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ABSTRACT 

The t h e s i s  beg ins  w i t h  a  p r e s e n t a t i o n  of a  schema of 

f i v e  a r ea s - - concep t  of mind, reasons  t o  be educated,  what 

i s  t o  be l e a r n e d ,  l e a r n i n g  t h e o r y ,  and teach ing  theory--  

f o r  t h e  a n a l y s i s  of t h e  concept  o f  educa t ion .  The w r i t e r  

a rgues  t h a t  each of t h e s e  a r e a s  is neces sa ry ,  and t h a t  t h e  

l o g i c a l  connec t ions  o f  t h e  schema a s  a  whole must be con- 

s i d e r e d ,  i f  t h e r e  i s  t o  be any comprehensive and f r u i t f u l  

concept  of educa t ion .  I t  i s  n o t  claimed t h a t  t h i s  l i s t  of 

a r e a s  i s  complete ,  b u t  t h e  w r i t e r  does a s s e r t :  t h a t  i t  pro-  

v i d e s  a  g e n e r a l  schema by which t o  a s s e s s  t h e  scope and 

f r u i t f u l n e s s  o f  assumptions and a s s e r t i o n s  on the  concept  

of  educa t ion ;  and t h a t  one ' s  t r e a t m e n t  of t h e  d i f f e r e n t  

a r e a s  ( t h e  d e c i s i o n s  one makes f o r  each of t h e  a r e a s ,  f o r  

example, whether  t o  adopt  a  d u a l i s t i c  p o s i t i o n  o r  n o t ,  

whether t o  t r e a t  "educat ion"  a s  a  va lue - l aden  term o r  n o t )  

should  be l o g i c a l l y  cons i s  t e n t .  

An a n a l y s i s  of t h e  work of R.  S. P e t e r s  i s  undertaken i n  

which i t  i s  a s s e r t e d  t h a t  t h e  c o r e  of h i s  work is  e x p r e s s i b l e  

i n  f o u r  g e n e r a l  t h e s e s :  t h e  mind, mental  development, c r i t -  

e r i a  of educa t ion ,  and t h e  ' impersonal  p u b l i c  world. '  

These t h e s e s  a r e  analyzed accord ing  t o  t h e  schema and i t  

i s  shown t h a t  P r o f e s s o r  P e t e r s 1  a n a l y s i s  of educat ion adher-  

e s  r a t h e r  c l o s e l y  t o  t h e  schema. Also,  i t  i s  shown t h a t  

iii 



P e t e r s '  o v e r a l l  t r ea tmen t  of t h e  schema i s  c o n s i s t e n t .  

The w r i t c r ' s  s e l e c t i o n  of t h e  f o u r  t h e s e s  i s  suppor ted  

i n  t h a t  P e t e r s '  r e s o l u t i o n  of  a  long-s tand ing  educa t iona l  

c o n f l i c t  between t h e  traditional/authoritarian and t h e  p ro-  

g r e s s i v e l c h i l d - c e n t r e d  s choo l s  of  thought  fo l lows  d i r e c t l y  

from t h e  t h e s e s .  I t  may be s een  t h a t ,  analyzed according 

t o  t h e  schema, t h e  c o n f l i c t i n g  s choo l s  of  thought were de- 

f i c i e n t  i n  t h a t  t hey  adhered t o  some a r e a s  o f  t he  schema 

and de-emphasized o t h e r s ,  and t h a t  t h o s e  a r e a s  t o  which 

they  d i d  adhere  were n o t  t h e  same. F u r t h e r ,  i t  may be seen  

t h a t  P e t e r s v  a b i l i t y  t o  r e s o l v e  t h e  c o n f l i c t  stems d i r e c t l y  

from h i s  own c l o s e r  adherence t o  t h e  schema. 

The t h e s i s  concludes  w i th  some sugges t i ons  f o r  f u r t h e r  

work w i th  t h e  schema, p r i n c i p a l l y  a s  an a n a l y t i c a l  t o o l  i n  

t h e  comparat ive  a n a l y s i s  of  work on t h e  concept  of educat-  

i o n  
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PREFACE 

A number of works by P r o f e s s o r  P e t e r s  were r e f e r r e d  t o  

and quoted i n  t h e  t e x t  of  t h e  t h e s i s .  For e a s e  of  r e f e r -  

ence an a b b r e v i a t e d  n o t a t i o n  i s  used f o r  each re fe rence  

t o  i n d i c a t e  b o t h  t h e  work r e f e r r e d  t o  and t h e  r e l e v a n t  

page ( s )  w i t h i n  t h e  work. For example, t h i s  quo ta t i on  i s  

r e f e r enced :  

... t h e  concept  o f  ' c h a r a c t e r '  should  be one of t h e  
most i n d i s p e n s a b l e  terms i n  psychology. (PC, p. 267)  

The r e f e r e n c e  i s  p l aced  i n  pa ren theses  a t  t h e  end of t h e  

q u o t a t i o n .  The work from which t h e  q u o t a t i o n  was taken 

\,, L,,, - - L - L - J  I ~ P I  TL 
I as vetti,  ~ I V L ~ C C ; ~  T L  . A l l i s  a b b r e v i a t i o r i  i s  f o r  t h e  paper,  

"Moral Educat ion and t h e  Psychology of Character ."  The 

i n i t i a l s  appear ing  i n  t h e  a b b r e v i a t i o n  a l s o  f e a t u r e  prom- 

i n e n t l y  i n  t h e  main t i t l e ,  s o  t hey  can s e r v e  a s  a mnemonic 

dev ice .  

A l i s t  of t h e  works by P e t e r s  t o g e t h e r  w i th  t h e i r  no t -  

a t i o n s  fo l l ows .  For b i b l i o g r a p h i c  in format ion  on t he se  

works, s e e  WORKS CONSULTED. 

AE " A i m s  of Education--A Conceptual  Inquiry"  

AP "The Autonomy of Prudence" w r i t t e n  w i th  A. P. G r i f f i t h s  

ARE A u t h o r i t y ,  R e s p o n s i b i Z i t y  and Educa t ion  

ix 
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"Worth-while A c t i v i t i e s "  Ch. 5 o f  EE 



1 

INTRODUCTION 

I The scope  and func t ion  o f  R .  S .  P e t e r s '  work i n  

e d u c a t i o n  

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  t h e  t h e s i s  

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 

u n d e r s t a n d i n g  o f  P e t e r s t  work i n  e d u c a t i o n .  The w r i t e r  

a t t e m p t s  ( a )  t h e  c l a r i f i c a t i o n  o f  t h e  d i f f e r e n t  b a s i c  

a r e a s  and t h e  r e l a t i o n s  between them ( t h e  "schema o f  a r e a s "  

- - a s  a  s h o r t h a n d  form) which a r e  r e q u i r e d  f o r  a  f r u i t f u l  

c o n c e p t  o f  e d u c a t i o n ,  (b) e l a b o r a t i o n  o f  P e t e r s 1  f o u r  cen-  

t r a l  t h e s e s  on t h e  concep t  o f  e d u c a t i o n ,  and (c )  a n a l y s i s  

of t h e  r e l a t i o n s  between t h e  schema and t h e  f o u r  t h e s e s  

th rough  e x p o s i t i o n  of t h e  assumpt ions  and a s s e r t i o n s  P e t e r s  

makes w i t h i n  e a c h  a r e a .  Thus t h e  concep t  of e d u c a t i o n  i s  

c l a r i f i e d  by p r e s e n t i n g  a schema of  a s s o c i a t e d  a r e a s  such  

t h a t  t h e  r e l e v a n c e  o f  a  number o f  r e s e a r c h  a r e a s  f o r  educ-  

a t i o n  can b e  s e e n .  The t h e s i s  i n v e s t i g a t e s  t h e  l o g i c a l  un- 

d e r p i n n i n g s ,  a s  i t  were ,  o f  t h e  concep t  o f  e d u c a t i o n ,  and 

i n  s o  do ing  i t  d i s c o v e r s  some of  what must be  presupposed 

when t a l k i n g  a b o u t  e d u c a t i o n .  

3 The argument  o f  t h e  t h e s i s  

The t h e s i s  b e g i n s  w i t h  a p r e s e n t a t i o n  of  t h e  d i f f e r e n t  

a r e a s ,  c o n s i d e r a t i o n  o f  which i s  n e c e s s a r y  f o r  a compre- 

h e n s i v e  and f r u i t f u l  c o n c e p t  of  e d u c a t i o n .  I t  is  n o t  c l a im-  

ed  t h a t  t h i s  l i s t  i s  comple te ,  b u t  t h e  w r i t e r  does a s s e r t  

t h a t  i t  p r o v i d e s  a  g e n e r a l  schema by which t o  a s s e s s  t h e  

scope  and f r u i t f u l n e s s  o f  a s sumpt ions  and a s s e r t i o n s  about  

t h e  concep t  o f  e d u c a t i o n ,  and i t  i s  shown t h a t  P e t e r s v  

a n a l y s i s  of e d u c a t i o n  f i t s  t h e  schema; and t h a t  one ' s  

t r e a t m e n t  of  t h e  d i f f e r e n t  a r e a s  s h o u l d  'mesh' (be 
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c o n s i s t e n t ) ,  and P e t e r s t  does.  I n  e l a b o r a t i n g  t h i s  

sc!lema of a r e a s  and i n  p r e s e n t i n g  P e t e r s '  assumptions and 

a s s e r t i o n s  i n  each of t h e s e  a r e a s  t h e  w r i t e r  i s  e x p l i c a t -  

i ng  one of t h e  p o s s i b l e  t r e a t m e n t s  of  t h i s  schema. Some 

of t h e s e  assumptions  i nvo lve  d e c i s i o n s  a s  t o  what a r e  t h e  

k e y - c o , n c e p t s  i n  any one a r e a ,  and some of  h i s  a s s e r t i o n s  

invo lve  c la ims  a s  t o  what states of affairs obtain .  The 

former a r e  dependent on t h e  key-concepts  of  t h e i r  p a r e n t  

d i s c i p l i n e s  (e .g .  s o c i o l o g y ,  psychology) ;  t h e  l a t t e r  a r e  

dependent on i n v e s t i g a t i o n s  des igned t o  conf i rm/disconf i rm 

a s s e r t i o n s  made w i t h i n  t h e  a r e a s .  D i f f e r i n g  t rea tments  of  

some of t h e  a r e a s  can be expec ted  t o  have determinable  

e f f e c t s  on t h e  t r e a t m e n t  of some o t h e r  a r e a s .  (For example, 

a  d e n i a l  of t h e  e s s e n t i a l  ' o b j e c t i v i t y '  o f  what i s  t o  be 

l e a r n e d  can be expec ted  t o  have e f f e c t s  on what t each ing  

methods a r e  t o  be employed.) This  amounts t o  saying t h a t  

people  may adopt  d i f f e r i n g  s e t s  o f  assumptions and a s s e r t -  

i o n s  f o r  t h e  v a r i o u s  a r e a s .  The t h e s i s  con ta ins  d i s cus s ion  

of  what t h e  w r i t e r  c o n s i d e r s  t h e  most prominent and l i k e l y  

a l t e r n a t i v e  t r e a t m e n t s  of  t h e  major a r e a s ,  t oge the r  wi th  

ana lyse s  of  t h e i r  e f f e c t s  on t h e  c o n s t r u c t i n g  of a  compre- 

hens ive  concept  o f  educa t ion .  F i n a l l y ,  it i s  shown how 

P e t e r s '  assumptions and a s s e r t i o n s  a s  analyzed according t o  

t h e  'schemat h e l p  r e s o l v e  a t  l e a s t  one long-s tanding educ- 

a t i o n a l  problem. 



THE SCHEblA 

4 Areas o f  c o n s i d e r a t i o n  

Thi s  s e c t i o n  p r e s e n t s  f i v e  g e n e r a l  a r e a s ,  c o n s i d e r a t i o n  

o f  which i s  r e q u i r e d  f o r  a  comprehensive and adequate con- 

c e p t  of  educa t i on .  I n  t h e  f o l l o w i n g  s e c t i o n s  t he  l o g i c a l  

r e l a t i o n s  among t h e s e  a r e a s  a r e  d i s p l a y e d .  The a r e a s  a r e :  

( a )  The concep t  o f  mind (CM) 

C o n s i d e r a t i o n s  r e l e v a n t  t o  a  concep t  o f  mind a r e  r e q u i r -  

ed i n  any comprehensive concep t  of educa t i on .  However, t h e  

term "concept  o f  mind" seems t o  imply a d u a l i s t i c  p s i t i e n ,  

a  d i s t i n c t i o n  between mind and body, some k ind  of on to log i c -  

a l  s t a t u s  f o r  minds. The w r i t e r  wants  t o  pe rmi t  t h e  pos-  

s i b i l i t y  t h a t  n o n - d u a l i s t s  may have an adequa te  and f r u i t -  

f u l  concep t  o f  e d u c a t i o n .  The a r e a  "CM" i s  concerned w i t h  

the  nature  o f  t h e  l e a r n e r ,  and t h e r e f o r e  i n  t h i s  a r e a  w i l l  

come a22 c l a i m s  r e l e v a n t  t o  the  e x i s t e n c e  o f  minds. 

(b)  Learning t h e o r y  (LT) 

An e x t e n s i v e  l e a r n i n g  t h e o r y  is,: n e c e s s a r y l (  Th i s  &-to .- - - *  +' 

tiL l n t i r  4 

include': t h e o f i e s  d e s c r i p t i v e  o f  l e a r n i n g  p roce s se s ,  i n c l u d -  

i n g  ( ~ n o r r - d u z d i s ~ ]  laws f o r  s t imu lus - r e sponse  

4 
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connection-making and other behaviour modifications, and 

(for dualists) p o s s i b l y  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 
,/- 

p r a c t i c e s  a r e  ~ I l w a b l t ?  and which are  n c t  al?c;wab?e. 

(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 objective 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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d e f i n i n g  t h e  term "educa t ion"  we n o t e  t h a t  i t  is e i t h e r  a  

v a l u e - l a d e n  t e r n  o r  i t  i s  n o t  a  v a l u e - l a d e n  term. If one 

d e f i n e s  "educa t ion"  i n  t h e  second  way t h e n  i t  is a  ZogicaZ 

p o i n t  t h a t  t h e  d e f i n i t i o n  c a n n o t  g i v e  any r e c o m c n d a t i o n s .  

T h e r e f o r e ,  i f  one wishes  t o  recommend e d u c a t i o n ,  l o g i c a l l y  

t h e r e  must  be an a r e a  llRE1l t o  p r o v i d e  v a l u e -  judgments. I f  

"educa t ion"  i s  d e f i n e d  a s  b e i n g  v a l u e - l a d e n ,  then a  f a c t  o f  

language t o  b e  n o t e d  i s  t h a t  i t  i s  n o t  d e f i n e d  as  be ing  un- 

d e s i r a b l e .  (Those who b e l i e v e  e d u c a t i o n  t o  be u n d e s i r a b l e  

e q u a t e  i t  w i t h  what  goes  on i n  t h e  s c h o o l s ,  and s o  d e f i n e  

l l educa t ion"  a s  n o t  v a l u e - l a d e n . )  I f  "educat ion" i s  d e f i n e d  
I \ 

a s  d e s i r a b l e ,  t h e  n o t i n g  t h a t  it i n v o l v e s  pe r sons  l e a r n i n g  
A' 

r u l e s  o r  s k i l l s ,  t h e  w e i g h t  o f  making v a l u e -  judgments p a s -  

s e s  t o  t h e  "1VL" a r e a .  

5 P r i o r i t i e s  among t h e  a r e a s ;  t h e  schema 

How a r e  p r i o r i t i e s  among t h e  f i v e  a r e a s  o f  c o n s i d e r a t i o n s  

t o  be  a s s i g n e d ?  No e d u c a t i o n a l  c o n s i d e r a t i o n  is  more b a s i c  

t h a n  a  c o n c e p t  o f  m i n d ;  depending on whether  a  concept  o f  

mind is  a d o p t e d ,  from p u r e l y  p s y c h o l o g i c a l  c o n s i d e r a t i o n s ,  

one w i l l  a r r i v e  a t  v a r i o u s  t h e o r i e s  o f  l e a r n i n g  and o f  t e a c h -  

i n g .  For  example,  an e n t i r e l y  b e h a v i o u r i s t i c  p o s i t i o n  w i l l  

have t h e  e f f e c t s  on l e a r n i n g  t h e o r y  t h a t  ' m e n t a l i s t i c '  l ang-  

uage would be d e l e t e d ,  and i n  exper iments  d a t a  would be i n  

te rms o f  b e h a v i o u r .  A d u a l i s t i c  p o s i t i o n  e f f e c t s  the pus- 

s i b i t i t y  o f  i n c o r p o r a t i n g  ' m e n t a l i s t i c 1  language i n t o  
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l e a r n i n g  t heo ry .  Given t h a t  i n t e n t i o n a t  language may a s -  

sume a .new s i g n i f i c a n c e ,  i n v e s t i g a t i o n s  may invo lve  g iv ing  

d i f f e r e n t  kinds of  a n a l y s i s  f o r  t h e  same behaviour .  (For  

example, He r a i s e d  h i s  arm (by i n t e n t )  vs, H i s  arm was 

r a i s e d  (e.g.  by t h e  wind o r  by a  p h y s i o l o g i c a l  r e f l e x ) .  

The r e s u l t i n g  p s y c h o l o g i c a l  laws cou ld  d i f f e r  from the  

p u r e l y  b e h a v i o u r a l  laws,  

Whether a  concep t  o f  mind i s  accep t ed  w i l l  i n f l uence  t h e o r -  

i e s  o f  t e a c h i n g .  A s  remarked,  an  e n t i r e l y  b e h a v i o u r i s t i c  

p o s i t i o n  would r e s u l t  i n  t h e  d e l e t i o n  o f  ' m e n t a l i s t i c t  l ang-  

uage. Emphasis would be on t h e  t r a i n i n g  and cond i t i on ing  

o f  r e sponse s  t o  s t i m u l i  ( v e r b a l  and o t h e r ) .  Conduct and 

behav iour  would be  o f  t h e  g r e a t e s t  impor tance .  On t h e  o t h e r  

hand,  a d u a l i s t i c  p o s i t i o n  would l e a d  t o  t h e  possibility of  

i n c o r p o r a t i o n  o f  t m e n t a l i s t i c '  language.  Teaching, g iven  

t h e  p o s s i b i l i t y  t h a t  i n t e n t i o n a l  language may become impor t -  

a n t ,  cou ld  undergo a  change o f  emphasis from the  t r a i n i n g  

and c o n d i t i o n i n g  o f  conduct  and behav iour  t o  the  i n s t r u c t i n g  

and /o r  i n d o c t r i n a t i n g  i n  knowledge and b e l i e f s .  

S i m i l a r l y ,  c o n s i d e r a t i o n  of  t h e  r e a sons  f o r  be ing  educ- 

a t e d  i s  fundamenta l ;  depending on which r ea sons  a r e  e s t a b -  

l i s h e d ,  v a r i o u s  d e c i s i o n s  w i l l  be  made a s  t o  what is t o  be 

l e a r n e d ,  t o  t e a c h i n g  t h e o r y ,  and t o  l e a r n i n g  theory.  

I f  it i s  dec ided  t h a t  e d u c a t i o n  shou ld  be f o r  pu re ly  

p r agma t i c  r e a s o n s  t h e n  what i s  t o  be  l e a r n e d  will be p ro -  

b lem-so lv ing ,  w i t h  emphasis  on c o r r e c t  r esponses  r a t h e r  
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t han  unde r s t and ing  p e r  s e ,  and on u s e f u l  s o c i a l  r u l e s .  If 

educa t ion  i s  t o  be  p u r e l y  f o r  t h e  f u r t h e r a n c e  of enjoyment 

t hen  what i s  t o  be l e a r n e d  would be whatever each person 

en joys  whether i t  be  s tudy ing  P r i n c i p i a  Mathernatica o r  

b u i l d i n g  sand ca s t l e s . "  If educa t ion  i s  t o  be sought be-  

cause  of some i n t r i n s i c  v a l u e  t hen  t h e  s e l e c t i o n  of  what 

i s  t o  be l e a r n e d  must depend on t h e  r e l a t i v e  i n t r i n s i c  

worths  of  possibZe t h i n g s  t o  be  l e a r n e d ,  and t h e  weight of  

decis ion-making p a s s e s  t o  t h e  a r e a  of  what i s  t o  be l e a r n -  

ed .  

The reasons  f o r  be ing  educated a l s o  e f f e c t  teaching 

theory .  If  t h e  r ea sons  a r e  p ragmat ic  t hen  teach ing  theory  

is p r a c t i c a l l y  o r i e n t e d  and l i t t l e  t h e o r i z i n g  need be done; 

p r a c t i c a l  r e s u l t s  a lone  a r e  of importance,  c o r r e c t  behav- 

i o u r  i s  adequa te ,  and no weight  i s  g iven  t o  unders tanding 

f o r  unde r s t and ing ' s  sake .  (For example, f o r  a  s t uden t  who 

t a k e s  on ly  one phys i c s  cou r se  and never  has  a  use f o r  t h e  

m a t e r i a l  a g a i n  a  t e a c h e r  w i l l  o r i e n t  t h e  course  toward cop- 

i ng  w i t h  exams.) I f  t h e  reasons  f o r  educa t ion  a r e  f o r  t h e  

f u r t h e r a n c e  of enjoyment t hen  what and how one teaches  w i l l  

be determined by what t h e  l e a r n e r s  wish. (For  example, i f  

l i f e  becomes l e s s  en joyab le  from puzz l ing  over  P r i n c i p i a  

Mathernatica t hen  one has  no o b l i g a t i o n  t o  i n v e s t i g a t e  o r  

t o  t e ach  i t . )  I f  educa t ion  i s  f o r  reasons  of i n t r i n s i c  

v a l u e  t hen  t e a c h e r s  do have o b l i g a t i o n s  t o  i n v e s t i g a t e  p ro-  

blems t h a t  a r e  p u z z l i n g ,  provided i n t r i n s i c  worth can be 
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a t t ached  t o  such i n v e s t i g a t i o n s .  I t  is  probable  a l s o  t h a t  

educa t ion  would become compulsory. 

One's r ea sons  f o r  becoming educa ted  a l s o  e f f e c t  l e a r n i n g  

theory .  I f  t h e  r ea sons  a r e  p ragmat ic  t hen  l e a r n i n g  theory  

r e s t r i c t s  i t s e l f  t o  r e s e a r c h  i n t o  how t h e  p r a c t i c a l  uses  

o f  t h i n g s  a r e  l e a rned .  I f  t h e  reasons  a r e  f o r  enjoyment 

t hen  r e s e a r c h  i s  i n t o  how enjoyment i s  l e a r n e d  and f u r t h e r -  

ed i n  r e s p e c t  of  v a r i o u s  s u b j e c t  m a t t e r s .  I f  educat ion is 

f o r  i n t r i n s i c  v a l u e  t hen  whatever  modes of  exper ience a r e  

i n t r i n s i c a l l y  worth wh i l e  r e q u i r e  t o  be t augh t .  

Once what i s  t o  be l e a r n e d  has  been dec ided  on t h e  b a s i s  

o f  t h e  p r e v i o u s l y  chosen r ea sons  f o r  educa t ing ,  then  f u r t h -  

e r  m a t t e r s  i n  r e l a t i o n  t o  t each ing  theory  and l ea rn ing  

theo ry  a r e  d e c i d a b l e  w i thou t  need t o  have recourse  t o  f u r -  

t h e r  v a l u e  judgments. The e f f e c t s  f o r  t e ach ing  theory a r e  

a s  fo l lows .  I f  what i s  t o  be l e a r n e d  c o n s i s t s  of d i s c i p l i n -  

ed  s t u d i e s  a s  we unders tand  them t h e n  t h e r e  i s  t h e  need t o  

have e x p l i c a t e d  t h e  a p p r a i s a l  r u l e s  f o r  v a r i o u s  d i s c i p l i n -  

ed  s t u d i e s .  Note t h a t  what i s  accep ted  by any one d i s c i p -  

l i n e  need n o t  be  t r u e  o r  f a l s e  i n  t h e  u s u a l  sense  bu t  i t  

must be i n t e r p e r s o n a l l y  a p p r a i s a b l e .  I f  what is t o  be 

l e a r n e d  a r e  s o c i a l  r u l e s  ( l e g a l  sys tems,  e t h i c a l  systems,  

customs) t hen  t h e r e  i s  t h e  need t o  i n t roduce  t h e  c h i l d  i n t o  

s o c i a l  r u l e s .  

Again, what i s  t o  be l e a r n e d  has  an i n f l u e n c e  on l e a r n -  

ing  theory .  I f  d i s c i p l i n e d  s t u d i e s  a r e  t o  be learned then  



l e a r n i n g  theo ry  has  t o  develop t h e  means t o  ensure t h a t  

t h e  l e a r n e r  ' r e a l l y  unde r s t ands1 ;  l e a r n i n g  theory must r e -  

s ea rch  t o  d i s c o v e r  what a r e  t h e  i d e a l l y  c o r r e c t  responses  

t o  t e s t  t h e  adequacy of l e a r n i n g .  I t  must ensure  t h a t  f u l l  

i n t e g r a t i o n  of new knowledge i n t o  t h e  l e a r n e r ' s  world-view 

occurs .  Research must be under taken t o  d i scover  i d e a l l y  

c o r r e c t  responses  t o  t e s t  t r a n s f e r e n c e  of  what was lea rned ,  

from t h e  examples by which t h e  p u p i l s  were taught  t o  t h e  

domains where u se  of t h e  g e n e r a l  r u l e s  i s  intended.  I f  

what i s  t o  be l e a r n e d  a r e  s o c i a l  r u l e s  then  research  must 

ensure  t h e  adequacy of l e a r n i n g  of  s o c i a l  rules--must  en- 

s u r e  t h a t  c o r r e c t  ru le -governed  performances occur, t h a t  

t h e s e  performances w i l l  n o t  be blocked by o t h e r  performan- 
$lr  J e r  ,.- 7 .  - ,  

c e s ,  and t h a t  t h e  l e a r n e r  i s  mot ivated t o  perform these  co r -  
- 

r e c t  performances.  
, , 

FirraHj., f h e r e  a r e  i n t e r r e l a t i o n s  between lea rn ing  
/ ,  V ? ,  , . I  

1.. , 8 ' r f  

t heo ry  and t each ing  theory .  I f  t each ing l , ' i s  t o  proceed by 
i ,; 

e t h i c a l l y  p rope r  means t h e n  l e a r n i n g  theo ry  i s  r equ i r ed  t o  

show why t h e s e  means a r e  neces sa ry  and whether l e s s  e t h i c a l  

methods would have adverse  e f f e c t s  on lea rn ing .  Learning ((. - 
theory  i s  a l s o  r e q u i r e d  t o  show t h e  laws by which l ea rn ing  

proceeds when guided by e t h i c a l  t each ing  manner. If l e a r n -  

ing  theory  c o n s i s t s  of  d e s c r i p t i v e  t h e o r i e s  of how l ea rn ing  

occu r s ,  l awfu l  p roces ses  of  l e a r n i n g ,  e t c . ,  then teaching 

theory  i s  r e q u i r e d  t o  i n v e n t ,  fo rmula te  and t e s t  teaching 

theo ry  and laws governing t each ing  processes  so t h a t  



, Ad , 7 -+ l e a r n i n g  can b e g i n  and can  p roceed  t o  d e s i r e d  ends. J 
The f i n a l  schema appea r s  l i k e  t h i s :  

I n  t h e  f i g u r e  t h e  a b b r e v i a t i o n s  a r e :  CM--concept o f  mind; 

RE--reasons t o  be educa t ed ;  LT- - lea rn ing  theory;  WL--what 

i s  t o  b e  l e a r n e d ;  TT-- teaching t heo ry .  The arrows i n d i c a t e  

t h e  r e l a t i o n s  and p r i o r i t i e s  among t h e  f i v e  a r ea s .  

6 The v a l u e  o f  t h e  schema 

A schema of  t h e  s o r t  developed i n  t h e  previous  s e c t i o n  

makes s t u d i e s  i n  e d u c a t i o n  f a r  more f r u i t f u l  than would 

o t h e r w i s e  be  t h e  c a s e .  I t  may r e a d i l y  be s e e n  t h a t  d e c i s -  

i o n s  i n  any one of  t h e  a r e a s  a r e  b o t h  dependent on d e c i s -  

i o n s  a l r e a d y  made i n  more b a s i c  a r e a s  and have dependent 
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upon them d e c i s i o n s  i n  l e s s  b a s i c  a r eas .  I f  p r i o r  o r  sub- 

sequent  c o n s i d e r a t i o n s  a r e  ignored then  t h e  a p p l i c a b i l i t y  

of r e s e a r c h  may be s e v e r e l y  r e s t r i c t e d  and i t s  value cor -  

respondingly  reduced.  

I f  t h e  schema i s  c o r r e c t  t hen  what i s  t o  be learned 

must  be j u s t i f i e d  e n t i r e l y  i n  terms of  e i t h e r  reasons t o  

be  educa ted ,  o r  ( i n  t h e  c a s e  t h a t  educa t ion  i s  f o r  reasons 

of i n t r i n s i c  va lue )  t h e  r e l a t i v e  i n t r i n s i c  worth of  what 

might be l ea rned .  Learning theo ry  w i l l  be j u s t i f i e d  i n  

terms j o i n t l y  of  t h e  concept  of  mind, reasons  t o  be educat-  

ed, what i s  t o  be l e a r n e d ,  and t each ing  theory .  Teaching 

theo ry  w i l l  be j u s t i f i e d  i n  terms j o i n t l y  of l ea rn ing  

theo ry ,  t h e  concept  of mind, reasons  t o  be  educated,  and 

what i s  t o  be l ea rned .  Also,  any recommendations and a s -  

s e r t i o n s  i n  what i s  t o  be  l ea rned ,  l e a r n i n g  theory ,  o r  

t each ing  theo ry ,  even i f  n o t  e x p l i c i t l y  supported by r e f e r -  

ence t o  t h e  more b a s i c  a r e a s ,  may be i n t e r p r e t e d  a s  presup- 

posing a s s e r t i o n s  and assumptions i n  t h e  a r e a s  presupposed 

by each r e s p e c t i v e l y .  

I t  i s  p o s s i b l e  f o r  a s s e r t i o n s  i n  v a r i o u s  a r eas  t o  be i n -  

c o n s i s t e n t - - s u c h  i n c o n s i s t e n c i e s  a r e  t h e  r e s u l t  of f a u l t y  

reasoning  e i t h e r  i n  t h e  l e a r n i n g  theory  a r e a ,  the  what is 

t o  be  l ea rned  a r e a ,  o r  t h e  t each ing  theo ry  a rea .  Provided 

t h e  concept  of mind and t h e  reasons  f o r  being educated a r e  

i n  themselves adequa te ly  thought  o u t  they  cannot themselves 

g i v e  r i s e  t o  i n c o n s i s t e n c i e s  i n  what i s  t o  be  learned,  i n  
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l e a r n i n g  t h e o r y ,  o r  i n  t e a c h i n g  theo ry ,  f o r  t h e  concept  of 

mind and r ea sons  f o r  be ing  educa ted  a r e  no t  of t h e  same 

l o g i c a l  type .  I n c o n s i s t e n c i e s  e l sewhere  i n  t h e  schema may 

be due t o  t h e  f a c t  t h a t  assumptions  and a s s e r t i o n s  of t h e  

same l o g i c a l  t ype  'descendt  through t h e  schema along d i f -  

f e r e n t  r o u t e s ,  g i v i n g  r i s e  t o  t h e  p o s s i b i l i t y  of mod i f i ca t -  

i o n  of  assumptions  and a s s e r t i o n s  a long  one o r  o t h e r  of  t h e  

p a t h s  and a t  d i f f e r e n t  s t a g e s .  For example, assumptions 

and a s s e r t i o n s  t o  do w i t h  concept  of  mind can descend 

e i t h e r  d i r e c t l y  t o  t e a c h i n g  t h e o r y  o r  i n d i r e c t l y  through 

l e a r n i n g  t h e o r y  t o  t e a c h i n g  theo ry .  This  g ives  r i s e  t o  t h e  

p o s s i b i l i t y  of  m o d i f i c a t i o n s  of  t h e  concept  of mind dur ing  

c o n s i d e r a t i o n s  of  l e a r n i n g  theo ry  and thence  pos s ib ly  t o  a  

l o g i c a l  c o n f l i c t  between l e a r n i n g  theo ry  and concept o f  

mind when c o n s i d e r a t i o n s  of t e ach ing  theo ry  a r e  begun. 

S i m i l a r l y ,  what i s  t o  be l e a r n e d  can be developed along 

l i n e s  which c o n f l i c t  w i t h  t h e  r ea sons  f o r  being educated,  

w i t h  t h e  r e s u l t  t h a t  t e ach ing  t h e o r y  a s  i t  develops w i l l  

be i n c o n s i s t e n t  e i t h e r  w i t h  t h e  reasons  f o r  being educated,  

o r  w i t h  what i s  t o  be  l e a r n e d .  Also,  t h e r e  i s  a d d i t i o n a l  

p o s s i b i l i t y  of i n c o n s i s t e n c y  s i n c e  a s s e r t i o n s  concerning 
k 

1 what i s  t o  be l e a r n e d  can t r a v e l  e i t h e r  d i r e c t l y  t o  t each-  

ing  t h e o r y ,  o r  i n d i r e c t l y  through l e a r n i n g  theory ,  thus  g iv -  
t 

ing  r i s e  t o  t h e  p o s s i b i l i t y  o f  mod i f i ca t i on  of what is t o  

I be  l e a r n e d  du r ing  t h e  development of  l e a r n i n g  theory ,  and 

i hence,  t o  i n c o n s i s t e n c i e s  a t  t h e  l e v e l  of  t each ing  theory.  
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Analyses  of  i n c o n s i s t e n c i e s  i n  t e a c h i n g  t h e o r y  are t h e r e f o r e  

r a t h e r  complex. One may n o t  be  s u r e  o f  hav ing  r u l e d  o u t  a l l  

p o s s i b l e  c o n f l i c t s  u n t i l  d e c i s i o n s  w i t h i n  a l l  a r e a s  have been 

made. 

The schema c l e a r l y  s e t s  o u t  where v a l u e  judgments a r e  us -  

u a l l y  made. Reasons f o r  be ing  educa ted  a r e  l a r g e l y  concerned 

w i t h  v a l u e  judgments,  a s  i s  what i s  t o  be  l e a rned  when educ- 

a t i o n  i s  i n t r i n s i c a l l y  v a l u a b l e .  Also ,  some va lue  judgments 

a r e  t o  b e  made i n  t e a c h i n g  t h e o r y  i n  r e s p e c t  o f  what a r e  t h e  

e t h i c a l l y  p r o p e r  manners o f  t e a c h i n g .  No o t h e r  p l a c e  f o r  t h e  

making o f  v a l u e  judgments occu r s  i n  an e d u c a t i o n a l  con t ex t .  

Value judgments a r e ,  of  c o u r s e ,  embedded i n  o t h e r  c o n s i d e r a t -  

i o n s  o f  what i s  t o  b e  l e a r n e d ,  b u t  t h e s e  a r e  t o  do wi th  r e a -  

sons  f o r  be ing  educa t ed  and a r e  n o t  i n t r i n s i c  t o  what i s  t o  

be l e a r n e d .  

The schema a l s o  c l e a r l y  i n d i c a t e s  a t  what p o i n t s  o t h e r  d i s -  

c i p l i n e s  may be u s e f u l l y  c o n s u l t e d .  For  example, f o r  t h e  con- 

c e p t  o f  mind one may c o n s u l t  psychology and p h i l o s o p h i c a l  

psychology,  and f o r  r e a s o n s  f o r  b e i n g  educa t ed  one must con- 

s u l t  s o c i o l o g y  t o  de t e rmine  what a  p a r t i c u l a r  c u l t u r e ' s  r e a -  

sons  f o r  be ing  educa t ed  a r e  i n  f a c t ,  and perhaps  one shou ld  

c o n s u l t  e t h i c s  t o  s u b j e c t  t h e s e  r ea sons  t o  a  c r i t i q u e .  

The schema i s  f o r  a  c o n c e p t  o f  educa t i on  showing what 

a r e a s  must be c o n s i d e r e d ,  and some of  t h e  i n t e r r e l a t i o n s  ob- 

t a i n i n g  between t h e s e  a r e a s .  The schema does not  e n t a i l  ad-  

o p t i o n  o f  any p a r t i c u l a r  t h e o r i e s  o r  f a c t s ;  i t  shows what 

form a  concep t  o f  e d u c a t i o n  ought  t o  have t o  be f r u i t f u l .  



PETERS' THESES 

RE THE SPECIFIC CONCEPT 'EDUCATION' 

7 R e d u c t i o n  o f  P e t e r s '  concZus ions  r e  t h e  l o g i c  o f  

e d u c a t i o n  t o  four  genera2  t h e s e s  

For c l a r i t y  o f  r e f e r e n c e ,  t h e  concep t  ' educa t i on1  a s  

d e l i n e a t e d  by P r o f e s s o r  P e t e r s  I  i d e n t i f y  a s  h i s  concept .  

I do n o t  t h e r e b y  e n t e r  t h e  c o n t r o v e r s i e s  whether  P e t e r s  

f a b r i c a t e d  t h e  concep t  o r  whether  t h i s  i s  t h e  only concept  

l e d u c a t i o n , l  and I do n o t  imply any th ing  whatever about  i t s  

o r i g i n s .  

P e t e r s '  d e l i n e a t i o n  o f  t h e  concep t  ' educa t i on '  produces 

a  l o g i c a l  s t r u c t u r e  which,  i f  we espouse  i t ,  both a l lows 

u s  t o  t h i n k  and o; \erate i n  p a r t i c u l a r  ways when concerned 

w i t h  p a r t i c u l a r  a s p e c t s  of  human l i f e  and l i m i t s  our  thought  

and o p e r a t i o n s  i n  t h e s e  concerns .  The s e t t i n g  o u t  of t h i s  

s t r u c t u r e  i s  one a s p e c t  o f  concep t - fo rma t ion .  

I  have  a t t emp ted  t o  i s o l a t e  a  s e t  o f  b a s i c  assumptions 

and a s s e r t i o n s  c o n t a i n e d  i n  P e t e r s 1  work. I r e q u i r e  t h a t  

a l l  b e  n e c e s s a r y  t o  t h e  unde r s t and ing  of  h i s  work, and t h a t  

t h e r e  be  no s e r i o u s  l o g i c a l  ove r l app ings  between them. I 

do n o t  i n s i s t  t h a t  t h e  s e t  i s  complete .  They form a l o g i c -  

a l  c o r e  from which t h e  concep t  l e d u c a t i o n l  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 Peterst 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 P e t e r s '  four  t h e s e s  

bly concern in the chapters on Petersr 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 tschemat 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 tHobbes-Skinner-Hullt behaviouristic thesis in 

psychology is rejected. It is replaced by a dualistic 

thesis involving the everyday use of 'mentalistict termin- 

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

of mind area on my schema. 
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(11) blinds a r e  e s s e n t i a l l y  t h e  p r o d u c t s  of t h e  l e a r n i n g  of  

p redominan t ly  s o c i a l  r u l e s .  No human b e i n g  i s  born  w i th  

a  mind. Th i s  i s  P e t e r s t  t h e s i s  on menta l  development,  and 

s o  comes i n t o  t h e  a r e a  o f  l e a r n i n g  t h e o r y  on my schema, 

Also ,  i n  d e s c r i b i n g  menta l  development P e t e r s  e l a b o r a t e s  

h i s  concep t  o f  mind. T h e s i s  two, t h e r e f o r e ,  i s  lodged i n  

t h e  concep t  o f  mind a r e a  a s  w e l l .  

(111) The te rm "educat ion"  d e s i g n a t e s  e t h i c a l  c r i t e r i a  f o r  

e d u c a t i o n a l  p r o c e s s e s ,  and c r i t e r i a  f o r  ' t h e  educated  p e r -  

son . '  The l a t t e r  c r i t e r i a  e n t a i l  an i n i t i a t i o n  i n t o  what- 

e v e r  i s  worth  w h i l e  i n v o l v i n g  knowledge and unders tand ing  

i n  dep th  and b r e a d t h  and which a r e  n o t  i n e r t  i n  t h e  mind of 

t h e  pe r son  who ha s  been i n i t i a t e d  i n t o  them. The c r i t e r i a  

f o r  e d u c a t i o n a l  p r o c e s s e s  come under  t h e  a r e a  of  t e ach ing  

t h e o r y  on my schema, and t h e  c r i t e r i a  f o r  t h e  educated  

pe r son  i n v o l v e  b o t h  t h e  r e a s o n s  f o r  be ing  educated  and t h e  

what i s  t o  be  l e a r n e d  a r e a s .  

( I V )  An e d u c a t i o n a l  p r o c e s s  i s  d e f i n e d  by P e t e r s  a s  be ing  

one i n  which t h e  s t u d e n t  l e a r n s  bo th  s o c i a l  r u l e s  ( i . e .  l e -  

g a l  sy s t ems ,  t h e  r u l e s  of e t i q u e t t e ,  and g e n e r a l l y  assumed 

e t h i c a l  p r i n c i p l e s  i n  t h e  s o c i e t y )  and o b j e c t i v e  s t a n d a r d s  

( i . e .  t h e  r u l e s  by which hypo theses  may be i n t e r p e r s o n a l -  

l y  t e s t e d ) .  Me g r a d u a l l y  e n t e r s  and t a k e s  p a r t  i n  an ' o b j -  

e c t i v e  and impe r sona l ,  p u b l i c  w o r l d t  which i s  t h e  human 

h e r i t a g e .  
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9 The b e n e f i t  o f  Pe t e r s '  concept  o f  educat ion:  a coroZZary 

of t h e  four t h e s e s  

Peterst theses--particularly thesis two (on human mental 

development) and thesis four (on the 'impersonal public 

world1)--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 Hirstfs 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 Peterst concept of education; 

the synthesis is described in detail later (ch. 8). 
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FIRST THESIS: MIND 

1 0  P e t e r s  ' argument  a g a i n s t  Hobbes, H u l l ,  and S k i n n e ~  

P e t e r s '  t h e s i s  about  t h e  n a t u r e  of mind i s  ou t l i ned  i n  

d e t a i l  i n  A u t h o r i t y ,  R e s p o n s i b i Z i t y  and Educat ion  (Ch. 10)  

and i n  E t h i c s  and Educa t ion  (pp. 229-232). I n  t h e s e  con- 

t e x t s  he  beg ins :  

I want t o  d i s c u s s  t h e  ty ranny  o f . .  . a  fash ion .  For my 
t h e s i s  i s ,  roughly  speak ing ,  t h a t  t h e  r e l a t i o n s h i p  
between educa t ion  and t h e o r i e s  of  l e a r n i n g  has  been 
l a r g e l y  mi sconce ived - - co losa l l y  misconceived. Far 
from it be ing  t h e  c a s e  t h a t  e d u c a t i o n i s t s  have a l o t  
t o  l e a r n  from t h e  t heo ry  of l e a r n i n g ,  I want t o  sug- 
g e s t  t h a t  t h e  psychology of l e a r n i n g  could  b e n e f i t  
enormously from a  s tudy  of  t h e  p r a c t i c e  of educat ion.  

The f a s h i o n  which I have i n  mind.. . da t e s  hack a t  
l e a s t  t o  t h e  s even teen th  cen tu ry  when Thomas Hobbes 
sugges ted  t h a t  t h e  behaviour  of men could  be exp la in -  
ed i n  t h e  same s o r t  o f  way a s  t h e  behaviour o f  bod- 
i e s  i n  motion. (ARE, pp. 119-120) 

P e t e r s  o b j e c t s  t o  a t t emp t s  t o  e x p l a i n  a l l  human behaviour 

i n  terms of  "mechanical laws of a s s o c i a t i o n  which func t ion-  

ed a s  a  p a r a l l e l  t o  t h e  laws of g r a v i t y  i n  t h e  phys ica l  

world" (ARE, p. 120) .  

H i s  view i s  t h u s  an t i -mechan ica l  i n  t h a t  he r e f u s e s  t o  

c o n s i d e r  t h a t  human a c t i o n s  a r e - - t o  u s e  t h e  c l a s s i c  example 

of physics--something l i k e  b i l l i a r d  b a l l s  which c o l l i d e  

with one a n o t h e r  and s t o p ,  move, o r  d ive rge  i n  r e l a t i v e l y  

s imple  and p r e d i c t a b l e  p a t t e r n s .  He r e j e c t s  the 



c o n s i d e r a t i o n s  o f  Hobbes i n s o f a r  a s  t h e y  s u p p o r t  t h i s  view 

o f  human a c t i o n .  I t  i s  n o t  t h e  mechanica l  laws themselves  

t o  which P e t e r s  o b j e c t s ;  i t  i s  t h e  i m p l i c a t i o n  t h a t  human 

b e h a v i o u r  i s  m e r e l y  t h e  p r o d u c t  o f  mechanica l  laws.  

He a l s o  o b j e c t s  t o :  

... t h e  t endency  of  American pragmatism and behav iour -  
i sm. . . to  a s s i m i l a t e  t h i n k i n g  t o  d o i n g ,  t o  r e g a r d  i t  
a s  ' s u r r o g a t e  b e h a v i o u r ' .  (EI ,  p. 100) 

The r a d i c a l  behav iour i sm o f  H u l l  and S k i n n e r  a t t e m p t s  t o  

r educe  t h e  l anguage  and t h e o r i e s  of  ' t h e  mind' t o  t h o s e  of  

' b e h a v i o u r ' .  Again,  t h e r e  i s  t h e  i m p l i c a t i o n  w i t h  r a d i c a l  

behav iour i sm t h a t  human b e h a v i o u r  i s  mere ly  t h e  p roduc t  

of  m e c h a n i c o - p h y s i o l o g i c a l  laws.  

I t  i s  t h e  a t t e m p t  t o  a p p l y  t h e s e  r e d u c t i o n s  t o  e d u c a t -  

i o n  t o  which P e t e r s  o b j e c t s .  He n o t e s  t h a t  t h e s e  r e d u c t -  

i o n s  may have  t h e  e f f e c t  of  making t h e  l e a r n i n g  o f  s k i l l s  

more i m p o r t a n t  t h a n  t h e  l e a r n i n g  o f  i d e a s ,  and he  argues  

a g a i n s t  such  r e d u c t i o n s ,  a p p e a l i n g  t o  t h e  n o t i o n  of an ' ed -  

u c a t e d '  man: 

... an ' e d u c a t e d t  man i s  d i s t i n g u i s h e d  n o t  s o  much by 
what h e  does  a s  bv what he ' s e e s '  o r  ' g r a s p s ' .  I f  he  
does something v e r y  w e l l ,  i n  which he  has  been t r a i n -  
e d ,  he  must s e e  t h i s  i n  p e r s p e c t i v e ,  a s  r e l a t e d  t o  
o t h e r  t h i n g s . .  . .For  b e i n g  e d u c a t e d  i n v o l v e s  ' knowing 
t h a t 1  a s  wll a s  'knowing how1. (EI ,  pp.  100-101) 

P e t e r s 1  argument  t h u s  seems t o  be  t h a t  ' m e n t a l i s t i c '  l a n g -  

uage i s  r e q u i r e d  i n  e d u c a t i o n .  H i s  remark,  quoted above, 

t h a t  t h e  psychology o f  l e a r n i n g  c o u l d  b e n e f i t  from a s t u d y  
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o f  e d u c a t i o n a l  p r a c t i c e  s u g g e s t s  t h a t ,  i n  h i s  oxn schema, 

P e t e r s  n a k c s  a  c o n n c c t i o n  be tween e d u c a t i o n a l  p r a c t i c e  and 

l e a r n i n g  t h e o r y ,  w i t h  t h e  i n f l u e n c e  moving ( a t  l e a s t )  from 

e d u c a t i o n a l  p r a c t i c e  to l e a r n i n g  t h e o r y .  I t  i s  n o t  e n t i r -  

e l y  c l e a r  what  a s p e c t s  o f  e d u c a t i o n a l  p r a c t i c e  a r e  meant 

i n  h i s  r e f e r e n c e .  I f  h i s  ' e d u c a t i o n a l  p r a c t i c e '  i s  e q u i v -  

a l e n t  t o  any o r  a l l  o f  my ' t e a c h i n g  t h e o r y , '  'what i s  t o  

b e  l e a r n e d , '  and ' r e a s o n s  f o r  b e i n g  e d u c a t e d t  then  he does  

n o t  d i v e r g e  from my schema, f o r  on my s c h e n a  each o f  t h e s e  

a r e a s  i n f l u e n c e s  l e a r n i n g  t h e o r y .  

I t  i s  c l e a r  t h a t  P e t e r s  g roups  Hohbes, H u l l ,  and S k i n n e r  

t o g e t h e r ,  r e j e c t i n g  t h e i r  j o i n t  approach  t o  l e a r n i n g  t h e o r y .  

He a s k s ,  r h e t o r i c a l l y :  

What t h e n  i s  s o  d o t t y  a b o u t  t h e  Hobbes-Hul l -Skinner  
approach?  T h i s  i s  a n o t h e r  way o f  a s k i n g  what was v a l -  
u a b l e  i n  t h e  o l d  c o n c e p t i o n  o f  man a s  a  r a t i o n a l  an-  
i m a l .  (ARE,  p. 121)  

P e t e r s ,  t h e r e f o r e ,  i s  a d o p t i n g  a  d u a l i s t  p o s i t i o n  w i t h  

f u l l  u s e  o f  ' m e n t a l i s t i c '  t e r m i n o l o g y - - t h a t  seems t o  be  

\chat i s  i m p l i e d  when man i s  spoken o f  a s  b e i n g  a " r a t i o n -  

a l  an imal ."  There  i s  a f u r t h e r  s u g g e s t i o n  t h a t  on P e t e r s '  

schema t h e r e  i s  a  c o n n e c t i o n  between ' e d u c a t i o n a l  p r a c t -  

i c e t  and I t h e  c o n c e p t  o f  n i n d ' ,  w i t h  t h e  i n f l u e n c e  oper-  

a t i n g  from I e d u c a t i o n a l  p r a c t i c e '  to I t h e  concept  o f  mind.'  

My own schema does  n o t  make any c o n n e c t i o n  l i k e  t h i s ;  t h e  

c l o s e s t  my schema comes t o  t h i s  i s  i n  t h e  c o n n c c t i o n  

between ' t h e  c o n c e p t  o f  mind'  and ' t e a c h i n g  t h e o r y ' ,  and 
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h e r e  t h e  connec t i on  i s  t h e  r e v e r s e  o f  what P e t e r s  would 

make i t .  I have argued e a r l i e r  (55) t h a t  ' t e ach ing  t heo ry '  

i s  n o t  a  ' b a s i c '  a r e a ;  i t s  f i n a l  form i s  dependent on a t 2  

t h e  o t h e r  a r e a s .  I  a l s o  argued i n  t h e  same p l a c e  t h a t  

' t h e  concep t  of mind' was a  b a s i c  a r e a .  I  t h i n k  P e t e r s  i s  

wrong, t h e r e f o r e ,  i n  s u g g e s t i n g  t h a t  whether  educa to rs  

ought  t o  a c c e p t  a concep t  o f  mind shou ld  be dependent on 

e d u c a t i o n a l  p r a c t i c e .  I t  might  be  p l a u s i b l e  t o  argue  t h a t  

' t h e  concep t  o f  mind' i s  n o t  b a s i c  a f t e r  a l l ;  t h a t  ' r e a sons  

f o r  be ing  educa t ed '  i s  t h e  on ly  b a s i c  a r e a ,  and t h a t  t h e  

i n f l u e n c e  i s  from ' r e a s o n s  f o r  b e i n g  educa ted '  t o  ' t h e  con- 

c e p t  o f  mind.' Such an argument would seem t o  be c o n s i s t -  

e n t  w i t h  P e t e r s '  p o s i t i o n .  But I  have  n o t  argued t h i s  way 

because  non -psycho log i ca l  c o n s i d e r a t i o n s - - r e a s o n s  f o r  be ing  

educa t ed ,  f o r  example--do n o t  seem t o  be r e l e v a n t  t o  t h e  

p u r e l y  p s y c h o l o g i c a l  m a t t e r  o f  f o r m u l a t i n g  o r  of  a rgu ing  

f o r  o r  a g a i n s t  a  concep t  of t h e  mind. I t  remains a  q u e s t i o n  

f o r  r e s e a r c h  a s  t o  whether  such  an i n f l u e n c e  as t h a t  p o s t -  

u l a t e d  from ' r e a s o n s  f o r  be ing  educa t ed '  t o  ' t h e  concept  

o f  mind' shou ld  be a l l owab le .  

11 The impor tance  of concep t s  of knowzedge, a c t i on ,  

i n t e n t i o n ,  and s o c i a l  s t a n d a r d  t o  P e t e r s '  o i eu  

I n  deve lop ing  a  t h e o r y  o f  t h e  mind, P e t e r s  accords  cen- 

, t r a l  p l a c e s  t o  n o t i o n s  o f  knowledge and a c t i o n :  
i 



Man i s  a p u r p o s i v e ,  r u l e - f o l l o w i n g  animal.  H e  does 
n o t  mere ly ,  l i k e  an imals  o r  machines,  a c t  i n  accord-  
a a c e  w i t h  r u l e s ;  he  a c t s  because  o f  h i s  knowledge  o f  
them. H e  forins i n t e n t i o n s .  We cannot  b r i n g  o u t  what 
we mean by a  human a c t i o n  w i t h o u t  r e f e r e n c e  t o  t h e  
ends  which men s e e k  and t h e  p l a n s  and r u l e s  which 
t h e y  impose upon t h e i r  s eek ing .  Indeed most human 
ends  a r e  imposs ib l e  even t o  d e s c r i b e  wi thou t  r e f e r -  
ence  t o  s o c i a l  s t a n d a r d s .  (ARE, pp. 121-122) 

Human a c t i o n  i s  n o t  c o n s i d e r e d  by P e t e r s  t o  be caused by 

mechanical  p r o c e s s e s ;  a c t i o n  i s  i n s t e a d  dependent  on know- 

l e d g e  and on i n t e n t i o n s  formed i n  r e s p e c t  o f  knowledge. 

The concep t  o f  man a s  a  r u l e - f o l l o w i n g  animal i s  f u r t h e r  

developed i n  "Moral Educa t ion  and t h e  Psychology o f  Char- 

a c t e r "  b u t  t h e  c e n t r a l  t h e s i s  remains  t h e  same: a  d u a l i s t -  

i c  p o s i t i o n  i s  demanded, and ' m e n t a l i s t i c '  terminology i s  

r e q u i r e d .  

There appears  a t  first glance  t o  be  a  i o g i c a l  jump 

from t h e  a s s e r t i o n  t h a t  man i s  a  r u l e - f o l l o w i n g  animal t o  

t h e  a s s e r t i o n  t h a t  d e s c r i p t i o n  o f  human ends u s u a l l y  re- 

q u i r e s  r e f e r e n c e  t o  s o c i a 2  s t a n d a r d s .  The a s s e r t i o n  t h a t  

man i s  a r u l e - f o l l o w i n g  animal  r e q u i r e s  t h a t  r u l e s  f o r  i n -  

t e r p e r s o n a l  a p p r a i s a l  be  a v a i l a b l e .  I n t e r p e r s o n a l  app ra i s -  

a b i l i t y  i n  t u r n  e n t a i l s  t h a t  t h e r e  a r e  s t a n d a r d s  o f  some 

I 
I s o r t .  I t  i s  t h e  s o c i a l  i n  " s o c i a l  s t anda rds "  t h a t  is 

t roublesome.  I n  o r d i n a r y  u s e  t h e  term " s o c i a l  s t anda rdsw  

means something l i k e  ' t h e  s t a n d a r d s  of  s o c i e t y '  o r  ' soc-  

i a l l y  a c c e p t a b l e  s t a n d a r d s 1  and may be  thought  t o  r e f e r  

t o  t h e  f a d s  and p r e j u d i c e s  of  t h e  v a r i o u s  s o c i a l  groupings .  

But " soc i a l "  may a l s o  s imply  mean " i n t e r p e r s o n a l e l '  



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.) 

Peters8 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 w i t h  itself. Sinilarly 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. 256)  

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 arc open to misunderstanding be- 

cause the connection they have with the concept of mind is 
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by analogy only; c e r t a i n  s i m i l a r i t i e s  between what t he  

a r t i s t  does t o  h i s  m a t e r i a l  and what t h e  t e a c h e r  does t o  

t h e  minds of  h i s  s t u d e n t s  are assumed to be basic. P e t e r s  

c h a l l e n g e s  t h e s e  assumptions ( s e e  Ch. 8 i n f r a :  s y n t h e s i s )  

and s o  abandons such models. (b )  The l o g i c a l  s t r u c t u r e  

of  h i s  model has a r i s e n  n a t u r a l l y  from ' i n s i d e '  t h e  mat- 

t e r s  w i t h  which he i s  concerned:  t h e  r a t i o n a l  t r a d i t i o n ,  

t h e  t a k i n g  of t h e  assessment  o f  r u l e s  i n t o  a  person ' s  own 

mind. H i s  model i s ,  t h e r e f o r e ,  more than  simply an analogy 

f o r  viewing e d u c a t i o n  and t h e  concept  of  mind. (c) Be- 

cause  of  t h e s e  two f e a t u r e s  h i s  model i s  more 'in tune '  

w i th  t h e  m a t e r i a l s  it s t r u c t u r e s .  I t  i s  more of a des-  

c r i p t i o n  of t h e  mind which a l s o  s e r v e s  as a  p a r t i a l  ex- 

p l a n a t i o n  of i t  than  a n  e x p l a n a t i o n  of t h e  mind i n  terms 

of something e l s e .  H i s  model i s  t h e r e f o r e  p o t e n t i a l l y  f a r  

more f r u i t f u l  t h a n  p rev ious  models. 



SECOND THESIS: MENTAL DEVELOPNENT 

1 2  Mind i s  regarded a s  a  product  o f  s o c i a l  development 

Peters' thesis on mental development is presented lar- 

gely in "Education as Initiation" and in E t h i c s  and Educat- 

i o n .  There are brief notes elsewhere and one chapter 

specifically on e d u c a t i o n a l  development in The Logic o f  

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, 

... I 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", 

... represents 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 charzcter 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 
dawn of his life as a social being. (EE, p. 57) 

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



since whatever one was taught by human beings from birth 

onward was somet3ing 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 Zearn may not cor- 

4 \ \  respond to any previously developed rule or pattern, since 
\ persons do, after all, create new things. 
i 
sp,:; Peters continues nore bluntly: 

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 data1, in a frame- 
work of space and time, no notion of permanence or of 
continuity, no embryonic grasp of causal connection 
or means-ends relationships. The sequence of child- 
ren's questions--'What is it?', 'Where is it?', 'When 



d i d  i t  happen? ' ,  'Why d i d  it happen?'  mark t h e  dev- 
elopment o f  t h i s  c a t e g o r i a l  appa ra tu s .  The d i f f e r -  
e n t i a t i o n  o f  modes of consc iousnes s  proceeds par i  
pas su  w i t h  t h e  development o f  t h i s  menta l  s t r u c t u r e .  
For  t h e y  a r e  a l l  r e l a t e d  t o  t y p e s  o f  o b j e c t s  and r e -  
l a t i o n s  i n  a  p u b l i c  world.  (EE, p. 49) 

To a s s e r t  "no man i s  born  w i t h  a  mind" seems, on t h e  

f a c e  of  i t ,  t o  c l a s s i f y  i n f a n t s  t o g e t h e r  Z o g i c a t t y  wi th  

t h e  lower an ima l s ;  t h a t  i s ,  i n f a n t s  a r e  n o t  t h a t  k i n d  o f  

t h i n g  i n  r e s p e c t  o f  which one can  app ly  ' m e n t a l i s t i c 1  l ang-  

uage. I t  i s  a  v e r y  s t r o n g  c l a im ,  and v e r y  d i f f i c u l t  t o  

defend.  One i m p l i c a t i o n  o f  it i s  t h a t  even t h e  " b i z a r r e  

and fo rmle s s  wishes" t h a t  P e t e r s  n o t e s  i n  t h e  above q u o t a t -  

i o n ,  cou ld  n o t  e x i s t  a t  a l l .  They a r e n ' t  i n d i c a t i v e  o f  

much deve lopmen t  b u t  something i s  ' t h e r e 1  and t h i s  f a c t  is  

t a c i t l y  acknowledged by P e t e r s .  I f  t h e r e  were no th ing  

? t h e r e 9  t h e n  one ought  t o  speak o f  t h e  c r e a t i o n  of minds 

and n o t ,  a s  we do,  j u s t  o f  t h e i r  development.  

On t h e  o t h e r  hand,  P e t e r s t  c l a i m ,  i f  made weaker,  would 

be l e s s  p rob l ema t i c .  I f  by "mind" P e t e r s  means something 

l i k e  ' an  a d u l t - i s h  mind, '  o r  ' a  mind such a s  you o r  I a t -  

t r i b u t e  t o  one a n o t h e r t  t h e n  m a t t e r s  s t a n d  d i f f e r e n t l y  

and P e t e r s t  p o i n t  i s  t h e  s imp le  and r a t h e r  obvious one, 

t h a t  most o f  t h e  l c o n t e n t s '  of  o u r  developed minds were 

l e a r n e d .  T h e s i s  Two is  i n  p a r t  a n  a t t emp t  t o  emphasize 

t h a t  p r e t t y  n e a r l y  t h e  t o t a l i t y  o f  what one e v e n t u a l l y  tom- 

e s  t o  u n d e r s t a n d ,  f e e l ,  t h i n k ,  and d e s i r e  must be  l e a rned - -  

and f o r  b e t t e r  o r  f o r  worse i s  l e a r n e d .  
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However, c h i l d r e n ,  be ing  r e l a t i v e l y  u n i n i t i a t e d ,  do have 

a pecuttar s t a t u s  accord ing  t o  P e t e r s :  

Ch i ld ren  must now be s een  a s  i n h a b i t i n g  a  t w i l i g h t  
world between man and t h e  animal kingdom. The i r  minds 
o p e r a t e  v e r y  d i f f e r e n t l y  from t h o s e  of  a d u l t s  and 
they  on ly  g r a d u a l l y  emerge, s t a g e  by s t a g e ,  t o  an 
a d u l t  form of exper ience .  ( L E ,  p. 30)  

The terms "man" and perhaps  "human being" a r e ,  it seems, t o  

be  r e s t r i c t e d  t o  a  human ' an imal1  t h a t  ha s  been through 

some l e a r n i n g  p r o c e s s e s  and s o  has  e n t e r e d  i n t o  what is 

c a l l e d  i n  t h e s i s  f o u r  " t h e  impersonal  p u b l i c  world" of 

s o c i a l  r u l e s  ( s e e  Ch. 7 ) .  

P e t e r s 1  use  of  "adu l t "  i n  t h e  m a t e r i a l  j u s t  quoted i s  

somewhat mi s l ead ing ;  i t  s u g g e s t s  p h y s i c a t  m a t u r i t y ,  a  cond- 

i t i o n  t h a t  (presumably) occurs  n a t u r a l l y  g iven  only  minim- 

a l  c o n d i t i o n s .  P e t e r s 1  p o i n t  appears  t o  be t h a t  t h e  term 

"adul t "  i n  h i s  u s e  i s  a p p l i c a b l e  on ly  i f  t h e  phys i ca l  

c r i t e r i a  a r e  met and i f  c e r t a i n  c r i t e r i a  of  s o c i a l  devel-  

opment a r e  a l s o  met. An ' a d u l t '  f o r  P e t e r s ,  appears  t o  be 

a  person who has  ach ieved  an " a d u l t  form of experience."  

The 'emergence'  i n t o  t h e  " a d u l t  form of experience1'  i s  a  

m a t t e r  of i n i t i a t i o n  and t r a i n i n g .  

I t  i s  n o t  a t  a l l  c l e a r  why P e t e r s  adopts  a  s c a l e  of  hu- 

man development w i th  ( a p p a r e n t l y )  ' animal '  a t  the  ' lowest1  

po in t - - co r r e spond ing  t o  'younges t '  age. I sugges t  t h i s  i s  

a  metaphor: c h i l d r e n  a r e  s een  a s  an ima l - l i ke  ( i n  comparison 

w i t h  a d u l t s ) .  Perhaps t h e  metaphor i s  made s t r o n g l y  i n  t h i s  
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way to make the point that the human race is a race of 

animals who have undergone a p u r e l y  soc ia2  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 Peters1 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 k ind  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 k ind  of thing as was measured at the 

other. These would therefore be two distinct scales with 

no common p o i n t s .  Strong cases have been made for the dif- 

ference being one of kind; for example Jonathan Bennett, 

in R a t i o n a l i t y ,  makes this cases1 I suggest Peterst 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 'infantile1 was the lowest point. The 

same notions of human rational development could be devel- 

oped. The problem of defending a metaphoric conception of 

childrensl nature could have been avoidcd. 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. 

 on on don: Routledge 4 Kegan Paul, 1964). 



1 3  Language as  t h e  vehicZe o f  mentaZ/sociaZ deve Zopment 
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Wemap--# &&bs "a s t ream of exper ience  t o  be en-  
i 

joyed" o r  perhaps  a s  "a s e r i e s  of  predicaments  t o  be l i v -  

ed through" $ARE, p. 9 3 ) .  There  i s  a c o n t i n u i t y  o f  exp- 
" 

e r i e n c e  , ! i* 'ke la t ion  t o  which i n d i v i d u a l  *centres  of con- 

s c i o u s n e s s U  ( E I ,  p. 105) develop,  a r e  i n i t i a t e d ,  become 

educa ted  o r  n o t ,  and which t h e y  e i t h e r  en joy  o r  endure. 

But expe r i ence  i s  n e i t h e r  a s  f l e e t i n g  a s  may be supposed, 

nor a s  p r i v a t e .  The ways i n  which i n d i v i d u a l s  have gone 

about  expe r i enc ing  and t h e  i n t e r p r e t a t i o n  of such exper-  

i e n c e  o r  i t s  r e s u l t s  may be i n c o r p o r a t e d  i n  language. 

Other i n d i v i d u a l s  may, t h e n ,  fo l l ow  t h e s e  incorpora ted  

r u l e s  f o r  expe r i enc ing  and i n t e r p r e t i n g ,  and s o  may exper-  

i e n c e  and i n t e r p r e t  f o r  themselves i n  ways s imi lar  t~ t h c s e  

of  t h e i r  p redecessorg .  The i n t e n t  of  educa t ion  i s  t o  cause  
- 

kT-==+- - -  
- - -- 

new i n d i v i d u a l s  t o  a r n  and i n t e g r a t e  t h e s e  incorpora ted  1 -3) 
,; , , , , ,7G-  nJdv,. l  , i ! . + ~ f i ~ - i  c d s  4 ".,-( r.1" ~ r ~ . ~ . . . ~  - 

r u l e s  { i 
b '  , /  . 4' 4 
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Thus, what i s  expe r i enced  i s  p u b l i c  i n  t h e  sense  t h a t  

t h e  way i n  which one s e e s  t h e  world i s  prepared  by o t h e r s  

and then  brought  forward a s  t h e  s o c i a l  i n i t i a t i o n  one i s  

t o  undergo. P e t e r s  judges t h a t  L a  nguage i s  l a r g e l y  t h e  

v e h i c l e  f o r  t h i s  i n i t i a t i o n :  

... one of t h e  f i r s t  t h i n g s  t h a t  c h i l d r e n  do i s  t o  
l e a r n  a language.  And i n  l e a r n i n g  t o  speak c o r r e c t l y  
t hey  a l s o  l e a r n  t o  p i c k  o u t  t h i n g s  and c l a s s i f y  them 
i n  a  way which i t  has  t aken  men many c e n t u r i e s  t o  ac -  
q u i r e .  Mithout s o c i a l  t r a i n j n g  c h i l d r e n  would 



probab ly  n o t  l e a r n  t o  walk ,  l e t  a l o n e  t o  t a l k .  And 
t h e  v a s t  e x p e r i e n c e  o f  o u r  a n c e s t o r s  i s  i nco rpo ra t ed  
i n  . t h e  language i n t o  which we a r e  i n i t i a t e d  a t  a  v e r y  
e a r l y  s t a g e .  (m, p. 98) , I( 

E a r l y  ch i l d -hood  development i s  no doubt  complex. To sug-  

g e s t  t h a t  l e a r n i n g  t o  t a l k  i n  most  of i t s  a s p e c t s  r e q u i r e s  

1 s o c i a l  t r a i n i n g  i s  r e a s o n a b l e .  I t  i s  d o u b t f u l  whether t h e  

same a p p l i e s  t o  l e a r n i n g  t o  walk.  Ch i l d r en  may w e l l  l e a r n  

t o  walk by i m i t a t i o n  and t r i a l  and e r r o r ,  and they  may r e -  

q u i r e  h e l p  i n  b a l a n c i n g  themse lves ,  and s o  on; but none of  

t h e  t e c h n i c a l  s e n s e s  o f  " t r a i n i n g "  appear  t o  apply:  c h i l d -  

r e n  a r e  n o t  ' d r i l l e d '  i n  wa lk ing ;  n o r  a r e  t h e y  ' i n s t r u c t e d ' ;  

t h e y  a r e  'shown how' and ' a i d e d .  ' .,( 5- 

% The language we a r e  g i v e n  i s  t h e  f r u i t  o f  much pa in  and '3 , 
work. E r r o r s  and s t umb l ings  o f  t h e  p a s t  appear  i n  t h e  v 
language f o r  a w h i l e  t h e n  a r e  r e p l a c e d  a s  t h e  e r r o r s  a r e  

c o r r e c t e d  and d i f f i c u l t  ways made e a s i e r .  I n  t h i s  way, by 

c e n t u r i e s  of  t r i a l  and e r r o r ,  % t r a d i t i o n s ,  a  h i s t o r y ,  and 

qj c;Gure(t (ARE, p. 97) develop.  

The i n f o r m a t i o n  s o  s t o r e d  i s  e s s e n t i a l  f o r  t h e  con- 
t i n u a n c e  o f  c i v i l i z a t i o n .  The main f u n c t i o n  o f  t h e  
e d u c a t o r  i s  t o  p a s s  on t h i s  p r i c e l e s s  human h e r i t a g e .  
(ARE, p. 9 7 )  

'1 c c 
Tke educa to r :  

f i '  \ 

..:i s  an i n h e r i t o r  of a  way o f  l i f e . . . d e f i n e d  i n  
te rms o f  p rocedu re s  and p r i n c i p l e s  which make it pos-  
s i b l e  f o r  a ssumpt ions  and i n s t i t u t i o n s  t o  change i n  
t h e  l i g h t  of  growing knowledge and exper ience .  HeF - 
must hand on t h e  wisdom of  t h e  p a s t .  But ha. must - 

0 



a l s o  hand on p rocedu re s  and an a t t i t u d e  of  mind 

/ i which p e r m i t  t r u t h  t o  p r e v a i l  and i n s t i t u t i o n s  t o  be  
,, , adap t ed  t o  changing c o n d i t i o n s .  (ARE, p. 105)  /- \ 

i-c - I 1 - 
The e d u c a t o r  does n o t  mere ly  hand on a  body of static 

(f 

t r a d i t i o n s .  Among t h e  t r a d i t i o n s  i s ,  o f  cou r se ,  t h a t  o f  

empir ic ism:  

I t  i s  t h e  t r a d i t i o n  which i n s i s t s  t h a t  o t h e r  t r a d i t i o n s  
shou ld  n o t  be  t a k e n  f o r  g r a n t e d  u n t i l  t h e y  have been 
s u b j e c t e d  t o  t h e  t e s t  o f  e x p e r i e n c e  .... and shown t o  be 
c o r r e c t ,  t h e  most c o l o s s a l  e r r o r s  and i n j u s t i c e s  
cou ld  be and have been p e r p e t u a t e d  f o r  gene ra t i ons .  
Indeed i n  t h e  h i s t o r y  o f  man, t a k e n  a s  a  whole, the  
u s u a l  t h i n g  ha s  been t o  p a s s  on a s  unques t ionab le  
t r u t h s  t h e  assumpt ions  of p r ev ious  gene ra t i ons .  The 
e m p i r i c i s t  t r a d i t i o n ,  which i n s i s t s  t h a t  t r a d i t i o n s  
must be  c r i t i c i z e d  and examined, i s  a  b r i t t l e  c r u s t  
on a  mass o f  i r r a t i o n a l i t y  and s e l f - p e r p e t u a t i n g  
dogma. (ARE,  p.  104) 

C i ', / 

A l l ,  o r  a lmos t  a l l ,  a  p e r s o n ' s  t hough t ,  speech,  respon- 
. i/ 

s e s ,  emot ions ,  e t c .  a r e  p r e p a r e d  and l e a r n e d  dur ing  h i s  

i n i t i a t i o n s .  Here I e x t r a p o l a t e  f r e e l y  beyond what P e t e r s  
j f , & r  ' 

-____k 
h a s  s a i d  i n  o r d e r  t o  make t h e  p o i n t .  What educa to r  is 

: 6 f . r c  , , a ,  

d o ing  w i t h  language i n  r e s p e c t  o f  t h e  s t u d e n t  i s  ' s e t t i n g  

l i m i t s  t o  t hough t '  a s  W i t t g e n s t e i n  once a s s e r t e d  p h i l o s o -  

p h e r s  do w i t h  r e s p e c t  t o  a l r e a d y  q u a l i f i e d  speakers  of 
1 PI' 

t h e  language.  M e & ' s  f u n c t i o n  i s  j u s t  t h a t  of 
/ i ,* ! 

t h e  p h i l o s o p h e r ,  e x c e p t  t h a t  ed juzdo r  3 concerned 

w i t h  i n i t i a t i n g  t h e  i n d i v i d u a l  i n t o  p u b l i c  and a v a i l a b l e  
/ 1 

g4,, ,,,-t< / 

' ~ u d w i ~  l i t t g e n s t e i n ,  Tractatus Logico-Philosophicus , t r a n s .  
D. F. P e a r s  and B. F. McGuiness, i n t r o .  Ber t rand 
R u s s e l l  (London: Rout ledge 4 Kegan Pau l ,  1961 [1921]) ,  
504.113 - 4.114. 



forms o f  t h o u g h t  and awareness ,  r a t h e r  t h a n  wi th  t h e  i n i t -  

i a t i o n  of  t h e  mature  s p e a k e r s  of t h e  l anguage  i n t o  some 
-7 ,'> \ 

h i g h e r  s t a t e  o f  awareness  which lm a l o n e  c u r r e n t l y  en joyd l  ) . 
P h i l o s o p h e r s  p robe  t h e  l i m i t s  o f  t h o u g h t - - t h e  l i m i t s  o f  

t h e  impersona l  p u b l i c  wor ld  ( s e e  Ch. 7) - -and by s o  doing 

work b,eyond what t h e  o r d i n a r y  p e r s o n  c o n c e i v e s  a s  t h o s e  
$' : ; p p r h f <  

l i m i t s .  So the e- speakg/from beyond t h e  l i m i t s  a s  

conce ived  by t h e  n a f v e  o r  t h e  u n i n i t i a t e d ,  f r o a  a  p o s i t i o n  
P , ,I' 

beyond  t h e  l i m i t s  o f  kt% pup iZs  ' ( p r i v a t e )  w o r t d s ,  t h a t  i s ,  
/ 

from a  p o s i t i o n  beyond t h e i r  language.  &is t a s k  i s  t o  

s e t  w i d e r  l imi ts  on t h e i r  t h o u g h t  by g i v i n g  them access  t o  

new language.  W i t t g e n s t e i n  makes a  p o i n t  which, i f  i n t e r -  

p r e t e d  a s  b e i n g  from t h e  p u p i l ' s  view, g i v e s  i l l u m i n a t i o n :  

5.6 The l i m i t s  of rn? l anguage  mean the  linits nf 
my world .  

5 .61 Logic  pe rvades  t h e  wor ld :  t h e  limits of  t h e  
wor ld  a r e  a l s o  i t s  l imits .  

So we canno t  s a y  i n  l o g i c ,  'The world has  
t h i s  i n  i t ,  and t h i s ,  b u t  n o t  t h a t . '  

For  t h a t  would a p p e a r  t o  presuppose  t h a t  we 
were e x c l u d i n g  c e r t a i n  p o s s i b i l i t i e s ,  and t h i s  
canno t  b e  t h e  c a s e ,  s i n c e  i t  would r e q u i r e  t h a t  
l o g i c  s h o u l d  go beyond t h e  l i m i t s  o f  t h e  wor ld ;  
f o r  o n l y  i n  t h a t  way c o u l d  i t  view t h o s e  l imits 
from t h e  o t h e r  s i d e  a s  w e l l .  

We c a n n o t  t h i n k  what w e  canno t  t h i n k ;  s o  what 
we canno t  t h i n k  we canno t  s a y  e i t h e r .  

5.62 .... 
The wor ld  i s  my wor ld :  t h i s  i s  manifes t  i n  

t h e  f a c t  t h a t  t h e  l i m i t s  o f  language  (of  t h a t  
l anguage  which a l o n e  I u n d e r s t a n d )  s e a n  t h e  
l i m i t s  o f  rnp world . '  



Nhi le  a  p r e c i s e  p a r a l l e l  between t h e  educa to r  and t h e  p h i l -  

osopher, i s  n o t  d e f e n s i b l e ,  t h e  s i m i l a r i t i e s  a r e  p rovoca t ive .  

Rules ,  o f  c o u r s e ,  a r e  a l t e r a b l e ,  and t h e  c h i l d ,  i n i t -  

i a l l y  i n t e r p r e t i n g  r u l e s  a s  f i x e d ,  comes t o  r e a l i z e  t h i s  

f a c t  and deve lops  toward what P e t e r s  c a l l s  t h e  "autonomous 

s t a g e r r  (ARE, p.  115;  PC, p. 277; RH, p. 253) i n  which h i s  

mode o f  behaviour  becomes "purposive  ru l e - fo l l owing"  

(ARE, pp. 132-134).  Thus, p rov ided  t h e  l e a r n i n g  processes  

and expe r i ences  t o  which he  was submi t ted  and the  manner 

o f  t e ach ing  a r e  c o r r e c t ,  he ach i eves  t h e  s t a g e  of " r a t -  

i o n a l  ru l e - fo l l owing"  (ARE,  p. l 3 5 ) ,  and g a i n s  a " r a t i o n -  

a l  code" (PC, p .  275) t o  l i v e  by. 

I 
Thus, s t u d e n t s  must be i n t roduced  t o  (a )  exper iences  

o f  many d i f f e r e n t  k i n d s ,  w i t h  t h e  emphasis t h a t  o r d i n a r y  

' f i r s t - h a n d  expe r i ence '  i s  r e q u i r e d  bu t  t h a t  such exper-  

i e n c e  has  s e v e r e  l i m i t a t i o n s  when p r i n c i p l e s  and a b s t r a c t i o n s  

have t o  be l e a r n e d  (ARE, pp. 99-103; EP,  pp. 16-17; PC,  

p. 277) ,  and (b) t h e  s o c i a l  r u l e s  o f  t h e  "publ ic  world" 

( s e e  t h e s i s  f o u r ) .  

1 4  The way i n  which  t h e  i n i t i a t i o n  i n t o  language 

i n v o Z v e s  t h e  t e a c h i n g  o f  t r a d i t i o n s  

The "pub l i c  world" o r  "pub l i c  h e r i t a g e "  i n t o  which t h e  

s t u d e n t  i s  t o  be i n i t i a t e d  has  been "marked out" by p rec -  

ed ing  g e n e r a t i o n s  (AE, p. 1 3 ) .  What has  been so 'marked 

ou t r - - " imper sona l  c o n t e n t  and p r o c e d u r e s w - - i s  "enshrined 
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i n  p u b l i c  t r a d i t i o n s "  (E I ,  p. lO3) ,  and " p u b l i c  t r a d i t -  

i o n s  [ a r e ]  e n s h r i n e d  i n  a  p u b l i c  language" (E I ,  pp. 102- 

103) .  Also ,  t h e  " p u b l i c  wor ld  [ i s ]  p i cked  o u t  by ... l ang -  

uage and concep t s  ... and s t r u c t u r e d  by r u l e s  governing, . .  

pu rpose s  and i n t e r a c t i o n s "  (AE, p.  1 3 ) .  g-mi' 
Mere l i n g u i s t i c  f l u e n c y  i s  t h e r e f o r e  n o t  what i s  i n -  

- - 6 

t ended  when t h e  educate; give$ t h e  s t u d e n t s  access  t o  a 
I; 

new language.  m e  t e a c h &  must a l s o  communicate t h e  t r a d -  

i t i o n s  which it e n s h r i n e s .  Language--as a  s o p h i s t i c a t e d  

s i gn - sys t em- -can  t a k e  many forms:  music ,  co lou r ,  body g e s t -  

u r e s  (e .g.  b a l l e t ) ,  and s o  on;  i t  i s  n o t  r e s t r i c t e d  t o  any 

one o r  two p e r c e p t u a l  media such  a s  v i s u a l  o r  a u r a l  s t i m -  

u l a t i o n  a s  i t s  c a r r i e r .  Language i s  n o t  merely a s e l f -  

c o n t a i n e d  sys tem t h a t  can  be ' d i s connec t ed '  a s  it were,  

from t h e  wor ld ;  it i s  an i n t e r p r e t e d  s ign-sys tem t h a t  t a k e s  

meaning bo th  from t h e  i n t e r c o n n e c t i o n s  it makes w i t h i n  it- 

s e l f ,  and from t h e  mass o f  i n t e r p r e t a t i v e  r u l e s  and a p p l i c -  

a t i o n s  i n  which i t  i s  used.  

There a r e  a t  l e a s t  two ways i n  which t r a d i t i o n s  may be 

embodied i n  language,' h e r e  a g a i n  I ex t rapo la t -e  from 
/ 

P e t e r s ) .  (a) Language may be used t o  s t a t e  t r a d i t i o n s  a s  

m a t t e r s  of f a c t .  For example,  '1Fe have- it $r-a-BIe+m-of 

c r i t i c a l  thought ; '  o r  I h ~ r a g e d y  i s  p a r t  o f  o u r  t h e a t r i c o -  

l i t e r a r y  t r a d i t i o n .  " The 1 i s t e n e ~ ' s  a t t e n t i o n  i s  d i r e c t e d  

t o  c e r t a i n  f a c t s  a s  s t a t e d ,  t o  l o g i c a l  r e l a t i o n s  among terms 

i / h e  a l r e a d y  knows. In  o r d e r  t o  unders tandzhe  need no t  go 
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o u t  t o  look a t  t h e  world. However, t h i s  l a t t e r  f a c t  is  

p r e c i s e l y  t h e  l i m i t a t i o n  of s t a t e m e n t s  o f  f a c t :  t h e r e  i s  

t h e  danger  o f  r o t e  memorization,  t h e  danger t h a t  t h e  s t u d -  

e n t  w i l l  l e ave  t h e  f a c t s  a s  t hey  a r e  and n o t  r e a l i z e  f u r -  

t h e r  t h a t  t hey  a r e  an i n t e r p r e t a t i o n  of t h e  world. 

(b)  Language may e x p r e s s  ( i m p 2 i c i t Z y )  ways of unders tand-  

i n g .  The ways of  unders tand ing  may be l e a r n e d  dur ing t h e  

fo l l owing  of d i r e c t i v e s .  For example,,"'Ensure t h a t  any 

a s s e r t i o n s  you may make a r e  i n  p r i n c i p l e  conf innab le /d i s -  

conf i rmable '  i s  a  s t a t e m e n t  embodying p a r t  of a  c r i t i c o -  
7 7 / 

s c i e n t i f i c  t r a d i t i o n .  The 1i-p-r i s  d i r e c t e d  t o  a c t  i n  

c e r t a i n  ways;&e i s  n o t  t o l d  vhy$e ought t o  do s o  i n  t h e  

c o n t e x t  of fo l l owing  t h e  t r a d i t i o n .  The s ta tement  i s  

t h e r e f o r e  n o t  d e s c r i p t i v e  o f  what t h e  t r a d i t i o n  i s ;  t h e  

s t a t emen t  e z p r e s s e s  o r  e x e m p l i f i e s  t h e  t r a d i t i o n ,  shows 
/ 
/ / 

what i s  t o  be done o r  how something i s  t o  be thought.  -.* 
&A 0 

Language may a l s o  man i f e s t  t r a d i t i o n s  by means of  t he  way 

i n  which d e s c r i b i n g  i s  done. For example, t r a d i t i o n s  of  

r a c i a l  p r e j u d i c e  a r e  exempl i f i ed  i f  an Afro-American i s  

r e f e r r e d  t o  a s  a  ' n i g g e r . '  Again, t h e  t r a d i t i o n  i s  shown, 

n o t  s t a t e d .  ( A  s t a t e m e n t  of t h e  t r a d i t i o n  would be ,  'For 

decades t h e  term "nigger" has  been used t o  r e p r e s e n t  Afro- 

Americans a s  i n  most ways i n f e r i o r  t o  Whites. ') 
j .'-/ ' f ? 

What occurs  i n  t h e  l e a r n i n g  of a  t r a d i t i o n - i a p l y i n g  7 language i s  t h a t  a t t i t u d e s  and i n t e r p r e t a t i o n s  a r e  'picked 

up' r e l a t i v e l y  u n c r i t i c a l l y  a t  t h e  time. I t  appears t h a t  
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a g r e a t  d e a l  o f  t h e  l e a r n i n g  o f  p u b l i c  t r a d i t i o n s  i s  con- 

t a i n e d  i n  this l e a r n i n g  o f  a t t i t u d e s  and ways of s e e i n g .  

The two forms o f  embodying t r a d i t i o n s ,  s t a t i n g  and showing, 

a r e  themse lves  r e p r e s e n t a t i v e s  o f  t r a d i t i o n s ;  t h e  f i r s t  i s  

conducive  t o  i s o l a t i n g  a s s e r t i o n s  r e  m a t t e r s  o f  f a c t  s o  

t h a t  t h e i r  t r u t h / f a l s i t y  can be  de te rmined  subsequen t ly ;  t h e  
/I '1 

second r e l a t i v e l y  more conducive  t o  i n c u l c a t i n g  a t t i t u d e s  . -,/ 
&@D 

1 5  'ReaZZd u n d e r s t a n d i n g  ' i n v o  Zves c o g n i t i v e - a f f e c t i v e  

c o n n e c t i o n s  

I n i t i a t i o n  i n t o  t h e  p u b l i c  wor ld  i n v o l v e s  knowledge and d, 
unde r s t and ing .  I t  ha s  n o t  o n l y  a  ' c o g n i t i v e f  but  a l s o  an 

" a f e c t i v e g  s i d e  t o  i t - - a  ' f e e l i n g  s i d e f  t o  it-@€- 

coming commi t t ed  t o  r u l e s  and s t a n d a r d s ,  i . e .  invo lves  an 

emot iona l  development o f  s o r t s  - 

P e t e r s  c l a i m s ,  

,-- 

, $ . ~ d  . ~ . a  s t r o n g  c a s e  can be f o r  S o c r a t e s '  view t h a t  
i f  a  man does n o t  a t  l e a s t  f e e l  drawn toward - - - I  

what i s  good t h e n  r e a l l y  unders tand  it:, ,., 
- .(m, p =  1461 

, 2 (5 

The p o i n t ,  s a y s  P e t e r s ,  i s  a c e  a  pe r son  l e a r n s  a  p a r t i c u l a r  

concept  o r  becomes a  p a r t i c i p a n t  i n  a  way o f  l i f e  t h e  " s tand-  

a rd s "  o r  p rocedu re s  and a t t i t u d e s  ' ' b u i l t  i n t o "  i t  t a k e  o v e r ,  

s o  t h a t  one l i v e s  and does n o t  merely  t a l k  about o r  pay 

l i p - s e r v i c e  t o  t h e  concep t  o r  way o f  l i f e .  One h a s  become 



committed t o  it. ; L9; 

This  i s  n o t  t o  say t h a t  t h e  educated person is  i r r e v -  

ocab ly  committed t o  eve ry  r u l e  he has  l ea rned .  Some o f  

what he l e a r n s  may be e f f e c t i v e  such t h a t  o t h e r  t h i n g s  a r e  

r e j e c t e d .  He may even r e v o l t  a g a i n s t  h i s  c u l t u r e  without 
. - 

' l o s i n g t  h i s  e d u c a t i o n ,  concludes  P e t e r s  a f t e r  a d i s cus -  

s i o n  w i th  W. H. Dray. P e t e r s  ha s  argued t h a t  the  educated 

person  must be committed t o  some s t a n d a r d s ,  and Dray, us ing  

t h e  example o f  S t .  Paul  who underwent ' r e l i g i o u s  convers-  

i o n t  on t h e  road t o  Damascus, asks  whether one might s ay  

c o r r e c t l y  t h a t  t h e  man who g i v e s  up h i s  c u l t u r e ,  most o f  

h i s  t r a d i t i o n s ,  who has  overthrovm h i s  background has l o s t  

h i s  e d u c a t i o n  (AE ,  p. 22).  

P e t e r s '  r esponse  i m p l i e s  t h a t  Sau l ,  by d i scover ing  him- 

s e l f  conf ron ted  w i th  t h e  b l i n d i n g  l i g h t  and wi th  t h e  vo i ce  

coming o u t  o f  i t ,  has l o s t  c e r t a i n  commitments, bu t  o n l y  

by a l r e a d y  hav ing  o t h e r  commitments which he d id  no t  ( e v e r ,  

s o  f a r  a s  we know) r e j e c t .  I t  i s  a t  l e a s t  p l a u s i b l e  t o  s ay  

t h a t  t h e s e  o t h e r  commitments were commitments t o  b e l i e v e  

t h a t  what he 'saw w i t h  h i s  own eyes '  o r  ' heard  wi th  h i s  own 

e a r s '  r e p r e s e n t e d  f a c t  and n o t  f i c t i o n ,  commitments t o  ac -  

knowledge t h a t  c e r t a i n  persons  had c la imed one could  have 

' r e l i g i o u s  e x p e r i e n c e s t  which would have a s t r o n g  emotion- 

a l  and perhaps  p h y s i c a l  impact on him, commitments t o  ac-  

knowledge t h a t  t h e s e  same pe r sons  i n  t h e i r  ' d e s c r i p t i o n s t  

o f  t h e i r  ' r e l i g i o u s  e x p e r i e n c e s t  used language much l i k e  



t h e  language he  i s  tempted t o  use  t o  d e s c r i b e  h i s  con f ron t -  

a t i o n  w i t h  t h e  b l i n d i n g  l i g h t  and t h e  v o i c e ,  and commitments 

t o  normal c r i t i c a l  e v a l u a t i o n s  i n  t h e  f a c e  o f  apparent  

paradoxes ( t h e r e  was a  v o i c e  bu t  t h e r e  was no man t h e r e ) .  

I n  t h e  f a c e  o f  what he  ' s e e s t  and ' h e a r s t  and of h i s  p r i o r  

commitm,ents a s  d e s c r i b e d ,  he cannot  s u s t a i n  h i s  commitment 

t o  d i s - b e l i e v e  r e l i g i o u s  c l a ims :  he becomes 'conver ted1 s o  

t h a t  he  i s  now committed t o  a  r e l i g i o u s  mode of  thought.  

The man i s  s t i l l  c u l t u r e d ,  presumably,  and s t i l l  compet- 

e n t  t o  run h i s  own l i f e ;  on ly  one s e t  of  conmitrents  has  

changed (and,  o f  cou r se ,  what he t hen  considered important  

changed, and s o  on) .  He can g ive  reasons  ( a s  above) f o r  

t h e  change. (Whether we, two thousand y e a r s  l a t e r ,  would 

c a l l  them adequate  r ea sons  i s  i r r e l e v a n t . )  I n  amending h i s  

r u l e s  t o  account  f o r  what he now b e l i e v e d  t o  be t h e  c a s e ,  

what he was doing was more l i k e  s u b s t i t u t i n g  what were t o  

h i s  mind r u l e s  more c o n s i s t e n t  w i t h  a c t u a l  exper ience,  t han  

l i k e  g i v i n g  something up. 

Dray's  p o i n t  r e f e r r e d  s p e c i f i c a l l y  t o  whether t h e  Jews 

would c h a l l e n g e  h i s  c la im t o  be educated.  Pe t e r s  answers: 

... I am n o t  s u r e .  I t  would depend on t h e  e x t e n t  t o  
which t h e y  b e l i e v e d  i n  i n d o c t r i n a t i o n ,  with t h e  r i g i d  
i n s i s t a n c e  on an unshakable  c o n t e n t  of b e l i e f  t h a t  
goes w i th  i t .  (AE,  p. 26)  

P e t e r s t  p o i n t  i s ,  I i n f e r ,  t h a t  i f  S a u l l S t .  Paul could have 

made a v a l i d  c la im t o  be educa ted  before convers ion,  then  

convers ion does n o t  a f f e c t  t h e  s t a t u s  of  t h e  claim, and, 
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P e t e r s  would add,  i f  t h e  Jews b e l i e v e d  s t r o n g l y  i n  i ndoc t -  

r i n a t i o n  t h e n  t h e i r  c o n t e s t  o f  S a u l t s / S t .  P a u l ' s  c l a im  t o  

be  educa t ed  a f t e r  conve r s ion  on ly  i n d i c a t e d  t h a t  what t h e y  

unders tood  was i n d o c t r i n a t i o n ,  n o t  educa t i on  (AE, p .  2 6 ) .  

I n  o r d e r  t o  be  e d u c a t e d ,  one must be committed t o  a  g r e a t  

many r u l e s  from which one i n f e r s  what one ought  t o  expec t  
-- 

and ought  n o t  t o  expec t .  Normally, it would seem t h a t  t h e s e  

form a  c o h s i s t e n t  s e t ,  s o  t h a t  t h e  i n f e r e n c e s  do n o t  l o g i c -  

a l l y  c o n t r a d i c t  each  o t h e r .  Even s o ,  what one i n f e r s  on 

t h e  b a s i s  o f  c u r r e n t  e x p e r i e n c e  may be coun t e r - expec t a t i on -  

a 1  ( a s  i n  S a u l l s / S t .  P a u l ' s  c a s e ) .  I n  such a  case  one 

e i t h e r  r e j e c t s  t h e  c u r r e n t  i n f e r e n c e  o r  r e j e c t s  t h e  r u l e ( s )  

by which t h e  c u r r e n t  i n f e r e n c e  i s  judged coun t e r - expec t a t -  

i o n a l .  Thus, i n  c o n f r o n t a t i o n  w i t h  t h e  ' t e s t  of expe r i ence1  

one ' s  a v a i l a b l e  r u l e s  m a i n t a i n  t hemse lve s ,  through change, 

i n  a  k i n d  o f  e q u i l i b r i u m .  One c o u l d  t h u s  express  l ack  o f  

e d u c a t i o n  i n  n o t  changing.  

Nelson Goodman, i n  F a c t ,  F i c t i o n ,  and F o r e c a s t ,  ex- 

p r e s s e s  how t h e s e  r u l e s  and i n f e r e n c e s  i n t e r r e l a t e  wi th  

each  o t h e r :  

A r u l e  i s  amended i f  i t  y i e l d s  an i n f e r e n c e  we are  
u n w i l l i n g  t o  a c c e p t ;  an i n f e r e n c e  i s  r e j e c t e d  if i t  
v i o l a t e s  a r u l e  we a r e  u n w i l l i n g  t o  amend.l 

S a u l ,  c o n f r o n t e d  w i t h  an e x p e r i e n c e  which c o n f l i c t e d  w i th  

l ~ e l s o n  Goodman, Fac t ,  F i c t i o n ,  and F o r e c a s t ,  2nd ed,  (New 
York: The B o b b s - N e r r i l l  Company, Inc . ,  1965),  p. 64. 



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. < np;; 7 
' I ' , . t ,  , . , , . p/ )&+ , , ,!" O L  c5 

1-7 I M i n g  i&ng knowledge and understand- 
hL(y , b- ( u d ~ )  L . - 

ing,ialso entails commitment; commitments can change, 

even radically, without the status of one's claim to be 
( & f < o L ,  ~re^~~drrl,,, J * f & e c a r t  ,\ , ---- L- 

educated being affected/\ In learning how to speak and 
0 c c L u / 4 k  

think in various ways cmebecomes 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 
& b . g l t ~  . t  (< ,, . . t 5 6  

'. Ld~4C2d 
whatever. In using:w-qs~ bf speaking and thinking,-& 

evokes from the environment responses, and depending on 
T//// 6 w 

what these are and how one understands them &k will exper- 

ience various emotions, modify various commitments, and so 

on. This appears ta be what P e t e ~ s  has meant. Ear example, 
_,_- - 

\ 
-,"peters 'has this to say about emotions: 

/, &LL?L 

' 

We talk more naturally of 'educating the emotions1, 
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, 



between what i s  meant by ' a n g e r t  a s  d i s t i n c t  from 
' j e a l o u s y t  can  o n l y  be  b rough t  o u t  by r e f e r e n c e  t o  
t h e  d i f f e r e n t  s o r t s  o f  b e l i e f s  t h a t  t h e  i n d i v i d u a l  
h a s  abou t  t h e  p e o p l e  and s i t u a t i o n s  w i t h  which he  i s  
c o n f r o n t e d .  A man who i s  j e a l o u s  must t h i n k  t h a t  
someone e l s e  h a s  something t o  which he  i s  e n t i t l e d ;  
what comes o v e r  him when he  i s  s u b j e c t  t o  a f i t  of 
j e a l o u s y  i s  i n t i m a t e l y  connec ted  w i t h  t h i s  b e l i e f .  
But a  man who i s  angry  need have  no  b e l i e f  as  spec -  
i f i c  a s  t h i s ;  he  may j u s t  r e g a r d  someone as  f r u s t r a t -  
i p g  one o f  h i s  purposes .  ( E I ,  p. 98) 

Thus,  a c c o r d i n g  t o  , t h e r e  i s  an i n s e p a r a b l e  logical 

c o n n e c t i o n  between what i s  o r d i n a r i l y  r e f e r r e d  t o  a s  

though t  ( t h e  c o g n i t i v e  a s p e c t  of  knowledge and unders tand-  

i n g )  and emotion ( t h e  a f f e c t i v e  a s p e c t ) ,  i n  t h e  language 

and t r a d i t i o n s  one h a s  l e a r n e d .  

Peters--asserts t h a t  g i n c e  t h i s  c o g n i t i v e - a f f e c t i v e  r e -  

l a t i o n  i s  a  ZogicaZ r e l a t i o n ,  c - u r r e n t  c l a s s i f i c a t i o n s  o f  

u a l , '  ' s o c i a l , '  and ' e m o t i o n a l 1  development a r e  t h e r e f o r e  

i n d e f e n s i b l e  ( L E ,  pp. 49-51) .  Learn ing  a  language,  l e a r n -  

i n g  t o  u n d e r s t a n d  what t h e r e  i s ,  l e a r n i n g  t o  i n t e r p r e t  i t ,  
/$/ 

and f i n d i n g  o n e s e l f  commit ted ,  a r e  a l l  p a r t  o f  coming t o  

" r e a l l y  unders tand"  what t h i n g s  a r e .  -- i .+! 
5,'<! / ,, fi 

.#. f ,  
I n  c o n c l u s i o n ,  a  few remarks on c o r r e l a t i o n s  between 7" 

,' - 
E+ 

P e t e r s t  d i s c u s s i o n s  and my own schema a r e  a p p r o p r i a t e .  

h l e n t a l i s t i c  language c e r t a i n l y  i s  i n c o r p o r a t e d  i n t o  P e t e r s t  ./; 

d i s c u s s i o n s  o f  l e a r n i n g  t h e o r y .  T h i s  i n c o r p o r a t i o n  was 

made p o s s i b l e  by t h e  d u a l i s t i c  p o s i t i o n  he adopted;  it was 

made mandatory by t h e  u s e  o f  m e n t a l i s t i c  te rminology i n  

a n o t h e r  b a s i c  a r e a  t h a t  i n f l u e n c e s  l e a r n i n g  theory :  t h e  
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r ea sons  t o  be  educa ted  ( a t  l e a s t ) .  S i m i l a r l y ,  P e t e r s t  

r e f e r e n c e s  sugges t  t h a t  what i s  t o  be l e a r n e d  has a  s t r o n g  

i n f l u e n c e  on l e a r n i n g  theo ry .  What i s  t o  be l ea rned  ap- 

p e a r s  t o  be bo th  d i s c i p l i n e d  s t u d i e s  and s o c i a l  r u l e s  (ob- 

j e c t i v e  s t a n d a r d s  and s o c i a l  r u l e s ) .  Following from t h e  

requirement  f o r  d i s c i p l i n e d  s t u d i e s  t h e r e  a r e  d i s cus s ions  

( a s  r e q u i r e d  by my schema--see s u p r a ,  p. 10)  o f  what it 

means t o  ' r e a l l y  unders tand . '  There i s  n o t ,  however, much 

d i s c u s s i o n  on t h e  meaning of  " s o c i a l  r u l e s "  on on t h e i r  

s t a t u s  i n  l e a r n i n g  t h e o r y ,  t o  correspond wi th  t he  r e q u i r e -  

ment t h a t  s o c i a l  r u l e s  be t a u g h t .  The n a t u r e  o f  ' r u l e s 1  

themselves  and t h e i r  f u n c t i o n  i n  t h e  mind o f  t he  l e a r n e r  

a r e  d e t a i l e d  r a t h e r  b road ly .  P e t e r s '  t a s k  was n o t ,  appar-  

e n t l y ,  t o  c o n s t r u c t  l e a r n i n g  theo ry ,  b u t  t o  d i s t i n g u i s h  a  

number o f  t h e  f a c t o r s  t h a t  i n f l u e n c e  i t ,  and t o  i n d i c a t e  

something o f  t h e i r  s t r u c t u r e .  
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THIRD THESIS: C R I T E R I A  OF EDUCATION 

1 6  Three  c r i t e r i a  f o r  t h e  e d u c a t e d  person  

P r o f e s s o r  P e t e r s 1  t r e a t m e n t  of  e d u c a t i o n a l  c r i t e r i a  i s  

s p r e a d  th roughout  h i s  work. The works: "What is an Educ- 

a t i o n a l  P rocess?" ,  " A i m s  of  Educat ion" ,  "Education as In -  

i t i a t i o n " ,  and Ethics and Educa t ion  c o n t a i n  ex t ens ive  and 

s i m i l a r  a ccoun t s .  The c r i t e r i a  h e r e  f i t  i n t o  my own schema 

as c r i t e r i a  govern ing  t h e  what i s  t o  be  l e a r n e d  a r e a ,  and 

t h e  r e l a t i o n s  of  t h a t  a r e a  w i t h i n  t h e  schema. P e t e r s  sum- 

mar izes  h i s  c r i t e r i a  f o r  t h e  educa t ed  person:  

( i i i )  

An educated nan is ont: whose form of i i f e - - a s  
e x h i b i t e d  i n  h i s  conduc t ,  t h e  a c t i v i t i e s  t o  
which he  i s  cori. i t t e d ,  h i s  judgments and f e e l -  
i n g s - - i s  t hough t  t o  be  d e s i r a b l e .  
Whatever he  i s  t r a i n e d  t o  do he  must have know- 
l e d g e ,  n o t  j u s t  knack,  and an  unders tanding of  
p r i n c i p l e s .  His form of  l i f e  must a l s o  exhib-  
it some mas te ry  o f  forms o f  thought  and anare-  
n e s s  which a r e  n o t  ha rne s sed  p u r e l y  t o  u t i l i t -  
a r i a n  o r  v o c a t i o n a l  purposes  o r  completely con- 
f i n e d  t o  one mode. 
H i s  knowledge and unde r s t and ing  must n o t  be i n -  
e r t  e i t h e r  i n  t h e  s e n s e  t h a t  t h e y  make no d i f -  
f e r e n c e  t o  h i s  g e n e r a l  view of t h e  world,  h i s  
a c t i o n s  w i t h i n  it and r e a c t i o n s  t o  it o r  i n  
t h e  s e n s e  t h a t  t h e y  i n v o l v e  no concern f o r  t h e  
s t a n d a r d s  immanent i n  forms of thought  and 
awareness ,  as w e l l  a s  t h e  a b i l i t y  t o  a t t a i n  
them. (EP, p .  9) 

Re ( i ) :  t h e  e d u c a t o r  ( t h i s  i s  h e r e  a  gene ra l  term used 



t o  cover  p a r e n t s ,  t e a c h e r s ,  and s o  on) must t ake  c a r e  t h a t  

t h e  g e n e r a l  s t a t e  o f  t h e  deve lop ing  person  is  moving on 

d e s i r a b l e  l i n e s .  I t  must be  remembered t h a t  one's genera l  

s t a t e ,  one ' s  f e e l i n g s ,  one ' s  commitments, and so f o r t h  

a r e  a l l  cons ide red  t o  be l e a r n e d  ( s ee  t h e s i s  two). I f  

t hey  were n o t  l e a r n e d  c o r r e c t l y ,  i f  what was l ea rned  was 

n o t  d e s i r a b l e ,  t h e n  t h e  term "educated1' does not  apply t o  

t h a t  person.  

Re ( i i ) :  e d u c a t i o n a l  development i s  s een  a s  a spec i e s  

of  development o f  t h e  human mind. I t  i s  n o t  so  much concern- 

ed  w i t h  what one can do b u t  w i th  whether one develops i n t o  

a  ' r a t i o n a l  r u l e - f o l l o w i n g 1  being.  To be educated does 

n o t  imply t h a t  one does n o t  o r  t h a t  one cannot work f o r  

a  l i v i n g ,  b u t  i t  r u l e s  o u t  t h e  p o s s i b i l i t y  t h a t  o n e l s  l i f e  

i s  predorninantZy a  m a t t e r  o f  working f o r  a  l i v i n g .  

Re ( i i i ) :  t h e  educa to r  must ensure  t h a t  what i s  lea rned  

f u n c t i o n s  adequa t e ly  w i t h i n  t h e  g e n e r a l  con tex t  o f  what- 

e v e r  e l s e  t h e  s t u d e n t  has  l e a r n e d ,  t h a t  i s ,  i t  must i n -  

f l u e n c e  t h e  s t u d e n t ' s  "gene ra l  view of t h e  world" and what 

he  does i n  it. Elsewhere P e t e r s  r e f e r s  t o  t h i s  l e a r n i n g  

a s  t h e  developing of " c o g n i t i v e  pe r spec t ive"  (EE, p. 4 5 ) .  

Indeed,  i f  t h e  'worth w h i l e t  development descr ibed  i n  ( i )  

i s  t o  be ensured  t h e  l e a r n i n g  of new t h i n g s  must have t h e s e  

e f f e c t s ,  r e q u i r e d  by P e t e r s ,  t h a t  one ' s  genera l  view of  

t h e  world changes ,  and t h a t  one becomes committed t o  c e r -  

t a i n  t h i n g s  and s t a n d a r d s  r a t h e r  t han  o t h e r s .  Na tu ra l l y  

enough, t h e s e  s t a n d a r d s  a r e  t h e  r u l e s  r e p r e s e n t i n g  the  



t r a d i t i o n s  i m p l i c i t  i n  t h e  language one l e a r n s .  

C r i t e r i o n  ( i i i )  a l s o  c a u t i o n s  t h a t  t e ach ing  theory  and 

l e a r n i n g  t h e o r y  m u s t  ensu re  t h e  meeting of  t h e  goa l s  o f  

reasons  t o  be educa ted  and what i s  t o  be l ea rned .  There 

have been t endenc i e s  i n  t h e  s choo l s  t o  i gno re  t h e s e  r e -  

qu i rements ,  t o  t e a c h  ' f a c t s t  w i thou t  unders tanding:  l e a r n -  

i n g  i s  by r o t e  on ly .  What was l e a r n e d  can be used pragmatic-  

a l l y ,  s ay  i n  t h e  w r i t i n g  of  exams, b u t  it t ends  t o  have l i t -  

t l e  l a s t i n g  i n f l u e n c e ;  i t  does n o t  change t h e  l e a r n e r ' s  views,  

t h e  l e a r n e r ' s  commitments a r e  n o t  modif ied  i n  r e s p e c t  o f  i t .  

I t  i s ,  P e t e r s  would s a y ,  i n e r t ,  and i s  wor th l e s s  a s  a con- 

t r i b u t i o n  t o  t h e  development i n d i c a t e d  i n  (i). 

1 7  A r n p Z i f i c a t i o n  o f  t h e  c r i t e r i a  for t h e  

educa ted  p e r s o n  

So f a r  t h e  c r i t e r i a  f o r  t h e  educated person remain some- 

what vague. P e t e r s  p rov ides  some a d d i t i o n a l  amp l i f i ca t i on .  

For example, ampl i fy ing  ( i) :  educa t ion  "has t o  be d e s c r i b -  

ed  a s  i n i t i a t i o n  i n t o  a c t i v i t i e s  o r  modes of thought and 

conduct t h a t  a r e  worth while" ( E E ,  p .  5 5 )  , an educated 

person must have achieved some d e s i r a b l e  s t a t e  of  mind (EP,  

p. 5 ;  E I ,  pp. 90-91) ,  o r  v a l u a b l e  s t a t e s  o f  mind (LE, p. 

1 3 ) .  Combining ( i )  and ( i i ) :  t h e r e  must be "des i r ab l e  

s t a t e s  i n  a person  invo lv ing  knowledge and understanding" 

(LE, p. 40) .  Amplifying ( i i ) :  t h e  educated person must 

have "some unders tand ing  o f  t h e  ' r e a son  why' of th ings"  



(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 mis'taken 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, becoaing 

a part of one's life enforces changes in outlook and the 

attainment of a life of quality. 



I n  a s s e s s i n g  what i s  t o  he  l ea rned  t h e  educa tor  is ,  

t h e r e f o r e ,  t o  a s s e s s  t h e  r e l a t i v e  worthwhileness of  the  

v a r i o u s  m a t t e r s  which he  might t each .  I n  E t h i c s  and ~ d -  

u c a t i o n  (Ch. V )  P e t e r s  makes a  s t r o n g  ca se  f o r  t h e  claim 

t h a t  what i s  t o  be  l e a r n e d  be s e l e c t e d  on t h e  b a s i s  of 

i t s  intrinsic v a l u e .  He argues :  

. . . cons ide ra t i ons  must d e r i v e  from t h e  na tu re  of t h e  
a c t i v i t i e s  themselves and t h e  p o s s i b l e  r e l a t i o n s  be- 
tween them w i t h i n  a  cohe ren t  p a t t e r n  of l i f e .  
(EE ,  p. 155) 

I n  a rgu ing  f o r  " sc i ence ,  h i s t o r y ,  l i t e r a r y  app rec i a t i on ,  

ph i losophy ,  and o t h e r  such c u l t u r a l  a c t i v i t i e s "  (EE,  p. 

160) a s  s u b j e c t s  of  s u f f i c i e n t  i n t r i n s i c  worth t o  be t augh t  

a s  p a r t  o f  an e d u c a t i o n ,  P e t e r s  c la ims  t h a t  they i n t e r -  

re1at.e w i t h  each o t h e r ,  mcdify each = they ,  il?;-;rinate each 

o t h e r ,  and mutua l ly  ensu re  t h e  t r a n s f o r m a t i o n s  toward a 

l i f e  of  q u a l i t y :  

They can b e ,  and t o  a l a r g e  e x t e n t  a r e ,  pursued f o r  
t h e  s ake  of v a l u e s  i n t r i n s i c  t o  them r a t h e r  than f o r  
t h e  s ake  of e x t r i n s i c  ends.  But t h e i r  cogn i t i ve  con- 
c e r n s  and f a r - r a n g i n g  c o g n i t i v e  con ten t  give them a  
va lue  den ied  t o  o t h e r  more c i rcumscr ibed  a c t i v i t i e s  
which l e a d s  us  t o  c a l l  them s e r i o u s  p u r s u i t s .  They 
a r e  ' s e r i o u s '  and cannot  be cons idered  merely as i f  
t hey  were p a r t i c u l a r l y  d e l e c t a b l e  pas t imes ,  because 
t hey  c o n s i s t  l a r g e l y  i n  t h e  e x p l a n a t i o n ,  assessment,  
and i l l u m i n a t i o n  of t h e  d i f f e r e n t  f a c e t s  of l i f e .  
They t h u s  i n s e n s i b l y  change a  man's view of t h e  world. ... A person  who has  pursued them s y s t e m a t i c a l l y  de- 
ve lops  concep tua l  schemes and forms of a p p r a i s a l  which 
t r ans fo rm e v e r y t h i n g  e l s e  t h a t  he does. (EE, p. 160) 

The very  q u e s t i o n  '\\Thy do t h i s  r a t h e r  t han  t h a t ? '  which 

P e t e r s  a sks  a s  a  s t a r t  t o  s e l e c t i n g  what i s  worth whi le ,  



c a n n o t  p r o p e r l y  be  answered w i t h o u t  c o n s i d e r a t i o n  o f  t h e s e  

a c t i v i t i e s ,  f o r  t h e y  a r e  instrumental t o  answering it (EE,  

p. 1 6 3 ) - - a n d  f o r  t h a t  r e a s o n  a t  l e a s t  ough t  t o  be t a u g h t .  

But t h a t  i s  n o t  a l l ;  t h e  d i s c i p l i n e d  a c t i v i t i e s  change t h e  

f o r m u l a t i o n  o f  t h e  q u e s t i o n  "by t r a n s f o r m i n g  how ' t h i s t  

and ' t h a t '  a r e  conceived";  t h e  d i s c i p l i n e d  a c t i v i t i e s  a r e  

" b u i l t  i n t o  a s k i n g  t h e  q u e s t i o n  a s  w e l l  a s  i n t o  answering 

it" (EE, pp. 163-164) .  P e t e r s  conc ludes :  

I n  b r i e f  t h e  j u s t i f i c a z i o n  o f  such  a c t i v i t i e s  is  n o t  
p u r e l y  i n s t r u m e n t a l  because  t h e y  a r e  invo lved  i n  
asking t h e  q u e s t i o n  'hrhy do t h i s  r a t h e r  than  t h a t ? ' ,  
as w e l l  a s  i n  answer ing  it. ( E E ,  p. 164) 

Note t h a t  on t h e  schema ( s u p r a ,  pp. 7 - 8 )  t h e  a r e a  what 

i s  t o  be l e a r n e d  t a k e s  t h e  we igh t  o f  t h e  assessment  and 

u a t i o n  would come abou t  i f  e d u c a t i o n  i s  t o  be  sought  be-  

c a u s e  o f  some i n t r i n s i c  v a l u e .  I t  i s  l i k e l y ,  t h e r e f o r e ,  

t h a t  P e t e r s f  r e a s o n s  f o r  b e i n g  e d u c a t e d  a r e  o f  t h i s  form--  

a t  l e a s t  t h e y  deny p u r e l y  i n s t r u m e n t a l  r e a s o n s .  P e t e r s  

a r g u e s  t h a t  t h e  hav ing  o r  g a i n i n g  o f  a  " p a s s i o n a t e  concern 

f o r  t r u t h "  (EE, p. 165) i s  a  good r e a s o n  t o  be educated .  

About t h i s  a t t i t u d e  toward t r u t h ,  P e t e r s  s a y s  i n  conc lus ion :  

Such a n  a t t i t u d e  i s  s u r e l y  i n  some way c a l l e d  f o r t h  
by man's p red icament  a s  a  t h i n k i n g  b e i n g  i n  a uni -  
v e r s e  whose l o c a l  c o n d i t i o n s  have made t h i n k i n g  pos-  
s i b l e .  The t e a c h e r  h e l p s  t o  awaken an awareness o f  
t h e  mani fo ld  a s p e c t s  o f  t h i s  p red icament ;  he i n d i c -  
a t e s  i n  some way how t h i n g s  a r e  and t h e  a p p r o p r i a t e -  
n e s s  o f  c o n d u c t i n g  l i f e  on t h e  b a s i s  o f  such con- 
s i d e r a t i o n s .  ( E E ,  p.  166)  
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1 8  P e t e r s '  t e r m i n o l o g y  i n  s t a t i n g  t h e  c r i t e r i a  fop 

t h e  educa ted  person  remains  p r o b l e m a t i c  

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," " s t a n d a r d s  

immanent i n  forms ...," "mode [of thought and awareness]," 

"commitment," "to be i n s i d e  a form ...," "state of mind," 
l1,...41 VULIVV, , +...---C----J LLbl131UL,It~U," "form of life," "all-round de-  

velopment." There is also tclk 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 'domainsq 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 'domains1 of 

'knowledge and experience1 or of 'thought and awareness1 

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 Peters1 assumptions and assertions in 

the context of the schema has made this terminology 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 appra isz l  

rules1 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 'education1 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 e d u c a t i o n a l  processes or not 

depends on whe~her 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 

unobjectionable1' 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. 49-41). 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 Log ic  o f  Educa t ion  assert "that a definite 

moral point of view is implicit in their [Peters1 and 

Hirstls] approach" (LE, p .  41) it is with reference to 

principles such as these. 

20 P e t e r s t  d i s t i n c t i o n  be tween e d u c a t i n g  and schoo l ing  

Given that education involves both a cognitive and an 
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a f f e c t i v e  development ( s e e  s u p r a ,  515) and t h a t  e d u c a t i o n  

t h e r e f o r e  e n t a i l s  some k i n d  o f  ' t o t a l  men ta l  development , '  

5 one might  b e g i n  c r i t i c i s m  by s a y i n g  t h a t ,  g i v e n  what oc-  

c u r s  i n  most schoolrooms,  t h e  l e m o t i o n a l l  and ' s o c i a l t  a s -  
d 

p e c t s  o f  t h i s  'development1  a r e  i n  f a c t  d i s t i n g u i s h e d  and 

a r e  l a r g e l y  i g n o r e d  i n  f a v o u r  o f  ' i n t e l l e c t u a l  development. '  

By b e i n g  l a r g e l y  ignored t h i s  development  may, however, 

c o n t i n u e  i n  u n d e s i r a b l e  d i r e c t i o n s  d e s p i t e  t h e  t e a c h e r ' s  

i n t e n t i o n s ;  s t u d e n t s  may a c q u i r e  some o f  t h e  mannerisms, 

e x p r e s s i o n s ,  and u n s t a t e d  b u t  s t r o n g l y  f e l t  emotions t h e  

t e a c h e r  may have .  P e t e r s  would p r o b a b l y  respond t h a t  what 

was go ing  on was poor  e d u c a t i o n ,  and t h a t  even i f  t h e  t e a c h -  

e r  e l i m i n a t e d  h i s  b i a s e s  from t h e  t e a c h i n g - l e a r n i n g  s i t u a t -  

i o n  and p u t  h i s  e n e r g i e s  onZy i n t o  h i s  t e a c h i n g ,  t h e  educ- 

a t i o n  g i v e n  would be incomple te .  Bu t ,  P e t e r s  would add, 

i t  i s  n o t  n e c e s s a r y  t h a t  t h e  c r i t e r i a  f o r  adequate  s c h o o t -  

i n g  be d i r e c t l y  dependent  on t h e  c r i t e r i a  f o r  an adequate  

e d u c a t i o n .  

One must d i s t i n g u i s h  between e d u c a t i n g  and s c h o o l i n g ,  

and one must d e c i d e  what h a s  p l a c e  i n  t h e  schoolroom and 

what has  n o t .  P e t e r s  s u g g e s t s  t h a t  what must go on under 

t h e  head ing  l s c h o o l i n g '  need n o t  always be  e d u c a t i o n a l - - f o r  

example,  v o c a t i o n a l  t r a i n i n g  and l h e a l t h '  i n s t r u c t i o n  

( E P ,  p.  2 2 ,  n. 2 ) .  T h i s  does  n o t  imply t h a t  such schoo l ing  

meets  o r  needs  t o  meet a l l  t h e  c r i t e r i a  o f  educa t ion .  One's 

e m o t i o n a l  development  i n  t h e  a r e a  o f  i n t e r p e r s o n a l  
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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  Educa t ion  i n v o Z v e s  a  sequence  o f  t r a n s f o r m a t i o n s  

l e a d i n g  t o  a  q u a l i t y  of l i f e  

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 

+ n r r o r a  q n - r  - o r + ;  r q . 1  n r  A-2 TI.-.- : , $ A :  , c -  
C V . ~ u L U  ull, C A L u A C L I  bllu. A I I C y  I I I ~ L l d L ~  a sequence of 

ongoing t r a n s f o r m a t i o n s  which is never ending because 

whatever can be experienced is subject to explanation, 

justification, exploration, and to r e - e z p e r i e n c i n g  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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q u e s t i o n s  a r e  asked ( E E ,  pp. 163-164).  L i f e  becomes a  

never-e,nding c h a l l e n g e  of t r a n s f o r m a t i o n s  t o  be under-  

gone i n  accord w i t h  new unders tand ings  ga ined  about what 

i s  worth wh i l e  and new c a p a b i l i t i e s  reached i n  o p e r a t -  

i n g  more f u l l y  and adequa t e ly  i n  t h e  v a r i o u s  forms of 

thought  and awareness.  There  can b e  no one achievement 

t h a t  i s  c a l l e d  an 'aim1 of  educa t ion  o r  "being educated." 

Ra ther ,  one i s ,  r e l a t i v e  t o  o t h e r  persons  and e x i s t i n g  

s t a n d a r d s ,  on ly  more o r  l e s s  educa ted ,  w e l l  o r  poor ly  

educa ted ;  one engages i n  more o r  fewer worth whi le  a c t -  

i v i t i e s ,  f o r  b e t t e r  o r  poo re r  reasons .  P e t e r s '  summar- 

i z i n g  comment i s ,  "To be educated i s  n o t  t o  have a r r i v e d ;  

i t  i s  t o  t r a v e l  w i th  a d i f f e r e n t  view" (EP,  p .  8; E I ,  p. 

110; A E ,  p. 7 ) .  Put  i n  o t h e r  words, t h e  educated p e r -  

son  i s  changed, h i s  c a p a c i t y  f o r  change and f o r  r e i n t e r -  

p r e t i n g  expe r i ence  i s  i n c r e a s e d ,  h i s  l i f e  i s  more worth 

whi le  through h i s  changes.  H i s  l i f e  becomes a  s ea rch  

f o r  what i s  worth whi le  and f o r  t h e  ways of i n t e g r a t i n g  

t h i s  worth i n t o  h imse l f .  And s o  he ach ieves  a  q u a l i t y  

of l i f e .  
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FOURTH THESIS: THE IMPERSONAL PUBLIC WORLD 

2 2  P e t e r s '  a s s e r t i o n s  r e  t h e  impersonaZ pub l i c  world 

P r o f e s s o r  P e t e r s  r e g a r d s  e d u c a t i o n  a s  a  ve ry  g e n e r a l  

and u n s p e c i f i c  ( a l t hough  r i g o r o u s )  i n i t i a t i o n  (EP, p. 7) 

i n t o  "a common world" ( E I ,  p. 105;  EP, p. 21) ,  a " s e l e c t -  

i v e  world o f  s o c i a l  a r t i f i c e "  (EE, p. 5 2 ) ,  "a p u b l i c  world 

p i cked  o u t  by. . . language and concep t s  ... and s t r u c t u r e d  by 

r u l e s  govern ing  . . .p u rpose s  and i n t e r a c t i o n s "  (AE, p.  1 3 ) ,  

"pub l i c  t r a d i t i o n s  e n s h r i n e d  i n  a  p u b l i c  language" ( E I ,  

pp. 102-103) ,  " impersonal  c o n t e n t  and procedures. . .en-  

s h r i n e d  i n  p u b l i c  t r a d i t i o n s "  (EI ,  p.  lO3) ,  "pub l ic  and 

d i f f e r e n t i a t e d  modes o f  thought"  (EI ,  p. lO3) ,  "pub l i c  

forms o f  thought  and awareness1'  (EP, p. 20) ,  "a p u b l i c  

form o f  l i f e "  (AE,  p.  13 ) .  

Teacher  and p u p i l  p a r t i c i p a t e  i n  " the  shared  expe r i ence  

o f  e x p l o r i n g  a  common world." The t e a c h e r  i s  "more fam- 

i l i a r  w i t h  i t s  c o n t o u r s  and more s k i l l e d  i n  handl ing t h e  

t o o l s  f o r  l a y i n g  b a r e  i t s  m y s t e r i e s  and a p p r a i s i n g  i t s  

nuances" ( E I ,  pp. 104-105; s i m i l a r l y ,  E E ,  p .  53). P e t e r s  

speaks  of  "forms o f  o b j e c t i v e  exper ience"  and " r e l a t e d  

q u a l i t i e s  of  mind" t h a t :  

... have on ly  become p o s s i b l e  t o  u s  through t h e  p ro -  
g r e s s i v e  e l a b o r a t i o n  of  complex l i n g u i s t i c  s t r u c t u r e s ,  
s o c i a l  i n s t i t u t i o n s ,  and t r a d i t i o n s ,  b u i l t  up over  
thousands  o f  y e a r s .  ( L E ,  p .  77) 



These  become open t o  u s  "on ly  by m a s t e r y  of  t h e  complex 

n o n - n a t u r a l  wor ld  i n  which t h e y  a r e  embedded" (LE, p. 77).  

I n  c o n v e r s a t i o n  between p e r s o n s  " t h e  p o i n t  i s  t o  c r e a t e  

a  common wor ld  t o  which a l l  b r i n g  t h e i r  d i s t i n c t i v e  con- 

t r i b u t i o n s . .  . p a r t i c i p a t i n g  i n . .  . a  s h a r e d  exper ience"  (EP, 

p. 2 1 ) .  I n  p e r s o n a l  r e l a t i o n s h i p s  p e o p l e  " b u i l d  up a 

common wor ld  which t h e y  s h a r e  t o g e t h e r  ," a  wor ld  c o n s t i t -  

u t e d  by " t h e i r  s h a r e d  e x p e r i e n c e s , "  by " t h e  common s t o c k  

o f  knowledge which h a s  developed"  i n  t h e  r e l a t i o n s h i p ,  

and by " t h e  d e t a i l s  o f  t h e  p r i v a t e  w o r l d s  t h a t  i n t e r s e c t  

on such  o c c a s i o n s "  (LE, p. 9 4 ) .  S e v e r a l  p e r s o n s  may "con- 

t r i b u t e  t h e i r  p r i v a t e  e x p e r i e n c e  t o  a  common pool  i n  o r -  

d e r  t o  a r r i v e  a t  a  b e t t e r  unders tand ing"  (LE, pp. 94-95). 

The t e a c h e r  h e l p s  s t u d e n t s  " t o  e x p l o r e  and share a  

p u b l i c  wor ld  whose c o n t o u r s  have  been marked o u t  by gen- 

e r a t i o n s  which have  p receeded  b o t h  o f  them"; i t  i s  a 

" p u b l i c  h e r i t a g e "  (AE, p. 1 3 ) .  T h i s  e x p l o r a t i o n  i s  done 

" i n  accordance  w i t h  r i g o r o u s  canons" (EI ,  p. 105; E E ,  p.  

58) .  To be  i n i t i a t e d  i n t o  " d i s t i n c t i v e  forms of know- 

l edge . .  . .w i th  t h e  canons i m p l i c i t  i n  a l l  t h e s e  i n h e r i t e d  

t r a d i t i o n s "  i s  t o  have a  d o o r  opened t o  ''a v a s t e r  and more 

v a r i e g a t e d  i n h e r i t a n c e 1 '  t h a n  i s  o t h e r w i s e  p o s s i b l e  ( E I ,  

p .  103) .  And, 

... f o r  a l l  who g e t  on thc  i n s i d e  of  such  a form of 
though t  and who make i t ,  t o  a  c e r t a i n  e x t e n t  t h e i r  
own, t h e  c o n t o u r s  o f  t h e  p u b l i c  wor ld  a r e  t o  t h a t  
e x t e n t  t r a n s f o r m e d .  (EE, p. 51) 



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) 

A people's language functions to: 

...p ick 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. ... ( E E ,  pp. 52-53) 
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We have "purposes ,  s t a n d a r d s ,  f e e l i n g s ,  and b e l i e f s " ,  

and " in  a  language i s  d i s t i l l e d  a  view o f  t h e  world which 

i s  c o n s t i t u t e d  by them" ( E E ,  p.  53) .  A r e l a t i o n s h i p  be-  

tween e x p l o r i n g  t h i s  l w o r l d t  and l e a r n i n g  a  language is  

sugges t ed :  

... t o  man ipu l a t e  numbers and t o  s e e  r e l a t i o n s h i p s  
between them i s  t o  b e g i n  t h e  e x p l o r a t i o n  o f  a  spec -  
i a l  wor ld ,  t o  l e a r n  a  new s o r t  o f  language.  (EE,  
P. 531 

And, an i n d i v i d u a l ' s  c h a r a c t e r ,  a s  ha s  been mentioned: 

. . . r e p r e s e n t s  an emphasis ,  an i n d i v i d u a l i z e d  p a t t e r n ,  
which i s  drawn from a  p u b l i c  pool .  C h a r a c t e r - t r a i t s  
a r e  i n t e r n a l i z e d  s o c i a l  r u l e s .  ( E E ,  p. 57)  

Thus, t h i s  'wor ld '  i s  a  world o f  r u l e s  f o r  i n t e r p e r s o n a l  

a p p r a i s a l  and t r a d i t i o n s ,  and i n s o f a r  a s  such t h i n g s  a r e  

i n t e r p e r s o n a l l y  a p p r a i s a b l e ,  i t  i s  a l s o  a  world of  purpos-  

e s ,  s t a n d a r d s ,  f e e l i n g s ,  b e l i e f s ,  l anguage ,  and concep t s .  

The d i s c i p l i n e s  o f  knowledge and unde r s t and ing  a r e  a l s o  

p a r t  o f  t h i s  wor ld .  And t h e  wor ld  develops  a s  t h e s e  forms 

f o r  i n t e r p e r s o n a l  a p p r a i s a b i l i t y  evo lve .  I t  i s  a  world a s  

p e r c e i v e d  by i n d i v i d u a l  c e n t r e s  of c o n s c i o u s n e s s ,  o r  ' m i n d s r ,  

and i t s  t h e o r e t i c a l  e x i s t e n c e  r e q u i r e s  d u a l i s m  and m e n t a l i s t -  

i c  l anguage .  ( I  do n o t  a s s e r t ,  and I  do n o t  b e l i e v e  P e t e r s  

i n t e n d s  t h a t  t h e  ' impersona l  p u b l i c  wor ld1 i s  equ iva l en t  t o  



what we commonly r e f e r  t o  a s  t h e  ' r e a l  wor ld .  ' )  

D i f f e r e n t  i n d i v i d u a l s ,  e ach  w i t h  a unique h i s t o r y ,  have 

d i f f e r e n t  p e r s p e c t i v e s  on t h a t  worZd (EP,  p. 21, e t c , ) .  

P e t e r s  ha s  a l s o  spoken of  " p r i v a t e  worlds" (e.g. LE,  p. 

94 )  and o f  a t t e m p t s  between i n d i v i d u a l s  t o  c r e a t e  "a common 

world" (EP,  p .  21) .  While speak ing  of  t h e  d i f f e r e n c e s  be-  

tween work ing -c l a s s  and p r o f e s s i o n a l  p e r s o n s ,  P e t e r s  a s -  

s e r t s  t h a t  t h e y  l i v e  i n  d i f f e r e n t  wor lds  by v i r t u e  of  t h e  

language and concep t s  a v a i l a b l e  t o  each  (EE,  pp. 52-53).  

D i f f e r e n c e s  i n  a  p e r s o n l s  ' symbol ic  s t r u c t u r e s '  a r e  co r -  

r e l a t e d  c l o s e l y  w i t h  d i f f e r e n c e s  i n  vocabu la ry  (EE,  pp. 

52-53) .  The ? V i t t g e n s t e i n i a n  ' l o g i c a l  wor ld '  a l r e ady  r e -  

f e r r e d  t o  i n  t h e  c o n t e x t  o f  menta l  development ( sup ra ,  pp. 

33-35) i s  r e c a l l e d  now. Each pe r son  ha s  a  p r i v a t e  o r  p e r -  

s o n a l  wor ld  l o g i c a l l y  l i m i t e d  by t h e  boundar ies  of  t h e  

language a v a i l a b l e  t o  him. The combinat ion o f  a l l  t h a t  i s  

i n t e r p e r s o n a l l y  a p p r a i s a b l e  i n  t h e s e  p r i v a t e / p e r s o n a l  

wor lds  i s  what d e f i n e s  t h e  p u b l i c  wor ld .  C l e a r l y ,  each p e r  

son by v i r t u e  o f  h i s  unique  p r i v a t e / p e r s o n a l  world f i n d s  

him o r  h e r s e l f  i n  a  p a r t i c u l a r  r e l a t i o n s h i p  with t h a t  con- 

f l u e n c e  o f  p e r s o n a l  wor ld s - -  t h e  p u b l i c  world.  Th i s  r e l a t -  

i o n s h i p  i s  r e f e r r e d  t o  by s a y i n g  t h a t  each person has  h i s  

o r  h e r  own p e r s p e c t i v e  on t h a t  'wo r ld1 .  

P e t e r s 1  impersona l  p u b l i c  wor ld  t h e s i s  r e l a t e s  t o  t h e  

what i s  t o  be l e a r n e d  a r e a  o f  my schema. I t  i s  a t h e s i s  

p r e s e n t i n g  a  concep tua l  scheme in t ended  t o  c i rcumscr ibe  
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and d e l i n e a t e  t h e  c o n t e n t s  o f  t h e  what i s  t o  be l ea rned  

a r e a .  Th i s  does n o t  e n t a i l  t h a t  eve ry th ing  s o  d e l i n e a t e d  

ought t o  be l e a r n e d ;  it i s  t h e  mass o f  m a t e r i a l  from which 

we, a s  e d u c a t o r s ,  make s e t e c t i o n s .  A s  I have s a i d ,  t h e  

'wor ld1 r e q u i r e s  l m e n t a l i s t i c '  language and, t h e r e f o r e ,  on 

P e t e r s t  schema a  l i n e  ought t o  be d r a m  from t h e  concept  

o f  mind t o  what i s  t o  be l e a r n e d ,  t o  t a k e  account o f  t h i s  

requirement  ( s e e  s u p r a ,  p. 11 ) .  I sugges t  t h a t  P e t e r s 1  

'wor ld t  n o t i o n  i s  a  metaphor and f o r  t h a t  reason have n o t  

i nc luded  t h i s  i n f l u e n c e - l i n e  on my own schema. 



A COROLLARY OF THE FOUR THESES: _ i  - 
SYNTHESIS 

24  An o p p o s i t i o n  between progressive/child-centred 

and traditionaZ/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  Logic of Educ- 

a t i o n  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. 

6 3  

- 



a  The ' i n s t r umen ta l /mou ld ing '  model 

I n  "Education a s  I n i t i a t i o n "  we f i n d  t h a t  t h e  au tho r -  

i t a r i a n  s choo l  of t hough t  b u i l d s  i t s  t h e o r i e s  on what i s  

c a l l e d  t h e  * u t i l i t a r i a n , '  ' i n s t r u m e n t a l , '  o r  'moulding1 

model,  i n  which t h e  mind o f  t h e  c h i l d  i s  t r e a t e d  a s  some 

k ind  of m a t e r i a l  which can  be p r e c i s e l y  formed and devot-  

ed  toward some end (EI ,  pp. 93-97) .  

P e t e r s '  c r i t i c i s m  i s  t h a t  t h e  " i n s t r u m e n t a l  and mould- 

i n g  models e r e c t  t h e  n e c e s s a r y  moral  f e a t u r e  o f  educa t i on  

i n t o  an e x t r i n s i c  end" (E I ,  p. 9 5 ) ,  v i z .  t h e  achievement 

o f  s t a t e s  o f  w i l l i n g n e s s  and w i t t i n g n e s s  i n  persons .  

What i s  n e g l e c t e d  by t h i s  model i s  t h a t  w i l l i n g n e s s  and 

w i t t i n g n e s s  a r e  n e c e s s a r y  i n  any e d u c a t i o n a l  p rocess  and 

c n n s t i t u t e  c r i t e r i a  fn r  e d u c a t i o n a l  metheds. 

Regarding t h e s e  s t a t e s  a s  ends  t o  be ga ined  i s  l e g i t -  

ima te  when s t u d e n t s  l a c k  a  n e c e s s a r y  independence,  f o r  ex-  

ample, by hav ing  l e a r n e d  t o  submit  w i t h o u t  q u e s t i o n  t o  

t h e  d e c i s i o n s  o f  o t h e r s ,  o r  whenever t h e y  do not  have en-  

ough awareness o f  t h e i r  own a c t i o n s  t o  unders tand  what i s  

t o  be expec ted  o f  them. While t h e  wor th  a t t r i b u t e d  t o  

t h e s e  s t a t e s  q u a l i f i e s  them a s  e d u c a t i o n a l  achievements 

t hey  a r e  on ly  a p r e l i m i n a r y ,  t o  en su re  t h a t  s t u d e n t s  a r e  

educab le  ( E E ,  p. 41) .  Wi l l i ngnes s  and w i t t i n g n e s s  a r e  

T, t h e r e f o r e  i n t r i n s i c  and n o t  e x t r i n s i c  c o n d i t i o n s  of  ed-  

u c a t i o n .  With t h e  i n s t r u m e n t a l  and moulding models t h e r e  

i s  t h e  r i s k  t h a t  a n y  method of  'moulding'  may be thought  
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l e g i t i m a t e  p r o v i d e d  o n l y  t h a t  t h e  end be  d e s i r a b l e ,  and 

t h a t ,  t h e r e f o r e ,  s t u d e n t s  may b e  t r e a t e d  i n  mora l ly  re- 

pugnant  ways. 

A l s o ,  by c o n c e n t r a t i n g  on means and ends  t o  t h e  e x c l u -  

s i o n  o f  e d u c a t i o n a l  c r i t e r i a ,  t h e s e  models a l l o w  r e a s o n s  

t o  b e  e d u c a t e d  t o  be r e f o r m u l a t e d ,  n o t  i n  te rms o f  i n -  

t r i n s i c  wor th ,  b u t  a s  p r a g m a t i c  and i n s t r u m e n t a l  f o r  some 

end o t h e r  t h a n  e d u c a t i o n .  ( I n  t h i s  c a s e  t h e  weight  of 

dec i s ion-making  f o r  w h a t  i s  t o  be  t a u g h t  r e v e r t s  back t o  

t h e  r e a s o n s  t o  be  e d u c a t e d  a r e a  from t h e  what i s  t o  be 

l e a r n e d  a r e a . )  We t h e n  have  rep lacement  o f  e d u c a t i o n a l  

p r i o r i t i e s  based  on t h e  i n t r i n s i c  v a l u e  of  what i s  t o  be  

l e a r n e d ,  by p e r s o n a l  and s o c i a l  p r i o r i t i e s ,  a d m i t t i n g  

' i m p r o p e r l y t  such  'a ims o f  e d u c a t i o n '  a s  a  more compet- 

e n t  work f o r c e  o r  a p s y c h o l o g i c a l l y  h e a l t h y  pe r son .  P e t e r s  

does  n o t  a r g u e  f o r  o r  a g a i n s t  s o c i a l  o r  p e r s o n a l  p r i o r -  

. i t i e s  i n  t h e m s e l v e s ,  o n l y  t h a t  t h e y  have no n e c e s s a r y  

c o n n e c t i o n  w i t h  e d u c a t i o n .  

bleans-end o r  i n s t r u m e n t a l  a n a l y s e s  p r o v i d e  a  mora l ly  

n e u t r a l  model f o r  a c t i v i t i e s ,  b u t  t h i s  n e u t r a l i t y  i s  i n a p -  

p r o p r i a t e  i n  e d u c a t i o n  ( E E ,  p.  2 7 ) .  S i n c e  e d u c a t i o n a l  

a c t i v i t i e s  produce  wor th  w h i l e  s t a t e s  by means of worth 

w h i l e  means, t h e y  a r e  n o t  m o r a l l y  n e u t r a l .  Neans-end mo- 

d e l s  a r e  a t  b e s t  u s a b l e  i n  e d u c a t i o n  under  s t r i c t  a d d i t -  

i o n a l  c o n d i t i o n s .  A t  w o r s t  t h e y  f o s t e r  misunders tand ing  

a s  t o  t h e  n a t u r e  of e d u c a t i o n  by s u g g e s t i n g  t h a t  e d u c a t -  

i o n a l  norms a r e  open t o  i n t e r p r e t a t i o n  and ad jus tment  i n  



a  way i n  which t hey  a r e  n o t .  

b The 'growth'  model 

Also i n  "Education a s  I n i t i a t i o n "  we f i n d  t h a t  t h e  p ro-  

g r e s s i v e  s choo l  of  thought  b u i l d s  i t s  t h e o r i e s  on what i s  

c a l l e d  t h e  'growth'  model, i n  which t h e  mind of t h e  c h i l d  

i s  t r e a t e d  a s  something which un fo lds  according t o  i ts  

n a t u r a l  o r  i n n a t e  p ropens i t i es - -much  a s  an oak t r e e  w i l l  

mature s u c c e s s f u l l y  i f  g iven  t h e  r i g h t  s o r t s  of cond i t i ons  

(EI ,  pp. 93-97) .  

P e t e r s 1  c r i t i c i s m  i s  t h a t  " the  growth model conver t s  a  
I 

neces sa ry  f e a t u r e  of  e d u c a t i o n a l  p roces se s  i n t o  a  proced- 

u r a l  p r i n c i p l e "  ( E I ,  p. 9 5 ) ,  v i z .  t h a t  w i l l i n g n e s s  and 

w i t t i n g n e s s  he i n s i s t e d  upon above a l l  e l se .  Such ~ m n h ~ c i c  
-"Y"'"d 9 

e s p e c i a l l y  i n  con junc t ion  w i t h  o t h e r  ( b i o l o g i c a l )  f e a t u r e s  

of  t h e  model, may g i v e  t h e  impress ion  t h a t  s t u d e n t s  should 

l e a r n  on ly  what t hey  may be ' n a t u r a l l y '  i n t e r e s t e d  i n ,  

w i thou t  r ega rd  f o r  how t h e y  unders tand  what they a r e  doing. 

The r i s k  e n t a i l e d  i s  t h a t  s t u d e n t s  w i l l  n o t  l e a r n  d i s c i p -  

l i n e s  o r  what P e t e r s  c a l l s  ' forms of thought  and awareness1 

t o g e t h e r  wi th  t h e i r  r e l e v a n t  s t a n d a r d s  and p rec i s ion .  

c  Ana lys i s  of  t h e  o p p o s i t i o n  

The e s s e n t i a l  d i f f e r e n c e  between t h e  two kinds of mo- 

d e l  i s  t h a t  wh i l e  t h e  moulding model concen t r a t e s  on t h e  

end t o  be r e a l i z e d  and t h e r e f o r e  on t h e  con ten t  t h a t  must 
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be t a u g h t ,  t h e  growth model c o n c e n t r a t e s  on t h e  ' po t en t -  

i a l i t i e s '  w i t h i n  t h e  l e a r n e r  and on t h e  methods of b r i n g -  

i ng  t h e s e  o u t .  With t h e  c u r r e n t  p r o g r e s s i v e  movement i n  

educa t ion ,  t h e  growth t h e o r i s t s  a t t a c k  a s  moral ly  indefen-  

s i b l e  t h e  methods of t h e  i n s t r u m e n t a l i s t s ,  sugges t ing  such 

methods might l e a d  t o  t h e  s t u n t i n g  o r  a r r e s t i n g  of t he  

c h i l d ' s  a t t e m p t s  a t  s e l f - r e a l i z a t i o n  and growth ( E I ,  p. 

9 4 ) .  The i n s t r u m e n t a l i s t s  may w e l l  respond t h a t  t h e  l ack  

of adherence by t h e  p r o g r e s s i v i s t s  t o  t h o s e  s t anda rds  t h e  

c h i l d  m u s t  l e a r n  i n  o r d e r  t o  d e a l  w i t h  t h e  world a s  an ad- 

u l t  i s  no th ing  l e s s  t han  an a b d i c a t i o n  of t h e  r e s p o n s i b i l -  

i t y  educa te .  

P e t e r s v  a n a l y s i s  of t h e  weaknesses of  t h e  t h e o r i e s  be- 

comes c l e a r :  each f u n c t i o n s  a s  a  c o r r e c t i v e  f o r  t h e  o t h e r ,  

b u t  a  s y n t h e s i s  cannot  be ga ined  due t o  mutual ly  incompat- 

i b l e  f e a t u r e s  of  t h e  models and t o  mutual  weaknesses a l s o .  

The two approaches  t o  educa t ion  r e p r e s e n t ,  

... two r a t h e r  extreme p o l a r i z e d  concept ions  of  how 
c o n t e n t  and method can be r e l a t e d  f o r  t h e  implement- 
ing  of e d u c a t i o n a l  aims. Ne i the r  i s  adequate i n  it- 
s e l f ,  though bo th  emphasize p o i n t s  t h a t  need emphasis, 
i n  t oo  extreme a  way. When comparing a u t h o r i t a r i a n  
w i th  c h i l d - c e n t r e d  approaches t o  educa t ion  it  is  o f t e n  
s a i d  t h a t  t h e  former were s t r o n g  on aims and con ten t  
b u t  weak on methods, whereas t h e  l a t t e r  a r e  s t r o n g  on 
methods b u t  weak on aims and con ten t .  (LEY p. 32) 

But a  s imple  i n t e g r a t i o n  of t h e  p o s i t i v e  f e a t u r e s  of t h e  

two views proves  t o  be i nadequa t e ,  s i n c e ,  



... they both shared a common weakness--they paid too 
little attention to p u b t i c  forms of  exper ience  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 neeiled synthesis 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 lqdse sight 
/ 

of the fact that they were preparing people for the w o r l d .  



2 5  A s y n t h e s i s  o f  t h e s e  mode l s  i n v o t v e s  t h e  n o t i o n  of  

public forms o f  e x p e r i e n c e  as  d e l i n e a t e d  i n  t h e s i s  four  

I n  The L o g i c  o f  Educa t ion  P e t e r s  and Hirst propose t h e  

fo l l owing  t h e s i s :  

I n  t h e  c o n t e x t  of  what t h e  au tho r s  r ega rd  a s  t h e  o u t -  
moded con t rove r sy  between t h e  a u t h o r i t a r i a n  and c h i l d -  
c e n t r e d  approach t o  educa t ion  a  s y n t h e s i s  i s  a t t empt -  
ed which i s  d e r i v a t i v e  from an a n a l y s i s  of  t h e  con- 
c e p t s  of  ' e d u c a t i o n t  and of 'human development' .  
(LE, p. 14)  

This  p roposa l  i s  " t h e  t h e s i s  of  t h i s  book" (LE,  p. 15) .  I 

have p r e s e n t e d  t h e  r e l e v a n t  a n a l y s i s  of educa t ion  a s  t h e s i s  

t h r e e  ( s u p r a ,  ch. 6) ,  and t h e  r e l e v a n t  a n a l y s i s  o f  human 

development a s  t h e s i s  two and t h e s i s  f o u r  ( s u p r a ,  chs.  5 

and 7 r e s p e c t i v e l y ) .  

P e t e r s  and Hirst wish t o  demons t ra te ,  

... t h a t  t h e  n o t i o n  of p u b l i c  modes of  exper ience can 
r e c o n c i l e  t h e s e  two approaches i n  a  way t h a t  does 
j u s t i c e  t o  t h e  v a l u a t i v e  a s p e c t s  of  educa t ion  and 
which p u t s  t h e  c o n t r a s t i n g  emphasis on s p e c i a l i s t  
knowledge and p e r s o n a l  development i n t o  a  proper  p e r -  
s p e c t i v e .  ( L E ,  p. 4 2 )  

Two c h a p t e r s  of  T h e  Log ic  o f  Educa t ion  a r e  devoted t o  t h i s  

under tak ing .  The r e s u l t s  can be summarized i n  t h i s  s e c t i o n  

more b r i e f l y .  

The emphasis on c r i t e r i a  of  educa t ion  a l lows  t h e  con ten t  

and methods of  educa t ion  t o  be seen  i n  a  non -con f l i c t i ng  

c o n t e x t .  General  human development i s  s i m i l a r  t o  what 

P e t e r s  c a l l s  educa t ion  ( L E ,  Ch. 3) bu t  i s  perhaps l e s s  



70 

definite about the knowledge and understanding criteria 

than is education (LE, p. 57). Personal development pre- 

supposes initiation into different modes of experience (LEY 

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. )lethod is more 

closely related to human development and to the ideal con- 

ception of a human being which both education and human 

development presuppose (LEY 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 traditionalists, 
are necessarily related to the acquisition 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 



a s s e r t i o n s  e n t a i l e d  i n  t h e  two models a r e  removed, and 

t h a t  when p rope r  emphasis i s  p l a c e d  on p u b l i c  forms of  

expe r i ence ,  and t h a t  when human development i s  more pro- 

p e r l y  unders tood a s  an i n i t i a t i o n  i n t o  such forms o f  ex- 

p e r i e n c e ,  t h a t  t h e  language o f  e d u c a t i o n a l  concepts  r e -  

duces t o  t h a t  a s  p r e s e n t e d  i n  P e t e r s '  t h i r d  t h e s i s ,  and 

t h a t  t h e  t h i r d  t h e s i s ,  a s  p r e s e n t e d  c o n s t i t u t e s  a r e s o l -  

u t i o n  o f  t h e  o l d  p r o g r e s s i v e - t r a d i t i o n a l i s t  c o n f l i c t .  Ed- 

u c a t i o n  may now be c h a r a c t e r i z e d  (without f e a r  of mis- 

unders tand ing)  a s  : 

. . . educa t iona l  p roces se s  a r e  t hose  p roces se s  o f  
l e a r n i n g ,  which may be s t i m u l a t e d  by t each ing ,  out  
o f  which d e s i r a b l e  s t a t e s  o f  mind, i:lvolving know- 
l edge  and unde r s t and ing ,  develop.  ( L E ,  p. 86)  

t h a t  t h e  a u t h o r i t a r i a n s  emphasized what i s  t o  be l ea rned - -  

even if t h e i r  unders tand ing  o f  t h i s  a r e a  remained problem- 

a t i c - - a n d  de-emphasized t h e  e t h i c a l  e lements  o f  t e ach ing  

t h e o r y ,  and t h e  p r o g r e s s i v i s t s  emphasized t h e  e t h i c a l  elem- 

e n t s  o f  t e ach ing  t h e o r y  whi le  de-emphasizing what i s  t o  be 

l e a r n e d .  T h e i r  adherences  t o  t h e  schema !:ore r a t h e r  l e s s  

than  P e t e r s ' .  

The f a c t  t h a t  t h e  r e s o l u t i o n  achieved by P e t e r s  fol lows 

from t h e  f o u r  t h e s e s  a s  I have s e l e c t e d  them lends suppor t  

f o r  my s e l e c t i o n .  The f a c t  t h a t  P e t e r s  has  resolved t h i s  

l ong - s t and ing  problem by c o n c e n t r a t i n g  e s s e n t i a l l y  on t h e  

concept  o f  mind, and a combination of reasons  t o  be 
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educa ted  and what i s  t o  be l e a r n e d  and by making deduc t ions  

f r o n  t 5 e s e  a r e a s  t o  l e a r n i n g  theo ry  and t each ing  theo ry ,  

i n d i c a t e s  t h a t  a  c l o s e  adherence t o  t h e  schema as I have 

developed i t  r e s u l t s  i n  t h e  e l i m i n a t i o n  of  mis leading con- 

c e p t s  and i n  a more f r u i t f u l  and comprehensive concept o f  

educa t ion  i n  a t  l e a s t  one major case .  
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CONCLUSIONS 

26 The s t a t u s  o f  P e t e r s  ' concep t  o f  educa t i on  

I n  o u t l i n i n g  t h e  f o u r  t h e s e s  01. e d u c a t i o n  o f  P r o f e s s o r  

P e t e r s  I have a t t emp ted  t o  show t h a t  h i s  f o rmu la t i ons  r e -  

p r e s e n t  a  comprehensive concep t  of educa t i on  when analyzed 
$ .  

acco rd ing  t o  t h e  schema o f  f i v e  a r e a s  I developed i n  t h e  

f i r s t  p a r t  o f  t h e  t h e s i s .  P e t e r s '  work i s  c o n s i s t e n t  and, 

e x c e p t  f o r  two minor v a r i a t i o n s  (he draws a  connec t ion  

from r e a sons  t o  be  educa ted  t o  concep t  o f  mind, and a con- 

n e c t i o n  from concep t  o f  mind t o  what i s  t o  be l e a rned )  a n a l -  

yze s  e a s i l y  i n t o  t h e  schema. I n  t h e  l i g h t  o f  t h i s  I r e -  

g a r d  P e t e r s '  concep t  of  e d u c a t i o n  a s  p o t e n t i a l l y  ve ry  f r u i t -  

f u l .  The r e s o l u t i o n  o f  t h e  p r o g r e s s i v e - t r a d i t i o n a l i s t  con- 

f l i c t  i s  i n d i c a t i v e  o f  t h i s  f r u i t f u l n e s s .  

The a n a l y s i s  o f  P r o f e s s o r  P e t e r s '  work accord ing  t o  t h e  

schema i n d i c a t e s  t h a t  t h e  schema i t s e l f  may p rov ide  f r u i t -  

f u l  i l l u m i n a t i o n  o f  complex and s o  f a r  con fus ing  m a t t e r s  

t o  do w i t h  t h e  concep t  o f  educa t i on .  The schema may, of 

c o u r s e ,  be t r e a t e d  i n  v a r i o u s  ways, and i t  appears  t h a t  

P e t e r s '  f o r m u l a t i o n s  approximate  r a t h e r  c l o s e l y  t o  t h a t  

which a r i s e s  o u t  of  t h e  o r d i n a r y  language of  educat ion .  



27 The s t a t u s  o f  t h e  schema 

From an i n i t i a l  p o i n t  i n  t h e  language of educa t ion  ( r e a -  

sons  t o  be educa ted)  I f i n d  t h a t  a  working fo rmu la t i oc  of 

t h e  concept  of educa t ion  deve lops  u n t i l  i t  embodies a 

broad network of  assumptions  and a s s e r t i o n s  encompassing 

t h e  f i v e  g e n e r a l  a r e a s .  There w i l l  be r e l a t i v e  s t a b i l i t y  

i n  t h i s  d i v i s i o n  i n t o  f i v e  a r e a s  because t h e r e  is r e l a t i v e  

s t a b i l i t y  among t h e  concep tua l  frameworks i n  t he  b a s i c  a r e a s ,  

i n  psychology and i n  soc io logy  f o r  example, and because t h e  

language of  educa t ion  seems t o  d i v i d e  n a t u r a l l y  i n t o  f i v e  

r e l a t i v e l y  i s o l a b l e  a r e a s .  

bfy argument has  been t h a t  each of t h e  f i v e  a r e a s  of t h e  

schema and a l s o  a  s e t  of  l o g i c a l  connec t ions  between t h e  
I:, 

a reas  a re  required.  I f  any nf them i s  nmitted within t h e  

c o n t e x t  o f  t h e  schema more o r  l e s s  e x t e n s i v e  and damaging 

changes w i l l  occur  i n  t h e  concept  of  educa t ion .  I conf ine  

myself h e r e  t o  t h e  two ' b a s i c 1  a r ea s - - concep t  of mind and 

reasons  t o  be educated.  

Omission of t h e  concept  of mind a r e a  l e a v e s  p a r t s  of  

l e a r n i n g  theo ry  and p a r t s  of  t e ach ing  theory  i n  a l o g i c a l  

vacuum. Gone i s  t h e  concept  of t h e  l e a r n e r  and hence a l s o  

t h e  l o g i c a l  f ounda t ion  on which n o t i o n s  o f  human development 

a r e  based ,  i n s o f a r  a s  such development r e q u i r e s  a  theory of 

t h e  r e l a t i o n s  between expe r i ence ,  unders tand ing ,  and mental 

development. Omission of  t h e  reasons  t o  be educated a r e a  

e l i m i n a t e s  t h e  founda t ion  f o r  what i s  t o  be l ea rned  and 



1 theory: there would remain no value-directives controlling 
I* 

I the way in which educators move their endeavours. Human 

development on a practical level would take its directives 
E 

from whatever spiritual, social, economic, political, etc. 

forces there are dominant. Peterst own analysis of the 

progressive-traditional conflict indicates what occurs if 

what is to be learned is de-emphasized (see s u p r a ,  Ch. 8). 

1 ; -  
, I do not insist that educators, to be effective, must 

I have my schema available, but that the closer their own 

I thought a p p r o x i m a t e s  to that formulated in the schema the 

I more effective they will be. The schema is in a sense a 

I reminder: it allows several complex interrelations among 

I five specified kinds of variables to be kept in mind dur- 

i ing educational deliberations and so protects existing in- 

sights. Also, by its nature, the schema e x c l u d e s  many ir- 

I relevant matters from consideration, and so limits thought 

I on the concept of education. The schema therefore provides 

for a clarity and conciseness of thought in education not 

heretofore achieved. 

2 8  F u r t h e r  work on t h e  c o n c e p t  o f  e d u c a t i o n  

The schema may serve a valuable function as a tool for 

the analysis of philosophical, theoretical, and practical 

matters in education. It will, therefore, be of use in the 

c o m p a r a t i v e  a n a l y s i s  of the work of numbers of educational 
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r e s e a r c h e r s .  The weaknesses and s t r e n g t h s  of  i deas  and pro-  

grammes can be  shown up thereby .  Ideas  and programmes may 

be  compared; c o n f l i c t s  between schoo l s  of  thought may be 

schemat ized and d i s p l a y e d  c l e a r l y  s o  t h a t  one can determine 

what i s  and what i s  n o t  a t  s t a k e .  

F u r t h e r  work on t h e  concept  of educa t ion  involves  t h e  

e l a b o r a t i o n  of t h e  concep tua l  frameworks of each of t h e  f i v e  

a r e a s  such t h a t  t hey  a r e  i n t e r n a l l y  c o n s i s t e n t ,  and such 

t h a t  t h e  f i v e  remain c o n s i s t e n t  as a s y s t e m .  Given the  

schema wi th  i t s  l o g i c a l  i n t e r r e l a t i o n s ,  t h e s e  i nd iv idua l  

frameworks will undergo mutual i n f l u e n c e s  s o  t h a t  i n c o n s i s t -  

e n c i e s  may be e l i m i n a t e d  and i n s i g h t s  made a v a i l a b l e  among 

t h e  l o g i c a l l y  i n t e r r e l a t e d  a r e a s .  Th is  w i l l  have t h e  e f f e c t s  

t h a t  t h e  concept  of  educa t ion  w i l l  be i l l umina t ed  more 

b road ly  t han  i t  i s  a t  p r e s e n t :  inadequac ies  a t  p r a c t i c a l  

and t h e o r e t i c a l  l e v e l s  may b e  d i s cove red  wi th  r e l a t i v e  e a s e ;  

new programmes and i d e a s ,  once s een  w i t h i n  t h e  schema, w i l l  

assume a  p e r s p e c t i v e  which ought t o  i n d i c a t e  a c c u r a t e l y  

t h e i r  p o t e n t i a l ;  i d e a s  a r i s i n g  o u t  of  t h e  schema i t s e l f  (de- 

pending f o r  example, on r e v i s i o n s  o f  what i s  t o  be l ea rned  

i n  t h e  l i g h t  of c l e a r e r  assessments  of  reasons  t o  be educ- 

a t e d ) ,  and which a r e  t hus  i n  a  c l a s s  no t  be fo re  r e a d i l y  

a v a i l a b l e ,  may sugges t  e n t i r e l y  new educa t iona l  programmes. 

Such a d d i t i o n a l  i l l u m i n a t i o n  and assessment ,  a s  exem- 

p l i f i e d ,  f o r  example, i n  P e t e r s t  work, even now s u f f i c e s  

t o  r e s o l v e  some e x i s t i n g  t h e o r e t i c a l  c o n f l i c t s  i n  educa t ion .  
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lations among them, educational insights must remain lim- 
J 

ited to the extent that these considerations are 'hit on' 

or 'missedt--perhaps arbitrarily, and the resolution of 

many practical educational problems will very likely re- 

main impossible. 
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