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ABSTRACT

The thesis begins with a presentation of a schema of
five areas--concept of mind, reasons to be educated, what
is to be learned, learning theory, and teaching theory--
for the analysis of the concept of education. The writer
argues that each of these areas is necessary, and that the
logical connections of the schema as a whole must be con-
sidered, if there is to be any comprehensive and fruitful
concept of education. It is not claimed that this list of
areas is complete, but the writer does assert: that it pro-
vides a general schema by which to assess the scope and
fruitfulness of assumptions and assertions on the concept
of education; and that one's treatment of the different
areas (the decisions one makes for each of the areas, for
example, whether to adopt a dualistic position or not,
whether to treat "education" as a value-laden term or not)
should be logically consistent,

An analysis of the work of R. S. Peters is undertaken in
which it is asserted that the core of his work is expressible
in four general theses: the mind, mental development, crit-
eria of education, and the 'impersonal public world.'

These theses are analyzed according to the schema and it
is shown that Professor Peters' analysis of education adher-
es rather closely to the schema. Also, it is shown that
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Peters' overall treatment of the schema is consistent,

The writer's selection of the four theses is supported
in that Peters' resolution of a long-standing educational
conflict between the traditional/authoritarian and the pro-
gressive/child-centred schools of thought follows directly
from the theses. It may be seen that, analyzed according
to the schema, the conflicting schools of thought were de-
ficient in that they adhered to some areas of the schema
and de-emphasized others, and that those areas to which
they did adhere were not the same. Further, it may be seen
that Peters' ability to resolve the conflict stems directly
from his own closer adherence to the schema.

The thesis concludes with some suggestions for further
work with the schema, principally as an analytical tool in

the comparative analysis of work on the concept of educat-

ion
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PREFACE

A number of works by Professor Peters were referred to
and quoted in the text of the thesis. For ease of refer-
ence an abbreviated notation is used for each reference
to indicate both the work referred to and the relevant
page(s) within the work. For example, this quotation is

referenced:

...the concept of 'character' should be one of the
most indispensable terms in psychology. (PC, p. 267)
The reference is placed in parentheses at the end of the

quotation. The work from which the quotation was taken

.
~n

1.

o~ -~ 1D/ TL 2 L1 - —~rm o ym
tca 9] [va] 1€ paper,

has been notatc PC'. 1is a or t
""Moral Education and the Psychology of Character.'" The
initials appearing in the abbreviation also feature prom-
inently in the main title, so they can serve as a mnemonic
device,

A list of the works by Peters together with their not-
ations follows. For bibliographic information on these

works, see WORKS CONSULTED.

AE  "Aims of Education--A Conceptual Inquiry"
AP "The Autonomy of Prudence'" written with A. P. Griffiths
ARE Authority, Responsibility and Education

ix



BR
CM
EE
EM
Eal
EI
EP
HD
LE

PC
RH
RP

TR
L

"In Defence of Bingo: A Rejoinder"

The Concept of Motivation

Ethies and Education

"Education and the Educated Man"

Education as Initiation published as a pamphlet

“"Education as Initiation'" Eal with slight changes

"What is an Educational Process?"

""Education and Human Development"

The Logic of Education written with P. H. Hirst

“"Must an Educator Have an Aim?" Ch. 7 of ARE

"Moral Education and the Psychology of Character"

"Reason and Habit: The Paradox of Moral Education"

"A Recognizable Philosophy of Education': A Construct-
ive Critique"

"Teaching and Personal Relationships"

"Worth-while Activities"™ Ch. 5 of EE



INTRODUCTION

1 The scope and function of R. S. Peters' work in

education

R. S. Peters has produced almost a dozen and a half
works between 1959 and 1971, dealing with social theory
and psychology in education, ethics in education, and
analytical philosophy as applied to education. His work
embodies insights from several fields, all of them focus-
sed on educational theory. He introduces at least one
major synthesis of previously conflicting doctrines (Ch. 8,
A Corollary, see). While as yet there is very little crit-
ical material written about his work, it seems that most

educational theorists and philosophers of education of the

next few decades will need a clear understanding of his

views.

2 The problem of the thesis

Peters' work as a whole is not always clear. He often
assumes the reader's knowledge of his earlier works. He
often calls upon technical language which the reader might
be at a loss to understand from the context alone.

This thesis is in part an attempt to present a clear

1



2
understanding of Peters' work in education. The writer
attempts (a) the clarification of the different basic
areas and the relations between them (the "schema of areas"
--as a shorthand form) which are required for a fruitful
concept of education, (b) elaboration of Peters' four cen-
tral theses on the concept of education, and (c) analysis
of the relations between the schema and the four theses
through exposition of the assumptions and assertions Peters
makes within each area. Thus the concept of education is
clarified by presenting a schema of associated areas such
that the relevance of a number of research areas for educ-
ation can be seen. The thesis investigates the logical un-
derpinnings, as it were, of the concept of education, and
in so doing it discovers some of what must be presupposed

when talking about education.

3 The argument of the thesis

The thesis begins with a presentation of the different
areas, consideration of which is necessary for a compre-
hensive and fruitful concept of education. It is not claim-
ed that this list is complete, but the writer does assert
that it provides a general schema by which to assess the
scope and fruitfulness of assumptions and assertions about
the concept of education, and it is shown that Peters'
analysis of education fits the schema; and that one's

trcatment of the different arcas should 'mesh' (be



consistent), and Peters' does. 1In elaborating this

schema of arcas and in presenting Peters' assumptions and
assertions in each of these areas the writer is explicat-
ing one of the possible treatments of this schema. Some

of these assumptions involve decisions as to what are the
key-concepts in any one area, and some of his assertions
involve claims as to what states of affairs obtain. The
former are dependent on the key-concepts of their parent
disciplines (e.g. sociology, psychology); the latter are
dependent on investigations designed to confirm/disconfirm
assertions made within the areas. Differing treatments of
some of the areas can be expected to have determinable
effects on the treatment of some other areas. (For example,
a denial of the essential 'objectivity' of what is to be
learned can be expected to have effects on what teaching
methods are to be employed.) This amounts to saying that
people may adopt differing sets of assumptions and assert-
ions for the various areas. The thesis contains discussion
of what the writer considers the most prominent and likely
alternative treatments of the major areas, together with
analyses of their effects on the constructing of a compre-
hensive concept of education. Finally, it is shown how
Peters' assumptions and assertions as analyzed according to
the 'schema' help resolve at least one long-standing educ-

ational problem.



THE SCHEMA

4 Areas of consideration

This section presents five general areas, consideration
of which is required for a comprehensive and adequate con-
cept of education. In the following sections the logical

relations among these areas are displayed. The areas are:

(a) The concept of mind (CM)

Considerations relevant to a concept of mind are requir-

ed in any comprehensive concept of education. However, the
term "concept of mind" seems to imply a dualistic position

a distinction between mind and body, some kind of ontologic-
al status for minds. The writer wants to permit the pos-
sibility that non-dualists may have an adequate and fruit-
ful concept of education. The area '"CM" is concerned with

the nature of the learner, and therefore in this area will

come all claims relevant to the existence of minds.

/
(b) Learning theory (LT) , / -/ f//‘
An extensive learning theory ig/necessaryé This is—to -+

Al Lobf sir o
include theories descriptive of learning processes, includ-

ing (fer-non-dualists) laws for stimulus-response

4



5

connection-making and other behaviour modifications, and
(for dualists) possibly in addition sets of laws employing

'‘mentalistic' terminology displaying how knowledge, beliefs,

emotions, intentions, etc. are acquired.

(c) Teaching theory (TT)

While learning theory is concerned with how learning pro-
ceeds, there must be a corresponding teaching theory concern-
ed with how learning is to be initiated and sustained. This
includes: theories descriptive of teaching processes, dis-
playing the laws for initiating and for maintaining learn-
ing processes, rules for assessing results and comparing
them to some standards, and (moral) rules specifying which

practices are allowable and w!

LN W O sup SaaVWNao AT

(d) What is to be learned (WL)

Consideration must also be given to whatever is to be
learned. This includes social rules (ethical systems, le-
gal systems, customs) and objeetive standards (rules for
interpersonal appraisal). Selections are to be made from

these for educational purposes according to some rules,

(e) Reasons for being educated (RE)

Considerations as to why education is to be recommended

are required in any comprehensive concept of education. In
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defining the term "education'" we note that it is either a
value-laden term or it is not a value-laden term. If one
defines "education" in the second way then it is a logteal
point that the definition cannot give any recomwendations.
Therefore, if one wishes to recommend education, logically
there must be an area "RE" to provide value-judgments. If
"education" is defined as being value-laden, then a fact of
language to be noted is that it is not defined as being un-
desirable. (Those who believe education to be undesirable
equate it with what goes on in the schools, and so define
"education" as not value-laden.) If "educatiom" is defined

. " . . . .
as desirable, the, noting that it involves persons learning
A

~rules or skills, the weight of making value-judgments pas-

ses to the "WL" areca.

5§ Priorities among the areas; the schema

How are priorities among the five areas of considerations
to be assigned? No educational consideration is more basic
than a concept of mind; depending on whether a concept of
mind is adopted, from purely psychological considerations,
one will arrive at various theories of learning and of teach-
ing. For example, an entirely behaviouristic position will
have the effects on learning theory that 'mentalistic' lang-
uage would be deleted, and in experiments data would be in
terms of behaviour. A dualistic position effects the pos-

sibility of incorporating 'mentalistic' language into
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learning theory. Given that intentional language may as-
sume a-new significance, investigations may invelve giving
different kinds of analysis for the same behaviour. (For
example, He raised his arm (by intent) vs. His arm was
raised (e.g. by the wind or by a physiological reflex).
The resulting psychological laws could differ from the
purely behavioural laws.

Whether a concept of mind is accepted will influence theor-
ies of teaching. As remarked, an entirely behaviouristic
position would result in the deletion of ‘'mentalistic' lang-
uage. Emphasis would be on the training and conditioning
of responses to stimuli (verbal and other). Conduct and
behaviour would be of the greatest importance. On the other
hand, a dualistic position would lead to the possibility of
incorporation of 'mentalistic' language. Teaching, given
the possibility that intentional language may become import-
ant, could undergo a change of emphasis from the training
and conditioning of conduct and behaviour to the instructing
and/or indoctrinating in knowledge and beliefs.

Similarly, consideration of the reasons for being educ-
ated is fundamental; depending on which reasons are estab-
lished, various decisions will be made as to what is to be
learned, to teaching theory, and to learning theory.

If it is decided that education should be for purely
pragmatic reasons then what is to be learned will be pro-

blem-solving, with emphasis on correct responses rather
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than understanding per se, and on useful social rules. If
education is to be purely for the furtherance of enjoyment
then what is to be learned would be whatever each person
enjoys whether it be studying Principia Mathematica or
building sand castles;“ If education‘is to be sought be-
cause of some intrinsic value then the selection of what
is to be learned must depend on the relative intrinsic
worths of possible things to be learned, and the weight of
decision-making passes to the area of what is to be learn-
ed.

The reasons for being educated also effect teaching
theory. If the reasons are pragmatic then teaching theory
is practically oriented and little theorizing need be done;
practical results alone are of importance, correct behav-
iour is adequate, and no weight is given to understanding
for understanding's sake. (For example, for a student who
takes only one physics course and never has a use for the
material again a teacher will orient the course toward cop-
ing with exams.) If the reasons for education are for the
furtherance of enjoyment then what and how one teaches will
be determined by what the learners wish. (For example, if
life becomes less enjoyable from puzzling over Prineipia
Mathematica then one has no obligation to investigate or
to teach it.) If education is for reasons of intrinsic
value then teachers do have obligations to investigate pro-

blems that are puzzling, provided intrinsic worth can be
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attached to such investigations. It is probable also that
education would become compulsory.

One's reasons for becoming educated also effect learning
theory. If the reasons are pragmatic then learning theory
restricts itself to research into how the practical uses
of things are learned. If the reasons are for enjoyment
then research is into how enjoyment is learned and further-
ed in respect of various subject matters. If education is
for intrinsic vaiue then whatever modes of experience are
intrinsically worth while require to be taught.

Once what is to be learned has been decided on the basis
of the previously chosen reasons for educating, then furth-
er matters in relation to teaching theory and learning
theory are decidable without need to have recourse to fur-
ther value judgments. The effects for teaching theory are
as follows. If what is to be learned consists of disciplin-
ed studies as we understand them then there is the need to
have explicated the appraisal rules for various disciplin-
ed studies. Note that what is accepted by any one‘discip-
line need not be true or false in the usual sense but it
must be interpersonally appraisable, If what is to be
learned are social rules (legal systems, ethical systems,
customs) then there is the need to introduce the child into
social rules.

Again, what is to be learned has an influence-on learn-

ing theory. If disciplined studies are to be learned then
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learning theory has to develop the means to ensure that
the learner 'really understands'; learning theory must re-
search to discover what are the ideally correct responses
to test the adequacy of learning. It must ensure that full
integration of new knowledge into the learner's world-view
occurs. Research must be undertaken to discover ideally
correct responses to test transference of what was learned,
from the examples by which the pupils were taught to the
domains where use of the general rules is intemded. If
what is to be learned are social rules then research must
ensure the adequacy of learning of social rules--must en-
sure that correct rule-governed performances occur, that
these performances will not be blocked by other performan-
Bled i iear

ces, and that the learner is motivated to perform these cori«;lﬁf

rect performances. .~ o C . S
v - - it i e ey ‘ -

Fina}}y,'fhere arg/interrelations between learning
CLA P A A o

IO R
theory and teaching theory. If teaching is to proceed by
A

ethically proper means then learningﬁgheory is required to
show why these means are neceséary and whether less ethical
methods would have adverse effects on learning. Learning ¢ .-
theory is also required to show the laws by which learning
proceeds when guided by ethical teaching manner. If learn-
ing theory consists of descriptive theories of how learning
occurs, lawful processes of learning, etc., then teaching
theory is required to invent, formulate and test teaching

theory and laws governing teaching processes so that

:
K
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learning can begin and can proceed to desired ends:j>/ﬁﬂf/“‘

The final schema appears like this:

CM RE

LT e WL

TT

In the figure the abbreviations are: CM--concept of mind;
RE--reasons to be educated; LT--learning theory; WL--what
is to be learned; TT--teaching theory. The arrows indicate

the relations and priorities among the five areas.

6 The value of the schema

A schema of the sort developed in the previous section
makes studies in education far more fruitful tkan would
otherwise be the case. It may readily be seen that decis-
ions in any one of the areas are both dependent on decis-

ions already made in more basic areas and have dependent

4.
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upon them decisions in less basic areas. If prier or sub-
sequent considerations are ignored then the applicability
of research may be severely restricted and its value cor-
respondingly reduced.

If the schema is correct then what is to be learned
must be justified entirely in terms of either reasons to
be educated, or (in the case that education is for reasons
of intrinsic value) the relative intrinsic worth of what
might be learned. Learning theory will be justified in
terms jointly of the concept of mind, reasons to be educat-
ed, what is to be learned, and teaching theory. Teaching
theory will be justified in terms jointly of learning
theory, the concept of mind, reasons to be educated, and
what is to be learned. Also, any recommendations and as-
sertions in what is to be learned, learning theory, or
teaching theory, even if not explicitly supported by refer-
ence to the more basic areas, may be interpreted as presup-
posing assertions and assumptions in the areas presupposed
by each respectively.

It is possible for assertions in various areas to be in-
consistent--such inconsistencies are the result of faulty
reasoning either in the learning theory area, the what is
to be learned area, or the teaching theory area. Provided
the concept of mind and the reasons for being educated are
in themselves adequately thought out they cannot themselves

give rise to inconsistencies in what is to be learned, in
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learning theory, or in teaching theory, for the concept of
mind and reasons for being educated are not of the same
logical type. Inconsistencies elsewhere in the schema may
be due to the fact that assumptions and assertions of the
same logical type 'descend' through the schema along dif-
ferent routes, giving rise to the possibility of modificat-
ion of assumptions and assertions along one or other of the
paths and at different stages. For example, assumptions
and assertions to do with concept of mind can descend
either directly to teaching theory or indirectly through
learning theory to teaching theory. This gives rise to the
possibility of modifications of the concept of mind during
considerations of learning theory and thence possibly to a
logical conflict between learning theory and concept of
mind when considerations of teaching theory are begun.

Similarly, what is to be learned can be developed along
lines which conflict with the reasons for being educated,
with the result that teaching theory as it develops will
be inconsistent either with the reasons for being educated,
or with what is to be learned. Also, there is additional
possibility of inconsistency since assertions concerning
what is to be learned can travel either directly to teach-
ing theory, or indirectly through learning theory, thus giv-
ing rise to the possibility of modification of what is to
be learned during the development of learning theory, and

hence, to inconsistencies at the level of teaching theory.
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Analyses of inconsistencies in teaching theory are therefore
rather complex. One may not be sure of having ruled out all
possible conflicts until decisions within all areas have been
made.

The schema clearly sets out where value judgments are us-
ually made. Reasons for being educated are largely concerned
with value judgments, as is what is to be learned when educ-
ation is intrinsically valuable. Also, some value judgments
are to be made in teaching theory in respect of what are the
ethically proper manners of teaching. No other place for the
making of value judgments occurs in an educational context.
Value judgments are, of course, embedded in other considerat-
ions of what is to be learned, but these are to do with rea-
sons for being educated and are not intrinsic to what is to
be learned.

The schema also clearly indicates at what points other dis-
ciplines may be usefully consulted. For example, for the con-
cept of mind one may consult psychology and philosophical
psychology, and for reasons for being educated one must con-
sult sociology to determine what a particular culture's rea-
sons for being educated are in fact, and perhaps one should
consult ethics to subject these reasons to a critique.

The schema is for a concept of education showing what
areas must be considered, and some of the interrelations ob-
taining between these areas. The schema does not entail ad-
option of any particular theories or facts; it shows what

form a concept of education ought to have to be fruitful,



PETERS' THESES
RE THE SPECIFIC CONCEPT 'EDUCATION'

7 Reduction of Peters' conclusions re the logie of

education to four general theses

Ceaees o e

For clarity of reference, the concept 'education' as
delineated by Professor Peters I identify as his concept.

I do not thereby enter the controversies whether Peters
fabricated the concept or whether this is the omly concept
'education,' and I do not imply anything whatever about its
origins.

Peters' delineation of the concept 'educatiom' produces
a logical structure which, if we espouse it, both allows
us to think and operate in particular ways when concerned
with particular aspects of human life and limits our thought
and operations in these concerns. The setting out of this
structure is one aspect of concept-formation,

I have attempted to isolate a set of basic assumptions
and assertions contained in Peters' work. I require that
all be necessary to the understanding of his work, and that
there be no serious logical overlappings between them. I
do not insist that the set is complete. They form a logic-
al core from which the concept 'education' emerges. Thus,

15
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I asser: that the logic of education, as understood by
Peters, reduces to these elements., I have isolated four
of them, and I call them the four theses of Peters.

If my delineation of four theses is correct then sig-
nificant criticism about Peters' concept of education must
centre on them, either singly or in combination. Each the-
sis embodies assumptions and assertions in one or more of
the areas of consideration in my schema. The assertions
can be questioned as to their truth/falsity, and the as-

sumptions as to their utility, practicability, and so forth.

8 Peters' four theses

My concern in the chapters on Peters' theses (chs. 4-7)
is to enable the reader to grasp the scope of the subject
matter and the nature of the logical structure of education
as conceived by Professor Peters, and to set his work with-

in the ‘'schema!' for assessment. This is a move towards

"clarification of an emerging concept of education, but my

attempt is a beginning sketch only; it is a tool with which

we may move toward an adequate concept of education,
Briefly, these are the theses:

(I) The 'Hobbes-Skinner-Hull' behaviouristic thesis in

psychology is rejected., It is replaced by a duvalistic

thesis involving the everyday use of 'mentalistic!' termin-

ology. I have assigned Peters' first thesis to the concept

of mind area on my schema.
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(II) Minds are essentially the products of the learning of
predominantly social rules. No human being is born with
a mind. This is Peters' thesis on mental development, and
so comes into the area of learning theory on my schema.
Also, in describing mental development Peters elaborates
his concept of mind. Thesis two, therefore, is lodged in
the concept of mind area as well.
(ITI) The term "education'" designates ethical criteria for
educational processes, and criteria for 'the educated per-
son.' The latter criteria entail an initiation into what-
ever is worth while involving knowledge and understanding
in depth and breadth and which are not inert in the mind of
the person who has been initiated into them. The criteria
for educational processes come under the area of teaching
theory on my schema, and the criteria for the educated
person involve both the reasons for being educated and the
what is to be learned areas.
(IV) An educational process is defined by Peters as being
one in which the student learns both social rules (i.e. le-
gal systems, the rules of etiquette, and generally assumed
ethical principles in the society) and objective standards
(i.e. the rules by which hypotheses may be interpersonal-
ly tested). He gradually enters and takes part in an ‘'obj-
ective and impersonal, public world' which is the human

heritage,
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9 The benefit of Peters' concept of education: a corollary

of the four theses

Peters' theses--particularly thesis two (on human mental
development) and thesis four (on the 'impersonal public
world')--applied to educational theory create a synthesis
which resolves previously existing conflicts between the
progressive/child-centred theory of education and the trad-
itional/authoritarian theory. This synthesis is presented
as the central thesis of Peters' and Hirst's book The Logic
of Education. I refer to this synthesis as a corollary of
Peters' four theses. I mention this matter here only brief-
ly to indicate the benefit of Peters' concept of education;

the synthesis is described in detail later (ch. 8).



FIRST THESIS: MIND

10 Peters' argument against Hobbes, Hull, and Skinner

Peters' thesis about the nature of mind is outlined in
detail in Authority, Responsibility and Education (Ch. 10)
and in Ethies and Education (pp. 229-232), 1In these con-

texts he begins:

I want to discuss the tyranny of...a fashion. For my
thesis is, roughly speaking, that the relationship
between education and theories of learning has been
largely misconceived--colosally misconceived. Far
from it being the case that educationists have a lot
to learn from the theory of learning, I want to sug-
gest that the psychology of learning could benefit
enormously from a study of the practice of education,

The fashion which I have in mind...dates back at
least to the seventeenth century when Thomas Hobbes
suggested that the behaviour of men could be explain-
ed in the same sort of way as the behaviour of bod-
ies in motion. (ARE, pp. 119-120)

Peters objects to attempts to explain all human behaviour
in terms of ''mechanical laws of association which function-
ed as a parallel to the laws of gravity in the physical
world" (ARE, p. 120).

His view is thus anti-mechanical in that he refuses to
consider that human actions are--to use the classic example
of physics--something like billiard balls which collide
with one another and stop, move, or diverge in relatively

simple and predictable patterns. He rejects the

19
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considerations of Hobbes insofar as they support this view
of human action. It is not the mechanical laws themselves
to which Peters objects; it is the implicétion that human
behaviour is merely the product of mechanical laws.

He also objects to:

...the tendency of American pragmatism and behaviour-
ism...to assimilate thinking to doing, to regard it
as 'surrogate behaviour'. (EI, p. 100)
The radical behaviourism of Hull and Skinner attempts to
reduce the language and theories of 'the mind' to those of
'‘behaviour'. Again, there is the implication with radical
behaviourism that human behaviour is merely the product
of mechanico-physiological laws.

It is the attempt to apply these reductions to educat-
ion to which Peters objects. He notes that these reduct-
ions may have the effect of making the learning of skills
more important than the learning of ideas, and he argues

against such reductions, appealing to the notion of an 'ed-

ucated' man:

...an 'educated' man is dlstlnoulshed not so much by
what he does as by what he 'sees' or 'grasps' If he
does something very well, in which he has been train-
ed, he must see this in per:pectlve as related to
other things....For being educated 1nvolves 'knowin
that' as well as 'knowing how'. (EI, pp. 100-101)

Peters' argument thus seems to be that 'mentalistic' lang-
uage is required in education. His remark, quoted above,

that the psychology of learning could benefit from a study
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of educational practice suggests that, in his own schema,
Peters makcs a connection between educaticnal practice and
learning theory, with the influence moving (at least) from
educational practice to learning theory. It 1is not entir-
ely clear what aspects of educational practice are meant
in his reference. If his 'educational practice' is equiv-
alent to any or all of my 'teaching theory,' 'what is to
be learned,!' and 'reasons for being educated' then he does
not diverge from my schema, for on my schema each of these
areas influences learning theory.

It Zs clear that Peters groups Hobbes, Hull, and Skinner

together, rejecting their joint approach to learning theory.

He asks, rhetorically:

What then is so dotty about the Hobbes-Hull-Skinner
| approach? This is another way of asking what was val-
uable in the old conception of man as a rational an-

imal. (ARE, p. 121)
Peters, therefore, is adopting a dualist position with
full use of 'mentalistic' terminology--that seems to be
what is implied when man is spoken of as being a "ration-
al animal." There is a further suggestion that on Peters'
schema there is a connection between 'educational pract-
ice' and 'the concept of mind', with the influence oper-
ating from 'educational practice' to 'the concept of mind.'
My own schema does not make any connection like this; the
closest my schema comes to this is in the connecction

between 'the concept of mind' and 'teaching theory', and
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here the connection is the reverse of what Peters would
make it, I have argued earlier (§5) that 'teaching theory'
is not a 'basic' area; its final form is dependent on all
the other areas. I also argued in the same place that

*the concept of mind' was a basic area. I think Peters is
wrong, therefore, in suggesting that whether educators
ought to accept a concept of mind should be dependent on
educational practice. It might be plausible to argue that
‘the concept of mind' is not basic after all; that 'reasons
for being educated' is the only basic area, and that the
influence is from 'reasons for being educated' to 'the con-
cept of mind.' Such an argument would seem to be consist-
ent with Peters' position. But I have not argued this way
because non-psychological considerations--reasons for being
educated, for example--do not seem to be relevant to the
purely psychological matter of formulating or of arguing
for or against a concept of the mind. It remains a question
for research as to whether such an influence as that post-
ulated from 'reasons for being educated' to 'the concept

of mind' should be allowable.
11 The importance of concepts of knowledge, action,
intention, and soctial standard to Peters' view

In developing a theory of the mind, Peters accords cen-

tral places to notions of knowledge and action:
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Man is a purposive, rule-following animal. He does
not merely, like animals or machines, act in accord-
ance with rules; he acts because of his knowledge of
them. He forms intentions. We cannot bring out what
we mean by a human action without reference to the
ends which men seek and the plans and rules which
they impose upon their seeking. Indeed most human

ends are impossible even to describe without refer-
ence to social standards. (ARE, pp. 121-122)

Human action is not considered by Peters to be caused by
mechanical processes; action is instead dependent on know-
ledge and on intentions formed in respect of knowledge.

The concept of man as a rule-following animal is further
developed in '"Moral Education and the Psychology of Char-
acter'" but the central thesis remains the same: a dualist-

ic position is demanded, and 'mentalistic' terminology is
required.

There appears at

Hh

irst glance to be a iogical jump

from the assertion that man is a rule-following animal to
the assertion that description of human ends usually re-
quires refercnce to social standards. The assertion that
‘man is a rule-following animal requires that rules for in-
terpersonal appraisal be available; Interpersonal apprais-
ability in turn entails that there are standards of some
sort. It is the soezal in '"social standards" that is
troublesome. In ordinary use the term "social standards"
means something like 'the standards of society' or ‘'soc-
ially acceptable standards' and may be thought to refer

to the fads and prejudices of the various social groupings.

But "“social" may also simply mean "“interpersonal.,"



24
Presumably, Peters means this latter since he is talking
about interpersonal appraisability and the former is much
too restrictive for such a discussion. Thus Peters em-
phasizes the social/interpersonal nature--the essential
objectivity--of any formulable rule. (See also thesis
four: the impersonal public world.)

Peters' notion of man as a rule-following animal de-
velops into an intricate set of assertions and metaphors
which is used to describe and explain the development of
rationality in the human mind. In effect he has proposed
a model for thinking of human development. He regards his

model as very superior:

For my model of the mind is, in an important sense,
more than a model. Plato once said that philosophy
was the soul's dialogue with itself, Similarly a
person who has developed a legislative function, as
I have called it, is a person who has taken the ass-
essment of rules into his own mind. He has been in-
itiated into a rational tradition stretching right
back to Socrates. That is why the model of the ed-
ucator as an artist producing an end product out of
material or of the gardener tending a process of
growth are both out of place. (PC, p. 286)

In calling his model "more than a model" he appears to mean
three things. (a) His model does not draw on concepts

from disciplines and practices which have no natural log-
ical connection with education, such as art or gardening.
Such models impose a structure on the concept of mind from

'outside' as it were, and are open to misunderstanding be-

cause the connection they have with the concept of mind is
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by analogy only; certain similarities between what the
artist does to his material and what the teacher does to
the minds of his students are assumed to be basie. Peters
challenges these assumptions (see Ch. 8 infra: synthesis)
and so abandons such models. (b) The logical structure
of his model has arisen naturally from 'inside' the mat-
ters with which he is concerned: the rational tradition,
the taking of the assessment of rules into a person's own
mind. His model is, therefore, more than simply an analogy
for viewing education and the concept of mind. (c) Be-
cause of these two features his model is more 'in tune'
with the materials it structures, It is more of a des-
cription of the mind which also serves as a partial ex-
planation of it than an explanation of the mind in terms
of something else. His model is therefore potentially far

more fruitful than previous models.




SECOND THESIS: MENTAL DEVELOPMENT

12 Mind is regarded as a product of social development

Peters' thesis on mental development is presented lar-
gely in "Education as Initiation'" and in Ethies and Educat-
ton. There are brief notes elsewhere and one chapter
specifically on educational development in The Logic of
Education. In the present discussion he continues to de-
velop his concept of mind, and elaborates the learning
theory and teaching theory dependent jointly on the con-
cept of mind and what is to be learned.

He begins,

...] propose to conceive of the mind of the individual
as a focus of social rules and functions in relation
to them. (PC, p. 274)

and continues: the ''individual's character",

...Tepresents his own distinctive style of rule-fol-
lowing., But it represents an emphasis, an individ-
ualized pattern, which is drawn from a public pool.
Character-traits are internalized social rules such
as honesty, punctuality, truthfulness, and selfish-
ness. A person's character represents his own ach-
ievement, his own manner of imposing regulation on
his inclinations. But the rules which he imposes are
those into which he has been initiated since the
sl dawn of his life as a social being. (EE, p. 57)

; All human beings are social beings--this is a necessity

26
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since whatever one was taught by human beings from birth
onward was something already contained in the ‘pool!
available to one's culture or race. This pool is limited;
it allows distinctive life-styles because humans may com-
bine its elements in an indefinitely large number of ways.,
The number of such combinations is (one assumes) mathemat-
ically infinite. There are in the pool all the different
rule-following patterns that have been developed in the
past. Some patterns are incompatible with others; some may
be combined with others in ways as yet untried or so far
unsuccessful, While one can only teach that which is al-

ready available, what persons finally learn may not cor-

~

~ respond to any previously developed rule or pattern, since

s

I
|
’\’A K

¢’/  Ppeters continues more bluntly:
ey

persons do, after all, create new things.

No man is born with a mind; for the development of
mind marks a series of individual and racial achieve-
ments, A child is born with an awareness not as yet
differentiated into beliefs, wants, and feelings.
(EI, p. 102)

Mind is thus regarded as a social/interpersonal phenomenon.

In another context, after repeating the above points:

Indeed it is many months [after birth] before con-
sciousness of his mother as an entity distinct from
himself develops. His 'mind' is ruled perhaps by bi-
zarre and formless wishes in which there is no picking
out of objects, still less of 'sense data', in a frame-
work of space and time, no notion of permanence or of
continuity, no embryonic grasp of causal comnection

or means-ends relationships, The sequence of child-
ren's questions--'What is it?', 'Where is it?', 'When
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did it happen?', 'Why did it happen?' mark the dev-
elopment of this categorial apparatus. The differ-
entiation of modes of consciousness proceeds pari
passu with the development of this mental structure.
For they are all related to types of objects and re-
lations in a public world. (EE, p. 49)

To assert '"no man is born with a mind" seems, on the
face of it, to classify infants together logically with
the lower animals; that is, infants are not that kind of
thing in respect of which one can apply 'mentalistic' lang-
uage. It is a very strong claim, and very difficult to
defend. One implication of it is that even the "bizarre
and formless wishes'" that Peters notes in the above quotat-
ion, could not exist at all. They aren't indicative of
much development but something is 'there' and this fact is
tacitly acknowledged by Peters. Iflthere were nothing
'there' then one ought to speak of the creation of minds
and not, as we do, just of their development,.

On the other hand, Peters' claim, if made weaker, would
be less problematic. If by "mind" Peters means something
like 'an adult-ish mind,' or 'a mind such as you or I at-
tribute to one another' then matters stand differently
and Peters' point is the simple and rather obvious one,
that most of the 'contents' of our developed minds were
learned. Thesis Two is in part an attempt to emphasize
that pretty nearly the totality of what one eventually com-
es to understand, feel, think, and desire must be learned--

and for better or for worse is learned.
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However, children, being relatively uninitiated, do have
a peculiar status according to Peters:

Children must now be seen as inhabiting a twilight

world between man and the animal kingdom. Their minds

operate very differently from those of adults and

they only gradually emerge, stage by stage, to an

adult form of experience. (LE, p. 30)
The terms "man" and perhaps "human being" are, it seems, to
be restricted to a human 'animal' that has been through
some learning processes and so has entered into what is
called in thesis four '"the impersonal public world" of
social rules (see Ch. 7).

Peters' use of "adult" in the material just quoted is
somewvhat misleading; it suggests physiecal maturity, a cond-
ition that (presumably) occurs naturally given only minim-
al conditions. Peters' point appears to be that the term
""adult" in his use is applicable only if the physical
criteria are met and if certain criteria of social devel-
opment are also met. An 'adult' for Peters, appears to be
a person who has achieved an "adult form of experience.”
The 'emergence' into the "adult form of experience" is a
matter of initiation and training.

It is not at all clear why Peters adopts a scale of hu-
man development with (apparently) ‘'animal' at the 'lowest'
point--corresponding to 'youngest' age. I suggest this is
a metaphor: children are seen as animal-1ike (in comparison

with adults). Perhaps the metaphor is made strongly in this
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way to make the point that the human race is a race of
animals who have undergone a purely soctal evolution. If
so, Peters is also assuming that each newborn child starts
again at the bottom of the animal-to-human scale, and he
appears to assume something like this.

The central problem with Peters' animal-to-human scale
is that it may well be dis-continuous if it is shown that
the difference between human and animal minds is a differ-
ence of kind and not solely one of degree. This is to sug-
gest that what is being measured at one end of the scale
may not be the same kind of thing as was measured at the
other. These would therefore be two distinct scales with
no common points. Strong cases have been made for the dif-
ference being one of kind; for example Jonathan Bennett,
in Rationality, makes this case.! I suggest Peters' as-
sumption is an exaggerated metaphor to make a point about
the infantile nature of the young.

It would have been simpler for Peters to have suggested
a scale on which 'infantile' was the lowest point. The
same notions of human rational development could be devel-
oped. The problem of defending a metaphoric conception of
childrens' nature could have been avoidecd. The problem
about how to boost children over a (probable) category
distinction at some--undetermined--place on the human-to-

animal scale would have been avoided.

! (London: Routledge § Kegan Paul, 1964).
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anguage as the vehicle of mental/social development
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~may~rega¥dﬂii£e/%s "a stream of experience to be en-
" or perhaps as '"a series of predicaments to be liv-
rough" LARE, p. 93). There is a continuity of exp-
ce?igw%elation to whiéh individual #centres of con-
sness® {EI, p. 105) develop, are initiated, become
ted or not, and which they either enjoy or endure.
xperience is neither as fleeting as may be supposed,
s private. The ways in which individuals have gone
experiencing and the interpretation of such exper-
or its results may be incorporated in language.
individuals may, then, follow these incorporated

for experiencing and interpreting, and so may exper-

and interpret for themselves in ways similar tc those

eir predecessor; The intent of education is to cause

nd1V1dua1iﬂto }Qarn and 1ntegrate these 1ncorporated
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us, what is experlenced is public in the sense that
ay in which one sees the world is prepared by others

hen brought forward as the social initiation one is

to undergo. Peters judges thatgt;nguage is largely the

vehic

le for this initiation:

...one of the first things that children do is to
learn a language. And in learning to speak correctly
they also learn to pick out things and classify them
in a way which it has taken men many centuries to ac-
quire. Without social training children would
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probably not learn to walk, let alone to talk., And
the vast experience of our ancestors is incorporated

in-the language into which we are initiated at a very

early stage. (&RE, p. 98)
/f/z%/fzxk '
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Early child-hood development is no
gest that learning to talk <n most
! social training is reasonable. It

same applies to learning to walk.

to walk by imitation and trial and

Sa s

/N

/

¢ /L/
doubt complex. To sug-

of its aspecte requires
is doubtful whether the
Children may well learn

error, and they may re-

quire help in balancing themselves, and so on; but none of

the technical senses of "training" appear to apply: child-

ren are not 'drilled' in walking; nor are they 'instructed';

they are 'shown how' and 'aided.'

The language we are given is the fruit of much pain and

work, Errors and stumblings of the past appear in the

language for a while then are replaced as the errors are

corrected and difficult ways made easier. In this way, by

centuries of trial and error, traditions, a history, and

Z;/, T
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é?acﬁiiureé ;ARE, p. 97) develop.

The information so stored is essential for the con-
tinuance of civilization. The main function of the
educator is to pass on this priceless human heritage.

(ARE, p. 97)

SR
The educator:

—~

o

\

...is an inheritor of a way of life...defined in
terms of procedures and principles which make it pos-
sible for assumptions and institutions to change in
the 1light of growing knowledge and experiemce. He/
must hand on the wisdom of the past., But he must

‘]
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also hand on procedures and an attitude of mind
7\ which permit truth to prevail and institutions to be ‘
711 adapted to changing conditions. (ARE, p. 105) e
L )
. Y
The educator does not merely hand on a body of static

traditions. Among the traditions is, of course, that of

empiricism:

It is the tradition which insists that other traditions
should not be taken for granted until they have been
subjected to the test of experience....and shown to be
correct, the most colossal errors and injustices

could be and have been perpetuated for generationms.
Indeed in the history of man, taken as a whole, the
usual thing has been to pass on as unquestionable
truths the assumptions of previous generations. The
empiricist tradition, which insists that traditions
must be criticized and examined, is a brittle crust

on a mass of irrationality and self-perpetuating
dogma. (ARE, p. 104)

~
T

All, or almost all, a person's thought, speech, respon- ﬂ?Z;
ses, emotions, etc., are prepared and learned during his

.initiations. Here I extrapolate freely beyond what Peters
/[,W—‘A‘r ‘

has said in order to make the point. What the educator is
¢ c .

& 5 AR AR I

doing with language in respect of the student is 'setting
limits to thought' as Wittgenstein once asserted philoso-
phers do with respect to]already qualified speakers of

1 , 4
the language. Thé'educaéUT*s function is just that of
/ L

/ I
the philosopher, except that the educator i€ concerned

with initiating the individualﬂinto public and available
)((;'w/fu./

1Ludwig Wittgenstein, Tractatus Logico-Philosophicus, trans.
D. F. Pears and B. F. McGuiness, intro. Bertrand

Russell (London: Routledge & Kegan Paul, 1961 [1921}),
§§4.113 - 4.1140
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forms of thought and awareness, rather than with the init-

iation of the mature speakers of the language into some

A

/

higher state of awareness which Hgﬂalone currently enjoys!).
Philosophers probe the limits of thought--the limits of
the impersonal public world (see Ch. 7)--and by so doing
work beyond ﬁhag phe ordinary person conceives as those
limits, Sokih; eEEEQQg; speakg/from beyond the limits as
conceived by the natve or the uninitiated, from a position
beyond the limits of kgg/pupils' (private{.worlds, that is,
from a position beyond their language. Hé§/task is to

set wider limits on their thought by giving them access to

new language. Wittgenstein makes a point which, if inter-

preted as being from the pupil's view, gives illumination:

5.6 The limits of my language wean the limits of
my world.
5.61 Logic pervades the world: the limits of the

world are also its limits.

So we cannot say in logic, 'The world has
this in it, and this, but not that.'

For that would appear to presuppose that we
were excluding certain possibilities, and this
cannot be the case, since it would require that
logic should go beyond the limits of the world;
for only in that way could it view those limits
from the other side as well.

We cannot think what we cannot think; so what
we cannot think we cannot say either.

5.62 . e 0 0
The world is my world: this is manifest in
the fact that the limits of language (of that

language which alone I understand) mean the
limits of my world.!

11bid., §8§5.6 - 5.62,
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While a precise parallel between the educator and the phil-
osopher is not defensible, the similarities are provocative.
Rules, of course, are alterable, and the child, init- v
ially interpreting rules as fixed, comes to realize this
fact and develops toward what Peters calls the "autonomous
stage" (ARE, p. 115; PC, p. 277; RH, p. 253) in which his
mode of behaviour becomes '"purposive rule-following"
(ARE, pp. 132-134). Thus, provided the learning processes
and experiences to which he was submitted and the manner
of teaching are correct, he achieves the stage of "rat-
ional rule-following" (ARE, p. 135), and gains a ''ration-
al code" (PC, p. 275) to live by,
/ Thus, students must be introduced to (a) experiences
’ of many different kinds, with the emphasis that ordinary
'first-hand experience' is required but that such exper-
ience has severe limitations when principles and abstractions
have to be learned (ARE, pp. 99-103; EP, pp. 16-17; PC,
p. 277), and (b) the social rules of the "public world"

(see thesis four).

14 The way in which the initiation into language

involves the teaching of traditions

The "public world" or "public heritage' into which the
student is to be initiated has been '"marked out"™ by prec-
eding generations (AL, p. 13). What has been so 'marked

out'--"impersonal content and procedures'--is "enshrined
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in public traditions" (EI, p. 103), and "public tradit-
ions [are] enshrined in a public language" (EI, pp. 102-
103). Also, the "public world [is] picked out by...lang-
uage and concepts...and structured by rules governing...
purposes and interactions" (AE, p. 13).

Mere linguistic fluency is therefore not what is in-
tended when the e&ﬁzétog'give% the students access to a
new language. The teaché% must also communicate the trad-
itions which it enshrines. Language--as a sophisticated
sign-system--can take many forms: music, colour, body gest-
ures (e.g. ballet), and so on; it is not restricted to any
one or two perceptual media such as visual or aural stim-
ulation as its carrier. Language is not merely a self-
contained system that can be 'disconnected' as it were,
from the world; it is an interpreted sign-system that takes
meaning both from”the interconnections it makes within it-
self, and from the mass of interpretative rules and applic-
ations in which it is used.

There are at least two ways in which traditions may be
embodied in language, (and here again I extrapolate from
Peters). (5) Language may be used to state traditions as

matters of fact. For example, 'We have-a-tradition-of

critical thought ;' or *Tragedy is part of our theatrico-

/

literary tradition." The listerer's attention is directed

ST

to certain facts as stated, to logical relations among terms

Syﬁe already knows. In order to understand’he need not go



37

out to look at the world. However, this latter fact is
precisely the limitation of statements of fact: there is
the danger of rote memorization, the danger that the stud-
ent will leave the facts as they are and not realize fur-
ther that they are an interpretation of the world.

(b) Language may express (implicitly) ways of understand-
tng. The ways of understanding may be learned during the
following of directives. For example,/’'Ensure that any
assertions you may make are in principle confirmable/dis-
confirmable' is a statement embodying part of a critico-
scientific tradition. The li;;éﬁéf is directed to act in
certain ways;#%e is not told whyvﬁe ought to do so in the
context of following the tradition. The statement is
therefore not descriptive of what the tradition is; the

statement expresses or exemplifies the traditiom, shows /f
A
what is to be done or how something is to be thought.

: L SPeL
Language may also manifest traditions by means of the way e

in which describing is done. For example, traditions of
racial prejudice are exemplified if an Afro-American is
referred to as a 'nigger.' Again, the traditiom 1is shown,
not stated. (A statement of the tradition would be, 'For
decades the term '"nigger" has been used to represent Afro-
Americans as in most ways inferior to Whites.') )
What occurs in the learning of a tradition-implying -é;fz(f

language is that attitudes and interpretations are 'picked L

up' relatively uncritically at the time. It appears that



38
a great deal of the learning of public traditions is con-
tained in this learning of attitudes and ways of seeing.
The two forms of embodying traditions, stating and showing,
are themselves representatives of traditions; the first is
conducive to isolating assertions re matters of fact so
that their truth/falsity can be determined subsequently; the 7

second relatively more conducive to inculcating attitudes.

gWQD
15 'Really understanding' involves cognitive-affective
connections .
SHWT
Initiation into the public world involves knowledge and UL/

understanding. It has not only a 'cognitive' but also an

“affective® side to it--a 'feeling side' to it.(EE; pp:

' .
146-147), 'Really understanding

t h3 3 1 1.
scmet“lng 1TIVoiLVES oE-

coming committed to rules and standards, i.e. involves an

emotional development of sotfi:i;

Peters claims, ) //

S 9iit),a strong case can be yade for Socrates' view that
if a man does not pursue/or at least feel drawn toward T
what is good then he dogs not really understand itse..
__ {EE; p. 146) - e

The point, says Peters, is @Ece a person learns a particular
concept or becomes a participant in a way of life the "stand-
ards" or procedures and attitudes "built into" it take over,

so that one lives and does not merely talk about or pay

lip-service to the concept or way of life. One has become
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This is not to say that the educated person is irrev-
ocably committed to every rule he has learned. Some of
what he learns may be effective such that other things are
rejected. He may even revolt against his culture without
'losing' his educatioﬁ: concludes Peters after a discus-
sion with W. H. Dray. Peters has argued that the educated
person must be committed to some standards, and Dray, using
the example of St. Paul who underwent 'religious convers-
ion' on the road to Damascus, asks whether one might say
correctly that the man who gives up his culture, most of
his traditions, who has overthrown his background has lost
his education (AE, p. 22).

Peters' response implies that Saul, by discovering him-
self confronted with the blinding light and with the voice
coming out of it, has lost certain commitments, but only
by already having other commitments which he did not (ever,
so far as we know) reject. It is at least plausible to say
that these other commitments were commitments to believe
that what he 'saw with his own eyes' or 'heard with his own
ears' represented fact and not fiction, commitments to ac-
knowledge that certain persons had claimed one could have
'religious experiences' which would have a strong emotion-
al and perhaps physical impact on him, commitments to ac-
knowledge that these same persons in their 'descriptions'

of their 'religious expericnces' used language much like
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the language he is tempted to use to describe his confront-

ation with the blinding light and the voice, and commitments

to normal critical evaluations in the face of apparent
paradoxes (there was a voice but there was no mamn there).
In the face of what he 'sees' and 'hears' and of his prior
commitments as described, he cannot sustain his commitment
to dis-believe religious claims: he becomes 'converted' so
that he is now committed to a religious mode of thought.
The man is still cultured, presumably, and still compet-
ent to run his own life; only one set of commitments has
changed (and, of course, what he then considered important
changed, and so on). He can give reasons (as above) for
the change. (Whether we, two thousand years later, would
call them adequate reasons is irrelevant.) In amending his
rules to account for what he now believed to be the case,
what he was doing was more like substituting what were to
his mind rules more consistent with actual experience, than
like giving something up.
Dray's point referred specifically to whether the Jews
would challenge his claim to be educated. Peters answers:
...l am not sure. It would depend on the extent to
which they believed in indoctrination, with the rigid
insistance on an unshakable content of belief that
goes with it. (AE, p. 26)
Peters' point is, I infer, that if Saul/St. Paul could have
made a valid claim to be educated before conversion, then

conversion does not affect the status of the claim, and,
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Peters would add, if the Jews believed strongly in indoct-
rination then their contest of Saul's/St. Paul's claim to
be educated after conversion only indicated that what they
understood was indoctrination, not education (AE, p. 26).

In order to be educated, one must be committed to a great
many rules from which one infers what one ought to expect
anéﬁought not to expect. Normally, it would seem that these
form a consistent set, so that the inferences do not logic-
ally contradict each other. Even so, what one infers on
the basis of current experience may be counter-expectation-
al (as in Saul's/St. Paul's case). In such a case one
either rejects the current inference or rejects the rule(s)
by which the current inference is judged counter-expectat-
ional. Thus, in confrontation with the 'test of experience’
one's available rules maintain themselves, through change,
in a kind of equilibrium. One could thus express lack of
education in not changing.

Nelson Goodman, in Faet, Fietion, and Forecast, ex-

presses how these rules and inferences interrelate with

each other:

A rule is amended if it ytelds an inference we are
unwilling to accept; an inference is rejected if it
violates a rule we are unwilling to amend.}

Saul, confronted with an experience which conflicted with

INelson Goodman, Fact, Fiection, and Forecast, 2md ed, (New
York: The Bobbs-Merrill Company, Inc., 1965), p. 64.
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the experiences he would normally infer, could have done
one of two things: either (a) reject the inference that

he must be having a religious experience (maybe it was a
hoax), or (b) reject the rule by which he had inferred the
impossibility of religious experience. On the basis of
the traditions into which he had been initiated, and his
subsequent development in them, he chose (b). Little more

can be said in view of the paucity of evidence and reports

from the time, / Sart 7
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think in various ways one becomes committed to these modes
of thought and speech, and thereby committed to the stand-
ards incorporated in them, whether these standards repre-

sent traditions of critical thought, racial prejudice, or

ey o ke
whatever. In using 'ways’bf speaking and thinking,one

evokes from the env1ronment responses, and depending on
what these are and how oné understands them one will exper-
ience various emotions, modify various commitments, and so

on., This appears to be what. Peters has meant. For example,

/7/Peters has this to say about emotions:
/k‘*” K

We talk more naturally of 'educatlng the emotions',
than we do of training them. This is surely because
the distinct emotions are differentiated by their
cognitive core, by the different beliefs that go with
them. The fundamental difference, for instance,
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between what is meant by 'anger' as distinct from
'jealousy' can only be brought out by reference to
the different sorts of beliefs that the individual
has about the people and situations with which he is
confronted. A man who is jealous must thimnk that
someone else has something to which he 1is entitled;
what comes over him when he is subject to a fit of
jealousy is intimately connected with this belief.
But a man who is angry need have no belief as spec-
ific as this; he may just regard someone as frustrat-
ing one of his purposes. (EI, p. 98)

o/ N
(Qé;fgf”t{) _ _

Thus, according to s, there is an inseparable logiecal
connection between what is ordinarily referred to as
thought (the cognitive aspect of knowledge and understand-
ing) and emotion (the affective aspect), in the language
and traditions one has learned.

PetETSMassert3~that<§ince this cognitive-affective re-

lation is a logical relation, current classifications of

'development' which rely on
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ual,' 'social,' and 'emotional' development are therefore
indefensible (LE, pp. 49-51). Learning a language, learn-
ing to understand what there is, learning to imterpret it,

Al

and finding oneself committed, are all part of coming to /

2
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really understand" what things are. A“k/"ﬁ&
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In conclusion, a few remarks on correlations between 7/ */’

Peters' discussions and my own schema are appropriate.
Mentalistic language certainly is incorporated into Peters' /o
discussions of learning theory. This incorporation was

made possible by the dualistic position he adopted; it was

made mandatory by the use of mentalistic termimology in

another basic area that influences learning theory: the
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reasons to be educated (at least). Similarly, Peters®
references suggest that what is to be learned has a strong
influence on learning theory. What is to be learned ap-
pears to be both disciplined studies and social rules (ob-
jective standards and social rules). Following from the
requirement for disciplined studies there are discussions
(as required by my schema--see supra, p. 10) of what it
means to 'really understand.' There is not, however, much
discussion on the meaning of "social rules'" on on their
status in learning theory, to correspond with the require-
ment that social rules be taught. The nature of 'rules’
themselves and their function in the mind of the learner
are detailed rather broadly. Peters' task was not, appar-
ently, to construct learning theory, but to distinguish a
number of the factors that influence it, and to indicate

something of their structure.



THIRD THESIS: CRITERIA OF EDUCATION

16 Three criteria for the educated person

Professor Peters!' treatment of educational criteria is
spread throughout his work. The works: '"What is an Educ-
ational Process?'", "Aims of Education'", "Education as In-
itiation", and Ethics and Education contain extensive and
similar accounts. The criteria here fit into my own schema
as criteria governing the what is to be learned area, and
the relations of that area within the schema. Peters sum-

marizes his criteria for the educated person:

~
()

An cducated man is one whose form of iife--as
exhibited in his conduct, the activities to
which he is comi.itted, his judgments and feel-
ings--is thought to be desirable,

(ii) Whatever he is trained to do he must have know-
ledge, not just knack, and an understanding of
principles. His form of life must also exhib-
it some mastery of forms of thought and aware-
ness which are not harnessed purely to utilit-
arian or vocational purposes or completely con-
fined to one mode.

(iii) His knowledge and understanding must not be in-
ert either in the sense that they make no dif-
ference to his general view of the world, his
actions within it and reactions to it or in
the sense that they involve no concern for the
standards immanent in forms of thought and

; awareness, as well as the ability to attain
? them. (EP, p. 9)

o Re (i): the educator (this is here a general term used

45
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to cover parents, teachers, and so on) must take care that
the general state of the developing person is moving on
desirable lines. It must be remembered that one's general
state, oﬁe‘s feelings, one's commitments, and so forth
are all considered to be learned (see thesis two). If
they were not learned correctly, if what was learned was
not desirable, then the term "educated" does not apply to
that person.

Re (ii): educational development is seen as a species
of development of the human mind. It is not so much concern-
ed with what one can do but with whether one develops into
a 'rational rule-following' being. To be educated does
not imply that one does not or that oﬁe cannot work for
a living, but it rules out the possibility that one's life
is predominantly a matter of working for a living.

Re (iii): the educator must ensure that what is learned
functions adequately within the general context of what-
ever else the student has learned, that is, it must in-
fluence the student's "general view of the world" and what
he does in it. Elsewhere Peters refers to this learning
as the developing of '"cognitive perspective" (EE, p. 45).
Indeed, if the 'worth while' development described in (i)
is to be ensured the learning of new things must have these
effects, required by Peters, that one's general view of
the world changes, and that one becomes committed to cer-
tain things and standards rather than others. Naturally

enough, these standards are the rules representing the
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traditions implicit in the language one learns.

Criterion (iii) also cautions that teaching theory and
learning theory must ensure the meeting of the goals of
reasons to be educated and what is to be learned. There
have been tendencies in the schools to ignore these re-
quirements, to teach 'facts' without understanding: learn-
ing is by rote only. What was learned can be used pragmatic-
ally, say in the writing of exams, but it tends to have 1lit-
tle lasting influence; it does not change the learner's views,
the learner's commitments are not modified in respect of it.
It is, Peters would say, inert, and is worthless as a con-

tribution to the development indicated in (i).

17 Amplification of the criteria for the

educated person

So far the criteria for the educated person remain some-
what vague. Peters provides some additional amplification.
For example, amplifying (i): education "has to be describ-
ed as initiation into activities or modes of thought and
conduct that are worth while'" (EE, p. 55), an educated
person must have achieved some desirable state of mind (EP,
p. 5; EI, pp. 90-91), or valuable states of mind (LE, p.
13). Combining (i) and (ii): there must be "desirable

states in a person involving knowledge and understanding"

(LE, p. 40). Amplifying (ii): the educated person must

have '"some understanding of the 'reason why' of things"
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(AE, p. 7); must have breadth as well as depth, and must
not be narrowly specialized (AE, p. 7), must have an all-
round type of development (EP, p. 7) involving various forms
of awareness (AE, p. 7). Amplifying (iii): the educated
person must have his '"outlook...transformed by what he
knows" (EP, p. 7), so that living becomes '"a quality of
life" (AE, p. 8); must have attitudes involving "the com-
mitment which comes through being on the inside of a form
of thought and awareness'" (EP, p. 8).

Again it is emphasized that the educational development
is mental development, involving a general introduction
into broad classes of experience and of methods of think-
ing and interpreting experience. The development is re-
garded as valuable, but it is not to be mistaken for what
'*the masses' find popular. The various forms of thought
and awareness each have internal standards including stand-
ards of worth in relation to the various experiences which
are their subject matters, In learning these forms one
finds that 'mass-values' rapidly cease to have relevance,
being based as they are on relatively minimal and often
incorrect initiation into advanced forms. These advanced
standards of value are embodied in critical traditions
whose functions generally are the continued assessment and
reassessment of thought, experience, and attitude, It is
this continued assessment and reassessment which, be;;;;gé
é paft of one's life enforces changes in outlook and the

attainment of a life of quality.
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In assessing what is to be learned the educator is,
therefore, to assess the relative worthwhileness of the
various matters which he might teach. In Ethies and Ed-
ucation (Ch. V) Peters makes a strong case for the claim
that what is to be learned be selected on the basis of

its intrinsic value. He argues:

...considerations must derive from the nature of the
activities themselves and the possible relations be-
twveen them within a coherent pattern of life.

(EE, p. 155)

In arguing for "science, history, literary appreciation,
philosophy, and other such cultural activities" (EE, p.
160) as subjects of sufficient intrinsic worth to be taught

as part of an education, Peters claims that they inter-

relate with each other
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other, and mutually ensure the transformations toward a

life of quality:

They can be, and to a large extent are, pursued for
the sake of values intrinsic to them rather than for
the sake of extrinsic ends. But their cognitive con-
cerns and far-ranging cognitive content give them a
value denied to other more circumscribed activities
which leads us to call them serious pursuits. They
are 'serious' and cannot be considered merely as if
they were particularly delectable pastimes, because
they consist largely in the explanation, assessment,
and illumination of the different facets of life.
They thus insensibly change a man's view of the world.
...A person who has pursued them systematically de-
velops conceptual schemes and forms of appraisal which
transform everything else that he does. (EE, p. 160)

The very question 'Why do this rather than that?' which

Peters asks as a start to selecting what is worth while,
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cannot properly be answered without consideration of these

activities, for they are instrumental to answering it (EE,

p. 163)--and for that reason at least ought to be taught.

But that is not all; the disciplined activities change the

formulation of the question '"by transforming how 'this'’
and 'that' are conceived'"; the disciplined activities are
"built into asking the question as well as into answering

it" (EE, pp. 163-164). Peters concludes:

In brief the justification of such activitles is not
purely instrumental because they are involved in
asking the question 'Why do this rather than that?',
as well as in answering it. (EE, p. 164)

Note that on the schema (supra, pp. 7-8) the area what

is to be learned takes the weight of the assessment and

3 T
selection of wh

at is toc b¢ learned, As I showed, this sit-
uation would come about if education is to be sought be-
cause of some intrinsic value. It is likely, therefore,
that Peters' reasons for being educated are of this form--
at least they deny purely instrumental reasons. Peters
argues that the having or gaining of a "passionate concern
for truth" (EE, p. 165) is a good reason to be educated.
About this attitude toward truth, Peters says in conclusion:
Such an attitude is surely in some way called forth
by man's predicament as a thinking being in a uni-
verse whose local conditions have made thinking pos-
sible. The teacher helps to awaken an awareness of
the manifold aspects of this predicament; he indic-
ates in some way how things are and the appropriate-

ness of conducting life on the basis of such con-
siderations. (EE, p. 1066)
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18 Ppeters' terminology in stating the criteria for

the educated person remains problematic

Attempts to understand the terminology in which Peters

states his criteria and amplifications become at times
frustrating. Little of the terminology is clearly ex-
plained at its first use, so that unless one already has

a broad background in, for example, social theory and psych-
ology one may often be unable to determine what exper-
iences are designated or how they are to be thought and

evaluated. The following terms remain vague: "cognitive

perspective,'" 'forms of thought and awareness," "standards
UAM“F immanent in forms...," '"mode [of thought and awareness],"
ﬁw\‘ "commitment," '"to be inside a form...," '"state of mind,"
?
¥w»”:j "outlook is transformed," "form of life,” "ali-round de-

velopment." There is also talk of "public modes of ex-
perience" (LE, p. 52) and "modes of knowledge and exper-
ience" which are also referred to as '"domains" (LE, pp.
62-66). These 'forms,' 'modes,' or 'domains; are said to
constitute the "inheritance into which children are to be
initiated" (EI, p. 103); they are the "public traditions
enshrined in a public language" (EI, pp. 102-103).
Apparently the 'forms,' 'modes,' and 'domains' of
'knowledge and experience' or of 'thought and awareness'
are all the same sort of thing., Science, morals, history,
and aesthetics (EP, p. 20), together with mathematics, pol-

itics (LE, p. 12), and interpersonal knowledge (LE, p. 63),
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and possibly religion and philosophy (EP, p. 8; EE, pp.
161-164) exemplify these 'forms.'

My analysis of Peters' assumptions'and assertions in‘
the context of the schema has made this terminolegy much
more intelligible. However, these terms still need con-

siderable clarification.

19 Criteria for educational processes

The criteria for the what is to be learned area have
influences on the teaching theory and learning theory
areas. Obviously enough, the teacher has to ensure that
what is to be learned is learned, that, for example, what
is learned now will not block the learning of what is to
be learned next, and that the 'interpersonal appraisal
rules' for the various disciplines are explicated and
available (see supra, pp. 9-10). Specifically, the ed-
ucator must ensure that the three criteria for the educat-
ed person (supra, p. 45) are met. This necessitates,

that 'education' at least rules out some procedures
of transmission, on the grounds that they lack wit-
tingness and voluntariness on the part of the learn-
er. (EE, p. 45)
This criterion indicates, in a negative way, features which
allow decisions as to whether ongoing processes are educ-
ational or not. If the child lacks wittingness then he
does not gain knowledge; if he lacks voluntariness then he

does not learn to be a participant in the activities.
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In general, given that there are processes and activ-
ities such as 'training,' 'lecturing,' 'instructing,' and
'drilling,' whether they are educational processes or not
depends on whether they satisfy the criteria of education
(EP, pp. 1-2; EI, pp. 92, 100)., Peters believes it es-
sential that the worth while states of mind which char-
acterize the educated person are transmitted by "morally
unobjectionable'" means (EP, p. 9), that teachers operate
according to ''principles such as fairness, freedom and re-
spect for children" if they wish to be called educators
(LE, p. 15; similarly EE, pp. 35, 92). Peters is also
"averse to indoctrination and conditioning" as methods of
education (LE, pp. 40-41). Conditioning is rejected be-
cause it does not result in knowledge and understanding,
but only in the modification of behaviour (EP, pp. 12-14),
Conditioning emphasizes behaviour in accordance with rules,
but not action based on knowledge of them. Indoctrination
is rejected because its outcome is contrary to the devel-
opment of critical thought (EP, p. 19). When Peters and
Hirst, in The Logic of Education assert "that a definite
moral point of view is implicit in their [Peters' and
Hirst's] approach" (LE, p. 41) it is with reference to

principles such as these,

20 Peters' distinction between educating and schooling

Given that education involves both a cognitive and an
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affective development (see supra, §15) and that education
therefore entails some kind of ‘total mental development,'
one might begin criticism by saying that, given what oc-
curs in most schoolrooms, the ‘'emotional' and 'social' as-
pects of this ‘'development' are in fact distinguished and
are largely ignored in favour of 'intellectual development.'
By being largely ignored this development may, however,
continue in undesirable directions despite the teacher's
intentions; students may acquire some of the mannerisms,
expressions, and unstated but strongly felt emotions the
teacher may have. Peters would probably respond that what
was going on was poor education, and that even if the teach-
er eliminated his biases from the teaching-learning situat-
ion and put his energies only into his teaching, the educ-
ation given would be incomplete. But, Peters would add,
it is not necessary that the criteria for adequate sechool-
ing be directly dependent on the criteria for an adequate
education.

One must distinguish between educating and schooling,
and one must decide what has place in the schoolroom and
what has not. Peters suggests that what must go on under
the heading 'schooling' need not always be educational--for
example, vocational training and 'health' instruction
(EP, p. 22, n. 2). This does not imply that such schooling
meets or needs to meet all the criteria of education. One's

emotional development in the area of interpersonal
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relations (to use one of the 'forms of thought and
awareness') may, for example, be excluded from schooling,
while always (presumably) being included in education,

Peters, however, very rarely talks about this kind of

emotional development.

21 Education involves a sequence of transformations

leading to a quality of life

Having been initiated into the worth while forms, and
having gained desirable states of mind, one now is educ-
ated., But to be educated/initiated is not to have achiev-
ed an end beyond which there is no further learning or
transformation, for the forms do not transform one's life
rticular cnd. They ini
ongoing transformations which is never ending because
whatever can be experienced is subject to explanation,
justification, exploration, and to re-experiencing in
different ways due to modifications on mental structure
imposed by explanation, justification, and exploration.
Experience changes qualitatively.

The public forms themselves evolve as the quality of
explanation, justification, and exploration changes, so.
that in this respect not only does one gain the wisdom
and skill to find different answers to one's questions,

but the re-interpretation of experience leads to re-form-

ulation of one's questions so that in fact different
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questions are asked (EE, pp. 163-164), Life becomes a

never-ending challenge of transformations to be under-
gone in accord with new understandings gained about what
is worth while and new capabilities reached in operat-

ing more fully and adequately in the various forms of
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thought and awareness. There can be no one achievement

that is called an 'aim' of education or 'being educated.”

Rather, one is, relative to other persons and existing
standafds, on}y more or less educated, well or poorly
educated; one engages in more or fewer worth while act-
ivities, for better or poorer reasons. Peters' summar-
izing comment is, "To be educated is not to ha?e arrived;l
it is to travel with a different view" (EP, p. 8; EI, p.
110; AE, p. 7). Put in other words, the educated per-
son is changed, his capacity for change and for reinter-
preting experience is increased, his life is more worth
while through his changes. His life becomes a search
for what is worth while and for the ways of integrating
this worth into himself. And so he achieves a quality

of life.
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FOURTH THESIS: THE IMPERSONAL PUBLIC WORLD

22 Peters' assertions re the impersonal publie world

Professor Peters regards education as a very general
and unspecific (although rigorous) initiation (EP, p. 7)
into "a common world" (EI, p. 105; EP, p. 21), a "select-
ive world of social artifice" (EE, p. 52}, "a public world
picked out by...language and concepts...and structured by
rules governing...purposes and interactions" (AE, p. 13),
"public traditions enshrined in a public language" (EI,
pp. 102-103), "impersonal content and procedures...en-
shrined in public traditions'" (EI, p. 103), "public and
differentiated modes of thought" (EI, p. 103), "public
forms of thought and awareness'" (EP, p. 20), "a public
form of life" (AE, p. 13).

Teacher and pupil participate in ''the shared experience
of exploring a common world." The teacher is "more fam-
iliar with its contours and more skilled in handling the
tools for laying bare its mysteries and appraising its
nuances'" (EI, pp. 104-105; similarly, EE, p. 53). Peters
speaks of "“forms of objective experience" and "related

qualities of mind" that:

...have only become possible to us through the pro-
gressive elaboration of complex linguistic structures,
social institutions, and traditions, built up over
thousands of years. (LE, p. 77)

57
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These become open to us "“Yonly by mastery of the complex
non-natural world in which they are embedded" (LE, p. 77).
In conversation between persons 'the point is to create
a common world to which all bring their distinctive con-
tributions...participating in...a shared experience" tEP,
P. 21). In personal relationships people "build up a
common world which they share together," a world constit-
uted by "their shared experiences,' by "the common stock
of knowledge which has developed" in the relatiomnship,
and by ''the details of the private worlds that intersect
on such occasions" (LE, p. 94). Several persons may "con-
tribute their private experience to a common pool in or-
der to arrive at a better understanding'" (LE, pp. 94-95).
The teacher helps students "to explore and share a
public world whose contours have been marked out by gen-
erations which have preceeded both of them"; it is a
"public heritage" (AE, p. 13). This exploration is done
"in accordance with rigorous canons" (EI, p. 105; EE, p.
58). To be initiated into "'distinctive forms of know-
ledge....with the canons implicit in all these inherited
traditions' is to have a door opened to 'a vaster and more
variegated inheritance" than is otherwise possible (EI,
p- 103). And,
...for all who get on th- inside of such a form of
thought and who make it, to a certain extent their

own, the contours of the public world are to that
extent transformed. (EE, p. 51)
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Education, also,

...Consists essentially in the initiation of others
into a public world picked out by the language and
concepts of a people and in encouraging others to
join in exploring realms marked out by more differ-
entiated forms of awareness. (EE, p. 52)

This is a world of consciousness. Peters asserts:

The objects of consciousness are...objects in a pub-
lic world that are marked out and differentiated by

a public language....The learning of language and the
discovery of a public world of objects in space and
time proceed together...the individual,..represents

a particular and unrepeatable viewpoint on this pub-
lic world....each one mirrors the world from a part-
icular point of view....as he develops, he adds his
contribution to the public world. His consciousness,
as well as his individuality, is neither intelligible
nor genetically explicable without the public world
of which he is conscious, in relation to which he
develops, and on which he imprints his own individ-
ual style and pattern of being. (EE, p. 50)

It is an "amorphous world" wherein:

...there may well be a few natural objects, such as
the mother's breast, that all children pick out as
primordial patterns. But most of the objects ex-
plored are put there for a purpose and have the im-
print of the public mind upon them. The human world
even at this level of concrete objects, is largely

a selective world of social artifice. (EE, p. 52)

people's language functions to:

...pick out and create the public world peculiar to
them, The...man...who has access only to a limited
vocabulary and to a limited set of symbolic struct-
ures, literally lives in a different world from the
...man who has a much wider and more varied vocab-
ulary.... (EE, pp. 52-53)
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We have '"purposes, standards, feelings, and beliefs",
and "in a language is distilled a view of the world which
is constituted by them" (EE, p. 53). A relationship be-
tween exploring this 'world' and learning a language is
suggested:
...to manipulate numbers and to see relationships
between them is to begin the exploration of a spec-

ial world, to learn a new sort of language. (EE,
p. 53)

And, an individual's character, as has been mentioned:

...Tepresents an emphasis, an individualized pattern,
which is drawn from a public pool. Character-traits
are internalized social rules. (EE, p. 57)

23 The nature of the impersonal publie world

Thus, this 'world' is a world of rules for interpersonal
appraisal and traditions, and insofar as such things are
interpersonally appraisable, it is also a world of purpos-
es, standards, feelings, beliefs, language, and concepts.

The disciplines of knowledge and understanding are also

part of this world. And the world develops as these forms
for interpersonal appraisability evolve. It is a world as
perceived by individual centres of consciousness, or 'minds',
and its theoretical existence requires dualism and mentalist-
te language. (I do not assert, and I do not believe Peters

intends that the 'impersonal public world' is equivalent to
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what we commonly refer to as the 'real world.')

Different individuals, each with a unique history, have
different perspectives on that world (EP, p. 21, etc.).
Peters has also spoken of "private worlds" (e.g. LE, p.

94) and of attempts between individuals to create ''a common

E RN

world" (EP, p. 21). While speaking of the differences be-

tween working-class and professional persons, Peters as-
serts that they live in different worlds by virtue of the
language and concepts available to each (EE, pp. 52-53).
Differences in a person's 'symbolic structures' are cor-
related closely with differences in vocabulary (EE, pp.
52—53).‘ The Wittgensteinian 'logical world' already re-
ferred to in the context of mental development (supra, pp.
33-35) is recalled now. Each person has a private or per-
sonal world logically limited by the boundaries of the

language available to him. The combination of all that is

interpersonally appraisable in these private/personal
worlds is what defines the public world. Clearly, each per-
son by virtue of his unique private/personal world finds
him or herself in a particular relationship with that con-
| fluence of personal worlds--the public world. This relat-
ionship is referred to by saying that each person has his
or her own perspective on that 'world'.

Peters' impersonal public world thesis relates to the
what is to be learned area of my schema, It is a thesis

presenting a conceptual scheme intended to circumscribe
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and delineate the contents of the what is to be learned
area. This does not entail that everything so delineated
ought to be learned; it is the mass of material from which
we, as educators, make selections., As I have said, the
'world' requires 'mentalistic' language and, therefore, on
Peters' schema a line ought to be drawn from the concept
of mind to what is to be learned, to take account of this
requirement (see supra, p. 11). I suggest that Peters'
'world' notion is a metaphor and for that reasom have not

included this influence-line on my own schema.



A COROLLARY OF THE FOUR THESES: PR

SYNTHESIS

24 An opposition between progressive/child-centred

and traditional/authoritarian models

Professor Peters' formulation of the concept of educat-
ion has had at least one considerable benefit: the oppos-

ition between the progressive/child-centred and the trad-

itional/authoritarian models in education is now resolved.
This chapter details the nature of the opposition and how
Peters' work allows it to terminate.

This synthesis is treated largely in The Logie of Educ-
ation although an earlier formulation occurs in "Education
as Initiation.'" Historically, there has been an opposition
between two models of education: the authoritarian (trad-
itional) and the child-centred (progressive). They are
treated here in their most modern forms, although no doubt
they have existed for centuries and have alternated in
prominence during that time. The essence of the synthesis
is that if the other theses are adequate, then this hist-
orical conflict is now resolved and will henceforth no
longer trouble us. The current section is to detail, after
Peters, the relevant weaknesses of the two models which
has placed them in opposition.
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a The 'instrumental/moulding' model

In "Education as Initiation" we find that the author-
itarian school of thought builds its theories om what is
called the 'utilitarian,' 'instrumental,' or 'moulding’
model, in which the mind of the child is treated as some
kind of material which can be precisely formed and devot-
ed toward some end (EI, pp. 93-97).

Peters' criticism is that the "instrumental and mould-
ing models erect the necessary moral feature of education
into an extrinsic end" (EI, p. 95), viz, the achievement
of states of willingness and wittingness in persens.

What is neglected by this model is that willingness and

wittingness are necessary in any educational process and

consti

-+

ute criteria for educational methods,

Regarding these states as ends to be gained is legit-
imate when students lack a necessary independence, for ex-
ample, by having learned to submit without question to
the decisions of others, or whenever they do net have en-
ough awareness of their own actions to understand what is
to be expected of them. While the worth attributed to
these states qualifies them as educational achievements
they are only a preliminary, to ensure that students are
educable (EE, p. 41). Willingness and wittingness are
therefore intrinsic and not extrinsic conditioms of ed-

ucation, With the instrumental and moulding models there

is the risk that any method of 'moulding' may be thought
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legitimate provided only that the end be desirable, and
that, therefore, students may be treated in morally re-
pugnant ways.

Also, by concentrating on means and ends to the exclu-
sion of educational criteria, these models allow reasons
to be educated to be reformulated, not in terms of in-
trinsic ﬁorth, but as pragmatic and instrumental for some
end other than education., (In this case the weight of
decision-making for what is to be taught reverts back to
the reasons to be educated area from the what is to be
learned area.) We then have replacement of educational
priorities based on the intrinsic value of what is to be
learned, by personal and social priorities, admitting
'improperly' such ‘aims of education' as a more compet-

ent work force or a psychologically healthy person. Peters

does not argue for or against social or personal prior-

-ities in themselves, only that they have no necessary

connection with education,

Means-end or instrumental analyses provide a morally
neutral model for activities, but this neutrality is inap-
propriate in education (EE, p. 27). Since educational
activities produce worth while states by means of worth
while means, they are not morally neutral. Means-end mo-
dels are at best usable in education under strict addit-
ional conditions. At worst they foster misunderstanding
as to the nature of education by suggesting that educat-

ional norms are open to interpretation and adjustment in
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a way in which they are not.

b The 'growth' model

Also in "Education as Initiation" we find that the pro-
gressive school of thought builds its theories on what is
called the 'growth' model, in which the mind of the child
is treated as something which unfolds according to its
natural or innate propensities--much as an oak tree will
mature successfully if given the right softs of conditions
(EI, pp. 93-97).

Peters' criticism 1is that '"the growth model converts a
necessary feature of educational processes into ; proced-

ural principle" (EI, p. 95), viz. that willingness and

wittingness be insisted upon above all

14

lse, Such emphasis
especially in conjunction with other (biological) features
of the model, may give the impression that students should
learn only what they may be 'naturally' interested in,
without regard for how they understand what they are doing.
The risk entailed is that students will not learn discip-

lines or what Peters calls 'forms of thought and awareness'

together with their relevant standards and precision.

¢ Analysis of the opposition

The essential difference between the two kimds of mo-
del is that while the moulding model concentrates on the

end to be realized and therefore on the content that must
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be taught, the growth model concentrates on the 'potent-
jalities' within the lcarner and on the methods of bring-
ing these out. With the current progressive movement in

education, the growth theorists attack as morally indefen-

sible the methods of the instrumentalists, suggesting such

methods might lead to the stunting or arresting of the

child's attempts at self-realization and growth (EI, p.
94), The instrumentalists may well respond that the lack
of adherence by the progressivists to those standards the

child must learn in order to deal with the world as an ad-

ult is nothing less than an abdication of the responsibil-
ity to educate.

Peters' analysis of the weaknesses of the theories be-
comes clear: each functions as a corrective for the other,
but a synthesis cannot be gained due to mutually incompat-
ible features of the models and to mutual weaknesses also.

The two approaches to education represent,

...two rather extreme polarized conceptions of how

- content and method can be related for the implement-
ing of educational aims. Neither is adequate in it-
self, though both emphasize points that neced emphasis,
in too extreme a way. When comparing authoritarian
with child-centred approaches to education it is often
said that the former were strong on aims and content
but weak on methods, whereas the latter are stromg on
methods but weak on aims and content. (LE, p. 32)

But a simple integration of the positive features of the

two views proves to be inadequate, since,




68
...they both shared a common weakness--they paid too
little attention to public forms of experience which,
in our view [Peters' and Hirst's}, are absolutely
central to the development of knowledge and under-
standing. And an emphasis on forms of experience can
provide a much needed svnthesis between these two ap-
proaches to education....For content is necessary for
modes of experience to be acquired, as well as being
important in its own right. And without training in
public modes of experience the progressive ideals of

autonomy, creativeness, and critical thought are emp-
ty uplift. (LE, p. 32)

While the authoritarians did emphasize content:

...they regarded this as material to be learnt and be-
lieved. They valued obedience more than they valued
independence of mind. In their system, therefore,
there had been little emphasis on initiating people
into the mode of experience or way of thinking by
means of which it could also be criticized and adap-
ted to new circumstances. (LE, p. 32)

Thus, unless a synthesis could be attained neither side
could achieve its ideals: the progressivists, in de-em-
phasizing content, lost the chance to develop adults who
were cognizant of the state of knowledge and understanding
in the world, and so the critical abilities they did devel-
op went to waste due to incompetence; the authoritarians,
in de-emphasizing methods, lost the chance to develop ad-
ults who were conscious of the dynamic structure of know-
ledge and understanding, and so the knowledge competency
they did develop went to waste due to lack of critical ab-
ility. And neither side could recognize the essential ob-
jectivity of forms of experience or the difficulty of the

development of these forms, and so they would 1qése sight

of the fact that they were preparing people for the worlid.
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25 A synthesis of these models involves the notion of

public forms of experience as delineated in thesis four

In The Logic of Education Peters and Hirst propose the
following thesis:
In the context of what the authors regard as the out-
moded controversy between the authoritarian and child-
centred approach to education a synthesis is attempt-
ed which is derivative from an analysis of the con-
cepts of ‘'education' and of 'human development',
(LE, p. 14)
This proposal is ''the thesis of this book" (LE, p. 15). I
have presented the relevant analysis of education as thesis
three (supra, ch. 6), and the relevant analysis of human
development as thesis two and thesis four (supra, chs. 5
and 7 respectively).
Peters and Hirst wish to demonstrate,
...that the notion of public modes of experience can
reconcile these two approaches in a way that does
justice to the valuative aspects of education and
which puts the contrasting emphasis on specialist
knowledge and personal development into a proper per-
spective, (LE, p. 42)
Two chapters of The Logie of Education are devoted to this
undertaking. The results can be summarized in this section
more briefly,
The emphasis on criteria of education allows the content
and methods of education to be seen in a non-conflicting

context. General human development is similar to what

Peters calls education (LE, Ch. 3) but is perhaps less
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definite about the knowledge and understanding criteria
than is education (LE, p. 57). Personal development pre-
supposes initiation into different modes of experience (LE,
p. 55), and takes cognizance of the fact that,

...the manner in which the teacher passes on inform-

ation and rules...is perpetuated in the manner in

which the pupils come to regard them. (ARE, p, 117)
The obedience for obedience's sake dictum of the tradition-
alists is regarded as pointless and is dropped--social ord-
erliness is required in a classroom, but to train in blind
obedience to the rules and information a teacher passes on
is to perpetuate a dogmatism. The method for method's
sake dictum of the progressivists is seen as inadequate and
is dropped--but the insistance that one ought to treat
fellow human beings humanely is retained. Method is more
closely related to human developmenﬁ and to the ideal con-
ception of a.human being which both education and human
development presuppose (LE, p. 58).

Resolution of the conflict between the two models is

shown:

...if we examine carefully the character of the cen-
tral objectives sought by progressives, we find that
they, as much as those sought by traditiomalists,

are necessarily related to the acquisitiom of certain
fundamental forms of what we have loosely called pub-

lic modes of experience, understanding and knowledge.
(LE, p. 60)

In conclusion, it is found that when the unwarranted
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assertions entailed in the two models are removed, and

that when proper emphasis is placed on public forms of

experience, and that when human development is more pro-
perly understood as an initiation into such forms of ex-
perience, that the language of educational concepts re-
duces to that as presented in Peters' third thesis, and
that the third thesis, as presented constitutes a resol-

ution of the old progressive-traditionalist conflict. Ed-

ucation may now be characterized (without fear of mis-
understanding) as:
...educational processes are those processes of
learning, which may be stimulated by teaching, out

of which desirable states of mind, involving know-
ledge and understanding, develop. (LE, p. 86)

that the authoritarians emphasized what is to be learned--
even if their understanding of this area remained problem-
atic--and de-emphasized the ethical elements of teaching
theory, and the progressivists emphasized the ethical elem-
ents of teaching theory while de-emphasizing what is to be
learned. Their adherences to the schema were rather less
than Peters'.

The fact that the resolution achieved by Peters follows
from the four theses as I have selected them lends support
for my selection. The fact that Peters has resolved this
long-standing problem by concentrating essentially on the

concept of mind, and a combination of reasons to be
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educated and what is to be learned and by making deductions
from thesc areas to learning theory and teaching theory,
indicates that a close adherence to the schema as I have
developed it results in the elimination of misleading con-
cepts and in a more fruitful and comprehensive concept of

education in at least one major case.



CONCLUSIONS

26 The status of Peters' concept of education

In outlining the four theses o1. education of Professor
Peters I have attempted to show that his formulations re-
present a comprehensive concept of education when analyzed
according to the schema of five areas I developed in the
first part of the thesis. Peters' work is consistent and,
except for two minor variations (he draws a connection
from reasons to be educated to concept of mind, and a con-
nection from concept of mind to what is to be learned) anal-
yzes easily into the schema. In the light of this I re-
gard Peters' concept of education as potentially very fruit-
ful. The resolution of the progressive-traditionalist con-
flict is indicative of this fruitfulness.

The analysis of Professor Peters' work according to the
schema indicates that the schema itself may provide fruit-
ful illumination of complex and so far confusing matters
to do with the concept of education. The schema may, of
course, be treated in various ways, and it appears that
Peters' formulations approximate rather closely to that

which arises out of the ordinary language of education.
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2?7 The status of the schema

From an initial point in the language of education (rea-
sons to be educated) I find that a working formulation of
the concept of education develops until it embodies a
broad network of assumptions and assertions encompassing
the five general areas. There will be relative stability
in this division into five areas because there is relative
stability among the conceptual frameworks in the basic areas,
in psychology and in sociology for example, and because the
language of education seems to divide naturally into five
relatively isolable areas.

My argument has been that each of the five areas of the
schema and also a set of logical connections between the
areas a?l required, TIf any of them is omitted within the
context of the schema more or less extensive and damaging
changes will occur in the concept of education. I confine
myself here to the two 'basic' areas--concept of mind and
reasons to be educated.

Omission of the concent of mind area leaves parts of
learning theory and parts of teaching theory in a logical
vacuum. Gone 1s the concept of the learner and hence also
the logical foundation on which notions of human development
are based, insofar as such development requires a theory of
the relations between experience, understanding, and mental
development. Omission of the reasons to be educated area

eliminates the foundation for what is to be learned and
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parts of the foundations for teaching theory and learning
theory: there would remain no value-directives controlling
the way in which educators move their endeavours. Human
development on a practical level would take its directives
from whatever spiritual, social, economic, political, etc,
forces there are dominant. Peters' own analysis of the
progressive-traditional conflict indicates what occurs if
what is to be learned is de-emphasized (see supra, Ch. 8),
I do not insist that educators, to be effective, must
have my schema available, but that the closer their own
thought approximates to that formulated in the schema the
more effective they will be, The schema is in a sense a
reminder: it allows several complex interrelations among
five specified kinds of variables to be kept in mind dur-
ing educational deliberations and so protects existing in-
sights. Also, by its nature, the schema excludes many ir-
relevant matters from consideration, and so limits thought
on the concept of education. The schema therefore provides

for a clarity and conciseness of thought in education not

heretofore achieved.

28 Further work on the concept of education

The schema may serve a valuable function as a tool for
the analysis of philosophical, theoretical, and practical
matters in education. It will, thcrefore, be of use in the

comparative analysis of the work of numbers of educational
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researchers. The weaknesses and strengths of ideas and pro-
grammes can be shown up thereby. Ideas and programmes may
be compared; conflicts between schools of thought may be
schematized and displayed clearly so that one can determine
what is and what is not at stake.

Further work on the concept of education involves the
elaboration of the conceptual frameworks of each of the five
areas such that they are internally consistent, and such
that the five remain consistent as a system. Given the
schema with its logical interrelations, these individual
frameworks will undergo mutual influences so that inconsist-
encies may be eliminated and insights made available among
the logically interrelated areas. This will have the effects
that the concept of education will be illuminated more
broadly than it is at present: inadequacies at practical
and theoretical levels may be discovered with relative ease;
new programmes and ideas, once seen within the schema, will
assume a perspective which ought to indicate accurately
their potential; ideas arising out of the schema itself (de-
pending for example, on revisions of what is to be learned
in the light of clearer assessments of reasons to be educ-
ated), and which are thus in a class not before readily
available, may suggest entirely new educational programmes.

Such additional illumination and assessment, as exem-
plified, for example, in Peters' work, even now suffices

to resolve some existing theoretical conflicts in education.
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Without such a schema of five areas and of the logical re-
lations among them, educational insights must remain lim-
ited to the extent that these considerations are 'hit on'
or 'missed'--perhaps arbitrarily, and the resolution of

many practical educational problems will very likely re-

main impossible.
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