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.]c not a revival, then somethmg \c'ry much lll\c it is
happening in general education in the 1980s. Vlsmng colleges
and universities acrcss the country oné learns that the subject is
a major topic of discussion in formal conferences and committee
meetings, in seminars, and over luncheon in faculty clubs. The
revival has missionaries among men and women who teach in
nearly all of the academic disciplines. And it has aroused the
interest of adminisirators, faculty members, and students alike.

EVidéhté 6fthis iéViVﬁl Wés f)féééﬁiéd ééfliéf this year inan

general educanon as “the learnmg that should be common to all
people.” Summarized in chapters one and seven of this volume,
the essay reviews the current status of general education, which
we consider to be in shambles; sirveys the hlstory of recent
general education revivals; provxdes a rationale for géneral
education; employs that rationale to evaluate current practices;
and offers proposals for future actxon

natlonal Colloqmum on Common Learmng Eeld at the Univer-
sxty of Chlcago in Aprﬂ 1981 wrth the sponsoranp of fhe

versity presldents academic deans facultv members, and
students heard distinguished speakers address the general edu-
catlon theme from dlfferent d15c1plmary perspectlves Those

7 Tﬁe Colloqumm Qn Common Learning was in many way§
a “town meeting” of educators. Participants not only listened to

Profuce I
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the fcatured speahers, they responded — asking questions,
reporting general education proposals on their own campiises,
providing practical siiggestions. Regrettably, there is no way to
capture, in this book, the interest and enthusiasm of the
partncxpants WGBH Education Foundatmn in Boston recorded
the event, however, and edited the proceedings for presentation
as a brief program on videocassettes that are available from our
Foundation.

Neither the or.gmal essay A Qm’st for Commion Learning,

thc‘ vndeocrarssettes nor this book provnde ultimate answe'  to
questions about what a general education program ought to be.
Those answers will be different tor every school or college. We
do hope, however, that these efforts will raise the level of the
general educarion debate, and focus attention less on the politics
of general education and more on its substance.

On behalf of The Carnegxe Foundation for fhe Advance-

As partncxpants in our coHoqumm and authors of the chapters on
the followmg pages these dtstmgmshed scholars have seta hlgh
the generosxty of The Charles A. Dana Foundatlon whxch made
the colloquium possxble, and extend specnl thanks to President
Hannah H. Gray, and her staff at the University of Chicago, for
the gracious hospitality extended to all of those who participated
n it. -

ERNEST L. BOYER

President

The Carnegle Foundauon for the

Advancemem of Teaching

July. 1981

X Common Learning
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CHAPTER ONE

ﬂny serious study of general education must

ultimately, if not initially, confront a very basic question: What
'education s}ro*ul'd be 'comm'oﬁ to all bedﬁlé7 Arthur Levine éﬁd I

educatron on most C'impuses isin drsarray On many campuses,
in fact it hzs become the spare room of academrc hfc and hke
neg,legt to Serious d1sreparr in the absence of clearcut goals, a
hodge podge of uses and misuses has been spawned and a
plethora of incoherent programs hzs emerged. At too many
campuses, we found evidence that very few faculty members
held any convictions about what all students need to know.

On a more hopeful note, however, we saw that something
elqv i5in_the wind: There is a growing.swell of concern. for
general educatlon all across the country. Most of the institutions
we vrslted are revising thexr curricula in one way or another, and
the current ﬂurry of activity appears to be nothing less than a
national revival.

[ 3]

The Quest for Common Learning
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gSmce the turn of the century, we have had two

Other times when enthusiasm for reform swept across our
nation’s campuses.

~ The first such revival occurred at about the time of World

War I In 1914, President Alexander Melkle]ohn of Amherst

College 1ntroauced a survey course entitled “Social and Eco-

nomlc Instrtutrons F1V€ years later Columbla Umverslty

among other thmgs great books com prehensrve examinations,
and a four-year fully required course of study The prestige of
the university, and the charisma of Robert Hutchins caught the
nation’s fancy.

TFus - general educatxon revival was very much a reflection
of the times: Teddy Roosevelt's “Square Deal” and Woodrow
Wilson's * ‘New Freedom” crusade had ended. The so-called
Progresswe Era — wrth its._concern . for mun1c1pal reform,

As the soc1al hlstorran Frederick I:ew1s Allen put it; the
nation in the 19205 was “spiritually trred"

Weuried by the éxciteinients of the war and the nervous tension cf the
big Red Scare (1919-20) [Amerlcans]hopcd for quiet and healing. There
might be no such word in the dictionary as normalcy, but normalcy
was what they warnted. 1

In the midst of thrs drlft toward personal and natlonal isolation,
general education was revrved For some, a core of common
learning prowded a weapon agalnCt the mlsplaced vocational
emphasis of the 1920s. Others believed that colleges and univer-

4 Cemmon Learning
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sities had cone too far in catering to individual interests. But,
above all, for older Americans still rooted in the pre-War
C'ertiiudes . general education would édrﬁbéi thé é?ﬁiéiéﬁi ziiid

Interestmrly, whxle this general education revxval was
5parked by events beyond the campus; its decline was hastened
by another noncampus crisis; the Great Depression. Students,
like all other Amiericans, warited jobs, and decreasing college

ar*endance rates halted the revival.

The second general education movement of this century
came on the heels of World War II. Franklin D. Roosevelt's
”Néw Déél” Wéé; 6Veréhédéi/ééd by world holocaust, and once

States:

..went into a holding period intellectually, morally, politically.. .. The
resilt was a generation content to put its trust in governnient and in
anthority, to avoid deviant political ideas, to enjoy material comfort
without undue worry about the invisible, intrinsic costs. America
misplaced, sonicwheic and somehow, the driving moral force it carried
out of the world war.. .. There were times, during the 1950s; when the
entire nation seemed to be saying, "Leave me alone.”?

more peraonal and less soc1al Altrmsm declined. Charitable
contributions fell off, yet experditures on personal items, such
as jewelry and clothing, increased. After the shortages of the
depression and the fatigue of the war, a “catch up” mentality
spread across the land.

The Queest for Comnion Learning 5
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! But on the nation’s campuses, a more reflective, more
<oBer 1tt1tude was stirring: World War Il had been a profound
mtellectual and spmtual shock to many acadcmu: Gcrmany
mamty and Buchenwald and AUSLh\‘Vl‘Z seemed to mock dec-
ades of lofty rhetoric about education’s ennobling and civilizing
power.

It was against this somber background that American
education began to ponder, once again, the place of general
ed-ication in academic life. In 1942, Denison University offered
a core course entitled “Problems of Peace and Post-War
Reconstruction.” Later, Wesleyan University, in Connecticut,
introduced a freshman general education seminar. But it was the
1945 Harvard report on Gcm’ml Eaurutmn ina Crce Soru ;, the

Cambrldge itself the Harvard faLulty rc]ected its proposalq

As in the 1930, it was another dramatic national crisis, this
time Sputnik, that dampened e tevival. The Soviet satellite
shocked the nation, and a wave of specialization with emphasis
on science, foreign languages, and programs for the gifted swept
the campuses.

- General educatlon was further b'ittered by the turbulence
of tFle 1960s, when it was attacked by radicals and reformers
alike for its. rigidity, its narrowness, and its failure to meet the
need of traditionally bypassed students:

“Relevance” and “diversity” became the new shlbboleths to

be worslupped.

o] Common Learnming
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Ia remarkable degree, the earlier general educa-
tion revrvals of this century were products ol times when war
when government efforts to set a common social agenda
weakeried, when international isolationism was on the rise, and
when individual altruism decreased.

From 1914 to the present general educatlon spokesmen

governance a shared herltage and a shared world vision. \. This is
an important point; bécause it suggests that the ebb and flow of
general ediication i3, in fact, a mirror of broader shifts in the
nation’s mood. , -

Ceneral education advocates have also been convinced that
defme;d,; our common problems Confr,onted.,,T he ,Spe,cl,ﬁc »genda
varied, But the uﬁaéﬂyiﬁg c’aﬁc’é;ﬁ has rernainéd rernarkablv
md1v1 ual md the group, between freedo:n and control, be-
tween mdeDenuence and lnterdependence

All societies; ]ohn Eocke argued; are bound together by a
soelal contract, a compact among individuals who cede a portion

of their autonomy for the greater good. In miost societies, the
terms of the contract seem to move first in one direction, then
another. When too great an emphasis is placed on group
relationship, individuals feel kerded, smothered, and re-

strained. In contrast, when the pendulum swings strongly

~1

The Quest for Commaon Eearning
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toward independence, pecple are apt to feel alone; isolated in an
apathetxc and uncarmg world

oneness 15 mirrored, we belleve in the college curricalum. The
elective portion of the curricu'um acknowledges the rlght of
each person to act independently and make personal choices. So
does an academiic major. General eduication is a differenit matter.
This portion of the curriculum is rooted in the belief that
ihdiﬁdﬂalisrﬁ ‘while essential is not s’uffici’e’n’t It says that

both our mdependence and our mterdependence It acknowl-
edges the | necessary balance between individual preferences and
commiunity needs. Just as we search polmcally and socially to
maintain the necessary balance between the two, 50, in éduca-
tion, we seek the same end.

-This is not to say that general educatlon should promiote
mtellectual conformlty We are not talkmg about a spurious
“togetherness” or an artificial consensus wiere none, in fact,
eki'sfs' Qiiife flie 6ﬁﬁ6§ife' Tlié kind of geﬁefél eﬂijéétiéh W;

to occur. What w1ll be shared is noc a common set of conclu-
sions, but a common agenda.

What then, do we see as the agenda for general educanon ?
Simply stated it is those experiences, relationships, and ethical
concerns that are common to all of us sxmply by virtue of our
membership in the human family at a particular moment in
history. General education is an institutional affirmatiun of
society’s claim on its members.

8 Comnon Learning
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This descriptiori of general education is “not pértieuléfly

Un.versny orce spoke of “the connectedness of thmgs "+ as a
major concern of educators.

This emphasxs on our “connectedness” should, however, be
reaffirmed, not as a nostalgic retiirn to a neglected tradition, but
because it i5 urgently required. Today’s students are the prod-
ticts of a society in which the call for individual gratification
booms forth on every 51de whlle the socxa] c]alm is weak and

th"'kmg, they answered miost frequently Watergate and

“Vietnam.”
Todav s young people are understandably more cymcal and

w1l1 get good ]obs good money, and good thmgs they are
pessimistic about the future of the nation and the world. They
are more committed to their pérsonal futures than to the future
we face togeter.

The Quest for Common Learning 9
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electives; with their emphasxs on 1nd1v1dual interests, are made
the centerpiece of collegiate study, while g general education i is in
shambles. On campus after canipus, there is no agreement
about the meaning of a college education. We are miore confi-
dent about the length of the baccalaureate degree program than
we are about 1t< >ubstance

vndual but also. members of a human commumty to whlch
they are accountable In educatlon asin hfe 1tself one asaect of
tion of general education, our aim is o help restore the balance.
Rather than continuing to be the spare room in the house of
intellect, general education must have a central purpose of its
own. , o
- At arecent meeting of the American Association for the
that;these are not the best of times for the human mind, went on
to observe:

I cannot bes:m to (’11("'5 at all the causes ofour cnltmal:nd;w:: not coen
the miost fiportant ones, but I ca thiiik of one thmg that is wrong with
us and cats away at us: we do not know enough about how we work,

aboit where we fit in; and most of all about the enormous, mzpondem-
ble systen of hfc' it which we are eimbedded us workmq parts.*

Dr. Thomias concluded by saying “if this century does not
slip forever through cur fingers, it will be because learning will
have directed us away from our splintered dumbness and will
have helped us focus on our common goals.”

10 Cominon Learning
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This sums up both purpose and the urgency of general

¢ducation.

h<ts could be drawn 1 up

For purposes of discussion, we have 1demmed six connec-
tions, six broad themes, that we believe to be the proper concern
of general education. An exploration of these connections is
indispensable if students are adequately to understand them-
S'e]VeS their SOciety, and th"e world in wh'i'ch th'ev live

of symbois 7 7
~ The sendmg and r recelvmg of messqges separates humdn

Bemgs from all otﬁer forms of llfe Lanouag° s tFe connectmg
students, from the 1 very fxrst years of forma] schoolmg, learn
not only to “read and write,” but also to read with understand-
ing, write with clarlty, and listen and speak effectlvely

In addition, all students should become proficier.t in the use
of numbers, which constitute an essential and universally
accepted symbol system, too. The master of these skills is the
foundation of common learning. Without them, the goals of
general education will be fatally undermined.

But developing language skills, as 1mportant as thlS may
be, is not enough. Students should also come to understand why
and how lahguége haé éi)bliiéd' li(ivd rﬁéééégéé révéél the i’i:iliiéé

The Quest tor Comman Iulnnn\ 11
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7 Tﬁe qtudy of a suond lan;,ua},e is partlnularlv 1mporrant
not just because of its direct utility but aiso because such a study
hd“s students view language fresﬁly and sece how language

Srudents should explore as well how we communicate
nonverbally, through music, dance; and the visual arts. They
should understand how these forms ofexprecsxon convey subtle
ineanings, express intense einotions, and how, uniquely, the
arts can stir a deep response in others.

- The impact of mass communication should also be ‘exam-
ined: In the United States, children watch television 6,000 hours
before they spend a single hour in the classroom. Students
urgéhtl'y héed Whét fﬁighf bé Eélléd ”EiiBé liféfﬁéy ” fé ﬁélﬁ them

subhmmally conveyed
We are convinced that in the days ahead, the langua@,e of
computers merits study, too. Every generally educated student

should lnarn about fhls pervasxve sxgnal syqtem that increas-

B The goals we. have;ust proposed are ambmous But, they
are esséritial if students.are to survive in a world where symbols
glve mdmduals thelr 1dentmes wﬁere message-sendmg makes

tion for all further learnmg o o

Sccond, all students showld understand their shared mem-
bership in groups and institutions.

‘We are born itito institutions, we pass inuch of our lives in
institutions, and institutions are involved when we die. The
general education curriculum we have in mind would logk at the
origin of iustitutions; how they evolve, grow strong, become
oppressive or weak, and sometimes disappear.

12 Commion Learning
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Ii addition to this broad-gauge approach, we sugest a
nmore i'n'duttiv'e <tudv one th'at I'o"oks more 'p”cmtratmglv at a
c17t3,, coun:z], or one- rrelatrcd,, perhaps, to a studenr s specnarl held
of interest. How did the institution begin? What were its initial
f)iﬁﬁéééﬂ Wﬁéf ﬁe\k? fﬁissioﬁs Eés if éssiiFﬁéd7 To whom is it
tained only because of ceremony and tradmon7

The 5031 should be to help students see that everyone
shares membership in the “comiion institutions” of our culture
— those social structures that shape our lives, impose obliga-
tions, restrict choices, and provide services that we could not
obtain in isolation. ,

 Third, students should understand that everyone produces
and consumes and that, through this process, we are dependent on
each other.

%ecnﬁcallv we. propose that stodents e\(plore the sxgmfn
cance of work in the lives of individuals and examine how work
patterns reflect the values and shape the social climate of a
culture. Such a curriculum would ask: What have been the
historical, philosophical, religious, and social attitudes toward
work around the world? How are riotions about work related to
social status and human dignity? What determines the different
status and rewards we grant to different forms of work? Why is
some work Lighly rewarded and other work relatively unre-
warded? In addition, general education should help students
discover that work, at its very bes¢, can be life-fulfilling.

We do not suggest that the nation’s colleges and univer-
smes become vocational institutions: But produemg and con-
summg are central to our common experience. They are the

ways we define ourselves. Their study, we belicve, can be a

legitimate, demianding part of general education.

The Quest fer Commaon Learning 13
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'mn-ih, all iifv fm-m& o Hzi‘ pimm 'ca"rth' are inbi"t'riml‘l./

ing of ihv mdvn d, mtvrm’pvndvnt natire nf Hu qniverse.

- General education means learning about the elegant, un-
dcrlvmg patterns of the natural world and discovering that all
elements of nature.are, in some manner; related to each other.

K. Danner Ciouser Phllosopher—m Resldence at Penn-
svlvania State University College of Medicine; says that most
students, even after an mtroductory course in blology or
its bemus consists, what its theones are, how they are rested and
what defeats them . . . Science i3, for them, a catalog of facts. . .
complete and beyond question. "

We believe students should be introduced not just to the

faatq of science, but also to its processes. They should under-
stand how s science is a process of trial and error; now, through
observation and 1 testing, theories are found refined, sometimes
dmarded and often glve rise to other theorles Sfudents sﬁould

technologles that have brought with them both benefits and
risks. ,

~_ Finally, there is the matter of science and citizenship. The
British novelist and scientist C. P Snow said that between
science and. society there lies “a gulf of mutual incomprehen-
sion. "7 Unfortunately, this gulf is widening at the very time
policy issis of great significance must be urgenly examincd. I

nuclear power space exploranon food addmves and pollutlon
standards, they must become more knowledgeabne about urder-
lymg facts and principles behind the headlines.

Becoming a responsible human being in the last quarter of

4 Common Learninyg
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the twenmth century means learning about <he great power of
science; its pervasive influence in all aspects of our life, and our
own shared relationship with nature.

This i3 an essential part of common 1carn1nb 7

Fifth, all students should understand our shared sense of
tinie.

Our common herit tage isa brldge that holds s all together
in ways-we hardly understand It is more than this. It is what
Edmund Burke termed “a pact between the dead, the living, and
the yet unBorn It is essentlal that the human race remember
An under‘;tandlng of our shared herltage should be expected of
all Students

events that have decisively shaped the course. of ﬁlstory Mor=
than a collection of facts, this approach would emphasize the
convergence of social, religious, political, economic, and intel-
lectual forces. In such a study no attempt should be made to
worshrp coverage Chorces must be made To select a few themes
is entlrely appropriate, we believe, to the goals of common
learning:

One further pulnt All human beings look in fwo di-
rections. We recall the past and anticipate the future. Both
perspectwes determine, at least in part, how we behave today
“What do we pred1ct for the 1980s?” or “What will life be like in
the year 2000?" could only be asked by those with a sense of a
shared tomorrow. Indeed the labels ”past” and “future” are, ina
fundamental sense, distinctions without meaning: T. S Elrot
wrote' “Trme present and time past are both present in time

,,,,,,,, 2

Most qcholars are understandably reluctant to speculate

The Quest for Common Learning 13
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1dcnt1hed even obhquely with professnonal futuro]og,lsts
who predlct progress or disaster with equal certainty. Despite
this reluctance, general educatlon should; we believe; help all
students understand how past visions of the future havc shaped
the course of history. Exploring our shared sense of time is, we
believe, a central part of common learning.

7(’1’1(’fs

Inherent in our rclatlonsﬁlps thﬁ othcrs are pdtterns of
abreed -upon behaviors — laws; customs, and. traditions that
reflect widely shared beliefs. In travehng around the world. one
is struck more by the similarities than by the differences of
people, more by the predictability than by the unpredictability
of human behavior. ,

- All individuals and societies are continuously making
choices; revising their standards of conduct, debating “right”
and ”ch’)ﬁg” deciding whiat currently is good and what is best.

A study of the personal and social significance of shared
values should be the  capstone to.common learmng Each student
should identify the | premises inherent in his or her own beliefs,
learn how to make responsnble decnslons and discuss the ethicai
and moral choices that contront us all.

Such a study relates dlrectly tc the weneral educanon
themes we have just discussed. In every one of these shared
experiences, moral and ethical choices must be made. How, for
example, can messages be honestly and effectlvely conveyed’
How can institutions serve the needs of both the individual and
the group? On what basis is a vocation selected or rejected?
Where can the line be drawn between conservation and exploi-
tation of natural resources? These are only a few of the conse-

1o Coninton Learninyg
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quentidl Erh'i'cal and m’or'a'l issues that o common learning
In the last analysls we are persuaded bv Bertrar‘d Russell
who sald that Wxthout civic morallty commumtles perlsh

to 1mpoqe a qmgle set of valms Rathel the aim o{ general
education should be to help students think clearly about how

values are shaped and how each one of us must build, and
periodically review, an authentic, satisfying value structure ot

our own.

7n the end eaeh colleoe and unnemty faculty must
shape a general ‘education program_ to reflect its own unigue
values and traditions. The six general education themes we have
descrlbcd should be viewed as illustrations rather than.a blue-
print.. QOur purpose has been to initiate general education
planning, not complete it.
~ The general education goals we have dlscussecl cannot be
achleved fully in any two year sequehce or even a llfetnme At
bebmnmg can be made TFor one thmg the hrst—year college
student has already completed twelve years of formal education
and the nation’s colleges and tihiVersntles should bunld on thlS
work togcther to clarlfy the goals of comimnon learnmg, and, as
this partnership is forged, we are confident that the goals we
have discussed can be more effectively achieved.
We wish to underscore another point. General ecluﬁt]on
does not necessarily require the designing of new courses.

The Quest tor Commuon Learning 17
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Ex1stmg departmenta] courses in English, history, soc1ology, or
science may effecnvelv fxll the blll But here we add a word of

catalogue descrlptlon may be appeehng But the way the course
is actually taught may; in fact; promote specialized, not general
education.

- When we force general education into dlscrete deBartmen—
tal containers, its purposes are frequent13 ibverted: The focus
is too hérrow Connectlon> are riot made

science course, and a hlstory course, frequently they are sunply
mtroduced to these specialties from the point of view of a
Imgulst scientist, and an hlstorlan Each course has dlstmct

contribute to a truly geneml education: If anything, the ques-
tion is often posed the other way: how can genera! education
contribute to the d15c1plmes7 ,

- We are not suggesting that emstmg academlc structures Be
aoar\doned They are essential if scho]arshlp is to be pursued
But we must also remernber that the units of scholariv activity
we cal] the disciplires have been organized for the purposes of
spec:uhzatlon, nct general education. They can be valuable allies

of commeon learning, but they should not be viewed as its end.

thought is given to how the : sepaluu m:c1plmes mlght actually

One final note: We know that the barrlers to general
education are formidable. Departmental turf is jealously pro-
tected. Faculty members who devote themselves to general

18 Common Learning
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educatlon run the rlsk of losmg touch w1tb thelr dvsuplmes and

nectlons between hlstorlcally seoarate fields of study are emerg-
ing. as inquiry on the frontiers of knowledge blend what
tradmonally have been isolated fields of study. Sociologists,
psychologists, biclogists, and chemists find themselves seeking
answers to the same, or closely related questions. Humanists
adopt some of the miethods of the scientists while natural
scientists ponder issues humanists have reflected upon for
centuries.

Anthropologlst Chfford Geertz o* tﬁe Instuute for Ad‘
vanced Study at Princeto 1 has ¢ gone 50 far as to describe these
shifts in the world of schoiarshxp as “an importarnt char ;gein the
way we thmk about the way we think” [Emphasis ours]. This is
reflected, Geertz says ”...in )hllOSOpthd] inquiries that look
like hterary criticism (thmk of Stanley Cavell on Beckett or

Thoreau Sartre on F'aubert) sc1ent1f1c dlscussvons that look hke

fantasws presented as stralght forward empirical observatlons
(Borges’ Baithelme), or histories that consist of equations and
tables or law court testimony (Fogel and Engerman, Le Roi
Ladurie), documentaries that read like true confessions (Mal-
ler), parables posing as. ethnographies (Castenda), theoretical
tréatlses set out as travelogues (I:ev1 Strauss), 1deotog1cal argu-

Feyerabend) methodologlcal polemlcs got up as personal
memoirs (James Watson).” 1"
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Here is the point. The wall axvxdmg the two cultt.res —
scxentlfzc and humane—xs stlll standmg but itis bemg continu-

drawn, scholars at all levels w111 of nELGSSlty make new
connections between their own dlsrlphnes and the disciplines of
others. This more integrated view of knowledge and a focus on
the larger questions in our teaching and research, will create, we
believe, a climate favorable to general ed-1cation in the nation’s
colleges and schools.

Nearly 40 years ago in Liberal Education, Mark Vin Doren

wrote:
The connectedness of things is what the educator conteniplatos to tlw
limit of his capacity. No human capacity is great enough to permit a
vision of the world as simple, but if the educator does not aim at the
vision no one ¢ lee will, and Hie consequences are dire whati 1o one docs.

The student who can begin early in life to think of things as
connected, even i he reviscs his view with cvery succreding year, has
ﬁégun the Iife of [L’flfni”Q. i
Seemg ‘the connectedness ohmn&s, is, we concluce, the goal
of common learning.

20 Common Ledriing
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Qte of my earllest experlences W1th curricular

reform tcok place at Haverford College in the early fftles

thmg lll\e “Sir, deBatmg a curriculum report is like debating
about wﬁlcﬁ leg of aboy’s breeches should be put or first. You
stand debating; first this leg and then that leg, and meanwhile
the boy remains unbreeched.” The coup de grace—only a
pretentious cliché can do justice to it—the coup de grace was
administered by kindly old Ned Snyder: “Gentlemen”—and
we were all gentlemen in those days— “gentlemen, we are
already the best men’s coilege in the country. Why on earth
we should change is more than I can see!”

The Haverford faculty in its w1sdom assumed that it

w1tﬁout a vote. The document dlsappeared without a trace.

N9
[SX]
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I do niot krow that it was a good report I never. had a
chancp to ﬁnd out by testlng itin serious drscu551on—that is;
uonsabouteducatlon WhatI kiow for sureis tha our failure
to debate 1ts meuts exhlblted our bad rhetorlcal educatron

speclaltles we were totally unskrlled — as many another
faculty meeting at the time further revealed—ln the art of
reasoning together about shared concerns:

dellberanon about general educatlon
In mav as well also c')nfess tha; whenever I seea 115t of the

Language and Symbols that Co*meut Us” as only one - of si six
co-equal subjects, ona par with those other i interesting. but far
less important subjects, history and natural science and ethics
and polmca] science? Have they not realized that the study of
all the rest depends on t‘*e 'quallty of the shared languages we
how to xmprove our capacxty to share symbols—what many
of us call rhetoric —is thus the queen of the sciences?

I know very well that to succumb like that to the t tempta—
tions of dlsuphnary 1mperlahsm is to destroy from the begin-
ning any chance of our building a general education cur-
riculum. So I feel guilty about such thoughts Butl wouxd feel
gulluer if I did not suspect that others secretly respond in the
same way. The historians will wonder why history, which is

21 Common Learntng
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obviously the most important and most nieglected of studies,
should be degraded to one-half of one slot out of six, and
lab"ell'e'd 'o”nly as a “concern with a common heritage ”—"as if

what is more, labelled with an alien name. And this is to say
nothmg about those other scholars and teachers who cannot
fmd themselves on the Lhart at all (You may have notlced
currxcular debates, the various special interests in their re-
sponses to budget cutting proposals: insofar as we really care
for our own territory, we almost 1nev1tably place it ahead of
all others.)

Such imperialisms as*de at jeast for the moment, ] assume
that we could all : agree on somethmg like the six-fold list in the
Carneg;e essay. We know that when our colleges graduate
students who are radically ignorant and unskilled in these
shared connections, the result i5 shocking. It is a scandal that so
few of our graduates are even minimally proficient in more than
one 'of th"e six fi'elds It isa scandal that even students who major

sharmg anythmg except expertise w1th other experts in some
subdivision of current inquiry. If you think I exaggerate, ask the
next economics BA you meet what her study has taught her that
would be useful in dealing with our rising mass illiteracy. Or try
to have a good conversation about politics or literature with

yoiir university’s MBAS or “behavioral psych” majors.

~
5]
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So far we mlg ht all agree that sharmg the six sharlngs w1ll
minimally mark a person as “generally educated,” as someone
we are not ashamed of. Presumably our next move is to discuss
what particular consequences for educational planning might
follow from siich agreement. But experlence teaches that trou-
ble begm; whenever we move from general goals to partlcular
means. IS
WIthln any one of the six gene‘al suBJects—— the soaologlsts
anthropmoglsts economists; legal theorists; and pohtlcal scien-
tists who will quarrel for example, about which of them deals
best with our “shared institutions” or “shared activities”; the
various schools of philosophy, anthropology, psychology, and
llterary theory who will quarrel about which deals best with our

“shared values”; and so on.

Or think of the academic rivals who mlght claim that they
should prov1cle the substance studled under the first category,
Become competent 15 the sharea language and symbols that
connect us’ ——that they must learn to read wr1te, 5peal< and
plau51ble cases for the centrallty of what they clo Most obw-
ously, teachers of compositior: and of elementary Forelgn lan-
guages will make their casc for a basic literacy. But a basic
literacy taught according to what paradigms? Offhand one can
think of at least a dozen disciplines Llalmmg t0 provrde the
central theory both for elementary instruction in how to read,
thml( speal( ancl write arla for advanceo training toward

hermeneuucs,,;commum?arions tﬁeow various kinds of struc-
turalism and deconstructionist — not ié mention (as we gé’y’

26 Common Learning
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of phntography, and of TV?

We all know that the same kinds ot rivalirv can be fox_nd
under each of the other five categories, even in the natural
sciences. What, then are we to do, when we turrn from our
general Iists and try to design a general 'curric'u'l'u'm7

faced with a multxphc:ty of seemmgly cenﬂxctmg spoken or
written claims, what we a!l try to do is precisely what Dr. Boyer
and Dr. Levine have done. Unless we are absolute menarchs or
natural killers, we tirn to the ait of thetoric, the art f pursuiiig
the understandings that lurk behind our surface symbolic dis-
agreements er think 'a'b"o"ut how our dis’f’cjurc’e in th'eét» areas

terms and look beneath our verbal surfaces search ing for
common grounds from wmcﬁ we can then begin dxscouraxﬁg ata
new and improved level.

In th'a ancient termmology of rhfaton faus, we seek to

depend only in part op the quality of the formal educatxon we
received in them, because our education—or miseducation—in
rhetoric continues willy nilly after formal schooling.

In using the much abused term rhetoric to cover every-

o
~1
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tn’ihg any of us say in this book, I know I take some risks.
Rhetoric has always bad a imixed press. When the International
Society for the Histoiv of Rhetoric iniet in Madison, Wiscorisin,
in April 1981, one entire afternoon was scheduled for papers on
thé lbhg hiéiory of 'di‘i"aéké ori rh’eibri’c But we do ﬁ'dt havé to 82

arts of persuasion, often 5y ‘onymou» w1th bon.bast or verbal
tuckery or dellberate obfuscauon It is what we substitute for
substanitive action »r genuine thougl t, what we fall back on
when serious arguments are lackmg “Although the President's
deeper purpose was coiicealed in the rhetoric, [he]sent a red hot
message . . . in his speech last Wednesday.” "Buit Miss Caruso
dismissed Healey's statement as ‘theturic” and vowed tc bring in
‘Lhé ééééﬁd round of her pfopbééd cuts.” This is éuriély the

Caruegle essay, symbol sharmg7 But it is not just the word that
is debunL od; it is what it stands for. “Reaction [to Mayor
Byrnk 5 announcement that she w111 move intv the Cabrini-
Green housing project] was mixed Saturday mght with many
calling the move cuuragecus but symbolic.” Courageois —
that's good. Symbolic, intrcduced with a lmt—,that is obviously
somehow bad, or at least inferior. “Alderman Danny Davis . ..
said the move might be. more symbolic than substantive.”
Obviously anvthing merely symbolic is not substantive, and if
rhetoric is anything it is an emaployment of symbols:

If 3 you detect a tone of defensiveness in these observations
]ust think how you would feel if you pro fesseda sub]ect that gets
itself talked about like that, every day, everywhere!

w . . .
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~ What people usually mean when they dismiss other
people s efforts as “rhetoric” or, more ofte “mere rhetoric” ,is’
obscure issues or evade actlon Ammals cannot tell elaborate
lies, only sm;ple ones: Ammals cannot use symbols as evasion.

Only a rhetoric-endowed species can produce an elaborate chain
of lies to achieve a cover- up; or a multi-million dollar advertis-
ing campaign for produicts known to bé either useless or harm-
ful; or a diplomatic and political vocabulary for making the
worse seem the better cause. Rhetoricians have often tried to
wash their hands of such stuff, preserving the term rhetoric for
cleaner varieties. But,.as educators, we cannot accept that
dodge: If we confer svaohc powrers upon our students, we take
on all of the rlsks of symbouc power If we tran* our students .'1
.nevrtably e'npower them to do great harm in the world—-to use
rhetoric fcr private, antisocial ends, to b'eak rather than build

coriiections. I must retirn to this problem i a few moments,
but, for now, perhaps we can simply label the whole domain of
the deceitful rhetoric we deplore as “sub-rhetoric.” Different
people will probably have somewhat different examples in

mlnd hardly a day goes by w1thout my/ addmg to a hst that

nation.

One step up from sub rhetorlc we Fnd tﬁe wqrd’ used to
refer to the whole art of sincere sellmg of any cause; not just the
tncker part or the dlsgurse but the genumely persuasrve parts

Carter s thetoric was said to be poor and Presrdent Reagan s is

generally said to be good, meaning that, on average, people
come away from their ericounters with President Reagan having

Mere Rhlietoric, Rhietoric & the Scarch for Common Learning
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moved more or less in his direction. Almost every day we read
that the United States must “improve its rhetoric throughout
the world,” OBViéuély riieériiiig “we must sell our case more
effectlvely

w1ll call mere rhetorrc ' from sub-rhetoric, obv10usly its uses
can range from the most noble to the ‘most dangerous, from

oratory. In some ways, mere rhetorlc is more dangerous than
sub-rhetoric because those who employ it are sincere; they have
a posmon that tbey hope w111 prevall and they tﬁemselves

are - good medicine for the country. More 1mportant to our
analy51s than their sincerity, however, is that they always give
the impression of having used their rhetoric to put across a
position that was knOWn in advance, before the work on the
rhetoric began The case is already known ”OK Sami, let<
our best ghost writer on thls subject? George7 OK Gcorge you
know what we vzant, now get cracking on the rhetoric.” The fact
is that most freshman composition texts, even those that have
téken up with the renewed Eas}\ibﬁ of ﬁéiﬁg the word “rhetoric”

science, and then one puts 1t over. .r with mere rhetoric.
-Even if that were our. final defmmon of the art, rhetoric
woula stlll onously be mdlspensable in all general educatlon

myself to defend as what we should use in debatmg general
education. Presumably, as we discuss our various proposals vve
do not think of ourselves as coming out of the discussion

30 Common Learning
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precxsely as we came into it. We want to discover something
through our rhetorical exchange
As you kiiow, Aristotle’s own Rhetoric goes one large step
further toward the definition we are seeking. Instead of being
the art of persuasion about a case that is entirely known
beforehand, rhetoric for Aristotle is the faculty or capacity,
found of course in the rhetorician, of discovering or inventing
“the posstle means of persuasxon in referance to any subject

,,,,,,,,,,,,,,,

the means of persuasmn in reference to any given suibject.” It is
thus used by all disciplines, except insofar as those disciplines
have available apodeictic proofs, what we call demonstrative or
s’tiehtifi'c proofs Rhetoric i'n this view is nét a dréééiﬁg added to
itself, usmg the art of rEetom as an art uf discovery. When the
search is successful, that case is persuasive, though the conclu-
sions it leads to may not be true for all time and are certainly not
demonstrated in any absolute ¢ sense.

This art, which I will call “rhetoric-B,” is a marvel and a
wonder. A scholar-teacher mlght honorably spend a whole
career mastering its subtleties and passing the mastery along to
students. Obviously it i a mich more important subject than
what most peopl= cal! rhetoric. It will of course include the study
of the inferior rhetorics— how otherwise could one distinguish
the “bombast” and “empty verbal ornamentation” of one’s
enemies from the “true eloquence” and. “sensitive. verBal en-
rxcﬁments of one’s frxends, But 1ts true home wdl be wha‘c we
Perrcle< or a I:mcoln or a Churchlll remmds a nation of its
deepest commitments; or in literary criticism; or in quarrels

Mere Rhetoric, Rltctoric & the Scarch for Common Learning 2
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every part of life where sxmple appeals to obvxous facts or
unquestioned logical proofs are not available-—and that surely
imeans most of what we do, even as scholars. Clearly, such a
subject is immensely important, well worth the hundreds of
pages of close study that Aristotle and Cicero gave it, and the
Fﬁéﬁ& tﬁooééﬁdé thét létér students have added. Th'ere is 'n'oth'—
together 7

But is it fmally what we seek 1fwe are loolnng for the art of
problem is that it seems to lack any llm1t< on its power
Everyone who has thought hard about it has s xbordmated it to
somie other discipline, to make sure that it serves a righer good
It can be taught to villains as well as to saints, and it can be
employ ed against the good of a society as well as forit. It is, of
course, an lmmensely seductlve art, bccausc 1ts n‘.stery is the

as though I had been hired to stand : at one 51de of the ladder of
success and goose the little bastards as they climb.”)
Rhetoric-B is the art of knowing what you want, and
fmdmg the really ood arguments to win other; to your 51de It
the successful fund raiser, and it is not to bﬂ scoffed atorig: ored
But it does not itself teach us what ends it should serve; it is still
an art without essential restraints other than those yrovided by

the counterrhetoric created by other warriors ur competitors.
The world it builds, left on its own, s a wor id r)l a frce market ot

hoping thar in the melee a pubhf good wi H be produced by some
32 Conimon i:rizrrilng
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in ble hand Thus all thmkers from Plato and Aristotle on
have felt the need to subordinate it to some higher discipline
capable of revealmg proper ends cr goods. We see what happens
when such hlgher contro]s are lacl 1ng, as various Spokesmen for

propaganda analysis,” ”advertrsmg tPchnlques mformatron
science” — show themqelves to be in eHect avarlable to the

is and how it should be pursued. We seem to §narc nro smgle
notion of the good or of the proper methods of argiirnént to be
used i in its pursurt

from it proper uses of rﬁeto.lc somethmg like, “Service of the
one true Lord requires, as Augustine teaches, that rhetoric
sﬁould ..” or “To restore our position as the world's greatest
power, it.is obvious that our rhetoric shouid. ...” But we in
America have agreed on something else mstead——that we are to
be a plura'rstlc society in which many different possible first

pnncrples w1ll coexrst Some of them llke some sc1ent15ts and

values. And some, lrke nine, would lead to a more aj gress:ve
kind of hlerarc‘ncal ordering, ”w1th certain tnreatcned edu-
cational scandals seen as much more important than others

Mere Rhetoric: Rhetorie & the Search for Common Learning 33
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‘When flrst prmcrples eonﬂrct how do we proceed’ One
p0551ble way is to use rhetoric-B to persuade other people to
change their minds and accept the predetern: ined true first
prmc1ples ’vIarshallmg all of the possible means of persuasion
in our situation, we wonld, in that view, try to win a5 many
converts as possible.

- Butdid the Foundatlon s authors know, before they began
how those who read and dlscuss 1t ‘were supposea to respond7
Did Iknow, as | began to write, what general education program
we all should nght for on our campuses, using the best rhetoric
we can muster7

sub- rhetor1c thr'ough mere- “thetoric and on to rhetoric- B
namely — surprise! — a “rhetoric-A.” When we are working
together at our best, we repudiate both the autocratic imposition
of a program by some benign dictator and the warfare of fixed
positions ; instead we try out our reasons on each other, to see
where we might come out: We practice a rhetoric of inquiry.

To invent a label does not mean, of course; that the art we
attain to it 1f 1t exists. But if there were an art that promlsed to
aid us in going beneath the surface of our verbal disputes in
order to discover the common values that underlie them and to
build practlcal programs on thern, would niot mastery of that art
be, for any pluralistic society, a noble art indeed?

Is there a rhetorlc A7 Is there a Supremﬂ art of 1nqu1ry

sub- rnetorlc not merely to win smcerely, as in mere rhetorlc
and not just *o marshal all of the good reasortsthere mrghtbe for
accepting what one knows already, but rather to discover and

. c.
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Let me stress agaln the curious pomt that we have intui-
tively elected to practice that unnamed art whenever we
engage in conferences that permit open exehange of 1deas
What is more, I suspect that despite all our rhetorical faults as
a nation, it rémains true that no other society has ever
commltted 1tself 50 passxonately to th° search for rhetorlc—A

unformulated questlons appeahng to unclear principles and
leading to ambxguoua conclusions!”

Well, that's rhetoric-A for you! We seem to be stuck
with it, notonly when we confer in person but whenever we
seriously take other people’s views into account. So let us try
for 4 somewhat clearer deﬁnmon of thxs rhetorlc that we seek

about the ground covered by its. four kev terms:

Apprazczng — the ju"dgin'g of the real vahdrty or force; the
power or weakness of something.

Warraits — the reason or motives glven by one human bemg
to another as support for some belief or action or change of
mind (note that we move here beyond notions of * proof or

"“demonstration.” Such ostensibly hard stuff becomes only a
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subset of all the more or less good grounds we can give each
ather for changing our minds and hearts).

Asseiit — rather than dissent, because, though the two no-
tions of saying “yes” and saying “no’ are,mdl,ssolubly l1nl(ed
in all human exchange, assent is really prior. Of the many
reasons one might mention, the most obvious.is that “think-
1ng together about warrants cannot even be undertaken
equal rrght to a hearmg in our mutual endeavors note again
the contrast wrth trad1t1onal notions of hard proof, sought
usually in pr1vate inquiry by disproving other people’s views,
and then lmposed upon a reluctant world What is more, the
series of incorporations of other selves. Hence

:wnbolzc exchange—llke the other 1nferlor rhetor1cs th1s one
to tango But unl1ke the other defimtlons thrs one. re]ects the
very notion of the private lndrvrdual ‘self” th1nk1ng by “it-
self:” We move; instead to a kind of thought possible only for
a radically social self of the kind Dr. Boyer has hinted at in
saying that the d1chotomy between the 1nd1v1dual and h1s past
“clear th1nk1ng touted in so many handbooksoflogle{fsoﬁrne—
thing performed by the “individual” in opposition to all those

sloppy th1nkers out there Instead it Wlll Be socral
will Be only thar kmd of thinking that takes into account what
others have said or can say againstit: And it will be, from first
to last; richer than what could be said, or even thought, by
any one party in the exchange.

It is clear that it there is such an art, it must include the
skills of appraising arguments offered in the inferior kinds of
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rﬁetonc and 1t must no douBt mclude tﬁe appra‘sal :md
placement of the various kmds themselves In that sense,; |
have been trying to practice rhetorlc A througnom this essay.
But rhetoriz-A can be practiced in the simplest of exchange.,
— the argument with your neighbor over the smell of his
gingko tree, the discussion with a student about a low glade
the debate in committe- about whether to requ1re competence
in a foreign language. In fact, I want now to suggest that
rhetorlc A 15 mdeed the most general of all general arts and

too often do, is the most scandalous of all. the scandals we
perpetrate: 1 know that I can trust you to discount the out-
rageous arrogance in such a claim. I fully expect other disci-
piines to make similar moves—and I ask only that, when they
do, we insist on real argument in their support, rot just the
cla'i'm' that freshman courses are needed to attract ma]orq The
1mpenahsnc claims IS,f,or,ced into the courts ,O,f, communal
discourse, where our various rationalizations are transmuted,
under critical scrutiny, into that special kind of reasoning I am
calling rhetoric-A:

Tmake my case, | must practice a bit of rhetor-

ic-A on the notion of general education itself.
The trouble with all highiy general terms llke general
shared ‘and connections, is that, like rheloric, tEey cover and
sometlmes even oBsrure essennal dlstmctlons Sorne forms of

tarian 1mp051t10n of general aims and practices on a whole
populace, and the soppy generalities offered by some “inter-
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m‘nbmng——l cite only the ancient lu mping of matter into the
four elemenre and rhe hlghly up -to- date and fashxonable

proudful self-s servmg just because all men and women are
self-serving; and the arts of vandahsm just because scientific
studies show that all of us share a capacity to take pleasure in
destroying. In short, implicit in the Carnegie essay’s empha-
sis on w hat is shared is a demand for dxstmctxons of quahty
mxght call’ ge,neralmes worth having,” how many kinds do we
find appealed to in the search for a general education? (Four of
the following five kinds of generality, and the notion of
distinguishing the four kinds, I borrow from that great stu-
dent of rhetonc, Rlchard McKeonj)r 7

planners have found themselves giving up on the hope for a
reasoned selection of the knowledge most worth having. “Who
can say that everybody must kniow a given Dickens niovel rather
than the great Chinese novel Mokey,? or Platonic thought
rather than Zen Buddhism, or the second law of thermody-
namics rather than how todoa regressxon analysxs in statistics?
culrure, locally s0 we ll make upa hst of more-or- less arbrtrary
general requirements ensuring that they'll at least have some-
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thmg to talk about together.” Rather minimal thinking; this,
but no doubt better than nothing.

- Education can be generai, secondly in the sense of covering
the general needs of f al! citizens ina given time and place Thatit
should do 56.Was the "randard argument used by the defer.ders
courses. Usually their talk was expllatly about preparation for
citizenship. ”“We seek ari education that all Americans should
have because it would be folly to expect anyone to exercise the

competendes our comprehenslve exammatlons cover. All citi-
zens will have to exercise these competencies, regardiess of what
the future brmgs therefore they should share a standard prepa-
ration in thetﬁ

thxrd kmd of ger‘.eral shanng, the inethods and subject matters
that all the genume modes of 1nqu1ry share. Proponen*s of ’ the
on certain paradigms of prooL and,that ,generﬁal edugatlon
should build habits of thought that will be generally useful; in
all fields, though obviously radically unshared by most citizens.

Programs w1th emphasls on trammg in loglc semanncs, hn—
mathematles have emerged from such paradigm They tend to
show little concern about whether any two students have both
read Shakespeare, or stidied the Constitution, or thought about
the fole of law in public affairs, or devc'oped slill in com-
municating their “scientific” results, or learned the same com-
puter language.

Entirely i different Cumcula have been suggested By propo-
rieuts of a fourth notion of generality, based on what is common

to all people in all cultures: “Our deepest connections are with
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than our chauvmlstlc concentratlon on wéstérn culture What
all students should learn are the « experiences that j join them to
the rest of the world, not the narrow and e‘mst canors of
western taste. What could be miore absurd, in the modern
world, than the western provincial who knows all about Bee-
thoven and is ignorant of the Javanese gamelan?”

~ Finally, education can seek the general in the form of
conceptual generalizations that serve as comprehensive over-
réathiﬁg pﬁhéiplés tiiidéf WBiéE ééc’ﬁ diééipliﬁé pérfbrms its

our center. Many mathemauaans and physma} suennsts Have
pursued a truly general truth that could provxde a capstone for
foe,rg all rrhe,vafluey offered by any fxeld, and, in add.tlon—, is “ihe
paradigm for the best knowledge available.”3 For certain reli-
gious planners, on the other hand; it has seemed obvious that an
education without a knowledge of God as a capstone is not
education at all but a misapprehension of fragments “Surely an
eduication that doe< not lead the student to try to put it all
together, to see not just connections but the ultimate connected-
ness, can hardly be considered really , eneral, and it is not

worthy of being required.”

planning; or that * the Carnegie Fpundanon, we:arre;alrl aware
that there are these rival views— that the shambles the report
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pursumg, and why A:ll fnve build i ina rejecnon of trivial or base
kinds of hanng But are all versions of each of them equally
1mportant7

On another occasion 1 would like to pursue the:c com-
plexities and to discover where each of these notions would lead
us if we asked not simply whether a giiréh ]ééfﬁiﬁg Would be

Speaa] versions of each can be in. d:rect competition with the
others itis obv1ous that each is radlcally desnable in the prec1se
BA to any student who has no common mtellecrual bonds with
other students, with all other citizens, with all genuine disci=
plines, with all human cultires, and with all who seek to
discover truths that are truly general.

Ifall five kinds are desirable, we can then begin to play an
interesting game. Which of the many sharings on the Carnegie
report’s list; all of them good things to have; can make the best
case for itself as indispensable; according to one or more of the
notions of generahty7

Agam I shall, of course, leave it to others to make their
cases for disciplines other than rhetoric. But I would not be
doing my diity by an ancient and honorable discipline if I did not
claim that rhetoric=A, the developmel-t of the approisal (and
hence the skillfui use) of warrants for assent in human exchange
is-an art unrivaled in its service to all five kinds of general
education. I hasten toadd that itis an art that need not be taught
under the title of “rhetoric.” You may prefcr to call it “dialectic,”
or “philosophy of discourse,” or “practical discourse,” as we do
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in our undergraduate program at the Umversrty of Chlcaeo
PERL — Politics, Economics, Rhetoric, Law. I cannot think of
any course in wiich some contribution to its mastery could riot
be rriade if a teacher really tried But it is too eaéily neglecred
riculum ; and ,wﬁen itis neglected, all the or,h,er, disciplines suffer.

In the first place; and perk.aps most obviously, if students
on a given campus are to share educational experience, whether

imposed through requirements or discovered simply by living
together, they will do so largely in their use of rhetoric; good or
bad. Only to the degree that they learn to practice thetoric-A,
appraising together the warrants for assent that they and their

teachers and texts offer, will they learn what to share and what
not to share, what posmons to buy and what to re]ect In short

swinging from the chandeliers. But surely our ideal of educanon
is the sharing of good reasons for changes of mind, and since in
most subjects that we care about there are no rigorous mathe-
matical or experimental proofs available even for the simplest
processes and conclusions, our hope must lie ini rhetoric-A. (On
another occasion it would be useful to show that even the
hardest of the sciences cannot. prove scientifically. their basic
ascumptions; and must depend; when dealing with those as-
sumptions, on rhetoric- A) :
It seems equally obvious, secondly, that the pnmary need
of all citizens, before, during, and after rollege graduation, is a
mastery of rhetoric. The business of Ainerican life is, after all,
conducted—perhaps rnore than was true of any previous society
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—-in thetori:. Unlike people in traditional societies, we gei sur
jobs, keep them or lose them, and actually conduct them, with
rhetoric: The Chronicle of Higher Education has recemly m.ade
tEe clarm tIiat more tﬁan 50 percent of all Amencans make tHelr

symbol-push better than other symbol pushers. Butif you have
such a program on your camipus, one that goes beyond the mere
rhetoric of advertising skills, I shall be s:irprised, and I hope to
learn about it. I shall be even more surprised if your catalogues
list more than one required general course that might conceiva-
bly be named “Improved Symbol- Pushmg 101.”
Rhetonc as vocanonal trammg is oBvrously fal more 1rn-
strongly its value in serv1ng our umversal need for polztzcal
savvy. All our pohmal life, except what is done through bribery
and violence, is conducted in one or another form of rhetoric.
Working together in symbolic exchange is in fact our only
alternative to tyranny; either someone will impose forms of life
upon us, or we must learn to embrace forms of life by trying
tﬁem out on. each other And 1f we cannot manage to do the

hgh lever, my students and I have been dls(overmg ]ust i
high as we work over the rhetoric-A of Madigon’s Notes and the
rhetoric-B of The Federalist Papers, in that new program I
mentioned, “PERL.” (The Founders were highly skilled in the
use and analysis of the lower rhetorical forms, too; what we
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offered its demonstranon that unless effective rhetorlc governs
politics, monzy and violence will. The Constitution in this view
is a marvelously shrewd effort to guarantee that rhetoric will
have a chance —an effort to 0 open up pubhc spaccs that wrll

that we survive at all asa democracy is a trrumph of 1 hat great
piece of rhetoric-A — and of our willingness to talk and listen
according to its rules: :

If there is only one alternative to the brute force of briber y
or threatened vxolence you would expect studv of that alterna-
eduication. What we find instead are hundreds of colleges that do
not requirc even one year of training in how to read, write,
speak, or listen, and thousands of major programs in which
students never do any significant writing of their own or

analyze anyone else’s arguments carcfully. I invite you, w1th
some anguish, to. take a close look; when vou return to your
own campus; at the textbooks now being used there.

Thirdly, rhetortc is general toall drsclphnes in the sense of
their depending on it in daily practice. Though many disciplines
are déscribed as if rhetoric were beneath their high-minded
endeavors, one has only to look at the rhetoric used in the field
itself, both in its publications and its teaching practice, to see the
absurdity of the claim The fact is that every. field deperds, often

I thl hot insist; as some 1l hetoncxans hate donc on the
clalm that even the hardest proofs in the hardest sciences are
conducted in rthetoric: “the rhetoric of the laboratory,” “the
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rhetoric of the equanon the rhetonc of the graph.” Buit even
if we grant the name of p ‘pure science to the processes of decisive
and hnal demonstranon we know that most of the busmess of

ﬂhect or subtle mampulanon of readers emotions. We should
not. have needed The Double Helix,* or Luci.® the new book
purporting to reveal how anthropologists work, to teach us what
a small portion of every scientist’s scientific life is decided by
saennﬁc ewdence

bad, is usually not nonced especxally when it comes in the form
of appeals to certaln roor metaphors that everyone in the fleld

as a kmd of 1mpur1ty that would be washed away if nnly
scientists were more scientific. But rhetoric is inescapable, even
in mathematics and physics; to say nothing of all the other fields
hinted at in the Carnegie report’s list of sharings.. Leavmg aside

the obv1ous rhetorlc of the grant proposa' and he semmar

Personal Knowiedge no scientist could ever prove sc1ent1f1€ally
most of the scientific beliefs he or she accepts. In every science,
scientists believe most of what they believe about it—all except
thelr own.very tiny specialist’s domain — without even being
able to foHow, in detail, the proofs that other specialists would
offer. ThlS does not mean that they Uelieve their colleagues on
what is called “blind faith.” They believe their colleagues
because they have more or less reliable warrants for assent of the
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loglsts and what not. Yet all scientists of repute reject these
schemes by the dozens, annually, without investigation ;. life

vould be intolerable for them if they did 1ot reject them
without scientific ivestigation, truqtmg to rhetorlcal warrants
like authorlty, emotional commitment to “the scxentlf'c
method,” and pure hunch. On the other Eand all scientists
accept dozens of new aevelopments arnuallv in fields outside
t}*elr speqalth.s on ground= tﬁat can onlv be called rhetorlcal

notﬁmg to do w1t}* scxentlflc proof Since such warrants iiever
yield certainty, the people who make these choices sometimes
turn out to have been wrong ; occasionally a “wild” scheme later
establishes itself and an established truth is overthrown. But
most of what we think of as scientifiz life would simply
disappear if stich uncertainties led scientists to insist on scientific
proofs for every belief on which they act.

Unfortunately it is impossible to exFuBlt here the kmd of
field-by-field survey that would be requxred to support my
claim that rhetoric is essentlal tc -r:< practiced in all disciplines.

Short of a complete demonstrati~:: of how all learnmg depends

on rhetoric, | must be content w1th the simple reminder of how
much every scientist relies on it. I am i-ot thinking only of
effective populanzatlons of the kind that Lewis Thomas prac-
tices so well I am thmkmg rathcr of the fact tlﬁat whenever any
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extensive verbatlm account of a group of economists debatmg a
colleague s paper. What are their procedures? They consist, for
the most part, of rhetoric-B, occasmnally rising to rhetoric-A.
You may think economists are too easy a mark—after all, nore
of us watching the recent TV series done by Milton Frleaman
had the illusion that what he was practicing; with those shots of
happy workers in Hong Kong sweatshops, was the science of

-onomics: But consider; then, as representatlve of what plays a
.ccessary part in every field, the kind cf thing one finds in
Sctenttﬁc American. That wonderful ]ournal brings a hazy sense
of scientific developments to us laymen, but what is interesting
is that it also provides, as I learn in talkmg to scientific col-
leaguies, many of the beliefs that scientists themselves hold
about scierices other than their own. Not long ago one could
read the following:

The ﬁrst fesi of Einstein's general theory ofgravxtatzon to be made on
objects outside the solar systeni was reported shortly before the 1 th
anniversary of Einstein's birth: The opportunity for such a test pre-
sented itself with the discovery in 1974 of a radio pulsar that is a member
of a binary pair ... PSR1913 +16. Sirice 1974 the signal eritted by
PSR1913 +16 has been closeiy monitored by its codiscoverer. Joseph H.
Taylor of the University of Massuchusetts a: Ambierst, with the
305-nieter radio telescope at Arecibo in Puerto Rico. Ina recent issue of
Nature Taylor - . reportis] the results of some 1000 observations over
four years. With gradual improvement in technique pulse=arrival tine
can row be establisked with an accuracy of about 50 microseconds:”

lee wow' thtle d;d I dream ' Yet 1t must be true: One fhousand

rhetoric:
There follow three paragraphs of éxplanation, at a highly
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general level: In a sto' ~ of happy, easy faith, I go on to the next
item: “How Interferor: Interfeles The conclusxons of that one
I also accept, sort of because the remarkable anhty of the
ammal cells ha> tantahzed biochemists and v1rologlsts ever since
its dlscovery in 1957,” and also because a scientist from The
University of California(!) at Santa Barbara, no less, has re-
ported his work in The Proceedmgs of the National Acadeniy of
Sciences! Rhetoric. Not terribly good warrants here, once I
thmk aBout them Not good enough to san;fy me, especxally lfl

mathematician; say; ¢ or economlst who reads tFll: wi'l t tenta—
twely add thlS lore as I do to’ what science has proved

expertise. Slmply thmk of the last article you read in your own
held one not addressed tot the general pubhc and then ask what
yourself prove or dlspro\e accordmg to Karl Popper s criterion
of falsifiability,® as the model of how scientists think. My guess
is that the figure will run as low as 5 percent. There is absolutely
nothing wrong in. that — except when poor education in the
intélleetnal ﬁrbéédtireé needed for that féﬁiaiaiﬁg 95 percent

pomtmg or brute force, is recognized by all anthropologlcal
schools as a distinctive feature—perhaps the essential feature—
of human cultures. Though what constitutes a good reason, a

J - N . - - N
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genume warrant wrll vary consnderably from eulture to cul-
ture, ! can Be sure in ad\'ance of :tudvmg any new culture that
argument from bad, and they will recognlze a difference be-
tween those who are good at flndrng the right words and those
whose words mislead or destroy. I can be equally sure that any
charnice we have of building understanding among cultures will
depend oni a rhetoric of discovery. What do we share beneath our
surface differences? Let us inquire together, in symbolic ex-
change. There is no other way eiéeﬁf to eliminate differences by
forceful domlnatlon

rhetorlc is a umversally needed and practlced art, if there is any
such thmg as a unlversally needed and practiced art, hurrying
on to the fifth and most implausible of all my claims today. Most
traditional educational systems have sought to study and instill
understanding of some kind of ultimate goud, some supreme
standard against which all of our interests and endeavors can be
measured We today can rely on no such >tandard We know

Becomes Can rhetorrc in any sense fn} a gap that is left when
theology, phllosophy, the idea of scientific progress, faith ii
uitimate political revolutlon and all other gods have failed?
To show how it might do 50 would be a tall order, even if I
had more space. I can only suggest that when we ask the
quiestion, “What warrants for assent are really goud ones?” we
are forced to practice rhetoric-A at the highest possible level —
one that indeed we may want another name for: meta-rhetoric,
perhaps, or rhetorology? We are then asking the kind of
question that the Carnegie essay calls for when it asks us to
think about the “issues of values that we share in common.” We
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both share, and in how these structures might dlffer from the
structures found in nelghbormg d*scnplmes or in the same
discipline a decade before or a decade after. You can see imi-
mediately that there are a lot of rhetorologists around, traveling
under other names. Indeed in most disciplines these days one
finds people who are reopening “settled” questions about what
édnétitutes good warranis f’o"r assentin that discipline—they are

tried to re)ect tellmg a good story as one form ofvahdatlon in
hlstory, analogy as one form of géﬁﬁihé argument in science;
metaphor as meseapable in all ‘f‘qull ¥ the persuaswe force of a

miated and contro]led reliance on emotlonal stlrrmgs
Even ‘more 1mportant than the crmcal rehablhtatlon of

strictly emplrlcal but can be ’ topica] rhetorical If you look
atany statement that purports te ve proof in any discipline,
you find that it relies on “unprovable” assumptions, some-
times stated, often left tacit: assumptions about what makes a
fact in that subject; about the puirpose of inquiry; about the
self-evidency of certain principles and definitions; about the
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i)rof)éf rnétﬁodé 6f fﬁav’iﬁg Béfk énd fortli between “unques-
rhetorologlst is preﬂsely to pursue the comparatwe worth of
dlfferent warrants in dlfferent persuaswe enterprlses and to

ferent or conﬂlctlng d15c1p11nes ,
To the rhetor1c1an—though not to most other people—lt

valldlty of legal argument to do that requlres some kind of
polmcal phllosophy—elther one derlved from an establlshed
dlscovered in symbollc intercourse among those who choose
to thlnk about such matte*s—that is, by rnetorology The

fudged and S0 on: Rﬁetorologlsts cannot prove such mat-
ters either, and they welcome what mlght be called the’ Gode.
bandwagon,”? that new growth industry convincing even the
mathematicians that ultimate, certain proofs are not to. be had.
The thetorologist has aIWays known what popularlzers of
Godel are saying, that “truth” is a larger concept than
“proof,” that there are many truths that are “uncertifiable.”
For rhetorology this has never presented a crisis but simply a
challenge to find new topics, new shared places from which

any given rﬁétorical communlty can move, trustmg to vari-

not certalntles.
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As] reminded you earlier, most philosophies have hoped
to school the vagarles of various rhetorlcs, to rein in the
by discovering some supreme;smgle substance orrrnethod that
all could — or should — adhere to; some metaphysics .or
Fnétaéoiiiétﬁing tﬁat Eould détefﬁiine WEiEE fiféi ﬁfiﬁéiﬁles
There are of course many thlnkers today who Stlll pursue that
kind of hope for a supreme monistic view of all knowledge.
But I don't have to tell you that they move in many different
paths to many different ultimate principles. And as soon as
they offer to take us with them to their heights, as soon as
they attcnipt to meet those of us who do not share a self-
evident vision of some single ordered truth; they perforce
must enter the domains of rhetoric—either the lower forms,
attéanJting to win Eoniieftéj or fﬁétotology attempting to

Thus even those who hold to a falth that someday, somehow a
unified language of all knowledge will be discovered, with a
universally accepted supremie substance or concept to validate
it, are forced to work tiere and now in a pluralistic world of
dlfferences that are nut found )ust on the surface but that run
are only p,robable, not_certain, Of major que,s,t!ons,about
which there seem to be not just two sides but many sides:

In tﬁat world some people beeome skeptlcal and even

equally doubtful all claims to knowledge are spurlous But
the rhetorologist has learned, from practicing the less com-
prehiensive kinds of rhetoric, that to be uncertain is not the
same as to be cognmvely helpless Having learned to use
symbolic exchange to test the “maybes” in everyday affairs,
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the rhetorologlst is not afra,d to use sueh exchange to test the
maybes that we dispute “at the top;” as it were. The faith
required to do 50 is not a blind faith, because it is 9erpetually
rewarded with islands of clarlty that make human life not
only possible but rewarding. It will look like blind {aith only
to those who insist that there is only one kind ~f serious
inquiry — the pursuit of certainty; all the rest is mere
guesswork, mere rhetoric.!©

Clearly I have thrown caution to the winds and
allowed my imperialisim to run riot. My claim is not of course
that those other good thlngs on the Carnegie llSt should be
bepursyed v;gorously. B,ut I do fear that the essay s careful
rhetorology, its search for what we share beneath our differ-
ences of expression; may become quickly corrupted, when it

gets in the hands of currlcnlum commlttees corrupted mto a

tee report is manhandled by the faculty eounerl the final new
plan, to be hailed in The New York Tinies or Time magazine; as
the product of the Carnegie Foundation study, will cut the
elght courses to four one called Freshman Engllsh the resg

almost always is; as too hot to handle 'l we are to foreatall
that mutilation; we must. push ourselves into thinking hard
about what specific priorities we share, and about how to
answer, and about how to train our students to answer,. when
some Ned Snyder pronounces, “Gentlemen, we are already
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the best men's college in the country Why on earth should we
change e

When Matthew Arnold was about tc go to Oxford his
father, Thomas, wrote to the Umver51ty to ask whether Aris-
totle’s Rhetoric was required study there. I could not,” he
said, “consent to send my son to [a] Umver51ty where he
would lose it altogether.” Manv, perhaps most, of our stu-
dents, “lose it altogether,” and 1 rather doubt;that many
parents of your students have threatened to withdraw them
because of the lack. What they may complain about; these
days, is.the failure of tﬁe college to teac}i "the basxcs ObVi—

teaeh the publxc the truth; namely that what they mean when
they cry “back to the basics!” is “Back to rhetoric!”
With such efforts at resounding peroration I dramatize

that my program is c1rcu]ar we must use a corrupted medlum

enced moments whe'r the spiral moved upward when one
party’s effort to listen and speak just a little bit better, pro-
duced a similar 1 response, making it pos<1ble to try a bit harder
—and on up the spiral to moments of genuine understanding.

N O T ES
. McKeon Rlchard The Battle of the Books in Booth Wayne(cd ) Tiu

1967) pp. 188-189.
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. Wa-Cl Eng-En. Mmi\m/ Folk Novel of China, translatnd by Arthur
Wa]ey (New York, Grove Press, 1958). The complcte classic from which
Waley's work is excerpted is now available in English for the first time as
The Journey to the West, translated by Anthony Yu (Chicago; The
University of Chxcago Press, vol. 1,1977; vol. 2, 1978; vol. 3; 1981; vol: 4,

forthcnmlng)

3. Kline; Mnrrl: Mathematics: The Loss of Cvrmmtu (Neww York, Oxford
umvercxty Press, 1980)

4. V\’atson ]amesD 'ﬂu’Doubh?Hehx APvrsmmIAummtnftthmnu(rv
nf the Structure of DNA New York, Atheneum 1968).

5. Johanson, Donald, and Edey, Maitland. Lucy (New Yofl« Simon and
Schuétér 1981}.
6. Polanyx Michael. Personzlenowledgc Toward a Post-Critical Philosophy

(Chicago, The University of Chicago Press, 1958. Harper Torchbook, 1964).
See especially ch. 9, “The Critique of Doubt

7. Saenhpc Anierican, May 1979, Pp. 82, 86 90.

8. Popper, | Kar] R.. The Logic of Scientific Discoverij (London Hutchinson;
1959 Rev. 1968). See especially chs. 4-6.

9. The best account, for the nonmathematician, of the revolation affected
by Gédel’s famous paper of 1931 is offered by Nagel, Ernest, and Newmian,
James R. in Godels Proof (New York; New York University Press, 1958).
Some hint of the uses the proof can be made to serve in popularizations of
science can be seen in the delightful best seller, Douglas R. Hofstadter,

Gadel, Escher Bach An Etemal Golden Bmxd {(New York Basic Books 1979).

10, Iti is not approprlate to my argument to lay down tht principles that I
expect t0 be found by rhetorologists who think together lonig and hard aboit
the grounds of their discourse. But onie thirig is clear from recent probings
in various fields: metaphysical qiiestions that many modernists thought
settled once and for all, settled with firm answers like “God is dead” or

“Values are man-made and theréfore nonrational,” are now reopened. The
ancient “proofs for the existence of God;” for example; had been shown to
carry no rigorous _“scientific force.” Bat they are coming alive again,
sometimes in traditional vocabulary, sometimes in entirely new terms. See,
for example, Iris Murdoch’s The Sovercignty of Good (London, Routledge #
Kegan Paul, 1970).
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CHAPTER THREE

an automobile demgned engineered; and prlced for mass con-
sumption. He also made notable cor xtnbtmons to the “sayings of
great mizn.” “Idon’t like to read bo@ks they mess up my mind”
is one of them Another “I wouldn’t give five cents for all the
art ir. the world.” The one that strikes near the heart of this
wsey-is a brief and uncompromising judgment on hlstory,
~~ted in response to a question posed by a reporter from the
Cricrgo Tribune in 1919. Ford had taken the Tribune to court
over : ~meallegedly libelous Judgmentsofits own. He won the
case, but the trial was an embarrassin ngordeal in which the man’s
igiorance titillated the nation:

Ford dld not help matters when”he saxd to the Trzbmw
reporter: Hlstory is more or less bunk,” but apparently the
drift of national sentimient in the schools and colleges has been
much in Ford’s favor. My purpose, after all thése years, is, if not
to refute the wizard of Dearborn, at least to present a case for a
concern.with the past as an essential element in the learning of
all people:

Heritage and Traditivis 57
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The first time that I was cai]ed upon to represent the claims

opemng lecture in the freshman course in the hrstory of West-
ern cmhzanon known m those sxmple days as hlstory 1 2

the opportumty fell torce, Iassume because, as the most recent
recruit to the department, I might offer the freshest observa-
tions.

~ Whatever may have been sald on that occasion, no record
of 1t remains in my frles I am, therefore unaBle to contrast

Ini any case, now, th1rty years later, we do know that the
comfortable curricular structures and assumptions of an earlier
day no longer support the historian in his effort to justify
attention to the past. The past has not altogether been thrown
away, but somewhere along the line its relevancy came to be
questloned other excitements crowded in_upon it, and the
oppressive demands of the present, of the NOW, took over. We
sense an incompleteness in the college graduate whose sense of
self is umnformed by a sense of the connections that unite
tinuum, and that put into perspective the 1nher1tance and tra-
ditions that shape our daily lives. We who teach history find
ourselves reading student papers and historical essays that lack
respect for specificity and chronology, as if they did not matter,

3 - . s
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as lf the rela*xonshlps that denve from time, sequence and place
and future ,

Lurklng in our uneasiness is, | suspect a yearning for the
return of what w was known in nineteenth- century institutions of
hlgher educanon as the whole man, adesire t to recapture that

educanon Now, theréis nothlng wrong wrth abit of nostalgia in
one’s l1fe but it can be a very troublesome gurde to the future

tragedy as a human condition, nostalg1a is pure rojnance. As
much as we might wish, therefore, that today’s graduate might
go out into the World with those qual1t1e> of character and
StLdy, a few words of caunon are in order -

]n the n1neteenth cenmry the ph1losophers and guard1ans

men. It is actually such alternahves to the generally educated
man and woman that we have in mind when we deplore the
disarray and fragmentatxon that have overtaken the curricilum
in the past 100 years: Our language is less colorful, but we know
that we are haunted by the frar; and sou.etimes the evidence,
that, instead of turning out educated men and women, we may
be casting loose on society generations of barbarians. Before we
are done in by our fears, howaver, let us take a }-ok at tha: whol»
men.

Ir is true that he drd not possess suffrcrent knowledge or

lowed him to be consrdered narrowly expert, or unbalanced. He

cceritage and Traditions 2
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cnuid not be ]udoed By hlS usefulne<s because he did ricet know
enough aboutanything to be useful. And hc was utte:ty lacking
in the resources—the skeptrcrsm respect for the accnaental the

fsxibility, the sense of ambiguity, contradiction, and paradox—
that informed and supported intellectual power. .

The whole man was not ]udged by what he krrew (the old

equlpment of an educated person 25 benefrcrarles of the elective
system that destroyed the old curriculum). But if the whole man
was not 10 be judged by his knowledgc there was no qguestion
about whether he could be judged by his culture and character.
The ultimate test of the educated man, of the whole man, was
not whether he was informed or whether he was brlght, but
whether he was good -

trouble wnh the whole man was that he was so thoroughly
mdoctrmated in the bellef< and spmt of the Puritan tradmon

the *nme--matenal progres< ~d polmcal democracy His behef
in an educated class of staridardbearers of culture, tiste, and
morality, of which he was a representative, rested on the assur-
ances provided him by his Calvinist faith, the authurity of the
classical <urriculum, and access to the professioiis and good
socrety p“ vrded by the baccalaureate degree

entire hlstory of Ameruan higher vducation in order to under-

of! Common Learning

g9



O

ERIC

Aruitoxt provided by Eic:

stand that the local, regional, and national elites fashioned by
the n1neteenth -century colleges anid universities were elites
quite different from those being developed ONn our campuses
today, and light years in distance of purpose and style from the
mass enrollir~nts that now account so much for what a coHege
education is. Nor is it necessai'y to hanker after the return of
that earher ehte, ;w1th all of its weaknesses in order to adm1t
some of its Better qualmes and purposes and transfer them to the
future.

If we cannot reverse hlstory }IOWEV e, surely we can try to
understand why we as a people are where we are today. Looking
back at the century just passed and forward to the decades ahead,
assessing the accelerating chaiges that beset the modern world,
Henry Adams, iri the final pages of his ce!eb—ated Edvcation
came to the urgent conclusion that “thus far, since five or ten
thousand | years, the mind had succesCfully reacted and nothmg

class of which he was a part; to the clients and supports of the old
curriculum. Their minds reacted, but they fail. jump. Their
values were sound 1ndeed they were verv good men; but they

aristocracics :hat were in process of dechne and dlsplaeement
being. shuntd aside by vigorous generations of democratically
recruited and materlahstlcally motivated young men and
wome«n; eager-to prove their usefuiness " society, to soive its
problem -, and lead their _professions in the application of knowl-
edge and power. A meritocracy was in the making.

If in these candlc:ates for a meritocratic elite we recognize
young men and women for whom we would ¢ provide a common

Heritay. wnd Traditions bl
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learning, perhaps also we will be prepared to dlsnngtnsh them
and their predeceqsurs in other ways as well: For, however ready
I may be to fault the whole rnan l()r his shallowness and
lntellecrual Weakness even for l'll‘ \ vlshness I am equally

going. I do not believe that the same is true of the yo:'ng men
and womien who fill our folreges and universities today, who are
being prepared to assume positions ¢ of leadershlp in our society
and, on Henry . Adarm ¢ terms, to meet the challenges of our
time riot by routine rci. :on but with great lcaps of intellectual
and moral 1mag1nat10n

various h& nistic granflcanons in sex, in all th1 ‘ndless run-
ning and jogging that will some day be a source of wonderment
arid bewilderment to historians attemptmg to understand our
culture. But they are essentially in too great a hurry to be on
their way, too impatient to get under their belts the soon-to-be

outdated technical knowledge essential to their material ad-
vancement to have time and interest enough to search out thelr

am 17 Why am I? Where did I come from? Where am I gomg7
To recover the central importarice of these questions for the
curriculum and for the health of society is the great ehallenge
that confronts those who are burdenc ! with responsibility for
the course of srudy l\nowledge power,. unllty-——these are ea51ly

men and women who both nnderstand their own uniquencss
62 Commion Léarning



and comprehend the bonds that unite them, society will indecd
be at the disposal of well-trained barbarians, knowledgeable
technicians lacking the most essential kn’o’wl'edg’é of all.

o ﬂyoung man of my acquaintance startied me
recently with his complaint that his college education was mired
in the past, characterized by 4 nodding recognition of ti:e pres-

ent and a total disregard of the future. His description was so
contrary to my own understanding that I was forced to explore
the reasons that our perceptions were 50 far spart. It is al-
together too easy to blame all of our discssii=r.ts on television,
but I am usually willing to begin there. in - way have I been
educated by a television set; but it h+ “wan 4 very long time
since I have had a student of whom the same might be said. My
guess is that whatever we do in class, whatever we read, what-
ever our purpose, appears to the young to be mired in the past
because it lacks the immediacy, the freshness; the breathlessness
and drama of even the tamest of television programs. A -
dent’s sense of time is not shaped by a grasp of the moving forcee
of change, both slow and sudden, both predictable and tinox-

pected, but by the accumulated instruction in the meaning of
time that bit by bit is imparted by disconnected, unexplained,
superficially organized information that has but a momentary
life of its own. Everything is impermanair:, fleeting.

In contrast, whatever may be happening in class appears

heavy. substantial—in the past, as it were, even th:ough “1othin.
of a historical nature or understanding mey be going on at all:
There is no reason why a program called “Today” should be
about "Yesterday,” but as an instrument for clarifying change,
explaining relationships; developing an understanding of con-
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tinuity and d1<c0nr1nu1ty in E.story it is altogelher subversive.
Television does. not intend .to be subverswe but because, in
Emerson’s words mankind is as lazy as it dares to be, television
isa f)f)werful force for encouraging passivity instead of vitality,
acquiescence instead of questioning, simplicity instead of com-
plexity. It poses as authority in matters about which its Knmv‘-
edge and understanding are at best elementary. It doesn't have
the time for time.

To such influences 1 atmbute some; but certainly not all, of
my young acquaintance’s misperceptions. If he doesn't know

that he was studying the future, whatever else was happening,
some of the responsibility must lie with himself, some with his
instructors; for any elassroom of young people is the future,
and if that very obvious connection remains a secret, then wﬁat
indeed is being studied is a matter of some mystery. . Neither the
past nor the present nor the tuture is delivered to our com-

prehension by itself alonz. Indeed, history — the ihquiry into
what ks gone before—opens the way to the future by enabling
us to understand the past as a “key to the fmderstandmg of the
present.” John Donne’s admonition presses on us: “No man is

an island, entire of 1t§¢ii Fveryman is a piece oi the

Conrment a part of fhe mam In R very same sense, 1o man
is of the present alone, he is neitiic; emancioatd froni the past
nor free of a future that has not . mppf.led 7

Yet, so complicated a view of ma- is p‘*’uuarz\ contrary to
the ethos that has infsimed and shapec . «sm'maﬂ culture. fi1s
p0551ble to argue that hlstory belongs mn - SIRON JuT-
riculum, and in the course of my remarks 1 mtend to suggest
sofie not parncularly orlglnal reasons why indeed it should be,
butat the very beginning it is important to undeérstand that, as a
people, we have oftc. lived, thought, and acted as if the past

were dispensable:
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I doubt if we can overestimate the significance of the
origins and development of this country as a nation of immi-
g'r'a'n'ts’ and the 'r'o’l'e of that 'exp"eri'en'ce in s’h'a'ping, our view of the

to create for themselves new 1dentmes Pamful and dlfflcult as
these experiences may have been, they involved a rejectic~ of
the past, a not always acknowledged insistence that all that
maticred had not yet happened. During his travels in the United
States in the 1830s Alexis de Tocqueville was filled with amaze-
ment by tlie abandon with which Americans thrust upon him
documents, state papers, and other material that belonged in
safekeeping in national or other ‘appropriate archoves: But the
Americans, much to Tocqueville’s astonishment, were literally
throwmg the past away.

Not only did immigrarts throw out their pasts as so much
unwanted baggage, but the impulses to conformity in a demo-
~atie . ociety and the stress on accultiration and assimiiation
tended to ehmmate dlversxty, complexntv and eth*ncnty in favor

or white, man or woman; rich or poor, ‘fhls was the only pastore
was asked to share or understand.

History has also been handicapped as an instrument of
human understanding in the United States because the national
culture has celebrated the importance of individualisim, mobil-
ity, achieving, success— those qualities and exseriences that are
destructive of time and place and that substitute movement for

Heritage and Traditions wh
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stability. In America, it has often seemed, both for the indi-
vidual and society itself; *"at nothing is stationary long enough
to hé'vs a paét' I arn réﬁlnﬂed of the New ‘:’hrlier who, asked by a

Impermanence is onc message that our s Jelf destrucnon of cities
delivers. but another is a contempt for heritage; continuity, and
tradmon

Xoreover, the cult of informiality and the thrust of equal-
itarianism, as appropr1ate and understandable as they may be in
a democratlc society, are hostile to the institutions, practices,
classes, traditions, and forms that support, inforii., and define a
sense of history. On an American college campus, any ching that
happens two years in a row is called a tradition ; almost anything
that happens three years is not likely to happen a fourth:

A pervasive innocence; both attractive and : annoymg, once

held most Americans in its grasp Compounded of an endurmg
falth in God and in nature’s bounty and a 51mple bellef in

might have been learned from it. This, too, is one of the
1ngrealents in shaplng an enV1ronment that puts hlstory out of
culture and in enaBllng the American people to take charge of
their world

Americans 10 believe that God protected them from forelgn
invasion, but what most clearly sustained American indepen-
dence was British foreign policy, the British navy, the | preoccupa-
tion of continental powers with national rivalries, and the then
state of technology History is not a substitute for prayer, but
surely . is a reminder, as one historian has pointed out, that
man should net “count on miracles.”? History introduces a
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tragic sense where the innocent, the unmformed would prefer
riot to be reminded of the ambiguities, incongruities, paradoxes
and complexities that inform our lives. History’s job has been to
remind us that indeed there was a serpent in Eden, but surely
one purpose of the United States has been to deny it.

]_Z;Story i not “more or less bunk.” It is a way of
lookmg at things, a source of understandmg an important
dccess to both self and society. If for many years Americans
could choose 1o deny its. relevance to theT lives or lmpatlently

stlll in wamng, and a wﬁole new set of c1rci1mstances suggest
that there are new imperatives for estaBllshmg history firmly in
the shared experience we call “common learning.” The relent-
less course of equahtarlamsm in the United States has in recent
years; at an accelerating pace; encouraged access to opportuni-
tiés long denied to women, and to great numbers of blacks and
other minorities. The pace and strictizre of urban life and
industrial employmient, in combinatici with the tentativeniss
of identity in an open society, have permeated our lives with
loneliness. Man walks on the moon, satellites provide instant
global communication, the World éﬁriﬁké Africé éﬁd Asia, once
center< of | power and prOmrse in n the ¢ contemporary world

- _,umehow in order to live in the world of dynamic change we
must take possessior. of it, not llterally not physically, but
psychologlcally and phllosophlcally We mmust impose some kind
of intellectual mastery in order to make life manag=able and
comprehensible. As the English historian E. H. Carr has
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pomted out ]ust 1s Europe is not a fact but a hypothesxs that
makes life 1ntelllglble 50 hlstory is not a» 1ccun1ulat19n of
discrete fééts but a search for generahzatmn a testing of
hypotheses an inquiry into the nature of causation in an effort
to make human existence understandable 3 We need to know
how we got where we are in order to know where we are. We
need to know where we are in order to deal effectively with the
divisiveness, aspirations, tensions, and cross currents that are

let loose by the events and movements that challenge and

values And hnally the very equalltarlan style that treats
hlstory as expendable creates eondmox s that make a sense of
Hlstory does not repeat itself, but the admomtlon that he
who does riot understand the past is condémned to repeat its
mistakes constitiites one element in the case that can be made
for historical study as an essential aspect of general learning.
The astuteness with which Franklin Roosevelt and his advisers
studied Woodrow Wilson's failure to enlist American support
for the League of Nations is one reason that the United Nations
was successfully launched wpon a hopeful world in 1945
Historical study, by incorporating the accident; paradox,
mystery, and uncertainty into an understandmg of causation,
encourages a recognmon of both the llmltS and the posslbllmes

energy.
A sense of the tradmons and mhentance that shape our

0 . . R Lo L
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been delivered by the past to the present, necessarily inform the
human intelligence as it takes the measures of the competing
claims of inevitability and human initiative in human affairs.
No one can study the presidential years of Abraham Lincoln
without bemg lmpressed by how greatly he was.both controlled
by events and, in turn; controlled events; and how sensitively
he understood the limits within which he 1 was free to act if he
would hold to his paramount purpose of saving the Union:
meoln was pogsessed of a magmﬁcent sense of hlstory

tﬁatABrahamrLlncolnwas,tth’reat tm,an,cxpatorles,s bychoxce
than by necessity, reluctantly rather than purposefully, may
remove some of the brightness from his halo; but it also
strengthens our knowledge of the priorities, complexities; and
uncertainties W1th Wthh he deait We watch hlm actmg in
learn something of the limits and the opportunities that shape
our irdividual prospects..

- If hlstory is one of the mgredlents that provide a kmd of
socxal glue, an adhesiveness that helps to keep us from flying
apart into a mass of uncontrolled individual atonis, it is also the
stuff that mforms asense of sclf tﬁat clanﬁes ourown partlcular
that under’ vri tes individual ldennty And while the admonmon

“Krow thyself,” may at first agpear to be self-centered; even
narcissistic, hostile to social need and - rurpose; a bnef moment
of consideration will suggest thatindi.  als securéin their own
identities area necessary support for a society secure in its own.
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10 say all thlS however‘ is not to say what must be
in an educatlonal expenence that falls under the rubrlc Com—
po:.sxble to reach agreement on which key events, outql.undmg
individuals, d./namic ideas. pervasive values; which achieve-
ﬁiﬁité ()f thé péét iridééd which disasters ifvhi'ch nddles whuh

the circumstances of not much more than a hundred years ago
when President Eliot approached Henry Adams with a request
that he join the Harvard faculty to teach history. As Adams tells

"The two full Professors of History . . . could not cover the
ground. Between Gurney's classical courses and Torrey’s mod-
ern ones, lay a gap of a thousand years, which Adams was
expected to fill. ”# Imagine! A three-man department to teach all
the history there was. I.do not exaggerate the confidence nor the
naiveté of that earlierday. Listen to Lord Acton, preparing the
prospectus for the multi- volnme Cambrzdge Modern History of
which he was to be the editor: ”: : : Now that all information is
within reach, and every problem has become capable of solu-
tion.”5 It is tempting to wish ourselves back in those self-
confident times, but the temptation must be avoided. They were
more certain, but we are wiser. We know that we must make
choices, be selective, guard against our biases and assumptions,
uﬁléééh and yet| be e wary of Uu't imaginations and irituitidris, and
clanfz and comprehend our universe:

That is a large order. Fortunately expertence, hlstory in-
deed, can give us some guidance in such matters, for there have
been three notable models for incorporating hlstor} intc a
program in general learnmg The first, developed at Columkia
after World War I and echoed at Harvard after World Wz ; 11,
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used history as an instrument for imparting right values. At
COlumbia one purpose was thé aé’culturati'orx 'of an increasinglj'i

understavld" ftlie past At Harvard amore general concern
overthe <.+ slogical thrust of American society.and fear of an
impre;, . 1d madequately trained demmracy led to the pre-

.enntron of l'nstory as a social bondrng agent. The Columbia-
Harvard model, as Professor David Potts has pornted otit, used
different materiale — Columibia, its Western Civilization
course; Harvard a cluster of hlstory-domrnated electives — to

essentlally more cerebral, less concerned wrth value formatron
than with modes of thought and inquiry that inform the
development of what might be defined as an intellectual style In
this model, history joins the social scierices in providing perspec-
tives in comparative culture, insights into the role of institutions
in human behavior, and similar experiences in the application of
reason to encuring human questions and problems.

The third model is in the process of development at

ldarvard under tﬁe leadersFrp of Dean _Henry Rosovsky For

understandlng by the | press Harvard s deﬁmtron of . -tory as
one of five major approaches to l(nowledge gives hrstory a
]Lstrflcatlon be\ ‘ond the concern with values or social science
that shaped t:- - ¢ ‘lier models. Inth - -at Harvard model,
values and the mkage w1th socrl s~ arz not necessarrl\'
propose with its hrstory requrrement to graduate erther better
men and women or brighter men and women, but it does expect
to prepare a generation of graduates who can read a newspaper
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vith greater understanding and with a g,rmtcr sense of the
complexity of the events that have shaped man’s S past.

At a session of the American Historical Association’s
'arinual ‘meetings in San Francisco in 1978 a group of historians
1ddre< cd tﬁe que<tmn ’Is Hisi'ory an css’vntia] 'p;z'rtjof pro-

ments, but he also suggeqted that ”the phg,ht of hlstory as an
academic discipline” might now direct practitioners of history to
a serious consideration of the relationships of history, the likeral
arts, and higher education at a time when ail thice are be-
leaguered. Furthermore, he suggested that there exists an
oppearity to link Harvard's use of history as an approach to
knowledge with the concern of earlier models with values and
r*monal social : science: Because the historical method is both
more and less than scxcnt.ﬁc possessmg a pmnt of view, neces-

mvstery of what it méans to be human lt, in the words of
Doiiglas Sloan of Colurtibia, reconnizes the emotions, the will,
and intuition, bringing togethe  ‘scientific insight, artistic
insight, and moral  sight.”® Tn ¢ffeer as Professor Potts ably
argued, “history 1- - “i-suitec . a discipline to help restore .
[a] balanced Huﬁiﬁn - perspective through programs of gen-
eral edumtmn

How that almccd pcrspcctlvc 15 to bc rulmmcd 15 bcynnd

our 1mmc‘dm xcsponslblhty but it is ()bvmm that tﬁc {lbk

and that in the absem cof any &,rmt sense of urgency among thc‘
professors it will require extraordinary, exhausting, courageous
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1?3‘,1??5,}"1:’ from auademu a"diﬁin’iétratorc I d'o’ not doubt thai a

one way or only a half dozen ways to rcsouahzc and rnhum anize
the American LO“G‘SC‘ graduate In recognizing .z ailment;
however, surely we are well on our way todiscove: nq . necures.

NOTES
1. Samuels; Ernest (Ed:) The Ediication ot Henry Adams (Boston, Hough-
ton Mifflin, 1974) p: 498

As qumcd n (mr Edward Hallew. What iz History? (Now York, Altred
. Knopf, 1962) p

o b

Ibid., p. 76.
The Editcation of Henry Adams, p: 300

5. As guoted in Carr. What is History? p. 3.
6. Sloan, D()u;_,lm “On the Possibilitics of Newiess,” Teachers College
Record, vol. 79 (February 1978), pp. 329-338.

7. Potis, David B. “Is History an Essenual Part of ng,nms for General
Education? Answers Past and Present,” pp. 3-4. Xerox copy of a paper
delivered at the annual mecting of the American Historice] Association; San
Francisco, December 28; 1978.
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CHAPTER FOUR

L ucﬁ ot tﬁe rﬁetone used by adv-icates of imore
general education for citizens is echoed by ~roponents of an
education de51gned to produce generail informied managers in

our business organiz-ticns. Indeed, a recent prize-winning
essay in the Harvard 1" siness s Review placed much of the re-
spon51brllty for Amer.a’s decayiiig productivicy on tEe many

narrowly traified experts ser 7ing as corporate chief executives.
If thé need for generalist perspeenves is as vwdespread and
serious as that indictment suggests we mrght well wonder why
those who advance the case for less speetahzed prepasation of
citizens, and, pa rnmlarly, of business managers, fail so signally

to have impact.

 Assignifice the answer lles in the reward: ‘ems
msntut ionalize. ' American society and in our ni-
zations: To an asi. ng degree they all reward narr ,e:' ~r

toward spec1all7anon starts the entry level Qandldates are
selected more fu1 special sk. s than for general capacity. The

MBA degree is currently highly desrred by students as well as
employers; specialized MBAs are sought as if the ordinary

~1
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MBA were not already sp:  'ize d enougﬁ Performame meas-
ures for employees are p_..nanly chort term, faygr g those
sary reference ti He fate of the whole org’mzanon

In most organizations, much of the real power is held by

functlons rafﬁer *han 1ndlv1dualq and most furmal pro" oHen
zation, the reason is umple whv train people for work about
which they lack know]edge when already trained people exist?
After all, every corporate ‘investment” needs to generate an
appropriate “return.’ Such is the message of human capital
theory. The consequencé is t = iwhen crganizations look for
truly general managers, there are none to be found: The nearest
equivaler.t, it appears, is an exccutive acquired from another
organization.

_Similar p pressures for Speqah,,anon are found in the eJab
oration of the idea of the professional, a description once re-
served for those engaged inavery few specral fields—medicine,
law, architecture—and 1 now used by nearly e everyone The word
has now become little more than a label that conveys 4 sense of
status and privilege t any sort of work and : ‘any sort of worker.
Eve: sithin the professions, further specialization counts sig-
nificantl; Medical vpecialists earn more than generali ts. In
fact; untl. _ceepsly, §-112ra,1sts Were riot even acc;pted as associ-
ates for.anv Fowrtai i2 .. City of Boston, which, by most

-.~ndards, is the preinier medical science and training center in
hée world o

These tendericies to . ec 1}1;&7 become stlll greater when, as
now, the ec: onomy is wozk. All the advantages in job markets,
boti nutsidc and inside organizations, accrue to specialists and

“protfessionals.” Anyone unfortunate enough to be a generalist

1rouraged to retrain. For sxarple. Ph.L.s in comparative

Cormmon fearning



O

ERIC

Aruitoxt provided by Eic:

literature or language are rerurmng to qcﬁool for MBAS Ac-
tuslly siice the value of a college or r liberal arts education is also
dropping as it becomes less dlstmgmshmg and probably, less
substantive as well, it is not even possible to gain nonspecialist
advanced degrees: What study is available for one who wants a
doctorate in broad knowledge and perspective, and aii increased
capacity to recognize patterns and useful links among disparatc
areas? If we really want to promote the idea uf “general”
education, we need to make real opportunities and remrfolcnrng
reward- available Rhetoric must br matched by irstitutiona
and organizational realides.

Despite the absence of mechanisms encouraging common
learning across felds the necd tor them is as great as ever —
perhaps greater yet. To understand and manage contemporaiy
organizations or soc1er1es whosc 1astitutions are largely rooted
in such organizations; one must be able to see beyond individu-
als or dlscrete acts.

:*.'u:\“. R .3‘;, = these aSSumpnons.

i. i 1g0.+ itions and individuals can operate as closed systems, con-
trolling wisatever is needed for their operaticr.. They can be under-
stood on their ow - terms, according to their internal dynamics,
vithout much reference to factors in their environment, their [ocation
ina l'a"rg'cr social structure, or tiseir links to other organizations cr
individu-"'

2. Such somlactors whether collecmeormdwndual have rela*ively
free choice; limit. 1 ualy by their own abilities: But since thereis . =0
consensus about how and toward what vnds sociai actors should
operate, there is clarity and singularity of rurpose. _

3. Theindividual is the ultimate unitand th - nimate actor. Problems

Hteatporary OrganiZulions /7
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in social life therefore stem from 1nd1v1dua1 charactensncs G three
kinds: failures of will, or .. .adequate motivation; incompetence, or
differences in talent; 2nid greed, or the willful pursuit of self-interest.
There is little need to0 look beyond individual characteristics, abilities,
Of Miotives to understand w hy the coordinated social activities we call
iris.:tutional patterns do not always produce  icial goods
4. lefere'mano 3 nf the activitie )f sodal actors is not only posﬂble
dialization is desxrable both for mdmduaxs and organizations, and
nelther shoU‘i be asked to go beyond thelr pnmary purposes. (Thus
and forget about social respon51b11mes) As a corollary it is not
*ry for specialized individuals or organizations to know much
the acts-of others in diierent areas. Coordination i5 itself a
specialty, and the coordinators (whether they be markets, managers,
or integrating disciplinies) will ensure that activities fit together in a

coherert and beneficial way.

Of course, many of these assumptions have been under revision
individual actor writ ldrge once mformed .nuch legal thought
but recently, there has been ircreasing acknowledgement that
such social organizations a~e too complex to make the aunalogy to
an 1nd1v1dual appropnate Begmmng in the 19605 the arademlc

and ,omen'n'i'es shaped by turbulen and uncertain environ-
ments. Tracing sociai problems back to individual characteristics
has éiﬁii’éﬁy been éhallenged and neirher ”blame the vi'c*im”
nentr mﬂAmﬁenrcan soaalr rthoughtﬁ over the rlfasrt fewj-ecades 2
previously. Consensus about the proper conduct of social i 1ors
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undermmed by events. It is no longer possible to talk about the
Amherican famlly or the American community, for example, as
though there were ‘only one type rather than a .iverse and
pluralistic group. In today’s view, orgamzatlonal goals are not
“natural” and “given” but the result of an organization’s “domi-
nant coalmon formed by a bargaining process that favors some
interests over others.

Voluntaristic models themselves arise under certain pre—

dlctable soaal qrcumstances These 51tuat1cms mclude economic

Verit success. They include circumstances in which one’s own
social group is dominant over forces in the environment, and is
able to control its activities by predicting and therefore master-
ing all of the elements needed to operate. Furthermore, in such
times, opposing forces or groups are unorganized, una,cpyated
or quiesceniz. The environment is stable rather than turbult nit,

permiiting the illusion that differences in the effecnveness of
individuals or crganizations is based largely on the quality of
their own decisions. This is an illusion becau-e ander these
qrcumstances 1t is dlfflcult to see tﬁe condmons in the Anviron-

and SO ta‘mn for granted that they retreat into the backg‘ound
Consensus appears natural because clear challenging groups
rave not a ~sen:

Most of these condmons no longer apply to Amerlcan
snc'cty Desplte perlodlc longings for the establish:nent ~* ~“m-
ple and bounded “perfect communities,” thrat coule w2
sel#¢ off f-om the outside and operate cc.  aally but me-
chanically, .smericans must reconcile then nelves toa world that

is contradictory a::d puzzling rather than oxderly and con-

Contemporary Organizations 7Y



O

ERIC

Aruitoxt provided by Eic:

trolled. No single social group or set of organizations domi-
nates, and America no longer controls those who supply the
resources it needs to carry out its activities. [ ven the hest leader

may not be able to control an organization, or accon-lish all of
its objectives, in a turbulent environment in which the organi-
zation’s success may depend less on its owin decisions than on
decisions made elsewhere and by others.

Kr.owledge of resource limits and a .»eemmgly unmanage-
able ec'momy have however Brought back another lund of
sponse to sucl: circumstances. Groups at the top of the h1erarch3
favor individualism as a way to consolidate their positions and
reduce competition. If individuals aré assumed to get wh! they
deserve, indi vendently from larger p"xtte. nsand larger forces i
social hfe then those at the top can i ;i what they have

Itis douBtﬁJl however, that this kind of sel{-interest-based
mchvxduahsm can prevail against the increasiry awa.eiess of
institutional and organiz:: qal 1nt~rdependence in a complex
and turbulent world: I miny companies; corporate leaders
increasingly 1 recognize the need to move beyond th~ assumption

that success is due to 1nd1v1dual deal—lnal(mg and tC“ ara the

'nental context.
- To aemonstrate the need to focus on, and learn about, the
mterconnectmnc between areas of knowledge that beai .. - ocial

mstxrutlom loo,< attwo phenomena that challenge 1nd1v1duah<—
organizational hfe—t‘te shaping of see'nmgly mdn.aual acts bv
locatiori of mdnlduals in that pattern; and second, the
rec.:!..rance of institutior.s — the inability to guarantee that
organizations do just what they are designed 10 do, or that they

will change when asked.
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10 say that individual acts are shaped or ¢ 'm'e rried

by locz tion ‘na social structure is not to deny the actlve = of

human beings in constructing or shaping their resporic o
circunistances. However, it does indicate that peoylz are lir
bv their tools; they respond not to an endless array of po::
ties but I qther to the choices at hand In essence, thls perspca t
based problems cannot be understood apart from social circuni-
stanices and the inserconnections between different parts of the
system.
. For example fémi‘y llfe is supposedly the bastion of indi-
u:ahsm since it is the individual’ retreat from public life. Yet;
as many recent authors have pomted out, family life is sbaped
and patterned by its connectlons to rhe economic system Thn

nost obwous and important ways these systems ‘nteract. Far"

ily cvents and routines ure usually built around work rhythms;
and much of the tirmi:'g of vverits in the society ~s 5 whole is
predicated on assumptions about t'.e hours, day., and months
people Are MOSt ukely to be workmg or ot ,vorkmg — the
allocation of their energy across time and social space. The
incume generated by membershlp in economic organizations
not only determines life-style and consumption level in iather
prcdxctable ways, but also helps to determine the relative re-

sources over whnch each [amlly member har mmal cOntrol

ahlpS that individuals in those families have in other orgam—

Contemporary Orgamzations s



zations and the resources they can bring into thelr families.
Furthermore roles in these extra-faiily organizations, and
especxally In economic organizatic:is, provide a culture or a
world view that affects the decisions penple make in their

families. Marriage trends; child reari. ag prictices, and family
va lues ah vary across famlhes w1th m: mhera occupanonal and

iors and motivations. People in situations thh great opporti -
My for future progress exhibit parterns very different from
thosz in low- -opportunity situations: they have hlgher aspira-
tions, greater self-confidence «nd self-esteem, greater attach-
ment to W - %, lower rates ofturnover and dlsengagement more
task- or1ented relanonshlps an active sense that they are in
charge of events rather than controlled by them, a disposition to

prepare for the future more consistently, and a positive feeling
about their ability. Location in positions of advan‘sge — po-
sitions with mobility prospects, jobs that can be enlarged, and
chances for g greater futurc gains—or disadvantage, seems to be a
more potent explanation for the lesser economic success of
women or members of minority groups than individual charac:
teristics. To the extent that selecnon and trackmg systems exist

preparing people for jobs, the patterned assrgnment of women
and minorities to low-opportumty situations «c2termines much
of the resultmg behavror and motlvaaon

reanalyzed in slmllar ways. For example, certain weH known
bureaucratic pathologies, such as leacership styles characterized
by control, overly close s supervision, rules mindednéss, and

O . [ - -
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ations rather than individual characteristics. Relanve power or
powerlessness is the issue. When people lack the resources
needed to do their job, and when their outward influence is
limited théy féé] deéflééé and féﬁd fé ﬁifﬁ fb téﬁffbl dVéi

on their own and other’s actions by the de51gn of organizations
and by institutional 1nterdependenc1es This learning also en-
courages empathy—lf I were located where you are, I might
feel the saime way. It encourages attention to the underlying
sources of problem behavior, rather than to punishment of the
individual. It encourages humility: the knowledge that benefi.
cial circumstances and not just individual superiority may

responsible for success:. And, paradoxically, it is also freein,

Recognmon of the soaally patterned nature of conduct permit.

thie. person to step asxde review hlS or her acnons, and by

to remove constraints or add options to encourage constructive
behavior. But change leads to another topic.

]ndl 1dual;stlc thmkmg often attnbutes the recala-
trance of institutions—their failings, theirill effects, their lack
of responsiveness to changing circumstances or demands — to
the motives or iricomnetences of individuals. But much of this
recalcitrance comes from the paradoxical nature of organi-
zations themselves. They do not do what they are designed to

Contemporary Organizations 83
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do theydonotprovxdebeneﬁtswrthoutmcurrmgcosts t}ieydo
are dlfﬁcult to change. Interventlons in mstltutlonai life thern-
s-lves create unantivipated consequences. Of course many or-
ganizations run smoothly, carry out their purposes effectively,
and provide a surplus of benefits over costs. But it is importarit
to know how successful orgarizations differ from those that fail,

to know * v the plans of certain organizations do not o'ways
work out  xpected, or why 6rgéﬁiiétiéﬁé cannot shift course
easily.

C planations is that orgamzatrons have mu'tlple
and ~contlict ~g goals. Official goals and operative goals are

ver  ditic . b n associations formed for very limited pur-
pos - may wke a other purposes as they acquire members.
There s guarantee of 1dent1ty of interest among the
groups with a stake in an organization's operation. It is even
difficult to know when an organization has accor.pii~kcd the
purpose for whlch it was desxgned because it may huve so many

The fact that orgamzatzons cannot be ratloh. : desigried

bureauclacy and its dlscontenh h,r years after Max Weber E
mode] of bureaucracy was translated into English, critics
argued tbat Euman nature made it 1mpossxble ever to attain
very success of bureaucratic mechqmsms that leads to many of
the phenome i that undermine bureaucracy.

Foi <ample, bureaucracy is based on delegation and
differer  ion. But the more extensxvely an organization
diffcientiates, the mere likely tensions will arise between
subgroups pursuing their limited ends rather thanthe g b()axs of

the whole — a phenomenon called “suboptimization.” Bu-
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reau.racy also requires specialization, but the more the orga-
nization develops and relies on specialists, the more likely itis
10 create what Veblen called “trained incapacitv.” the inability
for specialists to manage any task outside. of their own do-
main: The better they get at their specrxlfzvd abxlm' then
perhaps the ' sss their Jblhty to learn anything else requiring a
ditferent Jtyle of thcmght Further, bureaucracy is based on
calculable ru'es that s pecxfy in advance the elements that
enter into performiance. To the extent that peopl~ rely on the
rules in lieu of judgment, they are likely to suffer rigidity in
the face of change. Yet change is necessary, since not ail
situations can be speciited in advance. Impersonal and
measurable performance criteria; another characteristic of
bureaucratic organizations; tend to produce another unin-
tended consequence: parficipants can gear their performance
to only the minimal acceptable standard, subverting the for-
mal objectives.

Other elvments of bureaucratic organizations have the
same paradosical results. First, clear lines of authority can
result in ai: andicatiua of responsibility at iower levels. Sec-
ond, graded! - reers in distinet hierarchies can leed to nigidity
in the deployvi.ent of people. Third, segmental participatior:
C()nﬂlCtb thh thc Humawtendcncv to bea \Holc‘person and
than the role re=o

’)xgamzqh .. ﬂect agreements on the part of many
different peoplt with many different aims and purposes, and

vften from mai:, o7 ent socn! wa.iids, to cooperate for the
purpose of attaxm,.;; . vwgsepoi i shared objective. The
manifest difﬁculty s "',tin%, crtLt narrow boundarw
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surprxse us. Indeed, it is somuxﬁat surprising that there
should be any uoordmated cooperative effort in «<:gani-
zations, and among . “anizations ina s iety, eespecially in >
pluralistic societv 1arked by an emph < on n.dmduahsm
What is remarkable is riot whether the thing is done + ¢ll, but
whether it is dor. ..+ all.

There are r..imerous examples of the extent to which
attempts to control behaviorin orgjamzatlons or the behavior
of organizations, leads to unintended; if not negative, conse-
quences. To produce quality education; reading tes* scores of
schools across school systems are compared. All activity in

th. classroom is then geared toward i improving :est scores;

and the children learn no other subjects. In an attempt to
reward pelice officers falrly and promote them on the basis of
productlwty, quantitative measurements of performance,

such as the number of arrests. are imposed. Suddenly ~est
rates go up with no change in criminal behavior. O e,
the substitution of a single purpose or measure for the i ger
values or purposes of the organization is rather Béﬁigh com-
pared to some other uniatended consequences, such as pollu-
tion, poor employee health or changed famxly patterns In

mto the llves (,f those in other institutions. For example
order to help children v.ho were not in a stable family, aid to
dependent cuiidren was made contingent - the single status
of narents: As it turned out, this created a disincentive to
ma:: V..

Chrnstopher Stone; lawyer and author of Where the Law
Ends, ! in his examination of the lack of impact.of most iegez1
sanctions against corporations in shapmg socially responsibic
bet.avior, makes clear that the recalcitrance of organizations is

Y6 .
56 Common Learhning

0
(WA




O

ERIC

Aruitoxt provided by Eic:

not a matter of individual will or motivation. It cannot be
iésolVéd b'kv‘ ifﬁﬁééiﬁg stiffer fines or b'v introducing ethi‘é

plex orgamzatlons sanctions based on mdnvxduahsm as-
sumptions will not work. Executives wou]d prefer not to go to
jail, but applvmg such individual sanctions requires that it be
possxble to smgle out accountable 1nd1v1duals

tions: Flrst md)vxdu_ Is are Llspensqble in large scale organi-
zations; an orgamzatxon can usuallv replace executives more

operatmg on condt:rt, \;ther forc ces stem from career pressu res

and reward structures. Assigning the responsibiiity for ap-
propriate action to mdlvnduals even at the top; ignores.orga-
nizational communication processcs that often screen the top
from knowledge or information of operat.ons at lower levels:

However, lower level individuals often are not worth suing or
punisking. Most important, problems often are caused not by
acts .of individuals, but by the cumulative and interactive
results of many different acts or functions, cach of which
mrmbutes only a pxece of tEe problem

vidual, hnldmg over it the thr;atoflater sanct.ons but rathe

to understand and intervene dlrectly in the dec.sxon processes
of the nrganization in its - mgoing operations. Insuring that
organizations conform to socictal purposec requires that the
desired perspecnves are implanted in ("¢ core decision proc-
esses of the organization. It requires becoming invalved with
the formulation of the patterns themselves, rather than hold-
ing accountable individual = hose acts have largely been

shaped by those patterns: The web of activities comprising

o)
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institutions — their social structures— are beyond -ither the
view or the grasp of any individual.

Thc dlfﬁculty of guaranteemg that orgamzatlons do only
of the numerous overt or hldacn ins: 1rut10nal patterns that
permit varticular forms of orgamzed cooperative activity:
Social scientists are currentlv debating the extent of the ar-
tlculatlon among al] of tne institutions of a socxery But

mtegrated social system,-the abxluy of orgamzanons to opei-
ate in particular ways. depends on a variety of seemmgl"
Jnrclated decisions made in other institutions that determine
the forms of behavior that are ‘appropriate. -

Some have argued that, in our society, famili=s; scﬁools,

and mher related mstlturlom are des gned to meet the needs

kinds of behawor from thelr members. Hlstory and culture,
as carried by those inistitutions that socialize the young, affect
the shape of economic and political organlzatlons We sve this
bynotmg the unique configurations in Japanese companies as
compared to American ones — the stress cn loyalty, team-
work;, commitment to the company ratﬁer than to 2 job;
w1despread ‘lifetime” employment acceptance of autﬂorlty
also see it in the historical forces that he;ped shape the pre-
mier American corpcrations as social institutions. In the
formative vears of the large industrial corporation, 1890-
1910 tﬁe labor pool 1ncluded a large proportlon of relatlvely

88 Commaon Learning
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labor conflict were both extensive. Jobs and job hierarchics
were designed with these conditions in sight, thus giving ris¢
to the fragmentation and simplification of tasks and iong,
graded job ladders. Somie analysts have argued, however, that
schools soon took on the role of industrial trainers; more
universal public education filled the needs of employers for
work-habituated employees. Indeed, in a study of a nursery
school in Ann Arbor, Michigan, I once noted that the school
was fraining three- and four-year-olds to be comfortable in

bureaucratic organizations; dubbing the product the “organi-
zation chiid.” S

_ Thus, some of the seeming recalcitrance of organizations
comes from the numerous other social institutions with
which they are intertwined. They are bound by decisions,
sometinmes coordinated and coherent; sometimes idiosyncra-
tic and scartered, made in many other places. They are simi-

larly bound by their own histories, Once an organizational
pattern is established, it is difficult to change. Again; the
explanations lie not so much in human nature as in the nature
of organized social life. Individuals are not naturclly conser-
vative, although people do prefer the known to the unkriown.
But social life forces an interest in stable patterns. Coopera-
tive activity itsc.f is not possible unless people can count on
the stability uf structures and béhéViQi‘él patterns: Indeed, we
rely extensively on such patterns without even being aware of
it. These unquestioned expectations permit us to function
without renegotiating every bit of activity that takes place;
and it is only because others can be expected to fully honor
these commitments that a complex society can do its work.
_ Change therefore tequires, as a first step, the unraveling
of a network of expactations. Only then is it possible to learn
new patterns that form around the particular activity in
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q”u”éstio'n Even though in a certain sense, change is t. l*i'q”u’i't-
ous in our society, it is also strongly resisted because it
disrupts patterns and expectanons and because some people
who benefit from the status quo may lose grou;nd”urnd(’
differ’ent cohditiohs Ari orgaﬁiiéiioﬁ's ﬁisfofy can Bé sééii iii

7 My own. currert studies of transformatlons in Amerlcan
corporatlons show how understandabl: it 1s that the most “pro-
gressive” companies often_are also the newest and thus least
bound by their own histories (w1th the exception of a few that
designed themselves to be progressive and innovative from the
beginning}. Change in older, established industrics is so difficult
that it may take decades to accomplish. (Of course, change or
institutional recalcitrance also can derive from individual greed
— motivation based on current benefits— or fron: the obvious
difference in how constituent groups view the desirability of
change:)

The last paradomcal Charactensnc of orgamzatlons is that
solutions themselves give rise to new problems. Benefits do not
come w1thout cost, and those elements or interests that are
suppressed in the service of meenng one. hmlted purpose w111
human interests too stnngently Failure to solve problems does
mean dropping out of the game, but successes themselves gen-
erate upslde risks. For example, companies that do well face
the very difficult proBlems of managing growth They have to
add and train people quickly w1thout losmg thelr L)herence
honor the commitments that thelr growth entails. And “suc-
cess” may even undermine the atmosphere of challenge and
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sacrifice that helped an organization develop and grow. Utopian
communities often lose the devetion of their members a3 they
become affluent because initial commitment was based, in part,

on shared struggle and the coliective excitement it brings.

.]t is possible to manage organizations effectively, but
this requires balance: for example, balance betweer enough
stable patterns to function and adequate flexibility in the face of
change. One necessary ingredient of the leadership of America’s
"society of organizations” is enlightenment— coriscious aware-

ness of the paradoxical and patterned nature of organizational
life, the interconncctedness of decisions at many levels and
among many organizations and institutions: It means seeing
beyond individualism, in 2 number of senses: seeing beyond
individual metives and into the difficulties arid complexities of

cooperative activity, and seeing beyond the proximate causes cf
individual decisions into the web of institutionaj relations that
make such individual decisions seem the only reasonable out-
come. T

- To survive in our complex world society, and to steer an
intelligent course via organizations established to serve human
ends; requires “common learning” —the ability to see patterns,

the ability to understand interconnections and interdependen-
cies, the ability to place individual acts ini context, and the ability
to tolerate the ire of
cvoperative activity and our vulnerability in the face of that
fragility. -
- One simple answer to the question of “Why encourage
broad learning in the social sciences?” is found in Murphy’s

ultimately uncontrollable and fragile nature 0

Contemporary Organizations 9



Law Thmgs niver work as planmd The more variables that we
can take into account, then the more can a larbcr number of
problemq be understood, and, ultimately, the niore activities can
be dcmgned to work, at least approx1mately the way the desxgn-

ers of those activities
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NOTE

1. Stone, Christopher. Where the Law Inds: Social Control of Corporate
Behavior (New York; Harper iz Row, 1970).
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CHAPTER EIVE

ﬂthough science depends upon surprise, only

succeeas when it achieves surprise, and lives off surprise, there
is something intolerable to the scientists themselves about
sustamed endur'ng surprlse It is neceqsary to explam the

to titne into long peals of laughter at rhe oddlty of the thmgs
they catch ghmpses of in nature. The blologlsts are so fre-

laboratones that they should be laughlng and crying at the same

tlme over thelr mstruments But it is not 50. Out come the
cleansed of amblgu'ty as language can Be as lean and sparmg as
strmgs of words can be made never hlritlrig at surprlse always
alternative second- best-——exp‘anatlons of the facts, as though
the fmdmgs had been the most natural and expected of things:
The new facts can usually be made to fit witli at Iéast some of the
facts at hand, and are. Order in the universe at large is
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preqerved along with order at the ininermost, henthle depths of
living cells and the infinitely small working parts of the atom,
no matter how many fu'mly embedded ideas aboiit how the
place works are destroyed by the new bits of information
Brought in b-ﬁ scierice. It is a coherent world- we know tliié in
beyond our comprehenswn,- It fits and holds tos!e,ther, thls, is the
central dogma, and every new scientific observation contributes
sooner or later to_the stability and lmperturbaBIllty of this
underlying truth. The ways in which it works; the details; are
always a surprise but only transzently at bottom is the solid idea
of order and coordination; taken for granted assumed

There are two ways to learn about science. One the
method used in most of the courses taught in college is to look
at the entire structure as it stands today, all fitted nieatly together
fact by fact, detail by detail; learn all of the participants by name
and number see how. they flt together and your mmd is home

rug, the almost tldy but strll 1ntr1n51cally and unﬁxably untzdz—
able parts, the unstable, soon-to-be- replaced aspects: In short,
the areas of ignorance and the places to station oneself in
anticipation of revolution and revelation, the best seats for the
parade on its way ub the avenue with the band playmg not
Sousa but the Art of Fugue, one surprise after another.
Scxentlsts llke to teach the facts as they flrmly stand
make up only a smattering, even mo,r,e,from,problems contain-
ing conflicting facts, ambiguities and paradoxes. They have a
deep fear of confusing their students, and a latent fear.of
confusing themselves: Because the body of scientific knowledge
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is, by the very nature of the enterprise, made up of great masses
of reductionist detail, and the masses of detail tend to double
every few years, the teachers of science feel it a hard enough task
to present what they can of the detail withont having to cope at
the same time with speculative aspects of the fiela. =~

Itis at least partly because of this that some of the brightest

and most talented of siudents are turned away from a deep
interest in science in their undergraduate college years: They
are :nisled by their classrocm experiences into the view that

science is nothing but a massive aggregation of small detaiis,
none of them especially interesting in themselves. Worse, they
gaiit the impression that almost everything that can be learried
is already known; there are satisfactory explanations at harid for
almost all phenomena in nature ; all that is needed is to surround
and digest all the facts and soon, with a few odd details and
anomalieshere and there waiting t be tidied up; the task of
science will be completed. There are better things to do with a
life than to enter a line of work so near its own completion;, and
50 the students look elsewhere, except for the minority who are

able to perceive the real profundity of human ignorance about
nature, and the majority of premedical students who diligently
and aggressively study science not for its own sake, not at all for
the fun of it, but as a necessary and painful rite of passage on the
way to becoming doctors. S

- - Indeed, the premiedical students are themselves a large part
of the difficulty in the teaching of science: They believe — and

because of -their great numbers the college faculties tend to
concur — that there is a special and specific bedy of scientific
knowledge in biology, chemistry, and physics which they must

master if they are to be eligible for medical schiol admission,
and the curriculum is automarically altered and doctored to meet
this need. There are separate, segregated courses in physicsar '
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chemistry un many campuses that are labelled in the catalogue
as ”p'rem'e'di'cal " and all sorts 6f 6Hefiﬁgs in biblégieél science
to med1cme It is no Fun bemg a premedlcal student these days
because of thei intensity of the competition. The students believe
with ]ustxﬂcatlon that they can only become acceptable by
achlevmg straight A’s in as many science courses as possible,

and; as a corollary, by avoiding any nonscience courses in which
there is a risk of not being graded A. They know, from their own
reliable sources of gossip, that the medical school admissions
committees will place their application folders in different stacks
deﬁehding on their numerical clésé standing; 2 éﬁd they are 6H
freshman year. Indeed most of them began the combat toward
medical school in high school, some even in grammar school,

and they live in the belief that if they fail to get the topmost
grades their lives will be destroyed. It is hard to teach science,

harder still to learn about science, in such company, with all the
fun taken out of it.

The med1cal school deans could do a lot to 1mprove college
stipulate that there is a genuine minimum- requ1rement for
premedical science, and while no student should be penalized for
exceeding this minimum out of intellectual interest, no student
will necessarily be benefitted by doing so. Another thing that I
wish the deans would do; although 1 know as a former dean they
can’'t and won't; but I wish it anyway: they should Izt it be
known that henceforth a fixed proportion of each entering class
in thexr medical schools will be recruited from students who
rank in the middle of the class. I confess to some apprehension
for the future of my frofessior: if its practitioners are exclusively
made up of the top 5 percent grade-achievers and examination-
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takers. I also wish they would abandon, orice and for all, the
MCAT examinations, or at least give up looking at the scores.
But I digress. , , S o

_ The greatest of all the accomplishments in twentieth-
century science has been the discovery of human ignorance. We
live, as never before, in puzzlement about nature; the universe,
and ourselves most of all. It is a new experience for the species.
A century ago, after the turbulence caused by Darwin and
Wallace had subsided and the central idea of natural selection
had been grasped and accepted, we thotight we knew everything
essential about evolution. In the eighteenth century there were
no huge puzzles; human reason was all you needed for figuring
out the universe. And for most of the earlier centuries, the
Church provided both the questions and the answers, neatly
packaged. Now, for the first time in human history, we are
catching glimpses of our iri'comp'réhéiijsi'cjii; We can still make up

stories to explain the world as we always have, but now the
stories have to be confirmed by experiment and then, once
confirmed; reconfirmed. This is the scientific method, and
having started on this line there cani be no turning back. We are
obliged to grow up in skepticism, requiring proofs for every
assertion about nature, and there is no way out except to. move
ahead and plug away, hoping for comprehension in the future
but living in a condition of intellectual instability for the long
time being. , S o

- Itis the puzzles that lead to progress, not so much because
the solving of a particular puizzle leads directly to a new piece of
understanding, but because the puzzle leads to work. There is a
phenomenon in entomology known as stigmergy, 4 term in-
vented by Grassé meaning “to incite to work.” When three or
four termites are collected together in a chamber they wander
about aimlessly, getting nothing in particular done, but when
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more termites are added the situation changes and they begin to
build. It is the presence of other termites, in sufficient numbers
at close quarters, that produces the work: they pick up each
other s fecal pellets, stack them upin rieat c’alumé and then,

but as soon as there are enough of them gathered together they
become eollecttvely, ﬂawless archltects, sensmg their dlstances

o Very little is understood about this kind of collective
behavior. It is out of fashion these days to talk of “super-

'o'rg'a”nis'ms ' as Wheeler once. talked but there 51mply are not

ing 1mportant 1mpllcat10ns for socral life in geheral

This is the best example I could think of for an introduction
to brologlcal scierice in college. It should be taught for its
strangeness, and for the ambiguity of its meaning. It should be
taught to premedical students, who need lesscns ear'l'y on in
their careers abr)ut the uncertainties in scrence

should be exposed very early perhaps at the very outset to. the

big arguments currently going on among the scientists: This is

the best way I can imagine to strmulate their i interest, and, with
luck, engage their absorbed attention. Few things in life are as
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absorbing to watch as a good hght between hghly tramed and
skilled adversaries. But the young students are told : very little
about the ma]or dlsagreements of the day, they may be taught

opponents a century ago, long since settled but they do not
realize that similar dlsputes about other matters, many of them

touching profound issues for our understanding of nature, are
still going on and; indeed; comprise an essential feature of the
scientific process: There i is, I fear, a reluctance on the part of
science teachers to talk about such thmgs based on the belief
that before students can appreciate what the arguments are
about they must learn and master the detatls the ”fundamen—

and Thave - mind several examples of contemporary doctrinal
dispute in which the drift of the argument can be readilv
perceived without the requirement of deep or elaborate knot.-
edge of the subject. -
There is; for one; the problem of ammal awareress. Ohe

conscinusness, dlffermg from all other creatures in bemg able to
thmk thmgs over, capltallze on past expenence and hazard

moment to moment with brams that are programed to respond
to cont1ngenc1es in the enwronment autumatlcally or by condl-

me more generous-minded, like Bonald anﬁn whc see no
compelling reasons to doubt that animals in general are quite
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human thlnklng because of the lack of language and the resul-
tant lack of metaphors to help the thought along, but thinking
nonetheless.

. The point about this argument is not that one side or the
other i is in possession of a more powerful array of convincing
facts; 7qu1tethe opposite: There are not enough facts to siistain a
genuine debate of any length; the question of animal awareness
is an unsettled ore. In the circumstance, I am permitted to put
forward the followmg notion about a small Beetle the mimosa

behav10r 1) hndlng a mimosa tree and chmbmg up the. trunk
and out to the end of a branch 2) cuttlng a longltudlnal sht and
and glrdlmg it neatly down to the cambium (an 81010 Kouir task
of hard labor from which the beetle gains no food for itself, only
the certainty that the branch will promptly die and fall to the
ground in the next brisk wind, and the larvae thus enabled to
hatch and grow in an abundance of dead wood). I propose, in
total confidence that even though I am probably wrong nobody
today can prove that [ am ‘wrong, that the beetle is not doing
these three thlngs out of bllnd instinet, hke a httle mach'ne But

is that We P035e3s enormous bra1n< crowded all the time withan
infinite number of long thoughts, while the beetle’s brain is only
a few strings of neurones connected together in a modest
network capable therefore of only three tiny thoughts, coming
into consciousness one after the other: find the right tree, get up
there and lay eggs in a slit, then back up and spend the day
kllhng the branch so the > eggs can hatch end of message. Iwould
not go so far as to try anthropomorphlzlng the mimosa tree, for
I really do not believe plants have minds at all, but something
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condmon and it mlght just as well have turned out any number
of other, different ways, and might go in any unpredictable way
for the future. There is, of course, nothing chancy about natural
selection itself: it is an inevitable and solid fact that selection will
always favor the advantaged individuals whose genes succeed
best in propagating themselves within a changing environment.
But the cr 1tures acted upon by natural selection are themselves
there to begin with as the result of chance: mutations {probably
of much more importance during the long perzod of prokaryotic
mgqrqﬁlal life starting nearly 4 btlhqn years ago), the endless
sorting. and resorting of genes within chromosomes. durmg
replication, perhaps recombination of genes across species lines
at one time or another, and almost certainly the carrying of
genes by viruses from one creature to another.

The argiirient comes when you contemplate the whole
biosphere, the conjoined life of the earth. How could it have
turned out to possess such s;abu‘ty and cohererice, resembling
as it does a system, a sort of enormous developing embryo, with
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nothing but chance events to determine its emergence!
Lovelock and Margulis, facing this problem; have proposed the
Gaia Hypothesis which proposes in brief that the earth is itself a
form of life; “a complex entity involving the Earth’s biosphere,
atmosphere, oceans and soil ; the totality constituting a feedback
or cybernetic system which seeks an optional physical and

chemical environment for life on this planet.” Lovelock
postulates, in addition; that “the physical and cheriical condi-
tion of the surface of the Earth, of the atmosphere, and of the
oceans has been and is actively made fit and comfortable by the
presence of life itself.”! S

- This notion is beginning to stir up a few signs of storm, and
it it catches on, as I think it will, we will soon find the biological
community split into fuming factions, one side saying that the
evolved biosphere displays evidences of design and purpose, the
other decrying such heresy, and 1 believe the stadents should
learn as much as they can about the argument. W. E Doolittle
has recently attacked the Gaia Hypothesis in an essay in
CoEvolution Quarterly?, asking among other things “ . . . how
does Gaia know if she is too cold or too hot, and how does she
instruct the biosphere to behave accoraingly?” This is not a
deadly criticism in a world where we do not actually understand,
in anything like real detail, how even Dr. Doolittle manages the
stability and control of his own internal environment, including
his body temperature; one thing is certain: none of us can

cortex, I rely on the system to fix irself, which it usually does
with no help from me beyond crossing my fingers. 7
The running battle now in progress between the
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éoéiobiologiSté énd the éntiéoéiobiologiété is a mérvel for stu-

human, are governed exclusively by genes, and another group
of equally talented scientists saying precisely the opposite and
asserting that all behavior is set and determiined by the envi-
ronment, ot by culture, and both sides brawling in the pages of
periodicals like the New York Review of Books, is an educational
e”x'pér'iérieé that no eollege student should be allowed to miss.

enough to settle such questlons
One last example There i an uncomfortable secret in

surface It is, in a way, llnked to the observatlons which underlie
the Gaia Hypothesis. Natture abounds in instances of coopera-
tion and col]aboration partnerships between species There is a

Acco'nmodatlon andc compromlse are more common in mterllv-
ing than combat and destruction: Given the opportunity and the
proper circumstances; two cells from totally dlfferent specres—a

single nucleus, and then the hybrid cell will divide to sroduce
generations of new cells containing the combined gencmes of
both species. Bacteria are indispensable partriers in the fixation
of atmospherlc nitrogen by plants The oxygen in our atmos-
phere ic put there, almost in its entirety, by the photo"ynthetlc
chloroplasts in the cells of green plants, and these organelles are
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almost certamly the descendants of blue- -green algae Wthh
]omed up when the nucleated cells of higher plants camie into
existenice. The m1tothondrla in all our own cells, and in all other

eukaryotic nucleated cells, which enable us to use oxygen for
energy, aré the d1rect descendants of symblotlc bacterla These

argument over their probable valldlty, but there a are no satisfac-
tory explanatlons for how such amiable and useful arrange-
ments came-into being in the first place. Axelrod and Hamiiton?
have recently reopened the question of cooperation in evolu-
tion, with a mathematical approach based on game theory (the
Prrsoner s Dilemma game) which permits the theory that one
creature’s best strategy - for dealing with another, different
creature is to concede and cooperate rather than defect and go it
alone.

This idea can be made to fit w1th themathematlcal justifica-
tion based on kinship already proposed for explaining altruism
in nature. It is, by the way, an interesting aspect of contempo-
rary blology that true altruism, the giving away of ‘something
without return, is incompatible with dogma, even though it
goes on all over the place Natiire, in thls respect; keeps breakmg
the rules and needs correcting by new ways of doing arithmetic:

There i isn’t much of an argument yet about the human
mind, which is, I suppose, the most formidable and complex of

all the problems in nature which confront the human mind. Up

uniil just recently we seem to.have agreed all around that we
have 50 llttle ur. derstandmg of how our Brams work that there 5
computer scientists have emerged w1th their huge terrlfymg
machines, imitating human calculation and thought and there
will soon be rancorous debates. The discussions are still low-key
and polite, since nobody can argue intelligibly with a computer
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scientist except another compiiter scientist. and they are all too
busy at their consoles to turn their heads. But tlie day will come,
sooner or later, and I hope the college students will be trained in
théjérgoﬁ' féﬁiiliér With the hardware, and sitting within close

Iy wrote a fouple of essays afew years Back on computers in
Wthh I had a few thmgs to. say in opposition to the idea that

machines could be made with what the computer peopie them-
sclves call Artificial Intellxgcnce, they always use capital letters
for this technology, and refer to it in their technical | papers as Al
I was not fond of the idea and said 50, and proceeded to point out
the necessity for error in the working of the human mind, which
I thought made it different from the computer. In response, I
received a great deal of mail, most of it gently remonstrative,
Bflitfrfiéhdl’y (thé worst kind of rhéii to get on days whe'i thingc

course, by the methocl of trlal and €rror. The whole technology
is based on thls can work in no other way

my wish for it to be otherwise, the operatioris of the hiiman
mind. There are differences, but the Artificial Intelligence
people, with their vast and clever computers, have come far
eﬁoijgh along to rhéke it éleér that the ma’chines behave ]ike

not that they w1ll ultlmately Be makmg electromc mmds

tion, losmg it, restoring it out of context and in misleading
forms, or generating such a condition of diffuse, inaccurate
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coni’usron as occurs every da) in the average kuman braln We
are already so outclassed as to live in constant embarrassment.
I have Been lnputtlng, as they say, one blt of hard data af‘er

somewhere, or so I am assured But Ip possess no rehable device,

anywhere in my circuitry, for retnevrng it when needed. .If 1
wish for the simplest of things; semeone’s name for example I
cannot send in a stralghtforward demand with : any sure hope of

getting back the right name. I am often requrred to think about

somethlng else, something quite unrelated, and wait, hanging
around in the mind’s lobby, and then, if it is a lucky day, out pops

the name. No computer could be designed by any engiiieer to
functlon or malfunction, in this way.
I have Iearned one time or amther all sorts of thmgq that I

centiries, nor have I at hand the barest facts aBout the issues
1nvolved I orice knew Keats Lots of Keats by heart he is StlII

hemlsphere or mayoe translated into the wordless language of
my right hemisphere aid preserved there forever as a set of
hunches, but irretrievable as language. I have lost most of the
pthosophors Istudled and hked long ago; the only sure mem-

dial telephone
- It occurs t9 me that the computer-brain analogy needs to
take account of what must otherwise seem an unnatural degree
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s,om,et,hmg llke wﬁa@ ﬁappen,s toacomputer when youwalk P,ast,
it eérrsiiﬁé é ﬁowei;ﬁil magnet. Perhéps we are in possession of
that perlodxcally sweep the mind clear of surp]us mformatxon
leavmg the chips and circuits open to the new needs of the day. I
cannot remermber Keats because he was erased one day ; if [ want
him back, which Idon’t very badly, 1 am obliged to learn him all
over again; he is gone oiit of the lobes where I had him once
lodged.

In a way, this could br reassurmg notxon eéﬁeEiéUy for
anyone gettmg on in years. It would be nice to know that I have
a mechanism; even if it is Beyond my control; for edltng away
the atcumulatlons of old and no longer usable information.
Indeed xf there were not such a mechanism, the brain would
sooner or later be stuffed, swollen, bulging with facts and
unable to take in anything new. Signs would have to be
displayed in all the lobes, reading Occupled Or No Entry. Or,
worst of all, signs r pamted changed to read Exit. -

Come to think of it, you could not run a human brain in
any other way, and the clearmgout of ‘excess in formatron must
certain pxeces of tﬁougﬁt that must Be classed as nonbrodegrada—
ble, like addition and one’s famlly s names and how to read a taxi
meter, 5ut a great deal of matenal is surely dxsposab]e Com-
perform feats of mathematics beyond my comprehensxon con-
struct animated graphs at the touch of a finger, write with ease
somethiig like second-rate poetry, and they can even senerate
surprise for the operator, but I doubt very muca that a com-
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for bemg surpnsed feel surprrsed There is not enough room for
that it a computer the size of the galaxy.

Computers are good at seeing patterns, better than weare.
They can connect up things that seem unrelated to each other,
scanning the night sky or the stained blotches of 50,000 proteins
on an electrophoretic gel or thé numbers generated by all the
World stock markets, and find relatlonshlps that matter. We do
<ometﬁmg like this with our brains but we do it dlfferently we

get thmgs wrong We use 1nformatlon not so much for its own

unconnected and : <omet1mes therefore quite new. If the | numan
brain had not possessed tﬁls special gift we would still be
sharpening bones, muttering to ourselves, unable to make a
poem, or even whistle.

These two gifts, the ability to lose mformatlon unpredlct:'-
bly and to get relationships wrong; dlstmgulsﬁ our brains from

any computer Ican 1mag1ne ever bemg manufactured Artlflual

admiring it; but human 1nte111gence is something else again.
This is not to saythat I do not respect iy brain; or anyone
else’s brain: I do; and I count it an added mark of respect to
acknowledge that I do not understand it. My awn mind, falllble
errcr-prone; forgetful unpredictable, and ungovernable, i
away over my head.
The soc1al sc1ent15ts are up to tﬁe Eardest buqmess of all

one of foc1ety s nerve endmgs ellcmng outrage anﬂ cries of
pair;, and they are only at their begmnmg Wait until they begin
coming close to the bone, as they surely wiil son“eday, provided
they can continue to attract enough bright people fascinated by
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not like pain, riot even wincing, and they have some fear of what
the social scientists may be thinking about thinking for the
future.

The socxal sc1entxsts are themselves too modest about the

of course, to the marvelous accompllshméhté of thé hihétéénth

between thmgs in nature that seefm at f:rst totally unrelated to
each other. Long before the time when the biologists, led by
Darwin and Wallace were cbnstructing t}ié iréé 6f éiféliiiiéﬁ
evolutlon of language Begiﬁﬁmg w1tﬁ Sir Wllllam ]ones in
1786 and ﬁls msplred Buncﬁ tFat the remarkable 51mllarmes

these three. languages must “have sprung from some common
source; which, perhaps; no longer exists,” the new science of
comparative grammar took off in 1816 with Franx Bopp’s classic
work entitled “On the conjugational system of the Sanskrit
language in comparison with that of the Greek, Latin, Persian,
and Germanic languages,” a piece of work equivalent, in its
scope and in its power to explain, to the best of the nineteenth
century biology. The common Indoeuropean ancestry of Eng-
lish, Germanic, Slavic, Greek, Latin, Baltic, Indic, Iranian,
Hittite; and Anatolian tongues, and the meticulous scholarship
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worked out in detail for connecting these languages, was a tour
de force for research, science at its best, and social science at that.

Modern linguistics has moved into new areas of inquiry as
specialized and inaccessible for most laymen (including me) as
particle physics ; I cannot guess at where it will come out, but it
is surely aimed at scientific comprehension and its problem,
human language, is as crucial for the species as any other field |
can think of, including molecular genetics.

But there are some risks irvolved in trving to do. science in
the humanities before its time, and useful lessons can be learned
from some of the not-so-distant history of medicine. A century
ago it was the common practice to deal with disease by analyzing
what then seemed to be the underlying mechanism, and by
applying whatever treatment popped into the doctor’s head:
Congestion of the body fluids and the backing up of blood in
various organs, an imaginary concept.dating back to Galen in
the first century, was still regarded as the underlying process to
be corrected, and patients with tuberculosis or typhoid fever
were bled within an inch of their lives, purged into shock,
sometimes poisoned by massive doses of mercury, bismuth;, and
arsenic. Getting sick was a hazardous enterprise in those days.
The driving force in medicine was to do something, never mind
what. It occurs to me now, reading in incomprehension some of
the current réductibhist writings in literary criticism, especially
poetry criticism, that the new schools are at risk under 4 similar
pressure. A poem is assumed to be a kind of illness, needing

treatment; bleed it white, purge it; blister it, draw out the
meaning along with all the meanings; deconstruct it, do some-
thing, never mind what. This could be a biological mistake. A
poem is a healthy organism, really, in need of no help from
science, no treatment except fresh air and exercise: | thought I'd
just sneak that in.
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NOTES

1. Lovelock, lames E. Gaia: A New Lok at Life on Eartl (New York, Oxford
University Press; 1978): , )

2. Doolittle, W. Ford. “Is Nature Really Motherly?” Co-Evolution Cuar-
terly 29 (Spring 1§81) ;315 63-€3§In the same issuc are responses b
Lovelock, pp: 62-63; and by Margulis, pp: 63-65. 7 7

3: Axelrod; Robert; and Hamilton, Wm. D. “The Evolution of Coopera-
tion,” Science 211, 1981, pp: 1390-1396:
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CHAPTER SIX

1 WO years or o ago I'was. watchmg "Roots 11"

thh our vounger son, who was then about twelve. In that
partxcular segment we saw a young; Elack nomommxssxoned
marine officer who had just come back from World V/ar I1. He
and his y young wife and their baby were driving ~way from the
battleship on which he had served. They were on their 1 way
home somewhere in the South, and as evening fell, they
stopped at a motel to seek lodgmg for the night. There was a
big vacancy sign outside tite motel, but when the young
marine went in to get a roon he was told there wasn't any.
They stopped at another motel; and another, and a fourth,

and a fifth. Each time it was the same story until it became
finally clear that this young man; still in his uniform, and his
wife and the baby would have to sleep in the car along the

road.

denly it dawned on me that what was absolurely part of my
history, of knowing * hat had been happening in the country
in my experience, was not part of his. And when the young
men and women in our schools and colleges talk about World
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Wit II they are most uke]y {o conjure up very lltth else but
the one thmg that the revisionist hlstorlam have told tﬁem

leoshlma ThlS is thx blg story in the expeuence or nonex-
perience of many of these young people who obviously have
no connection with World War II, and who therefore judge
everythihg they hear about that war only in the terms of Hai
Phong. Vietnam; after all; is the only war they know and the

new hlgh schoo] and col]ege generatlon does not even re-

7 Tﬁe pomt is that when we talk about general educatlon
we cannot assume that the young will automatically make the
connection with events and ideas that were pa-t of our own
lives but not thelrs Yet, there isan urgent need to help them
make that connection. We need to connect with what came
before us and is not part of our experlence -and to make a
connection, not snly with the past but; we hope, with the
{uture too.
~ American education has become a eolleetlon of dlsjomteﬂ
partc that fail to connect. Itis in many ways like a p{av witha

succession of scenes and acts, each written by a different
plavwright and staged by a different director. Good things
happen in some segments, but they do not add up to a satisfy-
ing whole: The central character, the student, ends up with-
out any sense of unity. In the mid-sixties, for example, we

"reated Pro;ect I-’eadstart to. help unﬂerpnvueged chlldren

program turned out to be the 1nab1hty of the elementary
school, and subsequently the secondary school, to build on
what already had been accompiished.
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That example was symptomatlc of a a succession of verti-
cal d1v1sxons in our educatlonal enterprlse There is little
hlgh schools and between hlgh schools and colleges. In the
19605, critics of the American schools’ view of the world said
that what was wrong with how hlstory was taught was that it
assumed that the world began in Athens and ended in
California. Those who objected toa study of civilization based
on the ideas of Western superiority, the civilization closest to
us; had, of course, a point. But a much more fundamental

flaw than mere parochtahsm was overlooked in this criticism.
That flaw was the defective study of even that limited slice of
the Euro-American Western heritage.

‘That deficiericy has not been corrected by the subsequent
addition of the study of some non-Western cultures. It has
merely crowded a few new dishes into an unsatisfactory
éﬁiéfgéébérd Nét long égé' when Stéﬁféfd Uﬁii}éféify Wéé
ment of Western civilization; I talked to some of the students.
One student leader, otherwise a very bright young mar, said
he ob]ected to Western civilization because it was racist. I
asked him to look at some other civilizations and tell me how
racist or nonracist they were, and whether that really made

any difference to the requirement to study them.

A wo fundamental guestions need to be asked ix
any attempt to make connections, and they are questions our
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schools and colleges really are not asking themselves in spite
of the fact that they are talking about the broad issues. Those
questions are: Who is responsible for teaching the basic
skills? Who takes care of general education? How. do the two
connect? The first is preparation and the second is the central
core of the whole process of education. Both are, as we know,
in disarray. They suffer from the lack of continuity that
plagues Ametican education in general.
~ Instead of connecting the separate levels, critics com-
pound the spirit of separation by encouraging the typical
reaction of the American society to existing deficiencies: to
seek scapegoats, instead of remedies;, for what has gone
wrong. Professionals at each level point accusing fingers at
the level below. And, in the case of thz grade schools, where
there is no professional level below, they point the finger at
the parents. It is always somebcdy else’s fault tha. the re-
quirements have not been fulfilled. In one of the oldest games
of American pédagagy; university academicians rail against
the weaknesses of teacher-training institutions and of high
school teachers, without taking an active hand in helping to
correct what are, in fact, serious deficiencies.
~-Good elementary school teachers could do a great deal to
teach high school teachers and even college teachers how to
deal with people. I had a teaclier in third grade who encour-
aged me to write poems, and then he surprised me on my
birthday: he had set one of my poems to music, and not only
that, he presented it to me in a beautiful folder, which ke had
illustrated with lovely pen sketches. He had done more for the
cause of general édij'ca'ti’di'i; the respect for words, the intro-
duction of music, the embellishment of art; than any lecture
could have done, and i must say that, since then "sw of my
teachers have lived up to that example. That is precisely what
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I mean when I say that many elementary school teachers
could help us even with the effort to turn graduate teaching
assistants into real teachers. , o

Recently, a national survey indicated a decline in high
school students’ mathematical performance. [ wanted to write
a story about it, and went down a list of noted university
mathematicians, calling them up to ask what they thorght
might be wrong in the teaching of high school mathemacics.
With one exception, they were puzzled by my question, and
they replied by asking: “IHow would we know? We don't
know what's happening in high schools.” They did know that
something was wrong in the high schools, but they could not
define it; they did not know what was happening and why;
and they were not helping the teachers. ,

Excessive stress on remediation compounds the lack of
continuity. When remediation experts are expected by the
education establishment to pick up the pieces years later, as in
remedial reading instruction in high school or college, the
process of orderly progression turns into disarray. There is
not sufficient expectation that the remedial job will be accom-
plished at the proper level. : :
~ Thus I am not as sanguine as some about the future of
general education. I join Ernie Boyer in finding the neglect of
general education very disconcerting. While we have rio real
definition of it, we all agree that it is part of the basic baggage
educated men and women should be expected to carry when
they leave school. It is the foundation of knowledge and
understanding on which people should be able to build for the
rest of their lives. It underlies their comprehension of politics
and economics; their capacity to stretch their minds through
books, as consumers of the arts, as independent thinkers, as
guides for their children.
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llfelong learmng loses much of its iﬁeaﬁiﬁg ahd promlse 1f
education on which to build. I do not share the view of those
who think the modern world is too complex to be dealt with in
an approach to general education. If college faculties tell me,
as they've told some of you, that it can’t be done, then I
consider them deficient teachers.

77777 I am reminded of an experlment in general educaflon a*
Amlierst College in tlie lat ortles It was 515mﬁcant because

the centerplece of this pregram. was a course taken by all
srudents in the sophomore year called Problems in American

fact that the effort mvolved the entire student body and the
entire faculty without question of dlsaplme or rank. The
arts, the humanities, the sciences, all participated, along with
outside consultants, speal(ers and lecturers, ranging from
the Secretary of State to visiting academicians, and even an
occasional newspaperman. All of them worked together in
teétifying that the world was nai t00 éoﬁiplei{ to be looliéd at,

complnshed what was described at the Colloquium on Com-
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mon Learmng as glvmg students at least an mformed Bew1l-

At tﬁe time, L asked one of the founders of thlS particular
program to describe its goals. He said, “All we expect is to
teach the students to consider the ‘consequences of their ac-
tions.” I think that is a definition of -goals that could go a long
way toward building some sound general education pro-
grams.

7777 1 L he g qurstvon then, is: Who takes care of th vxra]

buildiug blocks in this enterprise?
In the Eu ropean moael from Whl"h Amerlcan educatlon

grammar school It i is there that a carefully mapped -out cur-
riculum teaches history, geography, literature, mathematics,
science, as well as forelgn languages. (Inc1dentaHy, at a recent
international meeting, European representatives were abso-
lutely stunned to learn that it is possible to graduate from an
American college or university without ever havmg studied a
foreign language ). In the European model, all of these ele-
ments of general educatlon are studied in natural progression
by all students. A British graduate of a  secondary school who
enters the university is expected to be liberally educated and a
candidate for specialized higher education. The American

experience has been quite different, and the difference r repre-

sents a substantial advance toward a more open and egalita-
rian school system and, with it, society. Instead of | presorting
children early, usually at age ten or eleven, the American
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through the hlgh school. Thisisa tall order becauise it requires
incomparably broader skills to teach so wide a range of ca-
pacities. Under ideal circuinstanices, in exceptional schools,
the American approach has outdistanced anything that has
ever been tried anywhere.

More often Amerlcan schols EaVe suxrendered to the

riculum has long since grven way to a cafeterla style educa-
tion menu, with general education requnements reduced tc
the bare minimum. Perlodlcally, efforts were made to reverse
thls trend In 1959 for instance, James Conant responded to

777777 But wﬁatever momentary progress was made at ‘Eat
time was erased by the revolt against all requirements in the
sixties. Many school administrators caved in as the political
and pedagog'cal camp followers of the g great youth movement
extolled the virtues of an education freed of all traditional
constraints. Instant relevancy took precedence over any sys-
tematic study of the past. Revisionist historians and educators

scoffed at courses rooted in Western civilization as sterile, if

place suffered a severe setBaclf Studenta entered coliege with
only the most sketchy general knowledge, and; compounding
the damage general education in the colleges also was seri-
ously weakened in the same period. General education re-
qulrements gave way to an open-ended system of “anything
goes.”
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In_the absence of any effective contact between school
arg college faculties, no deliberate effort was made to fill the
void; perhaps because nobody cared to determine the extent
of that void. And, since the students themselves had become
preoccupied with preprofessionai or precareer concerns, they
shunned the general education courses in college just as they
had done in high school. At the collegiate level, | should add,
remedial instruction in the basic skills of reading, writing,
and mathematics, which the disjointed system had failed to
teach earlier, took away even more of the time that might
have been given to general education. 7 o
Perhaps the ultimate proof of this flawed nature of a
system of discontinuity is the growing demiand for an infu-
sion ¢f himanities courses in graduate and professional
schools to fill the void left at the lower levels. As you know.
this is a strong movement at present in law schools and,
particularly, in medical schools. (Anyone who has recentlv
spent time in a hospital knows that this infusion of the
humanities does riot come any too soon. ) In theory; there is
nothing inherently wrong with the addition of a new dimen-
sion to education. at that high level; but in practice, it is
probably too much to expect the average student facing the
intense pressures of graduate and professional studies to be
very receptive to these efforts to catch up with what should
have been taught in school and college. Such a remedial
approach is, at the very least, inefficient, whether it deals
with basic writing or a fundamental knowledge of the
humanities and the sciences. L
. We hear much today about the need for quality controls,
and this brings to-mind a recent report by a correspondent
who had returned from Japan where he interviewed the man-
aging director of an electronics manufacturing company. He
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the United States try to control quallfv by detectlon and we
try to control it by prevention.” Less polltely put; this means
“We try to make it work the first time,” and, you right add,
teaching children to read in !irst and second grade. Lack of
continuity meai.s postponem»nt, leavirg to tomorrow what
should have been tackled yesterday. In education, tomorrcw
too regularly never comes.
Thls puts eduratxon out uf syncﬁroninnol. ,'lth human

seven or elght or even younger, places an unnecessary and
unproductive mental burden on the tecnagers or under-
graduates or graduate students who, for the first time, try to
cope with what would have been hardly any effort at all if it
had been begun at. the proper level ~¢ education. Equally
wasteful is the teaching of foreign languages in elementary
school, dropping it from the curriculum in junior high or Eigﬁ

sciiool; and then; five or six years later. at the time cf the
graduate dissertation; sudflenlyr requiring 7andr expecting that
a student pick up the language that he or she dropped so 'ang

ago.

59 50 oBvxous in otner SU[)]LC[S makes it no les-: subv;rswe of
sound education: The demand for ethics courses in law school
merely underscores the lack of coordination between law
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tal cha-rmel. Foilowing the recent mtroducnon of a new and
more mature college textbook in American hlstory, it was

7777777 ved this complamt from his
students "It s nice to read about the rise of Jacksonian democ-
racy, but just who tiie hell is Andrew jackson?”

The need is to establish a continuity in education that
involves scholars and teachers at all levels in planning the
entire enterprise. The goal is not to eliminate ‘repetition of
what is being taught in grade school junior high school, hlgh

school, college, and thereafter. It is rather to differentiate, to
cite an example, between the depth and sophistication that
may be appropriate, say, tC a ten- year—o;d who is mtroduced
to the question of ethtcal behawor and what may ! be approprl-

history, the ‘same per'od may be studied in hlgh scnool
concentrating on facts and events or on cause and effect, and
in college, with emphasis on concepts and ideas. Students so
prepared would not be tempted to ask that question about
Andrew Jackson.

~ School-college curricalum planners should ensure tﬁat
no gapmg holes are left in the students progress toward some

any real connnuny ought to begm withan understandmg that
there cannot be any educational or human enterprise without
respect for language. .

I was, homfied not long ago, ina report on an interna-
countries. 1dent1f1ed over and over agam as nutrltlonaliv
unstable.” Itis of a piece with a government directive that was
sentouta few years ago telling federal agencies not to use the
term poverty in their papers, and to replace it with low-
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income, It was a great accomplishmient: overnight we had
wiped out poverty. Unfortunately, the poor know the differ-

ence between low income and poverty I cite this only as
and proper use of lan guage as the foundatxon for qny ﬂtfort to
give yoting people that shared baggage of general education:
Fortunately efforts to 0 cope thh the problem of dlSCOl’I-
advanced ‘placement cotirses many years ago was aimed at
precisely that kind of problem. But it was a selective, and not a
total approacﬁ It had some of the makmgs of a customs union

college -preparatory hxgh school students.

Science occasionally has provided us with useful models
perhaps because scientists today tend to take a broader view of
the world and of education than many of their colleagues in
the humanities and social sciences. Seeing the effect of what is
taught to children in elementary school on their futire devel-
opment as scientifically illiterate adolescents and adults
éléiiiié ééiéﬁﬁéfi Scientists aré 'alé'o more prone to view their

science and, at the same tlme to lmprove the state of general
education. Much of the progress of those days has since been
dissipated. School and college educators have again gone their
separate ways, though there are signs of sorie new interest in
getting together. Educational technology, which promises to
make an unprecedented impact on schools is a natural catalyst
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for school/university cooperation. Such pioneers as Seymoiir
Papert at MIT, with his combination of technological-math-
ematical training and his practical experience in child devel-
opment through years of partnership with Piaget could he

enlisted in the search for continuing learning of this kind.

Harvard's Graduate School of Ediication has recently turned
its attention to the study and support of slemeritary and high
school principals in their day-to-day work with children. In
Chicago, Benjamin Bloom, the child psychologist, is provid-
ing models for a new strategy of mass relearning in the early
grades as a means of putting an end to the postponement of
the children’s acquisition of the tools for study. At the Univer-
sity of California, Los Angeles, John Goodlad is carrying out
similar experiments.

, ]f a Bégiiiﬁiﬁg has been madein the essential task
of creating a new continuity in American education, the
nationwide search for some effective central or core cuir=
riculum in the undergraduate years is a welcome change. But
to be fully effective, these curricular changes ought to be
worked out jointly by school and college faculties and admin-

istrators—not to divide the field, but to join the two cultures
at all levels of teaching and learning. It may not be a politi-
cally easy move to make, but a determined policy of creating
continuity calls for plans to phase out much of the remedial
work now being carried on in high school and college. Al-
ready too many of the special faculty departments engaged in
such catch-up teaching constitute a vested interest group that
is hard to reduce in numbers and funding. But their very
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presence eases the pressure on the elementary and junior

hi >Ll’lOOlS to do the )ob of teaching the b’asw sl’ullé An

ment of an. effectlve progressmn from elementary school

through hlgh sehool through eohege

has been open-ended and ﬂe*{lble One way of beginning the
search for ways leading to effective general education might
be to include in the stiidy of American hlstory at all levels the
importarnce of eduication to American society. This is one of
the largely 1gnored Lhapters in most Amerlcan historians’

Amerlcan Pducatlon is mors than the s"hool It is the
foundation of our society. If we want to learn more about the
general shanng of knowledge and the responsrbrllty of school
and college, students must learn about the unique responsrbn-
ity education has taken on and must continue to assume, for
the perpetuation of an open society. We have only begun the
essential task of connecting the links of a chain that is now
badly damaged and torn to create a common learning ir which
all who teach will share the responsibility and, ultimately, the
joy.
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CHAPTER SEVEN

Exr years ago, the Carnegie Foundatior for the
Advancement in Teaching described general education as a “dis-
aster area.” What can be said about its health today? What can
we expect for tomorrow?

There is good news and there is Bad news. The bad news is
that I have been looking at general education p programs around
the country, and, by and large, they are not working.

Many are lackmg in coherence and purpose

Thereis a tendency forp programs to be more speaahzed than general.
Too often, they are geared to the needs « “ departments instead of the

needs of common learning.
Requirements a: many institutions are satisfied by instruction that
ceems to be rawdomly chosen from a grab bag of unrelated courses.

Students tend to rate the quality of current general education classes
below average.

Rewards and incentives for faculty participation in general education
are meager and, in a number of cases, negative:
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This is pretty sobering stuff!
- But it brings us to the good news, which is simply thrs—
the p prospects for in'_roving general education are better today
than they have been in years.

One need not be a Pollyanna to see this. Anyone who has
attended a university knows that the barriers to general educa-
tion are great. Curriculum reform is never easy. Few faculty are
wrlhng to devote themselves to general eFucanor. and student

years. o
~ Yet, without being unduly opnmlsnc, it is 1mportant to
realize that the mood of America’s colleges and universities is
changing. Thereis a very real desire to reform general education

today.

In 1978; an ad was placed in the Chr’o'n’i'cie 'o’f Hz’ghér Education asking
for volunteer i institutions to work o: » project aimed at changing t therr
general educanon programs There were more than 300 e*cpressrons of

This interest has been matched by action. In ‘comparison w1th five
years ago general educanon requrrements for the baccalaureate have

languages, nearly one thrrd ‘more colleges and universities have sci-
ence requirements: A quarter more require social science. A fifth
imore require English composition. Up; too; are humanities; fine arts,
and rehglon

It seems like every school Ernest Boye. and I visit lately is rethmkmg
or revising its general education programi. Last year alone, the Foun-

dation was in contact with more than 260 schools; and that is a
conservative estirnate.

The prospects for improving general educanon today are
excellent for three reasons.
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Fm‘t tfe tlmmg is. nght General educanon is con51stent

us. In fact; it is touted as the answer to almost every educanonal
and social problem we face.

It is being cailed upon to respond to the trauma of Watergate by
providing moral training to young people ard resetting the ethical
compass of the nation:

It is being asked to combat the isolationism that swept the country in
theaftermath of the Vietnam war and to provide a globa! perspective at
a time when it is painfully obvious that the fate of this nation is
determined by everits beyond its border.

Itis seenas an anﬁ'dote to the new. narqssnsm " a way to jolt the “mie

about the future to a common hentage and to problems we all face
together

¢ is embraced a as the answer to declmmg student academxt perform-
ance, as a way of combatting the curricular movement from the 3 Rs
(reading, writing, and arithimietic) to the 6 Rs (remiedial reading,
remedial writing; and remedial arithmetic):

It is also thought of as a palllanve for the "New Vocationalism,” the
increasing career orientation and declining interest of today’s under-
graduates in the liberal arts.

It is sought as a remedy for academic overspeaahzanon the nsmg
concentration in major studies that resulted from the elimination of
general requirements in the 1960s:
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7 Second there is evxdence that students are much nore per-
ceptive to general education than is s generally supposed.

A Siﬁdy by fﬁe ‘Carnegie Council on Policy Studies in Higher Educa-
tioh revealed that 97 percent of a representative sample of college
students considered general eduication an “essential” or “fairly impor-
tant” part of their college education:

This year’s college freshmen ranked general education as one of the
top three reasons for seeking higher education at ali:

Here's the éétéF Undergraduates also report tl’iéi they are

colleges four universities; a commumry college, and one tech-
nical institiztion) Ierry Gaff found that although 94 percent of
the students wanted general education, only 20 percent were
very satisfied with the courses they had taken. By way of
comparison, at least twice as many students reported satisfac-
tion with their academic majors and electives.

Tﬁe nation’s colleges and universities have mlsmterpreted
dxstas*e for general educanom In tﬁe Eope of mmgatmg the
problem colleges have watered down the content of their classes
and sugar-coated their courses: In so doing; they have only
eaacerbated the problem.

There is every reason to believe that today s smdents w111
support general education if a well-shaped program is con-
structed. This is true not only because students express interest
in general education, but also because they express interest in
jobs. This generation is more concerned about careers, money,
and material goods than their predecessors of a decade ago were,
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and this, ironically, will make general education more appealing
to them.

Strict vocational tralmng is excellent for preparing stu-
'dé*]t= for a first job Ttis far better at t}"s than_is general

A combination of vocational and general education is needed
to make the difference between a job and 4 career.

Study after study of alumni, professionals, and execu-
tives h’éé 'co”n’éiétently p”r'o'duced the same findings Individuals

7 From this perspectlve general educatlon not only mdkes
educatlonal sense, it makes dollars and cents. And this is a
perspective that will be particularly attractive to current col-

lege students.

cation now than in the recent past A plurahtv, some e 47 percent
favor a common core of studies for all of the students at their
institution: In contrast, only 6 percent believe a free-elective
curriculum would be preferable

Faculty participation in general educatlon i5 o the rise at
many institutions. Declmmg enrollments and flnanaal need

senior faculty member chose to partlctpate in gene;ral educaf
tion; junior staffers and the least able graduate students were
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unwillingly assigned to teach the courses in the program.
Staff turnover was about 50 percent each year; morale was
low; and the quality of the general education course was
continually poor. Students rated the courses far below the
university average. At one point. the history department
even withdrew sipport from the program and refused to
supply it with faculty. =~
- This has changed. Faculty in liberal arts departments at
this university now face declining enrollments. Even the best
graduate students cannot get financial help: So underenrolled
departments, undersubscribed faculty, and underfinanced
graduate students are begging to teach Western Civilization.
In fact; the chairman of the history department, which has
lost enrollment in recent years, is now director of the pro-
gram, S
- To be sure, this is only one institution. But this same
shift in priorities is occurring at other schools too,
~Inthecurrent era of tetrenchment; when several institu-
tions are cutting back a proliferating number of departmental
courses and replacing them with a smaller number of higher
enrollment general education classes, common learning.is
gaininig a certain positive appeal. More adversity made the
difference. For one thing, faculty members grow tired of
teaching the same courses year after year. Also, in a leaner
curriculum, general education is one place where creative
planning can still take place: As one professor put it, gerieral
education is the onily home for experimentation remaining on
campus. It is ot tnusual today for faculty members to
actually choose teaching in genéral education for its excite-
ment and stimulation.
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for it today—-tlmmg student interest, and enhanced faculty

support.

All of this is necescary, but 1do not mean to imply that it
is sufficient. Determinied colleges and universities will have to
do more if improvement is to orcur. At a minimum, they will
have to:

Make their commitment to general education explicit
Reallocate TE50UTCEs 1O SUpport general eduication

Provide rewards and incentives to faculry and deva rtments thar parnc—
ipate ini general educanOn

Reimove the traditional stigimia from general education instruction by
encouragmg the best faculty members — senior as well as junior
ople—— to teach in genc'a. education

Provnde oppormnmes for faculty and s*aff 10 1mprove both their skills
and thelr understandmg of general educanon

COU rses

Evaluate general educatIOn courses early and often in nonthreatening
ways.

Nonetheless, I remain quite optimistic about the prospects for
general education. Sociologists tell us that change is most
likely to occur under five conditions:

1: When tﬁe envxrorlment 1S in crists s —For example when
Colleges have found their enrollfﬁéﬁts dédiﬁiﬁg, the rate of
change has accelerated. This occurred in the 1840s and 1850s,
when colleges fell into public disfavor; during the major wars
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of this century, when the students were drafted and durlng
the current era of demographlc shifts.

2. When change is consistent with self mterest——That is; 1f
people are worried about their jobs and the possible closure of
their col]eges as is the case today at many institutions,
change is more likely to occur. It was preclsely under these
circumstances that a struggling liberal arts college named St.
Jonn’s adopted a Great Books program in 1937.

3. When there is a power imbalance in the envirorinont —
This is the situation with the panopiy of changes that o~ arred
during the 1960s in the wake of student unrest.

4. When there is structural change in the environment ~For
examp]e, it was the building of a new dormitory that encour-
aged Bowdoin (.o]]ege to rethink its undergraduate program
and 1o create a senior center and a senior year general educa-
tion program:

5: When cﬁange is consistent with the zeirgeist or spirit of
the tines.

Three of these condmons support general education re-
form today:

There is a sense of crisis in our country and on our campuses, and
general education is perceived to be a remedy for many of the prob-
lems — fDl‘ the . Watergate mentahtv, globa. xsolanomsm the new

of prowdmg srudents to needy departments, faculty, and graduate
students.

Fmally, general education refdrm is consistent with the spmt of the
times. There is a general education revival going on in this country.
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Historically, each of the five conditions by itself has been

uniquely propitious time for strengthening general educa-
tion. Quite frankly, I do not know that we will ever have a

better opportunity.
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