S LIBERAL EDUCATION AND THE
N4 NATURE OF KNOWLEDGE

I* | s Paul H, Hirst

THE phrase “liberal education’ has today become something of
- slogan which takes on different meanings according- o s imme-
‘ | 2N diate context. It usually labels a form of education of which the
I author approves, but beyond that its meaning i$ often entirely nega-
| | — tively derived. Whatever else a liberal education is, it is 7ot a
5 = vocational education, not an exclusively scientific education, or not
I e 4 specialist education in any sense. The frequency with which the
‘ | :& term is employed in this way certainly highlights the inadequacies of
o these other concepts and the need for a wider and, in the lon g rua,
o more worthwhile form of education. But as long as the concepr is
- merely negative in whac it intimates, jr has little mare than debating
value. Only when it is given explicit positive content can it be of use
| in the serious business of educational planning. It is my contention
[ , in this paper that whatever vagaries there have been in the use of
the term, it is the appropriate label for a positive concept, that of an
| | ::ducauun based fairly gnd .sql‘mrely' on the ﬂj_[ﬂ.ft of knowle Elgt
il itself, a concept central to the discussion of education at any leyel.

THE CREEK NOTION OF LIBERAL EDUCATION
The fully developed Greek notion of liberal education was

in a number of| related philesophical doctrines: fiest aboyt the
| ﬁﬁ:‘*_“E*? of l*'—PDW]CdEC for the mind, and s:candly about the

mind, because of its Very nature, to pursue knﬁwlg:dge The achieve.

I‘ . ment of knﬂwlcdg: satisfies and fulfils the _min
: attains its own appropriate end. The miyre s, wled _
| b ot of d’lcpgoocl e CdFurS;_l!ut of knowltdgc is r_h.us
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element in the goad life, n addidon, it was held that the achieve-

ment of knowledge 15 not only the attainment of the good of the

mind itself, but alse the chief means whereby the good life as a

whale is to be faund. Man is more than pure mind; yet mind is his

essenuial distnguishing characterisue, and it 1s in terms of knowl-

. cdge that his whole lite is rightly directed.

17 That knawledge is equal to its task was guaranteed by the second
group of doctrines."These asserted that the mind, in the right use
of reason, comes to know the essenual nawre of things and can
apprehend what is ultimately real and immutable, Consequently,
man no longer needs to live in terms of deceptive appearances and
doubtful opinons and beliefs /All his experiences, life and thought
can be given shape and perspective by what is finally true, by knowl-
edge that corresponds to what is ultimately real. Further; the par-
ticular way in which reason is here represented as atraining knowl-
edge, results in a view of the whole af man's understanding as
hierarchically structured in various levels, From the knowledge of
mere particulars to that of pure being, all knowledge has its place
in a comprehensive and harmonious scheme, the pattern of which
is formed as knowledge is developed in apprehending reality in its
many difterent manifestations.

From these doctrines there emerged the idea of liberal education
as a process concerned simply and directly with the pursuit of knowl-
edge. But the doctrines give to this general idea particular meaning
and significance; for they lead to a clear definition of its scope and
content, and to a clear justification for education in these terms. The
definition is clear, because education is determined objectively in
range, in structure and in content by the forms of knowledge itself
and their harmonious, hierarchical interrelations. There is here no
thought of defining education in terms of knowledge and skills that
may be useful, or in terms of moral virtues and qualities of mind that
may be considered desirable, The definition is stated strictly in terms
of man's knowledge of what is the case. The development of the mind
to which it leads, be it in skills, virtues or other characteristics, is
thought to be necessarily its greatest good.

The justification that the doctrines lend to his concept of educa-
r&t is threefold. First, such an education is based on what is true
and not on uncertain opinions and beliefs or temporary values, It
therefore has a finality which no other form of education has,
Secondly, knowledge itsclf being a distinctive human virtue, liberal
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education has a value for the person as the fulflment of the mind,

a value which has nothing to do with utilitarian or vocatonal con-
siderations. Thirdly, because of the significance of knowledge 1n the
determination of the good life as a whole, liberal education is essen:
tal to man’s understanding of how he aught ta live, both individu-
Ily and socially.

' /'Here, then, the Greeks attained the concept of an educatdon that

was ‘liberal” not simply because it was the education of free men
rather than slaves, but also because they saw it as frecing the mind
to function according to its true nature, freeing reason from error
and illusion and freeing man's conduct from wrong. And ever since
Greek times this idea of education has had its place. Sometimes it
has been modifed or extended in detail to accommaodate within its
scheme new forms of knowledge: for instance Christian doctrines
and the various branches of modern science. Sometimes the cancept
has been misinterpreted: as in Renaissance humanism when classical
learning was equated with liberal education. Sometimes it has been
strengly opposed on philosophical grounds: as by Dewey and the
pragmatists. Yet at crucial points in the history of education the
concept has constantly reappeared. It is not hard to understand
why this should be so.

.\ Educadon, being a deliberate, purposeful activity directed to the

development of individuals, necessarily involves considerations of
value. Where are these values to be foiind? What is to be their con-
tent?- How are they to be justihied? They can be, and often are,
values that reflect the interests of a minority group in the society.
They may be religious, political or urilitarian in character. They are
always open to debate and detailed criticism, and are always in need
of particular justification. Is there not perhaps a more ultimate basis
for the values that should determine education, some more objective
ground ?¥That final ground has, ever since the Greeks, been repeat-
edly located in man's conception of the diverse forms of knowled
he has achieved: And there has thus arisen the demand for an educa-
tion whose definition and justification are based on the nawure and
significance of knowledge itself,(and not on the predilections of
pupils, the demands of society, or the whims of politicians, Precisely
this demand was behind the development by the Greeks of an edu-
cation in the seven liberal arts, an introduction to and a pursuit of
the forms of knowledge as they were then conceived. It was precisely
this demand that prompted Newman and Arnold in the nincteenth
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century to call for an education that aimed_ at the cultivation _an“d
development of the mind in the full range of man’s undcrstan_ldmg.
It is the same demand that today motivates such classical realists as
Maritain and R. M. Hutchins.

A TYPICAL MODERN STATEMENT: THE HARVARD REPORT

It may weil be asked, however, whether those who do not hold the
doctrines of metaphysical and epistemological realism can legiti-
mately subscribe to a concept of educaton of this kind. Hlstc_mt_:all_‘y
it seems to have had positive force only when prcseqtct;l in this
particular philosophical framework. But historical association must
be distinguished from logical connection and it is not by any means
obvious that all the characteristic features of the cencept are depen-
dtnt on such -phil.osophic.al realism. If the doctrines abou‘t mind,
knowledge and reality mentioned at the beginning of this paper
are regarded as at best too speculative a basis for educational
planning, as well they may be, the possibility of an education
defined and justified entirely in terms of the scope and character of
knowledge needs re-examination. The significance of the concept
originally came directly from the place the basic dac;trmcs give to
knowledge in a unified picture of the mind and its relation to
reality, Knowledge is achieved when the mind attains its own satis-
faction or good by corresponding to objective reality, A liberal edu-
cation in the pursuit of knowledge is, therefore, secking the develop-
ment of the mind according to what is quite external to it L_t._l_:,c
structure and pattern of reality. But it once there is any serious
questioning of this relationship thW!:Cﬂ. mind, }:Fowlcdgc -:fnd
reality, the whole harmonious structure is liable to dfsmtcgratc. F.l'I'St
there arise inevitably problems of definition. A liberal education
defined in terms of knowledge alone is acceptable as long as know-
ledge is thought to be necessarily developing -thc' mind in desirable
ways, and hence promoting the good life. But if doubt is cast on
these functions of knowledge, must not liberal education be re-
defined stating explicitly the qualities of mind and the moral virtues
to which it is directed? And if knowledge is no longer seen as the
understanding of reality but merely as the understanding of experi-
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is no longer thought to be rooted in some reality, or if its signifi-
cance for the mind and the good life is: questioned, what can be the

" justification for an education defined in terms of knowledge alone?

o Difficulties of both kinds, but particularly those of definition, can
be seen in the well-known Harvard Committee Report: General
Education in a Free Sociery ! (In the Committee's terminology the
aims of a ‘liberal’ and a ‘general’ education are idenucal.)Though
certain of the doctrines that originally supported the concept of a
liberal education are implicit in this work, the classical view of the
significance of knowledge for the mind is considerably weakened,
and the belief that in metaphysics man has knowledge of ultmate
reality is ignored, if not rejected. The result is an ambiguous and
unsatisfactory treatment of the problem of definition and a limited
and debatable treatment of the question of justfication. Some exami-
nation of the Report on both these scores, particularly the former,
will serve to show that adequate definition and justification are not
only not dependent on the classical doctrines, but can in fact be
based directly on an explication of the concepts of ‘mind’ and
‘knowledge’ and their relationship.

The Report attempts the defnition of a liberal education in two
distinct ways: in terms of the qualities of mind it ought to produce
and the forms of knowledge with which it ought to be concerned.
What the precise relationship is between these two is not clear, It is
asserted that they are ‘images of cach other’, yet that there is no
escape from 'describing general education at one time looking to the
good man in society and at another time as dictated by the nature of
knowledge itself*.* Which of the forms of description is to be given
pride of place soon emerges, however, First, three areas of knowledge
are distinguished, primarily by their distinctive methods: the natural
sciences, the humanities and social studies. But it is made plain that
"the culuvation of certain aptitudes and attitudes of mind’ js being
aimed at, the elements of knowledge being the means for developing
these. Liberal education 1s therefore best understood in terms of the
characteristics of mind to which it leads. * By characteristics we mean
aims so important as to prescribe how general education should be
carried out and which abilities ought to be sought above all others
in every part of it. Thcsc abilities in our opinion are: to think effec-

ence, what is to replace the harmonious, hierarchical scheme of tively, to communicate thought, to make relevant judgments, to

kHOWlEdgC that gave pattern and order to the education? SCCGﬂd]y discriminate among values’.? The m:aninlg of each of these four is

there are equally serious problems of justification. For if knowledge elabarated at some length. Amongst the many things detailed of
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‘effedtive thynking ™ 1t

rhiat 1s JE"*P]L_JL‘I!,,,: [ such pr;h:t.ic;ll ALIETS Js ;icciding whao to vote

for and what wife to choose: it 1s the ability to extract universal
cuths from parucular cases 4nd to inter particulars from general
liws- ot s the abiluy to andlyse a problem and fo recombine the
' n.. This thinking goes further than
relattonal thinking of everyday
a problem whatever
of the poct,

clements by the use of Imagimation:
merc logic, however, It includes the'
Life, the ability o think ata level appropriate to
its character. It includes too the imaginative thinking
and the revalutionary. ‘Communication’, though '.c.ffh-
from  effective thinking’, 1s said to involve
anather graup of skills, thase of speaking and listening, writing and
reading, L includes certain moral qualities such as candour, it covers
certain vital aspects of sacial and political life and even the high art
of conversation. *The making of relevant value judgments’ involves
the ability of the student to bring to bear the whole range of ideas
upon the area of experience’, it is the act of effectively relating

abstractions to facts, of thought to action.

thearv ta practice, of
Finally there is “discrimination among values'. This includes the

distinetion of various kinds of value and their relative importance,
n awareness of the values of character like fair play and self-
contral, intellecrual values like the love of triith and zesthetic values
like good tuste, and, in addition, 4 commitment to such values in
the conduct of life.?

As to how exactly these abilities co _
three tvpes of knowledge, litte is said. It is noted that ‘the three

phases of cfective thinking, logical, relational, and imaginative,
correspond roughly to the three divisions of learning, the natural
sciences, the social studies, and the humanities, respectively.” The
dificult connection between education 'in the making of value
judgments and the formation of moral character is noted. Other-
wise the remarks are of a general nature, emphasizing that these
abilities must be consciously developed in all studies and generalized
as far as possible.

This double, if one-sided, characterization of liberal education
scems to me unsatisfactory and seriously misleading if what is said
of the four abilities is examined more closely. In the first place, the
notion that a liberal education can be directly characterized in terms
of mental abilities and independently of fully specitying the forms
of knowledge involved, is I think false. Ir is the result of a mis-
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understanding of the way in which mental abilities are in fact
distinguishable. From what 1s said of ‘effective thinking', 1t IS
perfectly plain that the phrase is being used as a label for mental
activity which results in an achievement of some sort, an achieve-
ment that is, at least in princi-plc,-, both publicly describable and
publicly testahle—the salving of a mathematical prob‘lcm, respon-
sibly deciding who to vote for, satisfactorily analysing a work of
art. Indeed there can be effective thinking only when the outcome
of mental activity can be recognised and judged by those who have
the appropriate skills and knowledge, for otherwise the phrase has
no significant application. Thus although the phrase lubels a form
of mental activity, and such mental processes may well be directly
accessible only to the person whose processes they are, its descrip-
tion and evaluation must be in public terms accurring in public
language, Terms which, like "effective thinking', describe acuvities
involving achicvements of some sort, must have public criteria to
mark them. But in that case, none of the four abilities can in Fact
be delineated excepr by means of their detailed public features. Such
characterisation is in fact forced on the Cormmittee when they come
to amplify what they mean. But their approach is simply illustrative,
as if the abilities are directly intelligible in themselves, and the items
:11_1d' features of knowledge they give merely examples of areas where
the abilities can be seen. If the public terms and criteria are logically
necessary to specifying what the abilities are, however, then no ade-
quate account of liberal education in terms of these can be given
without a full account in terms of the public features of the forms

of knowledge with which it is concerned. Indeed the latter is logi-

cally prior and the former secondary and derivative.

In the second place, the use of broad, general terms for these
abilities scrves in fact to unity misleadingly quite disparate achieve-
ments, For the public eriteria whcrf:-by'.-the cxe_rcis't"o-f any one ﬁf
these abilitics is to be judged are not all of a piece. Those that under
the ba!'mcr of "effective thinking' are appropriate in, say, aesthetic
.apprtr.u;'ltion are, apart from certain very gcn‘cralIcensidﬁjr;l.t'ii::h’s in-
appropriate In, say, mathematical thinking. In each case the .Erilzlcri1
are peculiar to the particular area of knowledge concerned Simi:-
larly, for instance, ‘communication’ in the sciences h}’lﬁ.ﬂnl}' l:c:rﬂin
very basic features in common with ‘c_ﬂmrn'unicnl:ibn' in G;ti'c
!:c;ms-,_lt is only when the abilities are fully divided out, as it E&crc
into the various domains and we see what they rcfer ::'o' In pub-li-t;
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tecms. that it is at all clear what is involved in dc\f'eloping them. To
ralk of developing ‘eflective thinking’ is like talking of developing
‘successful games playing”. Plainly that unifying label is thoroughly
misleading when what constitutes playing cricket has practically
nothing in common with what constitutes playing tiddly-winks. The
implications of the term are not at all appreciated until what is
wanted is given detailed specification. It 1s witally important to
realize the very real objective differences that there are in forms of
knowledge, and therefore in our understanding of mental processes
that are related to these. Maybe this unfortunate desire ta use unify-
ing concepts is a relic of the ime when all forms ot knowledge were
thought to be similar, if not identical in logical structure and that
the ‘laws of logic' reflected the precise psychological operations
involved in valid thinking. Be that as it may, the general terms used
in the Repart are liable both to blur essential distinctions and to
direct the atrention of educational planners into unprofitable descrip-
tions of what they are after. |
Thirdly, in spite of any protestations to the contrary, the impres-
sion is created by this terminology that it is possible to develop

general unitary abilities of the stated kind. The extent to which this

is true is a marter for empirical investigation into the transfer of
training. Nevertheless such abilities must necessarily be character-
ised in terms of the public features of knowledge, and whatever
general abilities there may be, the particular criteria for their
application in diverse fields are vital to their significance for liberal
education. But to think in these terms is to be in danger of looking
for transfer of skills where none is discernible. We must not assume
that skill at riddly-winks will get us very far at cricket, or that if
the skills have much in common, as in say squash and tennis, then
the rules for one activity will do as the rules for the other.

Failure to appreciate these points leads all too readily to pro-
grammes of education for which quite unwarranted claims are
made. It is sometimes said, for instance, that the study of one major
science can in itself provide the elements of a liberal education—
that it can lead to the development of such abilities as effective
thinking, communication, the making of relevant judgments, and
even to some extent, discrimination among values. But this facile
view is seen to be quite untenable if it is once understood how these
abilities are defined, and how any one form of knowledge is related
to them. Much more plausible 2nd much more common is the attemnpt
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to relate directly the study of particular subjects to the development of
particular unitary abilities. The Harvard Committee do this with
subdivisions of ‘effective thinking” when they suggest thar, roughly
speaking, logical thinking is developed by the sciences, relational
thinking by social studies, and imaginative thinking by the humani-
ties. This, of course, could be said to be true by defnition if logical
thinking were taken to be just that kind of thinking that is devel-
oped by the study of the sciences. But such a straight and limited
connection is not at all ‘whar is indicated in the Report, The forms
of thinking there are much more generalised. It follows then that
logical, relational and imaginative thinking must be independenty
defined. Because of the vagueness of the terms it might appear that
this would be simple enough. But in fact this very vagueness makes
the task almost impossible, for any one of the three terms might, with
considerable justice, be applied to almost any example of thinking.
(And the appropriateness of using such a term as ‘imaginative’ to
describe a distinct type of thinking rather than its manner or style
is very debatable). Even if this most serious difficulty were overcome
somehow, there would remain the problem of establishing empirical
evidence, for asserting both the existence of such an ability, and
that a particular study leads to its development. Generally speaking
there is little such evidence. What there is on transfer of training
suggests that it occurs only where there is marked logical similarity
in the elements studied.®

[ Finally the characterisation of a liberal educaton in these terms

is misleading owing to the tendency for the concept to be broadened
so that it is concerned not only with the development of the mind
t results from the pursuit of knowledge, but also with other
spects of personal development, particularly emotional and moral,
at may or may not be judged desirable. This tendency can be
learly seen in the Report’s comments on the abilities of communi-
cation, making relevant judgments and discriminating among values.
Stretching the edges of the concept in these ways leads to 2 much
wider, more generalised notion of education, It then ceases to be
one defined directly in terms of the pursuit of knowledge as liberal
education originally was, and thus cannot be justified by justifying
that pursuit. But this is surely to give up the concept in favour of
another one that needs independent justificaion. The analysis of
such a concept is beyond our present concern.
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A RE-ASSERTION AND A REINTERPRETATION

On logical grounds, then, it would seem that a consistent concept of
liberal education must be worked out fully in terms of the forms of
knowledge. By these is meant, of course, not collections of informa-
tion, but the complex ways of understanding experience which man
has achieved, which are publicly specifiable and which are gained
through learning. An education in these terms does indeed develop
its related abilities and qualities of mind, for the mind will be
characterised to a greater or less degree by the features of the under-
standing it seeksyEach form of knowledge, if it is to be acquired
hevond o general and superficial level, involves the development of
creative imagination, judgment, thinking, communicative skills,
etc., In ways that are peci_lljar to itself as a way of unde’rs.tanding
expericnce. To list these elements, picking them out, as it were,
1cross the forms of knowledge of which they are part and in each
of which thev have a different stamp, draws attention to many
features that a liberal education must of course include. But it draws
attention to them at the expense of the differences among them as
thev occur in the different areas. And of itself such listing con]:ri-
butes nothing to the basic determination of what a -lib;ra;l td}:cauon
is. To be told that it is the development of effective thinking is of no
value unnl this s explicated in terms of the forms Of. knowledge
which give it meaning: for example in terms of the solving of prob-
lems in Euclidean geometry or.coming to understand I:hn? pOCIS f:xf
John Donne. To be told instead that it s canccmc::l :wlth.ccrt?m
specified forms of knowledge, the essential ch:;zrac-tcmtlf:s of which
are then detailed explicitly as far as possible, 1s to be given 2 clear
anderstanding of the concept and one whigh Is unambl_guou:s as to
the forms of thinking, judgment, imagination and communication
it involves. . .
In his Gulbenkian Foundation Report: Arts and Science Sides in
the .S‘fxtb Form, Mr. A. D. C. Peterson comes c_onsldcrably qcztrcr
than the Harvard Committee to the definition of 2 liberal .cdu-canc‘m
(once more termed here a ‘general education”) by p’rOCCCdlﬂg ldﬂ
just this fashion. Being concerned that this should not bc workcf
out in terms of information, he shies away from any direct usc o

the term ‘knowledge” and defines the concept modestly as one that

‘develops the intellect in as many as possible of the main modes of

thinking’.” These are then listed as the logical, the empirical, the
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moral and the aesthetic. The phrase ‘maodes of thinking', it is true,
refers directly to forms of mental activity, and Mr. Peterson’s alter-
natives for it, ‘modes of human experience’, ‘categories of mental
experience’ and (elsewhere) ‘types of judgment’, all look in the
same direction. Yet the ‘modes’ are not different aspects of mind
that cut across the forms that human knowledge takes, as the
Harvard Report's “abilities” are, They are, rather, four parallel forms
of mental development. To complete this treatment so that there is
no ambiguity, however, it must be made clear in a way that Mr.
Peterson does not make it clear, that the four forms can only be
distinguished, in the last analysis, in terms of the public features
that demarcate the areas of knowledge on which they stand. Logical,
empirical, moral and aesthetic forms of understanding are distin-
guishable from each other only by their distinctive concepts and ex-
pressions and their criteria for distinguishing the true from the false,
the good from the bad. If Mr. Peterson’s ‘modes' are strictly expli-
cated on the basis of these features of knowledge, then his concept
of education becomes one concerned with the development of the
mind as that is determined by certain forms of knowledge. This 1s
to be in sight of a2 modern equivalent of the traditional conception
of liberal education.

' But the reassertion of this concept implies that there is once more
the acceptance of some kind of *harmony’ between knowledge and
the mind. This is, however, not now being maintained on meta-
physical grounds. What is being suggested, rather, is that the
‘harmony” is a matter of the logical relationship between the con-
cept of ‘mind’ and the concept of ‘knowledge’, from which it
follows that the achievement of knowledge is necessarily the develop-
ment of mind—that is, the self-conscious rational mind of man—
in its most fundamental aspect. Q‘

Whatever else is implied in the phrase, to have "a rational mind’
certainly implies experience structured urder some form of concept-
ual scheme. The various manifestations of consciousness, in, for in-
stance, different sense perceptions, different emotions, or different
elements of intellectual understanding, are intelligible only by virtue
of the conceptual apparatus by which they are articulated. Further,
whatever private forms of awareness there may be, it is.‘by means of
symbols, particularly in language, that ::qnccptual. articulation be-
comes objectified, for the symbols give public embodiment to the con-
cepts. The result of this is that men are able to come to understand
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bath the external world and their own private states of mind in

common ways, sharing the same conceptual schema by learning
to use symbols in the same manner. The objectification of under-
standing is possible because commonly accepted criteria for using
the terms are recognised even if these are never explicitly expressed.
But further as the symbols- derived from experience can be used
to examine subsequent experience, assertions are possible which are
testable as true or false, valid or invalid. There are thus also public
criteria. whereby certain forms of expression are assessable against
experience. Whether the ‘objects’ concerned are themselves private
to the individual like mental processes, or publicly accessible like
terperature readings, there are here tests for the assertions which
are themselves publicly agreed and accepted.

[t is by the use of such tests that we have come to have the whole
domain of knowledge. The formulating and testing of symbolic
expressions has enabled man to probe hlS experience for ever more
complex relations and for finer and finer distinctions, these being
fixed and held for public sharing in the symbolic systems that have
been evolved. But it is important to realise that this progressive
atainment of a cognitive framework with publlr: criteria has signih-
cance not merely for knowledge itself, for it is by its terms that the
life of man in every particular is pattt'rncd and ordered. Without its

structure all other forms of consciousness, including, for example,

emotional experiences, or mental attitudes and beliefs, would seem ta
be umntclllglble For the analysis of them reveals thar they lack
independent intelligible structure of themselves. Essentially private
though they may be in many or all of their aspects, their character-
istic forms are explicable only by means of the publicly rooted
conceptual organisations we have achieved, They can be understood
only by means of the objective features with which they are asso-
ciated, round which they come to be organised and built. The
forms of knowledge arc thus the basic articulations whereby the
whole of experience has become intelligible to man, they are the
fundamental achievement of mind.

. “—~Knowledge, however, must never be thought of merely as vast

bodies of tested symbolic expressions. These are only the public
aspects of the ways in which human experience has come to have
shape. They are significant because they are themselves the objective
clements round which the development of mind has taken place. To
acquire knowledge is to become aware of experience as structured,
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organ"tscd and made meaningful in some quite specific way, and the
varieties of human knowledge constitute the highly developed forms
in which man has found this posmblc To acquire knowledge is to

——__,_--

learn to see, to experience the world in a way othepwise unknown,
and l:hcrf:by come to have a mind in a fuller scn% is not that the

mind is some kind of organ or muscle with its own inbuilt forms of
operation, which if somehow developed, naturally lead to different
kinds of knowledge. It is not that the mind has predetermined
patterns of Functioning. Nor is it that the mind is an entity which}
suitably directed by knowledge comes to take on the pattern of, is
conformed ro, some external reality. It is rather that to have a mind
basically involves coming to have experience articulated by means of
various conceptual schcma.l\[t is only because man has aver millennia
objectified and pmgresswél’y developed these that he has achieved
the forms of human knowledge, and the possibility of the develop-
ment of mind as we know it is open ta us today.

A liberal education i, then, one that, determined in scope and
content by knowledge itself, is thereby concerned with the develop-
ment of mind. The concept is thus once more clearly and objectively
defined in precisely the same way as the original concept. Tt is how-
ever no longer suppﬂrted by epistemological and mctaphyﬂcal doc-
trines that result in a hierarchical organisation of the various forms
of knowledge. The detailed worklng out of the education will there-
fore be markedly different in certain respects. The distinctions be-
tween the various forms of knowledge which will principally govern
the scheme of education will now be based entirely on analyses of
their particular conceptual, logical and methodological features, The
mmprathive character of the education will of course remain,
since this is essentially part of the definition of the concept, but any
question of the harmonious organisation of its various elements will
depend on the relationships between them that are revealed by these
analyses.

But if the concept 1s reasserted in these terms, what now of the
question of its justification? The justification of a liberal education
as supparted by the doctrines of classical realism was based on the
ultimacy of knowledge as ordered and determined by reality, and the
significance of knowledge for the mind and for the goed life. Having
weakened these doctrines, the Harvard Committee’s justification of
their concept ignores the question of the relationship between
knowledge and reality, and there is a specific rejection of the view
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that knowledge is in itsclf the good of the mind. They assert, how-
ever, the supreme significance of knowledge in the deterrnination of
all human activity, and supplr:m_:’:nt this, as is certainly necessary
because of the extended nature of their concept, by general con-
siderations of the desirability of their su ggestions. When once mote
the concepr is strictly confined so as to be determined by the forms
of knowledge, the rerurn to 2 justiﬁcati-on of it without reference to
what is generally thought desirable on social or similar grounds
becomes possible. And such justification for the concept 1s essential
f the education it delineates is to have the ultimate significance that,
as was earlier suggested, is part of its raison d'étre, This justification
must now however stem from what has already been szid of the
narture of knowledge as no metaphysical doctrine of the connection
between knowledge and reality is any longer being invaked.

If the schievement of knowledge is necessarily the development of
mind in its most basic sense, then it can be readily seen that to ask
for a justification for the pursuit of knowledge is not at all the same
thing as to ask for the justification for, say, teaching all children a
foreign language or making them orderly and puncrual in their
behaviour. It is in fact a peculiar question asking for justification for
any development of the rational mind at all, To ask for the justif-
cation of any form of activity is significant only if one is in fact
committed already 1o secking rational knowledge. To ask for a
justification of the pursuit of rational knowledge itself theretore pre-
supposes some form of commitment to what one is seeking to
justify. Justification is possible only if what 1s being justified is both
intelligible under publicly rooted concepts and is assessable accord-
ing to a‘cccp.tcd criteria. It assumes a commitment to these two prin~
ciples. But these very principles are io fact fundamental to the
pursuit of knowledge in all its forms, be it, for instance, empirical
knowledge or understanding in the arts. The forms of knowledge
are in a sense simply the working aut of these general principles in
particular ways. To give justifcation of any kind of knowledge
therefore inyolves using the principles in one specific form to assess
their use in another. Any particular activity can be examined for its
rational character, for its adherence to these principles, and thus
justified on the assumption of them. Indeed in so far as activities
are ratonal this will be possible. It is commitment to them that
characterises any rational activity as such. But the p'ri_ncipks them-
selves have no such assessable status, for jusﬁﬁcatian outside the use
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of the principles is not logically possible. This doés not mean that
rational pursuits in the end lack justification, for they could equally
well be said to have their justification written into them. Nor is any
form of viciously circular justification involved by assuming in the
pr-ac’ccl'urt: what is being looked for. The situation is that we have
here reached the ultimate point where the question of justificatlon
ceases to be significantly applicable. The apparent circularity is the
result of the inter-relation between the concepts of rational justifi-
cation and the pursuit of knowledge.

Perhaps the finality of these principles can be brought out further
by noting a negative form of the same argument. From this point
of view, to question the pursuit of any kind of rational knowledge 1s
in the end self-defeating, for the questioning itself depends on
accepting the very principles whose use is finally being called in
question.

It is because it is based on these ulmate principles that character-
ize knowledge itself and not merely on lower level forms of justfica-
tion that a liberal education is in a very real scnse the ultimate form
of education. In spite of the absence of any metaphysical doctrine
about reality this idea of liberal education has a significance parallel
to that of the original Greek concept. It is an education concerned
directly with the development of the mind in ratonal knowledge,
whatever form that freely takes. This parallels the original concept
in that according to the doctrine of function liberal education was
the frecing of the mind to achieve its own good In knowledge. In
each case it is a form of education knowing no limits other than
those necessarily imposed by the nature of rational kanowledge and
thereby itself developing in man the final court of appeal in all
human affatrs.

As here reformulated the concept has, again like the original,
objectivity, though this is no longer backed by metaphysical realism.
For it is a necessary feature of knowledge as such that there be
public criteria whereby the true is distinguishabl'c from the false,
the good from the bad, the right from the wrong. It is the existence
of these criteria which gives objectivity to knowledge; and this in its
turp gives objectivity to the concept of liberal education. A parallel
to another form of justificadon thus remains, and the concept con-
tinues to warrant its label as that of an education that frees the
mind from error and illusion. Further, as the determination of the
good life is now considered to be itself the pursult of a particular
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form of rational knowledge, that in which what ought to be done
is justified by the giving of reasons, this (s seen as a neécessary part
of 4 liberal education, And as all other forms of knowledge contri-
bute in their way to moral understanding, the concept as a whole
is once more given a kind of justification in its importance for the

moral life. Bur this justification, like that of objectivity, no longer.

has the distinct significance which it once had, for it is again simply
a necessary consequence of what the pursuit of knowledge entails.
Nevertheless, liberal education remains basic to the freeing ot
human conduct from wrong.

CERTAIN BASIC PHILOSOPHICAL CONSIDERATIONS

Having attempted a reinstatement aof the concepr without its original ,

philosophical backing, what of the implications of this for the
practical conduct of education? In working these out it is necessary
first to try to distinguish the various forms of knowledge and then
to relate them in some way to the organisation of the school or
college curriculum. The first of these is a strict—ly philosophical task.
The second is a matter of practical planning that involves many con-
siderations other than the purely philosophical, and to this I will
returnn when certain broad distinctions between forms of knowledge
have been outlined.

<, As stated earlier, by a form of knowledge is meant a distinct way in
which our experience becomes structured round the use of accepted
public symbols. The symbols thus having public meaning, their use
is in some way testable against experience and there is the progres-

expericnce has been probed further and further by extending and
claborating the use of the symbols and by means of these it has
become possible for the personal experience of individuals to become
more fully structured, more fully understood. The various forms of
knowledge can be seen in low level developments within the com-
mon area of our knowledge of the everyday wDrlcf}{Emm this there
branch out the developed forms which, taking certain elements in
our common knowledge as a basis, have grown in distinctive ways.
In the developed forms of knowledge the following related distin-
guishing features can be seen:

(x) They each involve certain central concepts that are peculiar in
character to the form. For example, those of gravity, acceleration,
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hydrogen, and photo-synthesis characteristic of the sciences; number,
integral and matrix in mathernatics; Gad, sin and predestination in
religion; ought, good and wrong in moral knawledge.
(2) In a given form of knowledge these and ather concepts that
denote, if perhaps in a very complex way, certain aspects of experi-
ence, form a network of possible relationships in which experience
can be understood. As a result the form has a distinctive logical
structure. For example, the terms and statements of mechanics can
be mecaningfully related in certain strictly limited ways only, and
the same is true of historical explanation.

(3) The form, by virtue of its particular terms and logic, has ex-
pressions or staterments (possibly answering a distinctive type of
question) that in some way or other, however indirect it may be,
are testable against experience. This is the case in scientific knowl-
edge, moral knowledge, and in the arts, though in the arts no
questions are explicit and the criteria for the tests are only partially
expressible in words, Each form, then, has distinctive expressions
that are testable against experience in accordance with particular
criteria that are pf,:culjiar to the form. |

(4) The forms have developed particular techniques and skills for
exploring experience and testing their distinctive expressions, for
instance the techniques of the sciences and those of the various
Iit'crary arts. The result has been thc.-amassing of all the symboli-
cally expressed knowledge that we now have in the arts and the
sciences.
 Though the various forms of knowledge are distinguishable in
these ways it must not be assumed that all there is to them can be
made clear and explicit by these means. All knowledge involves the
use of symbols and the making of judgments in ways that cannot
be expressed in words and can only be learnt in a wradition. The art
of scientific investigation and the development of appropriate experi-
mental tests, the forming of an historical explanation and the assess-
ment of its truth, the appreciation of a poem: all of these activities
are high arts that are not in themselves communicable simply by
words. Acquiring knowledge of any form is therefore to 2 greater
or less extent something that cannot be done simply by solitary study
of the symbolic expressions of knowledge, it must be learnt from a
master on the job. No doubt it is because the forms require particu-
lar training of this kind in distinct worlds of discaurse, because they
necessitate the development of high critical standards according to
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complex criteria, hecause they invalve our coming to look at experi-
ence in particular ways, that we reter to them as disciplines. They
are indeed disciplines that form the mind.

Yet the dividing lines that can be drawn between different discip-
lines by means of the four suggested distinguishing marks are
neither clear enough nor sufficient for demarcating the whole world
of modern knowledge as we know it. The central feature to which
they point is that the major forms of knowledge, or disciplines, can
each be distinguished by their dependence on some particular kll'l::l
of test against expcricnt-f for their distinctivc expressions. ‘On t}us
ground alone however cerfain broad divisions are ﬂppﬂftn&;ﬁ_’f he
sctences depend crucially on empirical Expcfrimenta-l and obs;r-v&
tional tests, mathematics depends op deductve demonstrations from
certain sets af axioms. Similarly moral knowledge and the arts
involve distinct forms of critical tests though in these cases both
what the tests are and the ways in which they are applied arc only
partially statable. (Some would in fact dispute the status t?f the arts
as forms of knowledge for this very reason.) Because of their particu-
lar logical features it seems to me necessary © distinguish also as
separate disciplines both historical and religious kno‘wlcdrgg:, anfi
there is perhaps an equally good case, because of tl'{c nature of their
empirical concepts, for regarding the human sciences scParaFciy
from the physical sciences. But within these areas turther distinc-
tions must be made. Thesé are usually the result of the grouping of
knowledge round a number of related concepts, or roupd particular
skills or techniques. The various sciences and the various arts can
be demarcated within the larger units of which they are in varying
degrees representative In cheir structure, by these means. .

But three other important classifications of kn"nw_lcdgc must in
addition be recognised. First there are those organisatons -whmh are
not themselves disciplines or subdivisions of any discipline. They
are formed by building together round specific objects, or phenom-
ena, or practical pursuits, knowledge that is chzztacrerlsucally
rooted elsewhere in more than one discipline. It is not just that these
organisations make use of several forms of knowledge, for after all
the sciences use mathematics, the arts use historical knowledge and
so on. Many of the disciplines borrow from each other. But these
organisations are not concerned, as the disciplines are, to validate
any one logically distinct form of expression. They are not con-
cerned with developing a particular structuring of experience. They
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are held together simply by their subject matter, drawing on all

forms of knowledge that can contribute to them. Geography, as the

study of man in relation to his environmenr, is an example of 2
theoretical study of this kind, tnginccring an example of a practical
nature. | see no reason why such organisations of knowledge, which
1 shall refer to as ‘helds’, should not be endlessly constructed accord-
ing to particular theoretical or practical interests, Secondly, whilst

- moral knowledge is a distinct form, concerned with answering ques-

tions as to what ocught to be done in practical aftairs, no specialised
subdivisions of this have been developed. In practical affairs, moral
questions, because of their character, naturally arise alongside ques-
tions of fact and tcchniquc, so that there have been formed ‘helds’
of practical knowledge that include distinct moral elements within
them, rather than the subdivisions of a particular discipline. Politi-
cal, legal and educational theory are perhaps the clearest examples
of fields where moral knowledge of a developed kind is to be found.
Thirdly, there are certain second order forms of knowledge which
are dependent for their existence on the other primary areas. On the
one hand there are the essentially scientific studies of language and
symbolism as in grammar and philology. On the other hand there are
the logical and philosophical studies of meaning and justification.
These would seem to constitute a distinct discipline by virtue of
their particular concepts and criteria of judgment.

In summary, then, it is suggested that the forms of knowledge as
we have them can be classified as follows:

(I) Distinct disciplines or forms of knnwl:dch(subdivisiblt):
mathematics, physical sciences, human sciences, history, religion,
literature and the fine arts, philosophy.

(1) Fields of knowledge: theoretical, practical (these may or may
not include elements of moral knowledge).

It is the distinct disciplines that basically constitute the range of
unique ways we have of understanding experience if to these is

added the category of moral knowledge.

THE PLANNING AND PRACTICAL CONDUCT
OF LIBERAL EDUCATION

Turning now to the bearing of this discussion on the planning and
conduct of a liberal education, certain very general comments about
its characteristic features can be made though detailed treatment
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would involve ps;}'chological and other considerations that are qLiitr-.
beyond the scope of this paper, |
In the first place, as liberal educadon is concerned with the com-
prehensive development of the mind in acquiring knawledge, it is
aimed ar achieving an understanding of experience in many differ-
ent ways. This means the acquisition by critical training and
discipline not only of facts bur also of complex conceptual schemes
and of the arts and techniques of different types of reasoning and
judgment. Syllabuses and curricula cannot therefore be constructed
simply 1n tetms of information and isolated skills. They must b,":
constructed so as to introduce pupils as far as possible into the
interrelated aspects of cach of the basic forms of knowledge, each
of the several disciplines. And they must be constructed to cover at
least in some measure the range of knowledge as a whole.
In a programme of liberal education that is based directdy on the
study of the specific disciplines, examples of each of the different
arcas must of course be chosen, Selection of this kind is not however
simply an inevitable practical consequence of the vast growth of
knowledge. It is equally in keeping with what a liberal education is
aiming at. Though its aim is comprehensive it is not after the
acquisition aof encyclopaedic informauon. Nor is it after che specialist
knowledge of the person fully trained in all the particular details
of a branch of knowledge. Such a specialist can not only accurately
employ the concepts, logic and criteria of a domain but also knows
the skills and techniques involved in the pursuit of knowledge quite
beyond the immediate areas of common human experience. Nor is
liberal education concerned with the technician’s knowledge of the
detailed application of the disciplines in practical and theoretical
fields. What is being sought is, first; sufficient immersion in the
concepts, logic and criteria of the discipline for a person to come to
know the distinctive way in which it “works” by pursuing these in

particular cases; and then sufficient generalisation of these over the

whole range of the discipline so that his experience begins to be
widely structured in this distinctive manner. It is this coming to
look at things in a certain way that is being aimed at, not the ability
to work out in minute particulars all the details that can in fact be

discerned. It is the ability to recognise empirical assertions or
aesthetic judgments for what they are, and to know the kind of
considerations on which their validity will depend, that matters.
Beyond this an outline of the major achieverents in each area pro-
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vides some grasp of the range and scope of experience that has thus

become intelligible. Perhaps this kind of understanding is in fact

most readily distinguishable in the literary arts as crivical apprecia-

tion in contrast to the achicvement of the creative writer or the

literary hack, But the distiriction 15 surely applicable to other forms

of knowledge as well. -

- This is not to assert that ‘critical appreciation’ in any form of
knowledge can be adequately achieved without some development

of the uwoderstanding of the specialist or technician. Nor is it o
imply that this understanding in the sciences, the arts or moral

issues can be had without participation in many relevant creative
and practical pursuits. The extent to which this is true will vary
from disciplinﬁ to discipline and is in facein need of much investga-
tion, particularly because of its importance for moral and aesthetic
education. But it is to say that the aim of the study of a discipline
in liberal education is not that of its study in a specialist or technical
course. The first is concerned with developing a person’s ways of
understanding experience, the others are concerned with mastering
the-details of knowledge, how it is established, and the use of it in
other enterprises, particularly those of a practical narure. It is of
course perfectly possible for a course in physics, for example, to be
devoted to a double purpose if it is deliberately so designed. It may
provide both a specialist knowledge of the subject and at the same
time a genuine introduction to the form of scientihc knowledge.
But the two purposes are quite distinct and there is no reason to
suppose that by aiming at one the other can automatically be

achicved as well. Yet it would seem to be true that some specialist

study within a discipline, if it is at all typical of the discipline, is
necessary to understanding the form of knowledge in any developed
sense. The study of a discipline as part of liberal education, however,
contributes practically nothing directly to any specialist study of i,
though it does serve to put the specialism into a much wider context.

‘A liberal education approached directly in terms of the disciplines
will thus be composed of the study of at least paradigm examples

—

of all the various forms of knowledge. This study will be sufficiently

detailed and sustained to give genuine insight so that pupils come

to think in these terms, using the concepts, logic and criteria accu-
rately in the different domains. It will then include generalisation
of the particular examples used so as ta show the range of under-
standing in the various forms. It will also include some indication of
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e relations between the forms where these overlap and their
significance in the major ficlds of knowledge, particularly the prac-
tical felds, that have been developed, This is particularly important
for moral educition, as moral questons can [requently be solved
only by <alling an the widest passible range of human understand-
ing- As there 15 in fact no developed discipline of moral knowledge,
educaton in moral understanding must necessarily be approached
in a rather different way. For if it is to cover more than tvcryday
personal matters this has to be by the study of issues that occur \n
certain particular fields of knowledge. The major difficulty this
presents will be referred to briefly later. The important point here:
is that though moral understanding has to be pursucd in contexts
where it is nor the only dominant interest, the aim of its pursuit is
precisely the same as for all other elements in a liberal education,
the und-er-st-_;n-din,g of experience in 4 unique way. What i1s wanted
(just as in the study of the disciplines per se) is, basically, the use of
the appropriate concepts, logic, and criteria, and the appreciation of
the range of understanding in this form.

[t is perhaps important to stress the fact that this education will
be ane in the forms of knowledge themselves and not merely a self-
CONSCIONS philosop‘hical treatment of their characteristics, Scienufic
and historical knowledge are wanted, not knowledge of the philo-
sophy of science and the philosophy of history as substitutes. A
liberal education can only be planned if distinctions in the forms
of knowledge are clearly understood, and that is a philosophical
matter. But the education itself is only partly in philosophy, and that
is onlv possible when pupils have some grasp of the other disciplines
themnselves.

Precisely what sections of the various disciplines are best suited
to the aims of liberal education cannot be gone into here. It is appa-
rent that on philosophical grounds alone some branches of the
sciences, for instance, would seem to be much more satisfactory as
paradigms of scientific thinking than others. Many sections of phys-
ics are probably more comprehensive and clear in logical character,
more typical of the well developed physical sciences than, say,
botany. 1f so, they would, all other things being equal, serve better
as an introduction to scientific knowledge. Perhaps in literature and
the fine arts the paradigm principle is less easy to apply though
probably many would favour a course in literature to any one other. -
But whatever the discipline, in practice all other things are pot in.
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fact equal and decisions aboutr the content of courses cannot be
taken without carcful regard to the abilides and interests of the
students for whom they are designed. |
Yet hovering round such decisions and questions of syllabus
planning there is frequentdy found the belief that the inherent
logical structure of a discipline, or a branch of 2 discipline neces-
sarily determines exactly what and exactly how the subject is to be
taught and learnt. The small amsunt of truth and the large amount
of ercor in this belief can only be distinguished by clarifying what
the logic of a subject is. It is not a series of intellecrual steps that
must be climbed in strict order. It is not a specihc psychalogical
channel along which the mind must travel if there is to be under-
standing. This is to confuse logical characteristics with psychalogical |
processes. The logic of a form of knowledge shows the meaningful
and valid ways in which its terms and criteria are used. [t constitures
the publicly accepted framework of knowledge. The psychological
activities of the individual when concerned with this knowledge are
not in general prescribed in any temporal order and the mind, as it
were, plays freely within and around the framework. Tt is simply
that the framework lays down the general formal relations of the
concepts if there is to be knowledge. The logic as publicly expressed
consists of the general and formal principles to which the terms
must conform in knowledge. (Coming to understand a form of
knowledge involves coming to think in relations that satisty the
public criteria.) How the mind plays round and within these is not
itself being laid down at all, there is no dragooning of psychological
processes, only a marking out of the territory in which the mind
can wandef more or less at will. Indeed understanding a form of
knowledge is far more like coming to know a country than climb-
ing a ladder. Some places in a territory may only be get-at-able by a
single specified route and some forms of knowledge may have con-
cepts and relations that cannot be understood without first under-
standing certain others, But that countries are explorable only in
onc way is in general false, and even in mathematics, the most
strictly sequendal form of knowledge we have, many ways of
coming to know the territory are possible. The logic of a subject is
relevant to what is being taught, for its patterns must be accepted
as essential to the form of knowledge. But how those patterns are
best discerned is a matter for empirical investigation.
School subjects in the disciplines as we at present have them are
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in no way sacrosanct on either logical or psychological grounds.
They are necessarily selections from the forms of knowledge that
we have and may or may not be good as introductions for the pur-
poses of liberal education. In most cases they have developed under
a number of diverse influences. The historical growth of the subjects
has sometimes dominated the programmes. The usefulness of cer-
tain elements, the demands of higher specialist education, certain
general ‘psychological’ principles such as progressing from the
stimple to the complex, from the particular to the general, the con-

crete to the abstract, all these factors and many others have lefe

their rarks. This being so, many well established courses need to
be eritically re-examined both philosophically and psychologically
before they can be accepted as suitable for liberal education. Super-
ficially at least most of them would seem to be quite inappropriate
for this purpose.

Though a liberal education is most usually approached directly in
the study of various branches of the disciplines, I see no reason to
think that this must necessarily be so. It is surely possible to con-
Struct programmes that are in the first place o_rganiscd round certain
ficlds of knowledge either theoretical or practical. The study of as-
pects of power, natural as well as social and political, might for
instance be one element in such a scheme: or a regional study that

introduces historical, geographical, industrial and social considera-

tions: or a practcal prajct:t of d:sign and building invelving the
sciences, mathematics and visnal arts. In this case, however, it must
be' recognised that the fields are chosen because together they can
be used to develop understanding of all the various forms of knowl-
edge, and explicit steps must be taken to see that this end is
achieved. There will necessarily be the strongest tendency for liberal
education to be lost sight of and for the ficlds to be pursued in their
own right developing the techniques and skills which they need.
These may be valuable and useful in many ways, and perhaps essen-
tial in many a person’s whole education. (Certainly liberal education
as is here being understood is anly one part of the education a
person ought to have, for it omits quite deliberately for instance
specialist education, physical education and character training.) But
a course in various helds of kndwl_cdgc will not in Ffact be a liberal
educarion unless that aim 1s kept absolutely clear and every oppor-
tunity is taken to lead to a fuller grasp of the disciplines. Again
some fields of study will be better for this purpose than others but
136

Liberal Education and the Nature of Knowledge

all will demand the highest skill from the teacher, who must be
under no misapprehension as to what the object of the exercise
really is. Yet it is difficult to see how this kind of approach can be
fully adequarte if it does not in the end fead to a certain amount
af study of the distinct disciplines themselves. For whatever ground
may have been covered indirectly, a satisfactory understanding of
the characteristically disince approaches of the different forms is
hardly possible without some dicect gathering together of the
clements of the disciplines that have been implicit in all that has
been done.

Whatever the pattern of a liberal education in its later stages, it
must not be forgotten that there is being presupposed a broad basic
education in the common area of everyday knowledge where the
various disciplines can be seen in embryo and from which they
branch out as distnct units. In such a basic primary education, the
ever growing range of a child's experience and the increasin g use of
linguistic and symbolic forms lays the foundation for the various
modes of understanding, scientific, histarical, religicus, moral, and
50 on. Out of this general pool of knowledge the disciplines have
slowly become ever more differentated and it is this that the studerit
must come: to understand, not confusing the forms of knowledge
but appreciating them for what they are in themselves, and recog-
nising their necessary limitations. |

But is then the outcome of a liberal education to be simply the
achievemnent of a series of discreet ways of understanding experi-
ence? In a very real sense yes, but in another sense not entirely. For
one thing, we have as yet not begun to understand the complex
interrelations of the different forms of knowledge themselves, for
they do not only have unique features bur common features too,
and in addiuon one discipline often makes extensive use of the
achievements of another. But we must also not forger thar the
various forms are firmly rooted in that common warld of persons
and things which we all share, and into this they take back in subds
as well as simple ways the understanding they have achieved. The
outcome of a liberal educadon must therefore not be thought of as
producing' ever greater djsintcgratiqn of the mind but rather the
growth of ever clearer and finer distincdons in our experience. If

" the result is not some quasi-aesthetic unity of the mind peither is it

in any sense chaos. Perhaps the most suggestve picture of the out-
come is that used by Professor Michael Oakeshotr, though for him
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it has more literal wuth than is here intended. In this the vanous
forms of hknawledge are seen as voices in a conversauon, a conversa-
uon to which they each contnibute in a distinctive way. 1f taken
fguratively,; his words express more succinctly than mine can pre-
cisely what it scems to me a liberal education is and what its out-
come will be; |
“ o As civilized human beings, we are the ‘inhentors, neither of an
inquiry about eursclves and the waorld, nor of an accumulating body
of snformauon, but of a conyersation, begun in the primeval forests
and :xt-andad{and made more articulate in the course of centuries. Tt is
a eonversation which goes on|both in public and within each of out-
selves. Of course there is argiment and inquiry and information, but
wherever these are profitable they are to be recognized as passages in
this conversation, and perhaps they are not the most captivating of the
passages.. .. Conversation is not an enterprise designed to yield an
extrinsic profit, a contest where a winoer gets a prize, nor is it an
activity of exegesis; it is an unrehearsed intellectual adventure. ...
.. ~Education, properly speaking, is an initiation into the skill and
parinership of this conversation in which we learn to recognize the
voices, to distinguish the proper occasions of utterance, and in which
we acquire the intellectual and moral habits appropriate to conversation.
And it is this conversation which, in the end, gives place and character
ta every humaa activity and utterance’
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