the 'phrase 'We teach children not subjects’. As israel
: Scheftler (1960) has ponnted out this as an educational slogan, and he states
that "slogans provnde rallylng symbols of the key ldeas and attitudes of
movemerits, vdeas,iand attltudes that may be more fully and,llterally exprésséd A,
‘ elsewhere“ (Scheffler, 1960, p. 36) Slogans are unsystematlc and are not
lmportant exposmons of educ;atlonal theories, and yet as Scheffler (1960) points -
: out, over a period of time they tend to come to be taken Ilterally, 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 importance of the child in the teaching

~triad- and has endedup as’ bemg takenasa’ literal defrmtron foneducatldn The

~ difficulty wnth this typea#s#egameimefgeswvhenﬁne constdefsthameanmg

the verb 'to teach’ as used in t_he followmg sentence, "I am teaching my son, but
- ) ’ %‘ 7 '
I'am not teaching him anything.".,"This is does not make sense and shows the



person does not understand what the verb 'to teaoh' means. /However; as..
. Oakeshott (1989) points out, theslogan has become an operational doctrine, PR
one which is poteinttallly cripoling for the school as an ‘ed.uoationaljinstitution“, “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 B . |

- lead already taken by primary school " (p.7735. The"historic inheritances of

. other from positivism.

‘human understandings and imaginings are banished, because therohild if
subjected to these will be "condemned to a prison-like existence in cell\-like -
classroo‘ms?' (p. 73), and will have his individuality destroyed and his interests ,' e
: ‘ignore'd. This doctrine that worships the child and ban\ishessubjects is in

' Oakeshott's opinion not caused merely by a naive belief that children if left

~alone Will independently discover this inheritance but also by two other factors -
Both. of these are, t‘omcally, as much part of Western tradition as that of hberal .
education, and come from on the one hand the romantlc tradition and on the |
, -

The romantic view is one wh|ch is- propounded by those who regard the

mherutance of human understandlngs as aninsufferable burden. This desire for
blessed mnocence accordmg to Oakeshott, is an |l|us|on which could never

|tself be a reason for abolishing educatlon 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 image of impossible release which we encounter only inbeing. -
educated. (p. 74)

The positivist view, which has down the years combined with pragmatic .

and instrumental ideas of knowledge, maintains that that traditional content



- should be abolished becausethe only significant inheritance we have (namely,
that which is called sc:entrflc knowledge) is both so recent and in process of

| such rapid- transformatlon that to cram children with th|s formaI body of .

| knowledge Wthh wrll quickly become outdated is clearly a lost endeavour

~ This vnew is often accompanred by talk about the volatlle nature of |

'contemporary knowledge and uses slogans Is such as the rapld natuTe of

- change’, 'schoolmo torthe twenty flrst century and todays mformatron socnety

Oakéshott summarizes these vrews in the followmg way,

. - Lo

~ yesterday's frontier of knowIedge is t0morrows rubbish-dump of ideas,
= when we are in the middle of a technological revolution whose skills and
standards of conduct are evanescent, there is no room for learning-which
‘is not 'creative enquiry’ or for 'education’ which is not an engagement to
solve a technologlcal problem. (p 74) T

Oakeshott maintains that this view of education as an apprentlceshrp for adult

" life that stresses the activity of dlscovery of concrete thlngs as opposed to-
words began with Francis Bacon, -and points out that it contalns a view that_
'knowledge derives solely from the experience and observation of thrngs |
lnformatlon replaces all other focuses of knowmg, and even the understandtng ’
of the human mind is reduced to knowledge of psychologlcal processes '
’Thlngs it is maintained, eX|st prrorto words and words dlstort man 's capacrty to - S —
grasp information locked in these thlngs ThlS sensualrst/empmcalv:ew is one

that has had a great deal of mfluence on progressrve educatlonal ldeas

- espectally in the Unlted States andthe slogan "Thlngs not words" epltomrzes | ) L

it. Language is wewed as either-a code whrch people create ._nd use in order B
to make their own world, or as an mstrument which-conveys what can be

usefully gleaned from expenence, so as to become more efflclent. Its‘role asa

- "

[



'llVll‘Q reposntory of tradltlonal understandmg is- regarded W|th extreme suspucron
Ly and knowledge rs identified with that whlbh is most lmmedlately useful m the
world The most powerful exponentof thlS wew in the twentleth century was

o John’ Dewey and whlle h|s vrews were to some extent dlstorted by his followers

SR ‘the effect of hlS exposmon of such pragmatrc views of knowledge and man |s

- still deeply felt in most North Amerrcan th|nk|ng about schoolmg It. should be. -

notedrthat two of the most |anuent|aI theorlsts in malnstream North Amencan
/currlculum thought today Benjamrn Bloom and Ralph Tyler- both at one t|me . |
worked with and were%eavrly influenced by Dewey’

Th e doctrmes Oakeshott malntalns stand not

NS-N . L
~ - e ) |

‘ - sentlments imaginings and s0 forth but for a.rele rom
. :) ~+ -which he acqwred 'objective’ knowledge of the workings T
. - 'natural’ world of uncontamlnated thmgs and laws p.f6) - - - e

Thus the first threat or frustratlon as Oakeshott it, to educatlonal engagement
- can be seen as a comblnatlon of romantlc and posntlvrstr.c vrews of man, Wthh
desplte their contalnlng numerous contradlctlons nevertheless lmbue a great -
deal of so-called educatlonal thought. One has only to read the recently L . ‘, ‘, , g'"
w ‘puRlished document from the Brltlsh Columbla M|n1stry of Educatlon called ie_a_r

' M (1989) to see that. .The combined stress on Chlld centred sknll-based
- fg;nenc learning, andxtsemphasns ondrscevemandeeoperatrv&lemammwf———f——fs——'————;‘—
shows thatthrstwmiradmomsalweand ‘well Ihedocument and-in- pamcular
the M|n|stry of Education mission statement WhICh states that the purpose of the

school system is to "assist learners to acquire the knowledge, skllls, and

S



attrtudes needed to contnbute to a healthy society and a prosperous and

sustainable economy" (p 7), also introduces the last member of Oakeshott ant|-

educational movements. This is what he calls the move to repl‘ace education o

with socializing. No longer is it the child's needs or experi}ence that Quaide the

;oo curnculum but the needs of socrety, in this case a view of what rndustnal

Mw—swety@dayw%enmﬂsmoohngmm%ewrm&sseemasagw

rnvestment and ch|Idren as a potentrally yaluable resource akln to copper or
o corn What |s deS|red as an outcome by this approach are people desrgned
and tramed to frt mto mdustnal Irfe People thus become means and rot ends
in themselves This view according to Oakeshott may, however, not deny that
there exist, | : - S . . \ -
T - a cOnsiderabIe inheritance of human undefstandings, Vsentime‘nts, :
- - beliefs, etc. jnterms-of which'a newcomer might be released from the
grip of his immediate 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 ccrrent
enterprlses and actlvmes of that world. - (p. 78)

1t would maintai’n\that’th’e encouragement of this identity is for most people
socially dangerous‘ because it'distracts them fro‘m thefordinary\bus’iness’ of Ii'fe/
‘This view could be categorized as one that sees the. deeper richer aspects of

human understandlng as unnecessary if a person |s merely to be a worker or

¢ peasant. Its mﬂuence can be seen wherever schoolmg systems are meant e

, merer to train and socialize most people with the skills and belrefs necessary

for.a hfe of work. In British Columbia this can be seen in subjects such as '7—'7
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 g,sérious conversation with literature. It is today given - \f‘ -

form in the various strands that have appeared in the secondary component of

" the Year 2000 currlculum proposals. .
Oakeshott outlines the European heritage of this substitution of -

socialization for education and connects it wtththe class structure of European

life. However, lt must be pointed out that it has . memﬂpw

" the Unlted States ThIS is-epitomized in the report of the NEA Commrssnon on .

the Reorganrzahon of Secondary Educatlon ‘(1918) wh|ch in many ways laid

the foundation for modern secondary schooling in the U S. This document -
Cremin (1961) ma|nt,a|ns, "pronounced hea|thf, command of fundame{ntal -
processes, worthy'home, membership, vocation, 'citi»zenship, worthy use of
Ieisure and ethical character as the seven 'main objectives' of American
secondary education" (p. 93). t’oday this substitution of socialization fori -
“education is continuing to proceed. Again (With re;ferencé to the Year 2000
document\, despite a brief sop to the idea of the intelIeCtual curricutUm its intent
as far as the secondary curnculum is concerned appears to be pnmanly

- mstrumental Schools exist, in. great part so that the prownce wnll continue to

| receive a supply of weII adjusted, highly trained individuals who wnll be able to
- contribute primarily to a sustamable economic base.

Oakeshott's opposition to the forces frustrating education involves

maintaining the vital importance of the intrinsic good for individuals of an

educatlon per se. as opposed to any reductlon to sentrmental social, or -

’sCIentmc ends. The sentumentalrsts see the child as having some potenttal that
merely needs certain enwronmental factors organlzed SO as to allow it to grow

Their debt to certain aspects of Romantncusm is evident, and therr behef that
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tradition and culture are a prison from whlch‘chilldren must be forced if they are
to develop to their full potential harks back to the romantic idea of the noble .
savage Our past |s elther evil, lrrelevant or elitist and it a new Eden lS to be -

created on earth man must begin again from scratch. Hlstory lS partlcularly to

~ be expunged from what the child needs to learn.. The tradltlons literary, .

DhlIOSODhlcal and rehorous Wthh are embpdded in_our lan must be

4

hidden- from the Chlld lestfthey become corrupted One modern variant of this‘ :

view is a certain kind of relatrvrsm where Western thought is seen as- merely ,

one tradiion in a world full of COmpetlng cultures, and to teach within or about -

" the West is to be guilty of a form of cultural lmperlallsm The problem is that

‘the busmess of selecting from the competmg tradrtlons or cultures and of

determining what aspects of them should then be lncluded in the educatlonal .

'curnculum can only senously be raised by usmg criteria aIready part of a

 Western world wew

The posatwnstlc reductlon of ail knowledge to smentmc thought is also
prevalent in contemporary educational thought. This is particularly damagmg
when not only is the knowledge to be studied reduced to that capable of belng
vermed by the screntrflc method but when, the- whole concept of mlnd and
learnlng is based upon reductlomst behavrourlstlc psychologlcal theories of

mind as well. Thus content less, value free processes are seen as belng the

meat of the school currlculum Students are to be taught how to think, detached '

"from what they are thlnklng about. This can seen in the stress on programs

such as teaching for thinking and the stress on thmklng Skl||S and problem

solving. The fact that this view us not only a caricature of what science is all
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about but that it also potenttaﬁy excludes great afeas of human thought Itke
morality and aesthetics, is ignored. o IR

The contrtbutton to the. contemporary scene of these vrews lS one WhICh

has s0 dominated the talk about school that |t is not posstble to enter into a

dtscusston about educatton today without having to deal. wrth a morass of

; slogans metaphors and problemattcclatms terms such as Chlld centred’,

-

expertence', jdrscovery learning’, 'growth’ are but a few of these uncritically
ac‘cepted dogmas w‘hlch‘masquerade as education‘althought

‘The tnstrumentahst view which sees schools as preparlng chtldren for
narrow commercral or socral ends is also one which today has: greater

currency (Bailey in Entwustle 1990, p. 52). Large areas of the curriculum, even
)

ones which are not directly designed to teach children marketable or

communlcatton SkI”S such as art ar ltterature classes, are nevertheless Justtfted
on the grounds that they glve chtldren a start towards caréer goals The |

scrences mathemattcs and modern languages are also examples of subject

areas ‘which have taken on an even greater mstrumental tone lt is also

interesting’ to questton the mottves behrnd the recent growth irt French language

’tmmerston schools. Are they supported in parttcular by'the mtddle class

A3 3

) ~because students will become tmmersed in the Itterary tradtttons of French

culture‘? Do parents want their chtldren to be fluent in French so that they can

. read and understand Mollere or Flaubert or so that they wrll be eligible to,enter

7? » A ,,77‘1 g I A o P
the federal ctwl servrce') N
- 5 4 ‘.

S Gﬁkeshott S crtttque of these enemtes of ltberal educatlon is worthwhtle

x; *,

consrdertng because tt shows that they potenttally deny a fundamental right

thatts part ot betng a member of contemporary Western socrety That |s the -



- opportumty to learn a self while at school, one that'is formed in part as a result
of a conversauon W|th the West S vaned cntlcal cultural and hlstonc tradmons
' Oakeshott.ns also nmponant because of the stress he places on the |dea of
? ', educatnon belng an adventure in self understandmg and the essentlal role this
f R has to play in beung free. The concept of a culture of learmng and the idea of a :
AgéAffcmmwMeWMmM%%Wew

a liberal education.

T
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CHAPTER 4
~ Paul Hirst:
Forms of Knowl nd Histor
* One of the most mfluentlal attempts to define and to justify the nature ofa
liberal educatron exists in the work of the Brmsh phrtosopher Paul lest The

rlqorouslv analytical nature of his arouments and his keen crmml ::lnnmlqnl of

previous attempts to ground the concept of educatnon on the basis of knowledge
have meant that his work has an influenee which is stil eurrent teaay; His most
irnpdrtant arg»ume’nts in this regardéwere collected in a series of essays ontitled
~ Knowledge and the Curr iulum (1974). ‘ |
| In his essay "Liberal educatlon and the nature of knowledge", Hnrst“

(1974b) first attempts to define the concept of a liberal education, and b‘egins
with two important claims, one conceptual and the other historical The
conceptual claim is that liberal educatron "is the appropnate |abel for a r)osutrve ‘" -

concept, that of an education based fairly and squarely on the nature ot
knoWledge itself, a concept central to the discussion of eqncation at any levet"” FRRE
(p. 30). The historical clain1 n‘otes that this definition of liberal education has an
ancnent and honourable pedlgree which has retained its central meaning since
the classmal Greek view of paeidea. Itis. evndent #\wever from this essay and

others in the collectron that the most |mportant 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 puzzllng 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

H
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the history of education the concept has constantly reappeared Itis
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

;histor‘y'that sees the’striving for the ideals of the good, the true and the real as

_ being an necess\ary part of Western tradition, 'since the Greeks In panieular

*_*——panptaﬁad‘fﬁ“ch“‘fdw ich inv W?WTM u ing the ruth about hlmself

and the world in a critical and rational way, coup!ed with a belief in the |
possibility ota just society." _Aspects oﬁf this traditipn have often been temporarilx 3
thwarted, but if one believes in the worth of a I'rberal education then one is

\ commrtted to the possnbllrty of individuals knowing the truth about the world as
well as the pOSS|b|I|ty of creattng a better tomorrow. A commttment to truth and
justice represents the best of the Western tradition, and for an individual to be
involved in prorgoting Iiberal education means cotmmitting oneself to this i

xpartrcular possibility. Hirst demes the rmportance of Greek metaphysical
realism asa just|f|catron for this view of liberal education, and belleves that it
€an be replaced with a more certam one based on eplstemology In other
words what he says in effect |s that if we use the term 'education’ in this way
then it has a normative mesning 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) malntalns that the acqursmon of th|s knowledge is, -

“neither more- nor Iess than the achlevements basrc to the development of mind

itself" (p. 22). Hirst putsth|s in unequnvocal 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



WHTK on, as if otherwise its characteristics could not be expressed. *
‘The acquisition of knowledge is itself a development of mind and
rew 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) - A

For Hirst, this relationship between knowledge and the develepment of

mind is of central educati_onal significance. Education has as its fundamental

objective the development of the rational mind through the aequnsmon of those
distinct types of rational judgement which exist within knowledge. These

cogpnitive 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 (1974b)originally stated (first published in1965) that these

were mathematics, physical sciences, human sciences history, religion,

- literature and the fine arts and philoéophy.r However, Hirst in a later article )

(Hiret 1974c, first published in 1973) he adjusts his list. He changes the human

.sciences into social science, and then it and history disappear, to be replaced

by inter-personal knowledge. 7
The forms of knowledge‘ whatever their actual number, are, for Hirst

(1974b), the basic articulations whereby the whole of 'experiehce has rbeceme /

’ intelligible to man; "they are the fundamental achievemeht of mind" (p. 40).

_ Hirst states that these forms do exist in everyday discourse in a low state of

developed forms. What the nature and record of this growth looks like Hirst

development, but from this base they have grown in distinctive ways into more
’ Q

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
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comman sense. However, Hirst's interests lie-not in contingent facts about the
development of the forms of knowledge but in the conditions logically inherent
~ ~+ inthem. | o

- The forms, or conceptual schemata, are in Hirst's view as fundamental

and umversal as one can expect knowledge to be Perhaps there are modes-of.

MMWWWM%WW%WW

perhaps mamn may- someday come across these other forms but in Hirst's view,
as far as humanrty today is concerned this is the way in whrch what we know as
the rational mind views and experiences the world. Gertainly, these have |
developed in a certain'cultural4tradiiion, as pointed out 7by j(azepides.’ h
(198?, 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 understandi\ng in this tradition, and Hirst, does admit "it is only -
. because man has over the millennia ohjectifiedand progressively—developed )
those that he has achieved the forms of human knowledge, and the possibiiity \
of the develo‘pment of mind as we know it is open to us today" (1974b, p. 41).
This is, of course, a.strong claim, and one ihat murst be dealt with by
anyone seeking to design or implement any educational curncE!Lum. Education
based on knowledge, according to Hirst(1974b), gains its own just‘ificatiOn : |
because of the fundamental oonnectron between knowledge and mind, and is

thus more desirable than any other view of education. Hirst has done away with

the need for any metaphysrcal doctrme about reallty as he maintains that the

pursuit of rahona| knowledge contams its own Justmcatron in his words,

it is in fact a peculiar question asking for justification for any
development of the rational m|nd at all. To ask for the justification of any



form of activity is significant-only if one iS in fact committed already T
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

intelllgible under publicly r'ooted concepts and is assessable accordmg to

HC%WMWWWWW

the respect for evidence and sound argument freedom of thought, consustency
and clarity These principles limit the extent of rationality, for Justification outside
- - ‘the use of the pnncrples is not Ioglcally 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 no 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 partlcular form of rational knowledge, that
in which what-ought 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 omective and moral not because of any metaphysical reason,

N

: but because of the "necessary consequence of what the pursuit of knowledge

entails (p. 43).
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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 'llberal' educat|on and Peters' (1966), or Basleys \ 7
(1934) notion of 'education’. For all of them to be educated is to have |
understanding and k’nowledge that are of sufficient breadth and depth to -

liberate man from the 'oresent and the particular. In fact at titnes Hirst (1 974c)

hintself does not use the prefix 'liberal' and thls'can be confusing. HoWever, h‘e |
does make the distinction clear when he refers total education’ in his article,
"The forms of knowledge revlSited“. ‘For him “Liberal education cannot be

- ,reéarded as providing a total education. It explicitly exoludes:all objectives .
other than intellectual ones, thereby ignoring many central concerns, say -
“physical education and the educatlon of character"(p.96). The concept of
'‘character development' so much part of the classical and humanistic view of
education is ignored., The que,stioniof the relation between,liberal eduoation o
and the very young child is dealt with though, and in Hirst's view most of the 7
work done with students in pritnary schools is in the provision of instrumental

- skills such as reading and basic computation, or ln the sooialization and .
hab‘ituation them in necessary pre-rational fotms of behaviour ' /

Thus Hirst's view of Iuberal education constltutes only a pan of hlS wider
,concé%tlon of educatlon per se Consequently desplte his claim for its central

and powerful roIe in the transformlng of young people into autonomous adults |t

o does not seek to provrde for all aspects of the full development of the person

This view of an educatlon based upon propositional knowledge does not as
H|rst points out in hrs essay entitled "The forms of knowledge revnsnted" (p- 84)

preclude the lnclu‘slon of other elements in the school curriculum. Schools can

b



\

have craft, art, music or practical activities, or even encourage the developmentv :

| of certain other affective states, but according to Hirst they aredistinct trom‘ the -

currlculum based on the intellectual development of the rational. mlnd (p 97)

-Without enterlng |nto an argument for the rmportance of the acqu:srtron of a

‘broader array of human achlevements or attltudes suffice it to say that Hirst's

view of a Ilberal education is one Wthh due to its lrmlted scooe oresents a_

number of difficulties, partlcularly |n the arts. When lest comes to consrder\w

S

place of history in terms of hig-forms of knowledge theory he is also unable to

adequately justify historical studie on cognitive, grounds alone. |
The nature of th‘e ‘forms of k wledge' themselves is a mOSt difficult'
issue. Hirst himself admits that a great deal more work needs to be done in
further deflnrng and clarlfylng the distipctions. I fact, many critics, who
themselves accept the basic premiseyof the rmportance of rational knowledge to
any concept of a liberal education, tend to dlsagree on the dlstmctuons between -

forms (e.g. Barrow 1981, p. 43)- Hirst maintains that these forms of knowledge -

. are part of the domaln of knowledge which is centrally the domain of true

proposmons The forms are logically distinct and are mutually exclusnve This

autonomy or mdependence is arrived at by studylng the nature of-the true -

propositions which enable us to differentiate them. These are dlffere,ntrated by

- Hirst 1”7?,\) with reference to: 1) certain individual concepts, 2) the logical

structure of varlous proposrtlons 3) the crltena for truth |n terms of whrch they | ~

are assessed and 4) tfhe methods used for arrrvrng at true proposmons (pp. 85—

86). The fourth feature which Hirst sees as ‘important educatlonally is not in his
opinion a riecessary feature of the distinguishing criteria and he later relegates

it to a position of secondary importance. While the forms of knowledge are



~ position of seCOndary importance. -While the forms of knowledge are o o
fun‘dame\ntally distinct some incorporate features of other forms in them, and
B Hirst maintains that the mterrelatlon between them is complex and

,, underdeveloped While he does have some sympathy for a logical hrerarchy of

forms (p. 91) he malntams that this would be an oversumpllfrcatron of the true - / 7 -

'nature of the relationship. The lmportance of the forms ofknowtedge,uior_l:iwsw
lles in their drawmg together precrsely those elements |n a total educatton that h
are logrcally basic and in excluding all secondary consnderatlons. Th|s he sees

as valuable, in partlcular when looknng at the 'ends of educatron ina trme of

o pragmattsm relatlwsm or social dommance and in thls regard | agreewnh him

that his theory, although it does not attempt to justrfy a concept of total B - . :

"educatuon |s a most important statement of the loglcal relation between reasen. -

S e , ;
andeducatlon ‘ S : S I E s

7 7 Thus to revuew Hirst's arguments concermng forms of knowledge and
the currnculum education is concerned wrth the development of mind, Wthh is o
logically one and the same thing as the’ acqws”ltlon of knowledge (in a certam '7 “

" sense), and to acqulre more knowledge is to have a mind.in a fuller sense. By

knowledge here lest means only knowledge that' or. proposrtronal knowledge.

it ls}nowledge in thlS sense that- accordrng to lest structures our experlence |

Because there are logucally dlstmct kmds of concepts drfferent cnterla for

objectivity based on them and distinct methodologles for. arrrvmg atthe - LT

knowledge down n the ages knowledge has been dlwded mto a number of

mutually ureducnble forms. The curnculum of an’ educatmg mstltutlonfmust “

, respect the formal charactenstlcs of each “form of knowledge even if it uses -

other criteria to determine the mclusron of other subjects into the currrculum or o -
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teachlng methodolody ThlS respect however does/not necessarlly lead to the ,
) teaching*of forms as se‘parate subJecty | ':‘, ‘ ',; ' -
. Wh|lst much d|scuss|on goes on concermng the exact nature of the | 7 ] &
forms what is undenlablyﬂmportant in lests thesns is the contentlon that if one - f

- seeks to educate young peopleﬁ one must in some way hetp them to a0qwre

knowled e, and he cl enétureetknowledgmsuc@thatﬂasﬂwsM
lnto certaln logloally dlstlnct areas: that are governed by some’ meisuz(;f i\ < R

obJectlve conslderatlons _An educa-fjonal curnculum therefore cannot S|mply~

=

consrst of whatever some speCIal |nterest group church poI|t|CIan or rndlwdual

teacher dreams up To be truly educatlonal it must take account of the na?ure of

* ~
et - - Rl :‘97
- : . ~ °
t . . . A

L knowledge L L e T T s o
| There are a number of problems with lests theory, in partlcular h|s L
| equatlng of: the de\'éfoped mlnd ‘with the de\zlopment of ratlonallty There 1s e ;f
the qhesflon of whetherjudgements are purely ratlonal for example; ',}’ S \

partrcularly in the ‘a_r‘t:s but also in the scuenCes for it may be argu%dthat

volltlonal practlcaluand affectlve understandlngs are also mvolved In fact ngst L e e

~ (1974b) admits as much when he’ says that the knowledge of the, forms T

t s —_
4 _'n.v.

mvolves the’ use of symbols and the maklng of judgements ln ways that cannot '\

T
a0 . n

be expressed ln words and can only learnt ln atradmon" (p 45) lest s‘fheory _ A, »'

©

proposes two rmportant necessary components that have exrsted ln some?form w AN K

[N

in the tradmon of llberal educatlon slnce the é‘reeks the ob]ectlwty of s " e .

SO ,,,,,,,,&7 G,

2 knowledge and lts concomltant relatron to reason but he has mlssed in my g o S

aF

vnew 'some |mport‘ant dspectsof whata llberal educatlon means Hrs theory

",% has an und‘/rdeveloped feel to it, ,for by posltlng such a narrow view of the : ey
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liberal education.” Itis also significant thatgHirst‘ip‘laces no great emphasis on

the nature of human freedom as a key concept in any. idea of a liberal view of "~ .

[+
Q2

However the lssue Wthh l wrsh to draw partlcular attentlon to, and

- which in terms of this thesis is of most lnterest lS the place ofhlstory in the -

%ermsofk nowledge%heew?hemafetwoaspecwtomrvfl rstﬂhere*lsthe

N4 .

B questlon of: the history of the idea of a liberal educatlon secondly the questlon

| ~of the history of the development of mdrvrdual forms as they move from an

underdeveloped state to states of full development and th|rdly, the questlon of
the place of hlstor’y as a form of knowledge ano asa school subJect :
S in relatlon to the flrst two issues, Hirst (1974b) recognrzes the pedlgree

of the |dea of a liberal educatlon and notes that its Justlflcatlon was based in the

.past on metaphysrcal argumeog&ts whlch he states are no longer necessary (pp:

130-32), He maintainthhat a liberal education can‘bet‘justifled on

eplstemologlca] terms ‘alone, wrthout any appeal to aythority external to the R

X 'process of logrcal analysus For hlm thrs places llberal eduoatron on frrmer
ground because it lS free from a questlonable metaphysrcal base and also by - S

|mpl|cat|on the eplstemologlcally Justlfred&concept is more fully develop‘fed than S

»

previous ones. lest is correct in malmalnrng that we cannot reasonably base

- our claims about educatlon entrrely on concepts that are widely regarded as

belng problematlc But does thls noLpomt to the hrstoncally relat|ve nature of

L]

our thoughts’? They are not now. the ever fixed marl{ by Wthh we can

| 'navugate Hrrst (1974b) admlts that the forms are changrng, and that new forms‘Q

&l
* [ 2

are or may be appearlng but he makes no attempt to. elucldate ‘what that -

process may look llke or whether the changes occur as a result of mternal «
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instabillty'in each of the forms or external préssure from contingent events‘
Thus Hrrst avords this most rmportant issue as to‘t{e dynamrc hrstoncal nature o
of knowledge : s T C e S 7

< On the issue of whether history is a form of knowledge Hirst has radrcally

changes hrs view.. [By the: way it must be said that atno time does he state that

%Ahrsterwsheuldho#enge%be taughﬁnsehool&bu%merelrthaﬁtdoes*nofmeeww

- therr reductlonrst element However when Hirst (1974c) comes to reconsrder

‘the criteria that would make |t a form of knowledge Presumably, it, Irke
geography, is to be regarded as what he calls 'a field of knowledge (Hrrst
/:‘1974b p 46)] In hrs frrst attemptto defrnethe forms of knowledge Hirst (p. 46)77
states that there are seven forms mathematlcs physlcal sciences, human
~ sciences, history, rehgron lrterature and the frne arts and phrlosophy It may be co
srgnrflcant that the term 'human scrences is used as opg "<ed to the more -
commonly used social scrences Hrrst grves no reason for this, but the terms
: ,have dlfferent histories and meanrngs The 'human scrences are the usual _ | |
»translatlon of the German Ge/steswissenchaften which means Ilterally the study
- +of the human spirit. . History |s a most |mportant component of thrs approach *
jThe term was used extensrvely by Dilthey and others in ‘the hermeneutrcal
trad|t|on and was'meant- to dlstrngursh these sciences from the physrcal or |

natural scrences The socral scrences derive from Comte and the posrtrvrst

tradltlon of thch the hermeneutrcrsts are most e;rtrcal in particular because of

“ e —

 his VleW of the 'forms of knowledge (p 86) there is no mentron of the term

"human scrences and the term the so"ral sCrences has replaced it. Hirst grves -

“ 1

nQ reason for this” an,d seems not to be aware of the fact orrmportance of the
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" event, both 'hrstory and 'social science' are no longerto be regarded as true —

'forms’, and he explalns this decision in the followmg 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 all-from the kind with
*AWW%W»%WM%WWMHW%W
history and some of the social sciences are-in large measure not. _ ]
concerned simply with an understanding of observable phenomena in
terms of physical causation, but with explanations of human behaviour-i in

terms of intentions, wrll hopes, bellefs etc.. (p 86) IR
, Hirsto'ryt and theﬂs,oclalvsciences are now to be divided up and parcelled out
~ between the physicalsciences on the one hand and a hew form called 'inter- -
] personalknoWledge' on the other. ,Th‘ls new form containsknowledge both of
' one's own mind as well as other peoples It will be recalled that Hirst is |
- concerned only with proposmonal knowledge The |ntroduct|on of this new form
~ therefore raises the very seuousquestron of whether personal and"lnter-
knowledge can be fully characterized, or'charaCterlzed at all, in terms of -

- propositions which can ésubjected to public truth tests. In fact most oj one's

~ own thoughts have to/do w1th emotlonal or volrtlonal states and cannot be

subjected to pubhc truth tests ‘What then are these personal truths wh|ch are -
fully propositionable? Hirst does not elaborate and we are left to wonder. Far

" more. approprtate in this connectlon is the conceof of Verstehen or -

understanding used by Dllthey in_his theory of the human scrences WhICh

contains many components Wthh are not of a stnctly cognltlve nature and - % ;
which cannot necéssarrly besubjected to formal truth tests. We have the

capacity to understand others because we recognise them in ourselves -and
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- vice versaywe are all humans. ThlS is not a questlon of logic but a condltlon of
belng human ; lt is pre- ratlonal Thus part of the price pald for losing hlstory as
atull blown form of knowledge is the galnlng of another form which itself seems

- irrevocably oomplex. Have we not, therefore, lost a great deal and not gamed

‘ very much?'} Furthermore, we now have a foundational thesis about the nature

* of a liberal *ed,u'cation which no longer contains as an autonomous and lntegral

' part one of the mosttlmportant mtellectual achlevements of Western cuvmsatlon
ThlS 1 would malntaln senously undermlnes the educatlonal importance of the -

~ forms of knowledge theory, even lf Hirst can ;ustrfy its reductron in terms of the* -

<

lnternal loglc of his crlterla

) " However Hirst is certainly'right on another point when he seeks to
distinguish between‘the natural and the human sciences, and this may in fact
be the key distinction that is necessary when it comes to'torming an ] o -
'epistemologloal t_gasis for an educational curriculum. 'Bailety (1990), rlthIy in ml} : -
| view, in describing appropriate content for aneducation 'based in pagt 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 practlces
of persons or minds, and inquires jnto all those other' goings-on' that are
only properly- understandable as not products of minds. (in Entwistle,
1990, p. 58) ' ‘

The basis of this dl,stlnctlon however, is not to be found in the logic of scnence or

,,,hlstory ‘but in_the nature of- the object belngrstudledﬁt\laturalphenomenaflep——” :
_example, have no lmereaneanmgso thaLwhen ‘they aretheaobjectoLstudyr,i,f;4
and we wnsh to explaln how they occur we look, for causes which do not have .- '

|ntent|o.ns embed‘ded in them. However, when the object of study are events



from the human‘reialnj;- we need, in order to e'xplai}n them‘, causes that are" also
reasons ; that requlre under‘Standing'and not merely explanatio'n. Ce.rtainly .
hlstonans must take into account phys:cal factors when wntlng hlstory, for

| example flea rat symb:osns is germalne to any study of the Black Death, but an

- historian's work really,only begins where the epldemlologlsts ends. Hirst | o

(1974c} is, therefore; rightwhen he states that ' "—large tracts of sociology and

psychology, and indeed parts of history,' are there’fore of the strictly physical
sclencevan'ety" (p. 786),- but my co?ntenthnlsthat When,we are dealing-with
: history”the pais that 'are there when those elements ofthe physical sciences
have been removed cannot completely be explalned in terms of lnter-personal' '
/ knowledge There is much more besides, which Hirst has Iost through this
categorlzatlon, ln ‘particular,the nature of historical tlme and its place lnthe.
Western world vlew, as well as the relationship be”tweenn\arratlve form and
knowledge. » _ _ o '_ |

- With regard’to'the rquestion of a culture's view of time it is evident that not
all have mé same view that has developed over the pasttwo'thousand'years in~ .
~western CIVIllsatlon Paz (1967) in his commentary on the work of the French 7 o
anthropologlst Lev: Strauss argues that the West may- be unique in havmg a
view of tlme based on successuon and history, (p 87), and that having such a’
: vnew is an essentlal part of of being a member of that culture: Some pnmltlve

SOCIetleS accordlng to Paz, live wuthln an atemporal system and place little or

“no emphasns on th|s vnew of tlﬁe Others havea vision of cyclical time (which)

encompasses the hlstorlcal happenlng like a subordlnate stanza |nthe circular -

poem which lsthe cosmos" (p. 89) He malntalns that "only the modern West
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has identified itself fully and frantically with history, to the» extent of de_fining' man

as a historical belng" (p 89) e A
~ Afurther |mportant element is lost when lest drvrdes history up in thls
way, and that is the unique nature of historical narrative. Ankersmit (1983) ina )

detailed review of narratlve theory argues for the autonomy of historical -

‘narrative, and res:sts any attempts to reduce it to deductive or atom|§t|c

| approaches. He maintains that causaI theories of the covering law model type
cannot be used to successfully account for the relationship between/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 zrd\tate'sthat t\he
rules governing meaningtul use of historical concepts "involves no necessary
temporalorder " or any "particular sequence of thought” (p 118). This concept R L
of sequence however, is accordmg to Ankersmlt one of the dlstlngwshlng and |
necessary features of history, - . S

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 domaln of the sciences). - (p. 250)

&

Ankersmit also denies that a slmllanty between L '

narratios-and-arguments does in fact exist. .Unlike arguments narratios-
have endings but no conclusnons The endlng of a narratio is not a kind
of shorthand of what was told before; nor-is it possible to reconstructa =
- number of premisses that'would lead up to the ending of the narratioin ~—
the way this can be done in an argument (p 46) ~ L

Hirst’srlack,of acknowledgement of the autonomy and significance of historical -

narrative and his reduction of history either to science or inter-personal
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knowledge ma); not be surprising in the light ofranother of Ankersmit's clai"r;s
that con‘tempor}:lry phi'losdphy,has hot shown much interest in narrativist
philosophy'.' He maintains that "contemporary philosbphy of language

| conéidérs solé'ly the problems caused by words, sentences or statementé,
neglecting almost entirely the study of sets of singular statements, i.e. stories or

narratios" (p. 58). ;He notes that Wittgensieih bréferred to define the context

which sul‘rroundsrparticular sentences in terms of extra-linguisﬁc conditions _
rather than taking a narrativist course (p- 59). Ankersmit- accounts for this by
arguing that there has been a belief an;ongst linguistic philosophers that the

7 "interlgging problems in the philosdphy of language occur‘onls} at the levél of
words gnd.sentences (6r 'statements), at whartrr}nigrht be cailled the 'atomary‘ |
“level" (P- 59). He feels that these philosophers by impliéatvion co_nsider narratios
- as m’erely “molecular combinations of more basic "atomic”, sentential elements
and consequently are ncﬁ‘t‘ considered to pose their an specific problems” 7
.59 -

. Hirst's theory of the "forms of knowledge'’ makes an important contriput‘ion
to the the study of the nature of the educational enterprise, but its narrowness,
"and its inability to recognise the true importance of history medns that it is
Aserizauslyj flawed. What 7i's needed is a not a lesé; rat{ohal view of mind but one

which reflects more completely the full nature of human knowledge and o~

- understanding.

While Hirst's ’r’ét’ﬂ]éti’dﬁ?if"ﬁi’s’thy' to science.andinterpersonal knowledge-

and his ambiguity about the dynamic and historical nature of knowledge 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 ’

Y
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history' he seriously undermines one of his most i.mpo'rtant claims for a
knowledge based education. That is, that itj,s 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 clairns' that the 'forms of knowledge' theory .
provides what Maclntyre (1966, p. 96) calls 'norms for men as such' ag ooposed

to norms which are ‘historically relative'. Maclntyre denies that this is in fact a

-

real alternatrve and oomts out the need both for some torm of objective
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 to govern my choices .. I am asklng
for guidance of an impersonal kind, not just for me, but for anyone-
anyone, that is in my situation. But the more that | particularize my
situation the more | ask for guidance for people who belong to my
time and place - or to other times and places of a sufficiently and
relevantly similar sort. | am always going to be faced with two
dangers. If | abstract, | shall be able to characterize my situation in
terms quite apart from any specific time and place, but by so doing |
shall not solve my problem but relocate it. Forthe highly general form h
of the problem and solution then has to be translated back into
concrete terms, and the real problem becomes how to do this. If | do
not abstract suffrcuently, | shall always be in danger of making myself
the victim of what is taken for granted in a particular situation. | 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 reco\gnizing the dual nature of knowledge, its contingent
as well as its necessary aspects renders his thesis vulnerable to the chargeof = -

mcompteteness as well as |mpract|cahty Because without the inclusion of such

Va theory of hnstorrcal knowledge it is not clear how we are to translate hIS ideas

back to the concrete reahty of the contemporary sutuatnon What is needed is a

theory of knowledge able-both to justify the inclusion ofhrstory in the curriculum
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6f liberal education, and also to provide a solution to the dilemma outlined by

Maclintyre. Unfortunately, Hirst's 'forms of knoWled‘ge’ thesis does not do either

and.‘ité failure to do so seriously Wéakens th strength of his case, and théreby
exemplifies the necéssity for fully including history both in the justification as

- .4

“well as in the curriculum of a liberal education.
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Symbolic Form and History
Symbollc Forms
Before analyzrng Cassrrers views on history it is essentral that an

- investigation of his theory of symbolic form take pIace for it provides the

%f*femmmmmmmmmmw

represents an attempt to provide a phllosophlcal foundation for the study of
Ianguage, scrence, culture and history, and while he makes no direct reference -

. s ’ ’ 7 - : - B R ST
to any particular educational theories'his ideas are very relevant to the idea of a

liperal education. Cassirer rnaintains that philosophy :

has to grasp the whole system of symbolic forms, the application of which
produces for us.the concept of an ordered reality ... and it must refer each
individual in this totality to its fixed place. If we assume this problem
solved, then the rights would be assured, and the limits fixed, of each of ¢
the particular-forms of the concept and of knowledge. as well as the
- general forms of the theoretical, ethical, aesthetic and rehgrous
. understanding of the world. (Cassnrer 1923 p.447, quoted in Cassirer,
1979, p. 27)

Cassirer derived the concept of symbollc from both h|s studies of scuence and
- arnt. Hrs realisation concerning the hmltatlons of the structure of mathematlcat
and scientific thought, when apphed to the problems of the culturat screnc‘es, led

him to investigate and to differentiate the various ’fu\ndarnental forms "of man's

: understandmg and apprehend each one of them as sharply as possnble in its . ‘

specmc drrectron and charactenstlc spuntual form (Cassnrer 1953 p. 69).

For Cassrrer the stamng pornt for philosophy was the fact of the

. int‘ersubjectrve understandmg of meaning" (Krors, 1987, p. 43), and the decisive



fact for him is that language and other symbolic forms provrde a bridge from N -

lndlvudual to lndlwdual

- This stands out for me again and again in the fundamental phenomenon . -
-of language. Everyone speaks his own language, and it is.unthinkable -
that we shpuld carry one person's language over to another. And yet we o
understand one another through language. And there is something like  -. - =
unity. throughout thé unending variety of different ways of speaklng In "~ b
#Mﬂesﬁrmemédecmvemndﬁfaﬁewmm the™
) objectivity of symbolic form, because here the inconceivable is
accomplished. Language is the clearest example. We claim that we
-stand here on common ground. (Cassirer quoted in Krois, 1987, p. 43)

\Thuséthe fundarnental questions of 'phllovsophy fvor»Cas'sirer are, how is it
possible that there is‘meanlng, 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 philosophica‘linguiry on
the fundamental phenomenon of meaning. T'hev task of philosophyr is not the

_ crithue of knowledge but a critique of nteaning. ~This task, for Cas,slrer,rwas to. |
‘be accomplished by an i'nvestigation of "'the syntbolic forme ' ‘These refer to
- particular occurrences of meanmg to the different klnds of symbollc relatlon and
most lmportantly to the cultural forms or ways of having a world such as myth,
language art, science or history. | |

In 1921 Cassirer. first gave a deflnltlon of symbollc form and stated that

"under a symbollc form’ should be understood every energy of mind ... through

o Wthh a mental content _of meaning is connecteth(LaconcreteﬁsensomsrgrLi;Wf,fﬁWW -

and made |t adhere lnrernally to lt " (Cassirer i in Krois, 1987, p. 50). .

While there/are an unllmlted number of signs, that does notmean that there are
- -an unlimited number of symbolic forms, and Cassirer limits them by confining -

"symbolic form"to those specific, cultural matrices which help form a world view.



One criterioniof such symboltc forms is, therefore, universal applicability. The
other is the triadic nature of the symbol with its three elements the percelver
the percelved and the form of perceptton o ) R " o R+
The underlyrng thesls of the entrre philosophy of symbolic forms is that,i " |
/ the problems of knowledge and the problems of language are rnseparable In

Wnﬂomhﬁmmwﬁhmmﬁmwmaﬂw

‘as ratronalrstrc or emprrrcal For the rat|onaI|sts Ianguage was an expressron of -

£
£

the ideal of unrversal reason, and, therefore reason and Ianguage are in
pruncrpte mseparable The empmcrsts on the other hand while acknowledgmg
that reason cannot be completely separated from language, start from the
assumptron that the primary form of knowledge is simple awareness of sense
data, and Ianguage is an addmonito this awareness, vsrhuoh emerges Iater on.

| Cassirer sees both these positions to be inadequate t/npagicirlar the purely |
naturalistic theory of Ianguage as he denies the possrbrhty of pure expenence
and malntarns that mtuutron and expression are inseparable. Thus the falture of

* lmgurstlc science in the nineteenth century to attain the same certainty and ~ _ | S

exactness as the naturaI sciences is explained becauge it was based on an |

[}

illusion, namely that language is a natural phenomenon. For Cassirer,

therefore, the key to understanding how language works is to be found fromi
within the human mind, throug-h interpretation and not merely by——the

explanatlon of external physical events such as sounds or objects oL .ot

Thus meaning for hrm rs the

T

sine qua non of linguistic fact. Language for modern linguistics is not .
sound, nor again the motor and tactual sensations which make up the .
-—- word psychologically, nor yet the association called up; it is meaning -



y

itself which, although conditioned by these s not ldentlcal wrth any of

them (Urban 1949, p. 409) ] \ Coe e .

@

For Cassirer the primacy of meaning has, therefore important-implications for"‘ :

the methodology used in the study of Ianguage and he mamtalns that there are

two pnmary modes of meamng frrst reference or mducatlon and secondly,

, equally lmportant representatlon Therefore Iangua>ge wuthout meanmg is not

the 'simple’ |mpress|on and synthesus‘merely in the, assocnatlon of

7 ,deagn ates’.othe,,naked fact,or,combmatlon,a&suchrbutdoeenotsaya'nything 9

Ianguage and its lmportance cannot be overemphasaed To Cassnrer

this element (or functlon) is an Urphanomen present in Ianguage from lts .

s:mplest to its*highest forms ... and the development of this mode of ’
meaning -- from copy through analogy, to symbolic repregentation --
constifutes the thread to Cassirer's treatment, not only of language but of
the entire range of symbollc forms. (Urban 1949 p. 409) =

-

For Cassirer language is thus present from the beglnnlng X object's are not

~ perceived and then known; the pnmary expenences are at the same tlme
\ primary forms of expressnon and constltute the natural' world plcture The

) empmcust clalm that the pnmary and ongmal form of knowledge iS. one in wh|ch

we merely possess the sense data is for him a myth Cassirer i is further cntlcal

impressions." (Cassnrer 1953 p 102) The genenc term assocnatlon in his

view, does not adequatelv describe the nature of | conscnousness Ittmerely °

of the sensatlonallst approach "Wthh sees all objectlwty as encompassed in 7\:

whatsoever regarding specific character and law" LQassiLerifsiaupuffD -103). - -

Rationalism however according to Cassirer also fails to overcome the ..

inner tension between two fundamental elements of\ conscmusness between |ts

mere ‘'matter’ and its pure 'form and the

\



prmcrpte ObjeCTIOH 1o thrs, formul“atlon is that theuantrt’hesrs*expreseeggr
-, is'a product of abstrattion;-the particular factors.qf kn@wledge arg. , SRS
o e Iog|cally evaluated, whereas the unity of the; matiei'ﬁan‘ﬂ -form-of :*' A S
" consciousness, of the 'partigular iand the. UFJI\(S-I’S&J of the:sensary: 'dazta
* -+~ - and pure ‘principles’of order" constltutespremsely tha.gﬂo‘ngmaﬂy oerfa«f
ot _:and originally known phenomenon’ w,hrch e\féry anatysrs‘of@ L A IR

el T Aconsc:ousness must take as rt,s pomtof dep,artUres,‘,(p 104) SO
S - [ R R . o
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metaphor of rntegratlon and "the elements of ‘conscmusness are related te the S

-+
ks
-

whole of conscnousneSs notas an <extensnve part to a sumofthe parts but as a ’ -

!" N R U .

drjferentlal to fts=|gtegral" (p 104) He further ex‘plarra‘s that’ R o

Vg ‘ v o Y : >

TR ~ the 'integral of consciousness is cohstructed not from the sOm ofits. RN
© . . Sehsuous elements (a, b, ¢, d; -.), but from the totality, as.it wefe, o nts £ L
dlfferentrals of relation and form (dr1, dr2, dr3, ...). The: full: actua[‘tyd

FRA )

.~ _CoRsciousness is merelythe unfoldrngof what was present as p@tenoy §~ . Ce
R *and general poeslbnhty in each of rts separate Taqtors (p 105;3 R

- . b \m o N [
. . h @ . )
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<
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Thns mtegratlon acCordrng to hnm overcomes theallusuon of an: orrglnel dnvrsron

between, the lntellrg|ble and the senonus between '+dea and pﬁhenomenont, S EE

AT

B and aIthough we strlI remam ina, wondgof |mages . .
AN C
" .. these are not:rmages wh:ch reproduce a self subsnsteht vyortd of thrngs R

, - they, are’image-worlds: whose pnncuple and origin are.to be sought in an . <.
v T aytonomous’ creation‘of the spmt Through them alone we see what we
' call realnty and in.them alone we possess it: .for the hfghest objectlve B
truth that is accessere to the spl nt is ultlmatelythe form of its awn actrvuty AR
N T T

LA oo - R v . L
S . . PR ._e»

ratronahst poettron rntrbdueestherdea eLthe symbeflo f”ormwT—hrys what
tbreaks the- Iog jam of the antltheses created by the ot‘her two doctnnes

& Meanrng is present from the begmnlng, and lt |suon the basrs of thus th|rd foree

Bl
g

at Casswer not only deals with the fundamentaf problems of the relatlonshnp e
7 - ! N =t "Q’} 7 A\l woen r . T oo _ - .j “
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~ between language and the world or the ldeal ar)d the real but also provvdes a -
| v’gfoundatlon for hlS subsequent cultural studles Casslrer notes "we shall seek to
pursue the problemofs:gns not backward to |ts ultlmate 'foundatlons but
forward to its- concrete unfoldmg and conftguratlon in- Ihe dlverse cultural :

'f?ff? spheres (p 105) For Cassrrer the questlon of what the "thlng in ltself" means IS

- "an %ellectual phantaSm" for reatity. canno,t be found in the |dea of an abstract

) bemg detached from the senses and more lmportantly from ltfe Not l|fe in the : \’

N ) blologlcal sense, but human I|fe Wthh cannot be concelved wuthou |

necessar)rcultural context. e

The aim of phllo.sophy for Cassurer is not'to lft the vetl of language orart SR

°

or-history so that the truth can be found within, but. to reverse this dlrectlon?of

4

- inquiry, and

- if all culture is- mantfested in the creatlon of specmc |mage -worlds of N :
- .specific. symbolic forms, the aim of philosophy is not to go behind all . S
these creations, but rather to understand and elucidate their basic o

formative principle. -Itis solely through awareness of this pnncuple that -
the content of llfe acqwres its true form. (p. 113) : -

: Human knowledge cannot get rid of these symbols |n fact it lS these very forms - .o ;

~ that constltute itin the frrst place Cassnrer mamtalns that the’ foundatlon for such
an explanatlon begins’ wnth the his concept of natural symbollsm "that
representatlon of conscnousness as a whole whrch iS necessanly contalned or - . | .

‘ at Ieast pro;ected in every slngle moment°and fragment of conscuousness

i lsymboISﬂ'*’”*f%'%:LW

t

,,,(p,, 71705)— In —hls—vnew—natural—symbolnsmftsfoundatronaHdtheamf'

th

,,oLarbltrary snghswhrchconsclousness creates 4n4anguag&amand myt

e
.« -

These are rooted-in an onglnal spmtual process Wthh belongs to the Y ry

- essence of consciousness. Therefore we-can o s e



understand how a sensuous pamcular such as a spoken sound can -
become the vehicle of a purely intellectual'meaning, only if we assune
that the basic function 6f signification is present and active before the -
“individual sign-is produced, so that this producing does not Treate

- ‘ signification, but merely stabrlrzes it, applnes it to the partlcular case. . - |

- -

(-106): R

. A 'sign’ i‘sva sensuous embodiment of consciousness that has a twofold nature,

*_one the sensible and the other free from sensibility."Thus the 'natural” -

syrhbo!iSm which we found embedded as a fundamental characteri'stic of .

: conscrousness is on the one hand utilized and retarned whnle on the other '

R

_handitis Surpassed and refined.” (p. 106). For Cassirer thd sign cannotbe

/
) merely a copy of reahty or d repetmon of “determrnate and fsnrshed partacular

intuitive or |deat|onal content (p 107) lf this were the case and the essentlal

funct:on of language was to repeat in another medium that ready-made world of

I' ,sensatrons or mtuttuons then it would be empty and the sceptic would have a
pomt For Cassurer (1953) Ianguage and the symbohc signs tound in myth and
art dmurre their meanrng as a secondary step, in addition to belng, but

thenr berng anses from thear srgnrfrcatron Therr conterit subsasts pnmanly and

whol|y in the functton of signification, and S - -

myth and an, Ianguage and scuence are in thrs sense confrguratrons
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 us as one and many --asa
- diversity of forms, which are ultimately held together by a unrty of
- meaning. (Cassrrer 1953 p. 107) : - ‘

The role of the sngn is as an rntermedlary between the mere \substance of.

~ consciousness and rts spmtual form., tor what constltutes the true force of the
s/|gn ... is precrsely thls that as the immediate, determrnate contents recede the
general factors of form and relation become all the sharper and clearer

L



&

(p 108) The partlculars of conscrousness contam w:thm them and’ are .
? contamed W|thln the potentlal of the whole.. Thls iS the mtegratlon talked about
| ) earlier, and the sign llbe‘rates thlS potentiality and ,enables it to become tru_e

/' ': Now one blow strikes a thousand connected chords which all vnbrate o
more or less forcefully and clearly in the sign. In positing-the sign,

= fconscuousness detaches itself more and more from the direct substratum
' o ‘of sensation and sensory intuition: but precisely therein it reveals its
inherent, original power of synthesis and unification. (p. 108) '

o B

" Consciousness is both dynamic and synthetic and the sign serves notto

- represent its mere particulars but its complex general movement towards new
- perspectives. Cassirer uses the example of science to show the way in which -
"~ oneof the essentialadvantages of the sign operates. It not only offers a L

— -

symbollc abbrev;atlon of what is known but opens new roads into the unknown

It |s by l'[S very nature, the mtegratlon of partlcular and universal, that itis 7
impelled to extend its llmlts. The questlons solved byNewton and _Lelban were
known before they began working on them "but alL’these problems were truly?_ ‘
) mastered only when a umfled and comprehenswe symbolic express:on was
feund for them" (p. 109-110). - ) | ’
Thus the functlon of Ianguage is not to copy reallty but to symbollze it.
Cassrrer thus puts forward in this connectlon a theory concermng the

s development of language from the sensual to the symbollc and accordmg to

~ this theory Ianguage has developed h|storlcally through three stages: the

mimetic, the analoglcal and the symbollc (p. 190). This abstract schema

represents, however, a functlonal law of linguistic growth, one that has its

specific and characteristic counterpart in other fields such as a'rt and’cognition. '

\



~ ~Eor Casslrer man is not merely the reasonlng antmat but the symbollzrng
: ammal and thus emerges the questron which underJres all these drscussrons ‘
and that is - What is the nature of man’7 Cassirer sought to approach thls issue

of what he caMed anthropotogtcal phrlosophy through his theory of symbohc

s

form and states that

| )
! 7

we cannot define man by any mherent prlncrple Wthh constltutes h|s
metaphysical essence -- nor can we define him by any inborn’ faculty or-
instinct that may be ascertained by empirical observation. Man's
~outstanding characteristic, his distinguishing mark, is not his
 metaphysical or physical nature -- but-his work. It is this work, it isthe
system of human activities which defines and determines, the circle of -
‘humanity’. Language ‘myth, religion, ant, science, history are the
constituents, the various sectors of this crrcle (Casswer 1944, p. 68)

«

B Thus a phllosophy of man for Casswer is one WhICh gives |n5|ght into the

fundamental structure of each of these human actlvmes and WhICh at the same o

tlme enables us to understand them as an organlc whole These symbolrc

forms are not random creatlons and are held together not by a substant|a|

Slmllal’lty but by a functlonal structure and he marntalns that

- Y

" this structural view of culture must preced.e the merely 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 |t can
classrfy order ans organize these facts. (p. 69) - .

K]

"'Thrs structure rs to be found in ‘the symoolrc forms and (,assrrer deflnes man not

" s0 much-as an anrmat rationale; but as arrammafsymbollcumjpﬁ% )-
Cassirer's intention, therefore, is to understand the nattire of man in terms of his
culture, which is expressed in the various symbolic forms and he denies that

, ‘man can be defined by reference to an hypostatized metaphy'sical essence.



However man is not determmed totally by culture because it |s h|s creatlon and
he rs free to envnsage hrs own world of values and to reconstruct h|s human‘ ‘
world in terms of his. Irved expenences ThtS freedom of course ts not total but T
”eX|sts wrthm the hrstorrcal achlevements found in the v“arlous symbohc forms — :
7 In his book An_Es_s_ay_Qn_Man (1944) Cassurer summarlzes hns hfe s work

7 orrthe*theoryoﬁsymbohcform*ﬁerdoes*rrot‘denwhaﬁnan livesin and s .

'governed by those blologrcal rules which determme the life of all other : o

orgamsms However man |s not merely quantltatfve|y dlfferent from nature he - ' .

" has by becomlng,human undergor_t_eva guahtatwe change. This qualrtat‘rvei 7

difference is cohesiveness around the symbol. As Cassirer expresses it,

N

. between the receptor system and the effector system, which aretobe = - -~ -
-found in all animal species, we find in_man a third link which we may- :
describe as the symbolic system. This new acquisition transforms the
whole of human life. A$ compared with other animals man lives not
o merely in a broader reallty, ‘he ||ves so to speak in a new d:mens:on of
reahty (p 24) A , 7 I

* This new dimension means that, in Cassirer's view, man no longer livesina

" purely physical universe but inhabits a symbolic universe as well where -~
language, myth, art and religion are parts of this upiverse. They are the
varied-threads which weave the symbolic net, the tangled web of -

ﬁan experience.... No longer can man confront reality rmmedrately,
he cannot see, itas it were, face to face. (p 25) S L ‘ N

Cassrrer mamtams that human reason is grounded on these symbolrc forms

2

“and that the functioning of human conscuousness is symbollcallyfpregnant. He
/ - - . - - - .

illustrates this thr,oughan example of how consciousness functions in relation to

~ its object - He asks us to consider a simple plotted line, a Linienzug, on the one )
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hand from an expressrve or aesthetlc pornt of wew and on the other from a-

mathe’matlcal or conceptual one Our drfferent nnterpretatlons of the line arp/ not

merely the result of our readrng ourf own inner states subjectlvely and

arbltranly into the spatral form rather the form glves itself to us as an anrmated

o totallty, an rndependent manlfestatron of life" (p 202) Cassrrer says,

\by symbollc pregnance we mean the way in WhtCh the perceptlon of a

- sensory experience contains at the same time a certain non intuitive -

.~ " meaning which it immediately and concretely represents Here we are
not dealing with bare perceptive data .... Rather, it is the perception ltself
which by virtue-of its-own immanent- orgamzatlon -takes-on-a-kind-of -

“spiritual articulation - which, being ordered itself, also belongs toa

determmate order of, meaning:. (p. 202)

-

Perceptlon of the srgn and its meamng are all |nterwoven and this means that

- even scientific knowledge is not merely the study of raw data nenther are t|me

A

;
and spacexpure unmed;ated |mpressnons_ enther, 'but both necessanly rlmply a-

concept of order. Time, according to Cassirer, emerges from the,prooess of

| ’recOgnit;ion,_and identification ngcessary 'inviewing,the, world symbolically, ’as'

Wﬁen -
_. 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 conceiving.time as a general scheme, as a serial -
- which comprises all theindividual events . The awareness of time
nécessarily impliesthe concept.of such-a serial order correspondmg to

other schema whuch we call space (pp. 50- 51

Thus memory rmphes a creatuve and constructrve process as man, recollectmg

past data organuzes and synthesrzes them and assembles them |nto a focus of
thou,ght. Thus, future becomves not only animage, a prudent fact, but also an

ideal which is not an just an ‘empirical fact but an ethical and 'religiou$ taskr )



by
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‘ rwhrch requrres prophecy and foretelllng Th|s |deal future sets up a dualrsm in

- man's view of hlmself between bemg and becoming and this conflrct is |
t *exacerbated by . the lndependence of the symbollc forms from mdrvndual wull D s
The. symbolrc forms, whrch are man 'S attempt to express his life contrlbute a : |

sphere of lrfe that have a lrfe of therr own apart of eternlty by whrch they survnve '

o complete demal of reason- leadsto man losrnghls freedom or his- freawalhjf'h’isf* -

f'_man'sﬂndrvrdualﬁandephemerareﬁsrence Tnus T ) —

in all human activities we flnd a- fundamental polanty . atension S
“between stabilization and evolutian, between a tendency thatleadsto . -~ - - -
- fixed and stabje forms™of life and another teridency to break up this rigid -~ " -

- scheme . Man\is4orn between these two tendencies, one which seeks to
- preserve old forms whereas the other.strives to produce new ones :
There is a ceaseless struggle betwgen tradition and innov

~ reproductive and creative forces. This dualism is founeh/all the

domarns of cultural life. (p- 224)

This dualrsm is found very clearly i guage in 'it's' conservative yet adaptive
nature. In Cassirer's oprnron reason must nelther be merely thought of as S
berng synonymous wrth language nor must it be grven a global definition. ;

Reason is the reason of the drfferent symbolrc forms, the reason of language,

the reason of art, of sclencerand of hlstory and'has no gene‘rlc form,but
becomes clear and drstrnct only when the specmcs of the forms are. added. - -
Furthermore the symbollc forms whrch constltute culture hold the world at a "
d stance and liberate man from the narrowness of existence, and they are the

key to self lrberatlon from |gnorance and injustice and fear. However the

“is the case in socretresﬂoml nated by- myth}andaccordrngfo{)assrrer's tlfeory— V*i
of the historical development of the forms, man has i in the past outgrown this - -
dommance of the mythic state Not that myth is not still there in man's )

conscm.usness, it forms a vital part of the religious form, and is alrve’v,an‘d wellin -
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' consc:ousness it forms a vrtal part of the rellg1ous form and is allve and well in" -

| ';. However if, as happened m Nazi Germany myth is. made to assume the

~ dominant role it can help tead to tyranny. Late in life Cassirer, in his book Ih,e

f

‘the arts but it must be held in check by the reason of‘the other forms In fact for S ’

Cassrrer it co- exrstsln a dlalectlc unlty W|th SCIence and h|story

X

%em&amrﬁeﬁmmemenemeammlw

- these lines.. He maintained that when the mythlc forrp allled W|th modern -

the purposes of socual control '(hlS has terrlble results ‘He soUnds a warning to

-any who would turn their ba&ks upon the. lessons of the Enllghtenment and _'j . |

’ technlques of mass communlcatlon and terror |s used to control man's m|nd for

| would wush to expunge reason from our.culture. In tlmes of CrlSIS man reverts to

,true and full nature of the human soul.

: these more pnmltlve ways of thought and thereby, nsks losrng his rndlvrduallty

) ; and freedom In my view an attempt at prowdlng a llberal educatlon for all

people |s one of the most |mportant ways of mamtamlng thls state of equmbnum

between the symbollc forms. Those who seekto attack thls equrllbnumand | ’ }/ e
replace it .Wlth ldeologlesbased either ona determmrstlc or b|olog|cal view of R
man, or wuth some lrratlonal myth of the noble savage are the enemies of the
. . N o
Thus Cassnrer’s theory of symbollc form not only prowdes an .
eplstemologlcal foundatlon for language culture and educahon it also enables

its ethlcal nature to be explalned and defended Man is not merely a blologlcal -

) fact knowledge is not the etchlng created by random data banks on a clean - 3

slate reason is embodled in our cultural lives. Myth llves in our hearts but must

. be held in dynamlc equnpose wuthln reafson Any theory of: educatlon Wthh '

_does not account for this balance and which does not have as its goal the
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' contrnued monltormg of the ideal of human freedom |s anti- human and
potentlally ensfavmg The dangerF today come not sor much from the Nazus but - -

from those who would- reduce humarLlrfe to somethrng less valuable somethlng e

T e

: merely law governed or purely eX|stent|aI The posltrwsts and thelr behavrourlst
offspnng the ex1stent|a||sts the dlalectrcal matenahsts and the ultra romantics

“are al{art of an array of doctrinaires who for, whatever musqulded reasons

would see f|t to trap man in a,r{ |rrat|onal or determlnrstlc world vnew The study

of hlstory is a key element |n the battle to free the human mind and defend the

c|ty of reason aga|nst the barbanan hordes clamourlng at the gate ff‘ o

,_‘ Histo'ry . . . B T - : 7 , 7‘ o 7' ] »

) é

. Accordmg to ltzkoff" (1977) Cassnrer d|d not consrder h|story asa symbohc
form prj,or to h|s booR An_Essay_oﬂ_Mgn (1944) In this book he pIaces h|story

after myth and rellgron Ianguage and art and before scrence m |mportance He

- had f|n|shed volume four of his won< Ihg_[’_mb]_em_oj__tsggﬂl_eggg (1950)wuth a - 7_ -

detarled study of’ the drantatlc growth of h|stor|cal studles that occurred durmg

~
-

T the mneteenth and early twentleth centurles Casswer accordnng to Itzkoff T

(1977 P. 124) had reallzed that a basic tenet espoused |n his. phnlosophy of i T

7/ R

symbolrc forn1s had been fqunILed almost within h|s I|fet|me Th|s was

. . zthe emergence of a new modalsty of thought self consciousness about its
. o - canons of logic, evidence, subject matter and predictive status. The study
e f'-t -of history as well as the vast increase- rrrhrs‘torrcarwntrngsshowechclearlyﬂf'" B

' * to him that history was’ a unique and independent dtmensmn of human A
] ‘thoughrn(p*‘u 24y , T ) N

-~
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Inlh_e_Emb_[e_m_g_ﬂgnmle_dge (1950) Cassrrertraces this revolutlon in - B o -

- nnneteenth century hlstoncal thought back to. the Enllghten t He mamtarns .

e that modern hrstoncal th|nk|ng begrns at that tlme and that fphtlosophers such

as Voltalre were not onIy famlhar with thls manner of thmmﬂg "but made use of

lt as one’ of the chief measures in the battle”for (therr) own |deals" (p 217)

/ Cassurer also crtes Frederick Melnecke |n support for this thesis (p 217) and

~ L
: *whlle he recognlzes the contnbutlon of Vrco as well as VoIta|re for h|m it is

T Herder who is the most rmportant precursorto the hlstonsts Th|s was. because

Y

'''''' - for Casslrer it was Herder who proclaimed. that hlstory was not " a mere chaln of

events but became a great |nward drama of’ mankrnd itself" (p 219). It was
) \.Herders concept of man in hrstory Cassrrer‘clalms that revolutlonlzed .
historical thought because ' | o
¢« manisno Ionger seen excluslvely or even predomlnantly as the man of -

~ achievements, but as.a man of feelings; no lohger in the sum of his acts
but in the dynamics of his feelings. All his deeds whether in the field of

" His inner life discloses itself only after one has peyfetrated behind these T

o ~ politics of philosophy, religion or art represent bu?outer side after all.

-~ to examine his nature, and this appears in more primitive 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 of history, for is not the essence of nature in men's hearts

‘ ,(pp 219220) L , , S

Thus the events of hlstory ‘{re sngnmcant to Herder in so far as they were

. ,revelatlons and dlsclosures of human nature, for |t was not merely the strlnglng

. together of one polntlcal or rmhtary event after another that mattered but the '

g study of the whole of humanrty The hlstonsm whrch Herder champloned was :- -
, accdqgung to Cassirer, no mere relativism that repudlated all values, because at
. . its heart was an ldeal of humamty, a general and unlversal b|nd|ng pnncrple :

/



,;’"' o W|thout whrch hJstory had no mean|ng or unrty (p 220) ThIS |dealvhuman|ty
o ‘was not present merely in one era and not the next, and nelther was it remote \/
| from the present for “|t was present in actuaI|ty at every moment. where genunne
E s spmtuallty and a perfect human life shone forth" (p 220) Hlstory therefore to
-f' Herder was not-the just externaf manlfestatron of man 'S act|ons it was the study - Lo

ofthemsrdeoﬁhesoufo#manﬂtsmeanmgrhowever, coufdnotbe“reveafedwwww

</ - by the study of fragments study, but couId be found onIy |n the totahty of 7 o .-

o phenomena and thlS too "only in the form ofa sequence not seen all together" . : }7 \

(P 221) CaSSir used Herders words to show that thls ylew was as one o fi v

rwh|chsawthesulofman, LT 7. o e

A ]

T

"~ inthe Iaurel wreath or the spectacle of consecrated herds, in merchant
~ ships and in the captured banners themselves, there is n h|ng -onlyin "~ -
the hearts-that carved these things and strove for them and attained them""
- : “and wanted nothing more-every nation has a certain felicity in itself.
- . ,Lfalone as every sphere has its centre of gravrty (Herder d 744 quoted in-
e Cassnrer 1950 p. 221) o . o -

-
L

> Inquoting at length from Herder, Cassiref was ablé to show that many of the
features of an 'historicatview of man, while they forma great ~part of the 7

A
Romantrc legacy in fact have their ongrns earller in the E|ghteenth Century ‘His .

sympathy for Herder reflect the spmtuahty and generosrty of his own viéw of the

human predicament, and when Iate in life he wrote his last two works i in Englrsh

BT ,,lng_m_gf_me_&ate and An_.Essax_Qn_Manhe was | tQﬁIMILtO these themes B

and to attempt to make sense of them in light of the expenence of Nazu .

Germany, the Second WorId War and the Holocaust | ‘
Casswers d|scussmn of Herder's views rarses questlons about the -

o i
relationship between the nature of man, an unchangmg unuv,ersal, and the flux _

/
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\ - of events ln trme i. e mans hlstoncal reallty Furthermore the duahsm |mpl|c|t

in the |dea of external and mternal -aspects of man's soul is also a problem :

whlch Cagsirer, Diithey & and Collmgwood attempt to deal with, but itis'the

‘ universali st clalms for hlstory that Herder made that provndes the most |mportant S

-

'contnbutlon to Cassrrer's thought, and the one to Wthh he was to return: Therer g

Wsothequestmﬁhemdﬁmnshmbetweeﬁhepastandﬁhwesenﬁmt

. only in the sense that e\rents actually happen one after another but m the sense

that when an h|stoncal conscuousness |n pervadmg thought has a certaln effect .

upon our view of the present and the future S f L
| N Casswers expenence in Germany |n the: 1930s and h|s exile and -
wandenngs ‘sorely taxed hls'~earl|er posmve wews of human nature and
progress In partlcular he was deeply shocked by the way |n which the Nazn
o - state was able to use the mythic form to not merely control men but to change
_7 them Not merely the uneducated and llllterate'but also the educated the

' mtelllgent and the hopest succumbed to thts modern tyranny and ceased to be

. N .

free and personal agents In Ih_e_Mxth_o_f_thg_S_tate_, Cassrrer sounds a warnmg ;

about the way in whrch modern mass techn\ologlcal states can stnp man both of
~ his reason and his desire to be free and enslave him. through an appeal to the

mythic element in the human soul. The recent populanty ofJoseph Campbell’

work on myth may be thought to show the longmg, dunng a tlme of cnS|§ by

mdrwduals to |mmerse themselves ll'l'[O a pre -rational, pre -historic, pre- screnttflc

form of thought But Casslrer was neyer to Iose falth in the possrblllty of good
and he quotes Herder agaln in this regard \ |

is not the good dlstnbuted throughout the whole world? Slmply because
‘no-one form of humanity and no one spot of earth could contain it alf, it

was divided into a thousand form,s transformed -- an etgrnal to Proteus “

& et e \

3 7“



" in every region of the world and in every century -- and yet a plan of
- striving forward is always vnsuble -- my great theme. (Cassirer, 1950
p 221-222) | T ) o

o

Th|s is where, accordlng to Cassrrer the modern view of the nature and value of .

| r'hrstory begins. He also maintains that the great German h|stor|an Von Ranke

was fundamentalty in sympathy wnth Herder, and qubtes Ranke—s famous

remark that every epoch belongs dlrectly to (:od and that ifs value does not 7
depend on what comes out of it but upon |ts own self* (p 224). Therefore one ) 7

~of the values of hlstory is- |ts clalm to study the whole of man. The educatlonal

- implications of this claim become clearer when one sees the\contmued deep

R influence of Goethe's thought on Cassirer's writing. ‘According to Hugo HOIborn‘

3

(1972)‘,7'—Goethe'spr09ram of education became a living reality through

'Cassirer'swork: . - T .

’ The.totallty of ‘Waestern-Civilization was to be reconstructed and made a”
part of the tonsciousness of the modern individual and of present day
civilization. The study of the processes and creations of civilization.
would lift the individual to_a 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 perenmal forms ofhuman thought ‘cdn- provrde the foundatlon for an
educatlonat currlculum and through an understandmg and reaIcZatron of these

“man could partlcrpéte mahngherform of hfe N T

" had already asked the queStion in the first'chapt’er-entitled "The crisis on man's

| ‘knowled‘get_of himself" and charted the history of philosophy's attempt to answer

. ’ ) ) NERSE

-~ - - - . Lo
i{%{ : o



HIS answer was that the vrew "that self knowledge |s the h|ghest alm of

phllOSOpthal mqunry appears to be generally acknowledged In alI the conflrcts ,

' between the dlfferent phllosophlcal schools this objectrve remarned mvanable

i and unshaken nt proved to be the frxed and rmmovable center of all thought"
'(p 1) Cassrrer thought that prror to the nlneteenth century there had been _

'dlfferences of oplnlon and theory concernlng man 'S nature but there remalned

L]

y at least a general orlentatlon a frame of reference to'glrvhlch all |nd|vrdtral

,*,’.

7‘ ,vdlfferences mlght be referred. However asa result in pgmcular of the nupact of

~ideas like the theory of evolutlon this centre no- longer eX|sted Thls led in hlS _"”

o oprnlon to a belief that if the theory of evolution and the smentlflc method were

appllcable not only to the physrcal world but to human life and culture itself then

_we must see man "as an anlmal of supenor specres which produces
- phrlosophles and poems in the same way as snlk worms produce their cocoons

_for bees burld their cells" (p. 20). Furthermore if these were truly screntlflc , :

theorles then they’ must be able to develop laws and prrncnples wh|ch outllne

, the "hrddeh drnvung force which-sets the whole mechanrsm of our thought and -
. owill in motlon" (p 21). This search for the underlylng force wh|ch derGS ‘man,
- and Wthh once #ound would give the answer to the age old questlon about h|s

‘nature went hand in hand with the quantlflcatlon of human studies. As.

mentioned previouSIY; it wasﬁCo‘mte who maintained that

the on y thlng left .isto cgmplete positivist phllosophszLtncludlnan it

- study of social phenomena and then to summarize all this in a simple = -

- __body of homogeneous doctrine. When this double work has been
sufficiently advanced, the definite triumph of posrtrvnst phllosophy will -
take place spontaneously, and will re-establish order in society. (Comte,

Course de phllosophre positive, Vol.1, 1836, quoted in Krlsteva 1988, p.

*’210)

*
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and this arbltrarlness becomes more and more obwous as the theory =~ -~ -
proceeds and takes on & more elaborate and sophisticated aspect. » . !
- Nietzsche proclaims the will to power, Freud signalizes the sexuaLM

o To Casslrer thls lack of agreement concernlng a frame ofreference for

estabhshed}uthonty has led to a w1despread sublectlwsm where "the personal -

Marx enthrones the econpmic instinct. Each theory becomes a- S o
‘Procrustean bed on which the empirical facts are stretched to fit a B .
preconcelved pattern (Cassurer 1944 p. 21) S - - -

-\

answeﬁng questlons concernlng the nature of man has meant that "our modern

theory of man (has) lost its lnteIlectuaI centre" p—21)‘ Thelack ofan’

i factor became more and more prevalent, and the temperament of the individual

wrltertended to play a demsrve role .. every author seems in the last count to L |

.
LY

" be led by h|s own conceptlon and evaluatlon of human lite" (p 21). To : E

r

Cassirer, modern man despite his great technlcal expertise and analytical S

finesse is bombarded by an mcreasungly large body of facts Wlthout a way of .

: -|nterpretlng them man will "remain lost in a mass of d|sconnected and -

dlsmtegrateddata which seems to lack all conceptual unity” (p. 22). However,

7 this is no mere academlc Iabynnth in Wthh we. flnd ourselves but a sntuatlon -

Wthh poses an rmmment threat to the whole of our ethlcal and cultural life.

e <

Only by deflnlng man as an anlmal symbollcum accordlng to Cassirer, and by

d0|ng ) desrgnatlng h|s specnflgnature can we understand the new way open

to man - ‘the way to civilization" (p. 26).



| _The study of hrstory is ‘for Cas31rer a k% to this return to the path of _7 o
cnvmzatlon partncularly because it represents one of the most recently '

- developed symbohc torms wmch must ptay a key role i in counteractmg the | : o
regressive tendency of societies |n cns:s to revert to the- myth-c state. As o

= ment:oned earher Cassnrer’s own expenences and his mterpretatlon of the Q - N

Nazr state were a vital factor in bnnqrngijuLhJsMemoLthe fraolhtv of

? crvrhzatron and the grave threat that i is posed to. it by the conscrous use of '7 L

technology and myth to subvert free will.
S n An_Es_s_ay_o_n_Man Cassirer deals flrst of all with the assertlon made by
o Ortega y Gasset that “Man has.no nature, what he haS‘IS hlstory (1 944, .
P ’41'72) He feets that the quest‘ion about man's nature is misleading and
7 . contradictory, because nature has to do with thmgs but accordmg to Gasset ; o
"Human life |s not a thmg, has not a nature andin consequence we must make I
_ up our mrnds to thmk of it in terms and categones and cmlcepts that wﬂl be
radlcally drfferent from such as shed hght on the phenomena of matter” (p. 171);’ Ty -
Gassett's contnbutlon |s cntnc:zed by Cassrrer who sees the conflict betweenv

: berng and becommg as not a metaphysrcal but a loglcal duahsm in which -

we no Ionger speak of a world of absolute change as opposed to another o
of absolute rest. We do not regard substance and change as different. R
“realms of being but as categories -- as conditions and presuppositionsof -~~~
our empirical knowledge. These categories are universal principles; they N
are not confined to special objects of knowledge: -We must therefore T
expect to find them in all forms of human experience. (p.172) -~ = _

Cassirer again is consistent 'mfhis**re'sistan’ce’to*a’ny 'th:e’o'reticai _system which
/ wrll reduce man to anythlng less than his true and full self. Man s hrstory |s not-

P mere ﬂux and neuther is man mere matter; but hIS world does contam a
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‘substantial element even though it is not to be defined in the same way‘ as the ‘j -~
physrcal world. It rs the world of symbolrc forms of myth language art hlstory

andscrence S . ';, s j ] R T~

S hlstory |s a symbohc system and not just an mterest in random events

and artefacts then as a system it:-must have some structure In the c'a | fthe

49h¥SIeafwerld th&strueture%a%mth%as&eﬂheﬂumawoﬁdt

structure is an |dent|ty of form The task of htstory is to dlscover beneath the

]

temporal flux and behind the polymorphrsm of human life" th|s constant ,

,structure He refers to Burckhardts def|n|t|on of the task of the h|stonan as "an. - N
attempt to ascertain the constant recurrent typrcal eJements because such
elements as these can evoke a resonant echo | in our intellect and feelrngs .
(p. 172). In otfherwords,' accordinoto,_Cassi’rer, man has a history because he

“has a nature. | | o ”

The task of the h|stonan howevef must be more carefuIIy dlstlngu1shed

£

’ from that of the scientists, and the artlst In partlcularthe questlon "What isan
hrstorrcal fact?" must be dealt*wrth To Cassirer, a fact is no mere- Iocus of sense |
data, free from human judgement and theoretical content Factual truth |mphes :
theoretrcal truth, and the. empmcal objectlve natureof fact is not Iocated '/

- separately from human thought. Objectlwty, he malntalns is not found in’
nature but in the: comphcated process of Judgement It is the study of these '.

/ judgemental acts that enable us to drstrngursh between scientific and hlstoncal

facts. The claim. that facts are the result 'of human thought does in no way.

o —_—

‘lessen their |mportance |ndeed Casswer clarms that thenr rmportance is great in-

“historical studies."That hrstory has to begin wnth facts and that, ina senseﬁhese -



107

‘J,

hfstorlcal knowledge is undenlable" (p 174)

. However the questuon still remarns ‘What is the nature of these

: Judgements called hrstorlcal»and phys;cal facts’? The lmportance of thfs

facts are, not only the beglnnlng but the end the alpha and the omega ofour o

dlstmctlon cannot be under-emphasrzed fortwo reasons First, because of the e

—spreadettheserenﬂfreappmaemmmh&studvefhumaehfewnthﬂw

concomrtant claim that objectfvrty can only be a feature of scientific fact. The

effect of the spread of posrtrvnst vlews in educatlonat studres over the past
century, has meant that a most unfortun;fedrchotonomy has emerged The
hard facts are to be obtamed through psychologyr and statnstlcally venfled

empmcal' research, which are objectlve and all other questrons which cannot

. be’ answered by this partlcular method are classmed as bemg merely

~and its negative effectg outlined, and Only throUgh a re-interpretation»of the

subjectlve This elevation of the Natunmssenschaften over the

Gerteswrssenschaften meant a division of labour wrthm the academrc

f commumty and a consequent radfcal d|ss001at|on between fact and value

N T

) WhICh is hlghly mappropnate when attemptmg 0 elther formulate or answer

_questions about thought and culture. This was dlscussed earlier in the paper

| neture of knowledge it can this cnpphng dlchotonomy be resolved. Cassrrer‘s :

value here to educatlonal studies is great, and h|s careful study of the varlous o

~ modes of knowledge is mvaluable The |mportance and value of facts Mr. -

Gradgrmd notwrthstandmg, must be reasserted if education is:to contmue to be

a potent force in the development of young mlnds as Robin Barrow (1990)

recently polnted out .,AIso in reasserting the _|mportance and objectlvrty of

~ historical fact we are moved to consider the nature of the way' in which these

b
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facts are obtarned If there are alternat;ve ways of obtamlng empmcal truths

other than through a sC|ent|f|c method and if these ways are partrcularly sunted ,

. to——the study of human thought-and cuIture thenthe—systematrc study of

education and teachmg may not have to rely merely on the statistical or

analytrcal approach in order to cIalm objectivity. The present fliting wnth non»

'
|-
b

'quantltatlve methods of research is, of course, an attempt to break out of the
) f posmvrst straltjacket ‘However, much of this so-called ethnographrc or

_anthropological research is e|ther the quantntatrve onf in anecdotal sheep s

cIothlng onsub]ectlve autoblographlcal pseudo hterature Wlthout a. systematlc

' theory of human studles it is e|ther semi- smence or sentlmental art. The study of

- history and an acqmsmon of an understandrng and famnltanty wnth its methods f

prowdesaway out of thrs morass. - ' S R

The key to the drstlnctron between physics and history'is for7Cassirer '

(1 944) to be found not in d|fferences in the logic of the two, but in the|r objects of

study. "H|stor|cal and scnent|f|c thoughts -are d|st|ngu|shable not by their Iogl/al
form but by therr ob;ectrves and subject matter Zb 176 Log:c cannot provide

- an adequate basrs for d|st|nct|on because the h|stonan in his quest of truth' "is

bound to the same formal ruIes as the scientist. ln his. modes of reasomng and
argulng in his |nduct|ve references, in h|s mvestngatron of causes, he obeys the

same general laws of thought as a physrmst or. blologlst (p 176). Nerther

accordmg to. Casslrer can the d|st|nct|on be based on sayrnq that the scientist

studies present objects whrle the historian has to do wnth past bbjects a

Geologrsts and astronomers are concerned with the past as are evolutlonary

_biologists. But the human hlstonan, unlike the natural historian, seeks not to

study the former state of the physical world, but past stage of‘humar)/{ife and
. - ‘ - L — \

ki
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‘culture Hlstorlans can make use of the results of scnentlflc en,qurry, but must not
be restrrcted merely to data avallable in the way That does not mean that R
~ historical objects have a self—contalned reallty separate from the laws of nature o

B merely that desplte thrs embodlment they belong, SO to speak to a hlgher

o dlmensnon

| t-urtnermore Ca_ss‘lrmtgtrzrrs*cnt*cal “of” meanempt to“drstmgwsn
‘between hlstory and scnence on the basis of the logro of the individual as - .
. opposed to the logic of the unlversal He states that "Wmdelband declaredthe o
Mdgement of natural science to be nomothetlc those of history to be

udlographlc The former give [suc] us general laws the latter descnbes partlcular

B

o ')facts " ‘(p 186). ThlS dlstlnctlon became the basis of Rlckert s whole theory of '

‘ hustorlcal knowledge and Cassrrer repeats his claim that ' "empirical realrty

| becomes nature if we consider it with regard to the universal; it becomes -
hrstory, if we consrder it with regard to the partuculars (Rlckert 1902, quoted on’

p. 186). Casswer regards this distinction a,/s abstract and art|f|c1al because in

his oplnlon ]udgements are always the/synthetlc unlty of unlversahty and of

| '-partlcularuty, "these elements are not mutually opposed they lmply and

B rnterpenetrate one another. 'Unlversalrty is.not a term Wthh desrgnates a

certain fleld of thought |t is an expresslon of the very character of the very

. funcfion of thought ... Th0ught is always unlversal" (p. 186) Thus |fthought of.

7 parttculars contalns universal ¢ elements and thought of unlversals contarns

; ‘ elements of the partlcular then nerther the hlstoncrst nor the antiquarian can

* truly sald to study h|story Furthermore to extrapolate agaln |nto the field of
educational studies, if we accept that thought has this synthetic unity, then

neither the positivist nor the sub]ecttwst can make a case to be interested i |n
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- scientist is often” dependent on indirect methods of venflcatlon and

" anythlng but a fractured one- drmensuonat aspect of truth in the human scrences
To look for generic Iaws to account for the' nature of teachlng orto merely grve -
hrghly personal accounts of partncular events W|thout takmg mto account this .

synthesis will lead to severely. |nh|b|ted concﬂusrons B PR TR TR

Ca-

So, i these are not sufficient reasons to dlstrngwsh between science and

T

(1944), as follows: -

A physncal fact is determnned by observatlon and expenmentat|on Thus T
process of- objectmeatlon attains its end if we succeed-in describingthe - —
given phenomena in mathematical language, in the language of o S
numbers. A phenomenon which cannot be,;so described, which isnot - .

- reducible to a process of measurement is not a part of the phy5|cal , -
world (p 174) S - , , S .

Now, of course, not aIl phy5|cal thlngs are |mmed|ately measurable and the

measurement No physrcrst has ever- seen the actual structure of an atom in.
the way a biologist can see a frog spawn or an ecosystem flounsh or die.

However these "unseen” facts must uItrmater be related to other directly )

—~—

| observable or measurable phenomena “This relatlon must aiso be governed by

the law of causality. rFurthermore, the physicist can,rf |n,doubt about the results,
replicate t_he experiment and attempt to correct it or abandon it. T—heobjiects of

his study are still there; they are constantly present 'ready' to be subjected to his‘,‘ "
“questioning at any mome,n,t,.,',,Ih,e,,sci,enti,st;tflu;S,has;t,th conti nuousfan,d,;;,,ﬂ,%ﬁ;vffg,, .

“immediate relationship with the object of study. Cassirer maintains that the

historian is in a difterentpositi'on in relation to what is studied: -

His facts belong to the past, and the past is‘oone forever. We cannot
reconstruct it ; we cannot waken it to-a new life in a mere physical,



objective sense. Al| we can do is to "remember” it -- give it a new ideal
~ existence. Ideal reeonstruction; not empirical observatron is the frrst step
~ .in hrstorlcal knowledge (1944 p. 174) - »

Unlrke the screnttst the h|stor|an only has an mdrrect approach to hrs subject

b

whrch rs man. Not lndlrect in the sense of the nuclear phys|C|st no matter how :

powerful the hlstonans mstruments couId be there is no drrect causal llnk

Detween the phy.srcal source under scrutlny andthe mmd 'OT the pe_rson Ol' -

persons who were the creators. The scientist asks a question and seeks its

. answer in the physical world. However, the historian cannot confront the events -

‘themselves in;order to answer his questions. Thus "ideal reconstruction, not
7 empirical observation, is the first step ln"‘hlstofrical'knowledge"i(p, 174)
Furthermore because the histor’lan studles the world and the rhind of méh’ he is
- studying a world of symbols and frnds from the very beginning of his /’ o .
researches a world’ not of physlcal objects but a world of symbols One of the
' most |mportant Skl"S the hrstonan must acqunre is the ability to read these
symbols For Cassrrer history is part of the ancnent human quest for self- "'.
knowledge and "art and hlstory are the most. powerful rnstruments of our' .
| _ inquiry |nto human nature™ (p. 206). We cannot rely on mtrospectron, and
’,‘-psychology'nterely glves us a picture' of the average man./lfn fact lf we were to
know all the laws of nature if we could apply to rhan' all.our statlstical’ | |

economic, socnologlcal rules still this would not help us to-see man in this ~

7 specral aspect and in hls individual form In order to get behind the front of the :

average man’, Cassrrer marntarns we must turn to art and htstory

In order to find him we must go to the great hrstonans or the great ,
poets....Poetry is not a mere-imitation of nature; hrstory is not the narration
of dead facts and events H|story as well as poetry is an organon of our



self knowledge an mdrspens\able mstrurnent for bunldmg up ‘our humdn-
,unlverse (p-. 206) ) ) '

4

S _

: Wh|le uassrrer Ieaves many questlons unansuered about hlstory what -

,“ . cannotbe denred is. the relevance of these ideas. to a hberal education. The

- |mportance of h|story lies in |ts capacnty to reconstruct the past in narratrve form o

and attemptto make it part of the_ conscrousness of the modern mdrvndual On]y

in this -way can the mdrvrdual begin to see farther than the present and the .

partrcular and start to grasp the ideal forms and categorles ofthe human mlnd
. Y . B

o
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| The over extensron of the smentrﬂc method |nto the humanltles and human llfe

i in general and the lack of an understandmg of the underlymg prlnCIples of

scrence which themselves are not sub;ect to the methodology of empmcrsm is

in my vrew at the heart of an rntellectual crisis facing educatlon today The fact

that our schools of educatlon are still domlnated by the socral scrences ‘and the .

4

attendant dlstortlon of students vrews of the meanmg of bemg human presents ‘
| ‘not only an mtellectual but also an ethlcal threat to the contlnued l|fe of a hberal
socrety For example when a key text (Borlch 1989) used in the-preparatlon of
secondary student teachers at a major Canadian umversrty l|sts one of the key

'‘behaviours' of effectlve teachmg to be ‘clarity’ (p 8)." Whlle behavrour can be 3

.+ - Clear or unclear in terms of |ts meanrng, and while a teacher may- make hlS ’

meanlng very clear or be amblguous by exhlbrtlng VaI’IOUS 'behawours the

|mportant quéstron is what is going on. |n the teachers mlnd to grve rise-to those

behaviours? What should be. studled are his |ntent|ons the knowledge that he o

‘have and how he regards his- puprls'7 The |dea that one can learn to teach

B ,educatlonally by exhlbltlng the appropriate behawours is a mlsgurded one it

mlsses the vital part of what makes good teachlng that l|es within the teacher

~ This tendency to reduce thought to manlfestatlons of behavrour means that the

) 7students are being taught a theory of mlnd {if one can use that term to refer to a.

being who merely exhlblts behaviour) which is inimical to the concept of a
liberal education. It is to the credit of many of thesestudents, and many who

 have passed through before them, that they do not accept this and continue on



wrth thelr careers on the basis of therr own mtumons However in the o l,’
) meantlme a great deal of damage has been done and students have emerged
. from such educatronal estabhshments confused or mnsgunded about the’ nature

' of the enterprise they have just iomed _ ' \

. The |rony is, as Hesse (1972) polnts out that the vrew of sc1ence on - -

Wthh th|s View s based is" now being senousry quesuoneu Uy 'nanyscreﬁtrs
,themselves and one must wonder why it has still such a hold on the mlnds of

some educatronallsts many of whom regard content as ummportant and

: process as the key to Iearnmg f(Cheney, 198& p- 8). Perhaps a concern wrth 7 2 L
’control rather than-with the search for the truth has somethmg to do w1th |t B |

Glynn (1 985) pomts out the irony of this srtuatnon

.itis surely one of the ironigs of our age that a large number of those - -
m the human and social scidnces, engaged in the-earnest pursuit of :
academic respectability, are §till struggling to emulate the’ positivistic
_or neo-positivistic epistemologies and methodologles of the phyS|caI
sciences, or of Newtonian Mechanics to be more precise, and to - -
employ tham in the study of human subjects and their social relations, \
at a time when many of the-most successful practitioners of physical
science have long recognised this paradigm to be wholly madequate
s even to the study of physrcal phenomena (p 104)

In th|s thesrs 1 have attempted to show the nature of the contmumg mfluence of

N thrs neo- posmwsm and to place it wrthln the conflnes of a more umversal and

more humanly acceptable thebry A theory that cannot merely rely just upon ’
analytlcarphlfosophy 10§ provrde its substance butmustturn tohrstorrtcrflnda\———ﬂ——'——f——l—':——;;5
view of man thaﬁsbott'rumversatand yet contmgent Maeuntyre(1 966}wewsﬁ .

'thrs relatlon in thrsway

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
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odds with the view of all these recent phtlosophers who have wanted L
sharply to distinguish philosophical ethics as-a second-order activity of-

~ comment froni the first-order discourse which is part of the conduct of life, -
—where moral utterances themselves are in place. In drawing this"
distinction such philosophers have tried so to define the realm: of

7. philosophy that it would be a conceptual truth that philosophy could not -~

[impinge upon pragtice.....for it is here that Santayana s epigram that he -
who is ignorant of the history of philosophy is-doomed to repeat it finds its
pount It is all too easy for philosophical analysis, drvorced rom hlstorlcal

enquwy to- msulate |tself from correction. (p 3)

‘We oannot attempt to get on wuth the busmess Of the lrberal educatlon

enterpnse unless we mclude hrstory as: wellsas phllosophy as part of practlce

. That phllosophy can play a useful as weII as emancnpatory roIe was a point. that
- was recognlsedlby Wllhelm Dnlthey, and was aTundamental part of his theory of
7 human studres or the human scrences [The German term : o zr |
Gersteswrssenschaften |s translated |nto Enghsh by various authors both as
: | 'the human sciences’ and as *human studies'. | erI use these English terms !
1nterchanged|y, dependmg on-the author bemg cited]. Bulhoff (1980) in f ’ e

commentmg on thls aspect of Dﬂthey S thought states

Sciencesare the fruit of Dilthey's transformation of phllosophy lnto an
. “empirical or"scientific" enterprise.  The human sciences are
- 'philosophy' in a form appropriate ta.the modern times: the speculatlve
o phnlosophy of former times had become the array of empirical =~ '
-~ sciences studying human life as it has been-lived through the ages.
- "The knowledge gamed Dilthey felt, would enable man to project his
-goals effectively, that is, in accordance with the inner tendencies of
- human life and history. Dilthey always rejected an ¥soteric philosophy. -

the hu&a%rcuences as formulated inthe lmLQdugtm_m_m_e_ﬂuman_

- philosophy of the professors of philosophy, cathedra philosophy as
he-called.it - that has no influence on practical life. Knowledge, and

- first of all ph|losoph|cal knowledge, should be useful to man. (p 28)

In a thesis of th|s length it is not pOSSIble to treat Dllthey s work in ény detalled
L §

“or extensive fashlon however even a brief glnmpse of h|s |deas has shown therr o



potentlal rmportance both theo'getrcally and practrcally, for edudatron Thrs |s )

: partlcularly so in respect of the relatronshlp between science and h|story,

because Drlthey saw hrmself as the phllosophlcal spokesman for the hrstorlsts

- who had set about explalnlng the nature of man in terms of- hlstoncal - _' - "

] developments He marntalned that scrence had at the end of the Mrddle Ages‘

freed |tself from the grrp of- metaphysws but that the study of society and history .
had merely changed masters and that "the- growrng power “of scrence hadler/

toa new bondage which was no Iess oppresswe than the old" (Dllthey, 1989 f ‘

p 47). However, the h|stonsts had in Drltheys opinion only jUSt begunthe task

- of founding a truly mdependent human science: The hlstorrcal school had not -

developed a ‘theoretical basis for its claims, and "Iacked phrlosophrc

foundations becaus /e its study and evaluation of. historical. phenomena was not S

linked to an analysis of the: facts of conscrousness and, therefore not based on

the only kind of knowledge Wthh is ultrmately certaln" (p- 48) This had meant- 45

| in Dllthey s view that they had not achleved an explanatory method: “Hlstorical

vision and comparative procedures by‘themselve‘s are incapable of establishing

8~

-an autonomous system of human scrences or of exertrng any mfluence on llfe

(p 48). The shortcomlngs of this state meant that history could not competently ;

| -argue with the posrtrvrsts but could merely protest meffectually Drlthey saw hrs

l

task as helping to pr0\>|de a phrlosophrcal justrfrcatron of the prrncrples gundlng

__the historical. school andof the specrflc research msprred by rt As he put- it:

| came t9.need and to place a foundatron for the human studies” (p. 160) For

Dilthey this foundation was, not to be found either in science or in metaphyslcs
but, "only ininner experience, in the facts of conscio@ess, have | found a firm;

anchor for my thinking” (Dilthey, 1989,
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= connected, and given validity, by our consciousness (within which it

p- 50) The |mportance of thrs clalm cannot be understated when it comes to -
' understandlng Dlltheys theones about scnence and hlstory ln,hls words, 7

- all scrence and scholarshrp is emprrrcal but all experrence is orrgmally

“"‘\“'ioccurs) indeed by our whole nature. We call this'point of view which =
~ consistently recognizes that it is impossible to go ‘beyond consC|ousness h
to see, as it were, epistemological; modern scholarship cannot '

" »aeknewledgeanyeether—@#theyA%&&erekqug;zS%&a

This, pornt of vrew gave to Dilthey the- lndependence from positivism: requlred by

o the human sciences and the 1ust|flcat|on lacklng in the hlstoncal school C

: from '[hlS pomt of view our p|cture of the whole of nature stands revealed
as a shadow cast by a hidden realrty, undlstorted realrty ‘only-exists for us;i
in the facts of consciousness given by inner experience. The analysis of

~ these facts is the core of the human studies; knowledge of the principles
-~ of the world of mind remains, as the historical school assumed, within.the
- sphere of the human studies Wthh therefore form an autonomous .

7 system (p 161) , -
This assumptlon that we can only evaluate and jUS'[lfy our knowledge of the -
world- by conS|denng the active mental processes by Wthh we acqurre |t¢d|d not
mean that for- Dllthey the knowing subJect was a pure consmousness ora L
’ tr‘anscendental ego. He acknowledged his agreements on '[hlS matter Wlth
Locke, Hume and Kant but saw them as explalnmg experience and cogn|t|on f
merely from the facts of apprehensuon (p. 162) He also reJects the heggmony
of cognltlon overthe process of thought Wthh marntalns that : “Cognltlon '

, N
seems to develop concepts such as the external world time, substance and

__cause from perceptlon |magtnat|on andjhought.,,(p. LGZ)JDL&[OIDUIHGY was |

~an madequate explanatlon and he posited that what lay at the centre of -

,eplstemology was the whole human bemg shaped by hréorrcal conditions. "My

~ historical and psychological studies of man as a whole led me to explain '
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, "cognition\' and its concepts in terms of the powers of man as a willing, feeling

and lmaglnlng berng " (D|Ithey 1883 in Rlckman 1976, p 162) These three >

elements cannot in Dllthe)ds view, be detached from each other and are

7 constltuhve of mental structure the cognlttve affectlve -and vohtlonal acts co-

| exrst in every moment of conscuousness As summanzed by Hodges(1952) the

3

relatlonshrp between them is as follows

-

feelmg bears consorous reference to some cognrsed content and .
volition involves the idea of what is willed; again, volition is moved by-
feeling, and cognition: gives rise to feeling; 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 exrsts
without at Ieast one of the othertwo (p- 41) : E Y

Dittfhﬁey, while starting'originally rfrom 'Descartes and-Kant -and the krtoWing K
/subject -departs from this tradition by going away from its' dominantly cognitiye

bias. "He assumes that we know the world through our feelings and strivings as

weII as through our sense |mpressrons and thmkmg" (Rlckman 1976 p. 15).

The whote human berng thus becomes the real knowmg subject A
betng who |s cond|t|oned by the functronrng of its phyS|caI self as well as by
somal and hlstonca‘r cond|t|ons For D|Ithey, the startmg pomt for empmcrsm

must\bethe nch varred experlence of normal mature observers, who

‘see trees in. bloom talk to other’ people, read. newspapers enJOy poetry
and music, play chess worry- about the future, remember past holidays
-and reésent noisy neighbours, who are citizens of a state and members of

a family, who'tend their gardens and earn thelr Irvrng (Rlckman 1976,
p. 21) - . .

The starting pointof philosophy, therefore, is this complex experience which

makes ‘up 'Iif‘e,,within'w_hich histoFy plays a vital role:



l have related every censtltuent of present day ‘abstract scientific thought S
. to the whole of human nature (as experience and the study of language A
~_and history reveal 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 . L
process of life. The questlons we all ask of philosophy cannot be ‘ EEE
" ~answered by rigid a priori conditions of knowledge but only-by a hlstory

~ which starts from the totality of-our nature and sketches its development
. ,(Dllthey 1883, in Fllckman 1976, p. 162)

Rl —

,leﬁhey dlstlngulshed between the idea of a detached percelvmg mlnd and that o 7ﬁﬁ
of a whole human being, who wulls feels andlmaglnes To the percelvmg mlnd ' |

‘ external reahty is merely a phenomenon but to the whole human belng it lS N

something given, mdependent lmmedlate and as certaln as his own. self o \l |

] 'ACCOFdlng to Dllthey, we know this external world mmally from the life’ of the wulI l )

k'and mterences of c(édseand effect are only abstractlons fromlt. As he putit: - » R

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 lmaglnes this external reality (whatever its specnal

~ characteristics).is something mdependent and as immediately given -

- and certain as his own self -- it is part of life; not a mere idea. , :
(Dilthey, 1883, in Rickman, 1976 p. 162)

-

. However;-Dilthey did not lapse into complete idealism, because in fact the self.

 was part of the world, therefore knowledge of self could leadto knowledge of

the external in parhcular of the m|nds other people Dllthey also fully

recognlzes the physmaluty of man ano the fact "that the permanent effects of hlS
actsfof will only persist as changes in the material world"—(p. 164). But man is

more than matter, he is "the psyohoéphyslcal unit which is the whole man.




' ,'At this point in the retation the human sciences are needed to'provide reasons e

= for the occurrence of events, and whllethere may be points of confusion as the

Organized into soci,et){ rnren"'form the reality wm'chgis the’fs'ubject-matter of the

historical-social discipline” (p 164). ThlS inner and outer dlstlnctlon is,

faccordlng to Illthey, not one that is radlcally dlsconnected but, nevertheless _

7 the drvrsmn@between these worlds is the dwnsron between the human and -

a%al scrences Drltheg,l rejects any vrew that makes thegeltwo states

: ompletelysseparatesman*m hrsvrewhawdouble#elahonshrpwrthrtherwmd :

ThlS relatlonshlp Dllthey characterizes as ‘the dlfferrent appearances of orie.

thmg Natural scnence dlssects the causal order of the physrcal world, !and :

< where this,dlssection of the causal order'of nature 'reachesthe point at
which a material fact or change is regularly related to a mental fact or
- change without a further intermediary link being discoverable., we-can-
~ only-note this regular connection but cannot apply the relation of cause
and effect to it. (p 164)

e

L]

St
knowledge of both the scrences and human studles mrngle they are
nonetheless mutually dependent Itis by’ examlnlng thls meetlng of the two
worlds that we can get lnsrght mto Dlltheys theory of human studles /

~

Rlckman (1961) gives an example that lllustrates thrs well -when he

'compares a tree berng blown down bythe wind and one felled by himself usrng

anaxe. . , - .
- o - - - ) ’ @

~

e JE

In the f:rst case all we can or want to know is the reIatlon between the

‘farce of the wind as the cause and the splintering of the wood whichisthe. -

consequence. In the second case there 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 qunfe a different relation which has to be taken into account if
~ the situation is to becorhe intelligible, namely that between my intention, . ,
* the idea or purpose in my mind -- and the action. (p. 38) -
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The tree fallmg in the th can be explalned in terms of causahty, but | in. the

- case ofErckman cutting. the tree down there is awareness of hlmself as a

’ conscrous power within the envrronment The s@:ond S|tuat|on is filled wrth
meanlng and can be understood m a sense from W|th|n wh|Ie to talk about what

the wind meant is absurd Nature can. be explalned in terms of cause in order

: to account for the human world understandlng |s necessary A great deaI of ,:
'Drltheys epistemology of h|stor|cal and mter—personahnslght h.nges on th|s
oncept of understandlng (Verstehen) "Understandmg is rnS1ght into the
- workrng of a human mind, or as D|Ithéy humseltﬁsays 'the redrscovery ofthe lin
the Thou™ (Rickmah, 1961, p. 60). | |
Dllthey saw the human sciences dwrded into two classes of drscrplrne
first "the study of hrstory (including the descrlptlon of the contemporary state of
.‘ socuety) and the systematrc human studres (Rlckman 1961 p. 68) However
these were not sepa(ate and detached but were dependent on each other and
X ,,formed a sohd whole. The d|st|nct|on made earller between |ns|de and
outslde once agaln becomes crucral The physncal worId (outsrde) has no
,meanmg, it is merely accessible tothe senses: Dllthey saw the true value of
h:story in-this turmng towards self- knowledge in the movement of .

understandrng from the external to the mternal N

L

In hlstorv we read of productlve Iabour settlements, wars, foundatlons and

~

~ _states. ' They fill other souls with great images and tell us about the
hnstoncal world which surrounds us; but what moves us, above all, in

- theseaccounts’is what is inaccessible to the senses and can only be
expenenced inwardly; it is inherent in the outer events which originate it
and which, in turn, react on it. (Dilthey in Rickman, 1961, p. 69)



TR understandlng (Verstehen),whlch the human scrences aim at occurs when
they. try to understand somethlng mternal through the analysls of its outward
manlfestatrons D|lthey rejected the view that conslders psychology as
representlng completely our knowledge of th|s lnner slde because knowledge
of one's own |nner self or spmt allows the posslbrlrty of seelng somethrng similar .

at—work in the oblectrve achrevements of other humans This.is not the,

contemplatlon of the "unknowable worklngs of msulated ghosts" as Ryle (1949 |

p 57) puts it, nor the resenatron of tuning forks in harmony. It is not thedrrect
knowledge of others |nner psychology but the lnterpretatlon of the products of:
those other mrnds In fact- mind is an objectlve reallty, and the: meanlng of works
of art or. polrtlcal structL'lres are not.found in the psychologlcal expenences of the', :
artlst or the statesman but in’ those very forms which are manlfestatlons of mind.

Th|s is close o the theory of mind proposed by Hirst when he malntalns that

mind, 1 n iage and the forms of knowledge are lntncately mterrelated -
Further ore, for Dilthey, a knowledge of man could be gained only from hlstory
:they ideas about the nature of the human science and hlstory, his
o concept of Verstehen and hermeneutlcs are ones that are rich with possrbrlmes o
in our attempt to understand, justify and orgaryse the/educatlonal enterpnse./ i
Tl brief’study has only touchedonthlspotentialand now that his works are, o
belng fully publlshed in Engllsh perhaps they can serve to Jprowde for us

approaches to educatlon which are neither reductlonlst nor narrowly analytrcal

PO —

- but which fully mcorporate hrstory of the-autonomous kind 1 have alluded toin . -

th|s thesls at all levels from concept to the classroom

Dllthey, more than any other theonst dlscussed above malntalns that the .

s

‘concept of man as an h|stor|cal belng is of fundamental lmportance in

. - - —
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phllosophlcal studles and in thIS\theSIS I h0pe I have furthered thls cause of ’v i -
/ phxlosophlcal anthropo ogy', or anthropologlcal phllosophy 1 hav\e‘attempted L
to show that at present there is deep intellectual confusion |n ‘theeduoational
world 'pr\imarily because of a 'misanatogy between nature and man. : In my view, -

’ nelther the kind of neo-positivist empirical ‘studies that go under the name of

- 'educational researcn nor an ah*storﬁa/fanalyt“carapproach*toﬁanguageanw
loglc can prowde a view of man adequate to the task of refurb|sh|ng the |
foundatlons of a liberal educatlon As H|rstand many others have shown the B
:deal of a Ilberal educatlon mcorporates an- ancient emanC|patory and -

' unlversahst wslon of man; those of us who beheve in this vision are duty bound
to encourage and-enhance such an educatton and make it part of the -
preparatlon for life of future generatlons Th|s I|beral education is, lwould cIa|m

not only mtnnélcally vafuable but also of great instrum tal and p,racttcal _uttllty.

Liberal educatlon forms one of the most important eIemj:ts n the’concept ot a- o

tust and democratlc society, and it is. no accudent I would clalm that those states -

whnch still seek to oppress thelr cmzens are aIso most actn@n the suppress:on g

- of any form of Itberal educatlon We therefore have an ethical responslbrllty to |

make the case for a hberal educatron as strong and as irrefutable as possrble »

and, in my vrew thIS can only be done if we. mclude hrstory, in the form | have

- outlined in thns paper, as a necessary part of the enterprise.
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