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% PREFACE X

X [ JNTIL lately the West has

regarded it as self-evident that the road to education lay
through great books. No man was educated unless he was
acquainted with the masterpieces of his tradition. There nev-
er was very much doubt in anybody’s mind about which the
masterpieces were. They were the books that had endured
and that the common voice of mankind called the finest cre-
ations, in writing, of the Western mind.

In the course of history, from epoch to epoch, new books
have been written that have won their place in the list. Books
once thought entitled to belong to it have been superseded;
and this process of change will continue as long as men can
_think and write. It is the task of every generation to reassess
the tradition in which it lives, to discard what it cannot use,
and to bring into context with the distant and intermediate
past the most recent contributions to the Great Conversation.
This set of books is the result of an attempt to reappraise and
re-embody the tradition of the West for our generation.

X1



THE GREAT CONVERSATION

The Editors do not believe that any of the social and
political changes that have taken place in the last fifty years,
or any that now seem imminent, have invalidated or can in-
validate the tradition or make it irrelevant for modern men.
On the contrary, they are convinced that the West needs to
recapture and re-emphasize and bring to bear upon its present
problems the wisdom that lies in the works of its greatest
thinkers and in the discussion that they have carried on.

This set of books is offered in no antiquarian spirit. We
have not seen our task as that of taking tourists on a visit to
ancient ruins or to the quaint productions of primitive peo-
ples. We have not thought of providing our readers with
hours of relaxation or with an escape from the dreadful cares
that are the lot of every.man in the second half of the twen-
tieth century after Christ. We are as concerned as anybody
else at the headlong plunge into the abyss that Western civil-
ization seems to be taking. We believe that the voices that
may recall the West to sanity are those which have taken
part in the Great Conversation. We want them to be heard
again—not because we want to go back to antiquity, or the
Middle Ages, or the Renaissance, or the Eighteenth Century.
We are quite aware that we do not live in any time but the
present, and, distressing as the present is, we would not care
to live in any other time if we could. We want the voices of
the Great Conversation to be heard again because we think
they may help us to learn to live better now.

We believe that in the passage of time the neglect of these
books in the twentieth century will be regarded as an aber-
ration, and not, as it is sometimes called today, a sign of
progress. We think that progress, and progress in education
in particular, depends on the incorporation of the ideas and
images included in this set in the daily lives of all of us, from
childhood through old age. In this view the disappearance of
great books from education and from the reading of adults
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constitutes a calamity. In this view education in the West has
been steadily deteriorating; the rising generation has been de-
prived of its birthright; the mess of pottage it has received in
exchange has not been nutritious; adults have come to lead
lives comparatively rich in material comforts and very poor
in moral, intellectual, and spiritual tone.

We do not think that these books will solve all our prob-
lems. We do not think that they are the only books worth
reading. We think that these books shed some light on all our
basic problems, and that it is folly to do without any light we
can get. We think that these books show the origins of many
of our most serious difficulties. We think that the spirit they
represent and the habit of mind they teach are more necessary
today than ever before. We think that the reader who does
his best to understand these books will find himself led to
read and helped to understand other books. We think that
reading and understanding great books will give him a stand-
ard by which to judge all other books.

We believe that the reduction of the citizen to an object of
propaganda, private and public, is one of the greatest dangers
to democracy. A prevalent notion is that the great mass of
the people cannot understand and cannot form an indepen-
dent judgment upon any matter; they cannot be educated, in
the sense of developing their intellectual powers, but they
can be bamboozled. The reiteration of slogans, the distortion
of the news, the great storm of propaganda that beats upon
the citizen twenty-four hours a day all his life long mean
either that democracy must fall a prey to the loudest and
most persistent propagandists or that the people must save
‘themselves by strengthening their minds so that they can ap-
praise the issues for themselves.

Great books alone will not do the trick; for the people
must have the information on which to base a judgment as
well as the ability to make one. In order to understand infla-
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tion, for example, and to have an intelligent opinion as to
what can be done about it, the economic facts in a given
country at a given time have to be available. Great books
cannot help us there. But they can help us to that grasp of
history, politics, morals, and economics and to that habit of
mind which are needed to form a valid judgment on the issue.
Great books may even help us to know what information we
should demand. If we knew what information to demand we
might have a better chance of getting it.

Though we do not recommend great books as a panacea for
our ills, we must admit that we have an exceedingly high
opinion of them as an educational instrument. We think of
them as the best educational instrument for young people and
adults today. By this we do not mean that this particular set
is the last word that can be said on the subject. We may have
made errors of selection. We hope that this collection may
some day be revised in the light of the criticism it will re-
ceive. But the idea that liberal education is the education
that everybody ought to have, and that the best way to a
liberal education in the West 1s through the greatest works
the West has produced, is still, in our view, the best edu-
cational idea there is.

The elements of novelty in the present-day presentation of
this idea are accounted for by the changes of the past fifty
years. For reasons that will be later described, great books
have disappeared, or almost disappeared, from American edu-
cation. Since we take American education as the prototype of
education in any highly developed industrial democracy, we
predict their disappearance everywhere in the West. As I have
said, we regard this disappearance as an aberration, and not
as an indication of progress. We do not look upon this disap-
pearance as a benefit to be thankful for, but as an error that
should be corrected. The element of novelty that results from
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the disappearance of the books we take to be novelty only in
the most superficial sense. We see this set as continuing a
tradition that has been only momentarily interrupted.

A sccond element of novelty in the presentation of these
books at this time is found in the proposition that democracy
requires liberal education for all. We believe that this propo-
sition is true. We concede that it has not been “scientifically”
proved. We call upon our fellow citizens to test it. We think
they will agree that, if this is the ideal, we should struggle to
reach it and not content ourselves with inferior substitutes
until we are satisfied that the goal cannot be attained.

The third element of novelty in the effort to restore these
books to education is found in the conception of adult edu-
cation that we wish to advance. Until very recently the
education of adults the world over was regarded as com-
pensatory; opportunity for adult study was offered those
whose economic, social, or political position had deprived
them, in ways often regarded as unjust, of the amount of for-
mal education usual among the “superior” classes.

I am referring here, of course, only to general nonvoca-
tional education. Many other kinds of educational activities
for adults have traveled under other banners: labor unions
have wanted to train their members in industrial bargaining;
individuals have wanted to prepare themselves for better
jobs. When a man had made up for the deficiencies of his for-
mal schooling, his obligation, and usually his desire, to edu-
cate himself naturally disappeared. He had reached the goal
he had set for himself. I think it fair to say that in most coun-
tries of the world today the notion that a man who had

““had” in childhood and youth the best institutional educa-
tion the country had to offer should go on educating himself
all his life would be regarded as fantastic.

Yet we believe that the obligation rests on all of us, unedu-
cated, miseducated, and educated alike, to do just that. We do
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not depreciate the possibilities of these books as a means of
educating young people. We think the sooner the young are
introduced to the Great Conversation the better. They will
not be able to understand it very well; but they should be in-
troduced to it in the hope that they will continue to take
part in it and eventually understand it. But we confess that
we have had principally in mind the needs of the adult popu-
lation, who, in America at least, have as a result of the
changes of the last fifty years the leisure to become educated
men and women. They now have the chance to understand
themselves through understanding their tradition. Our prin-
cipal aim in putting these books together was to offer them
the means of doing so.

The members of the Advisory Board, in addition to long
experience as teachers of young people, had all devoted a
large part of their lives to the education of adults. They had
all sought to use great books for the purpose of educating
adults. They determined to try to offer the means of liberal
education in a coherent program. This set of books was the
result.

The Board asked itself whether an individual book con-
tributed in an important way to the Great Conversation. The
members drew upon their experience in teaching as a guide.
They do not claim that all the great books of the West are
here. They would not be embarrassed at the suggestion that
they had omitted a book, or several books, greater than
any they had included. They would be disturbed if they
thought they had omitted books essential to a liberal edu-
cation or had included any that had little bearing upon it.

The discussions of the Board revealed few differences of
opinion about the overwhelming majority of the books in the
list. The set is almost self-selected, in the sense that one book
leads to another, amplifying, modifying, or contradicting it.
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There is not much doubt about which are the most important
voices in the Great Conversation. Of marginal cases there are
a few. Many readers will be disappointed to find one, at least,
of their favorite works missing. Many readers will be sur-
prised to find some author of whom they had a low opinion
given a place of honor. The final decision on the list was
made by me. I do not pretend that my prejudices played no
part; I would like to claim that I sought, obtained, and
usually accepted excellent advice.

Readers who are startled to find the Bible omitted from the
set will be reassured to learn that this was done only because
Bibles are already widely distributed, and it was felt unneces-
sary to bring another, by way of this set, into homes that
had several already. References to the Bible are, however,
included in both the King James and the Douai versions under
the appropriate topics in the Syntopicon.

The Editors felt that the chronological order was the most
appropriate organizing principle for the volumes of this set.
Since they conceived of this collection of books as repro-
ducing a conversation among its authors, it was a natural
decision to make the successive volumes of the set present, so
far as possible, the authors in the temporal sequence in which
they took part in that conversation.

Examining the chronological structure of the set, the
reader will also note that the Great Conversation covers
more than twenty-five centuries. But he may wonder at its
apparent termination with the end of the nineteenth century.
With the exception of some of Freud's writings, all the other
works here assembled were written or published before 1900;

“and some of Freud’s important works were published be-
fore that date.

The Editors do not think that the Great Conversation
came to an end before the twentieth century began. On the
contrary, they know that the Great Conversation has been
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going on during the first half of this century, and they hope
it will continue to go on during the rest of this century and
the centuries to follow. They are confident that great books
have been written since 1900 and that the twentieth century
will contribute many new voices to the Great Conversation.

The reason, then, for the omission of authors and works
after 1900 is simply that the Editors did not feel that they or
anyone else could accurately judge the merits of contempo-
rary writings. During the editorial deliberations about the
contents of the set, more difficult problems were encountered
in the case of nineteenth-century authors and titles than with
regard to those of any preceding century. The cause of these
difficulties—the proximity of these authors and works to our
own day and our consequent lack of perspective with regard
to them—would make it far more difficult to make a selection
of twentieth-century authors. If the reader is interested in
knowing some of the possible candidates for inclusion from
the twentieth century, he will find their names in the Bibli-
ography of Additional Readings, which is appended to the
Syntopicon (in Volume 3, pp. 1143-1217). The Additional
Readings that come at the end of each of the Syntopicon’s 102
chapters on the great ideas try to make an adequate repre-
sentation of works written in this century; and in doing so,
they name books that may prove themselves great, as other
great books have done, by submission with the passage of
time to the general judgment of mankind.

The Editors did not seek to assemble a set of books repre-
sentative of various periods or countries. Antiquity and the
Middle Ages, the Renaissance and modern times, are included
in proportion as the great writers of these epochs contributed
to the deepening, extension, or enrichment of the tradition of
the West. It is worth noting that, though the period from
1500 to 1goo represents less than one-sixth of the total extent
of the literary record of the Western tradition, the last four
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hundred years is represented in this set by more than one-half
the volumes of Grear Books of the Western World.

The Editors did not, in short, allot a certain space to a
certain epoch in terms of the amount of time in human his-
tory that it consumed. Nor did we arbitrarily allot a certain
space to a certain country. We tried to find the most impor-
tant voices in the Conversation, without regard to the lan-
guage they spoke. We did encounter some difficulties with
language that we thought insurmountable. Where the ex-
cellence of a book depended principally on the excellence of
its language, and where no adequate translation could be
found or made, we were constrained reluctantly to omit it.

We thought it no part of our duty to emphasize national
contributions, even those of our own country. I omitted
Emerson, Whitman, Thoreau, and Mark Twain, all very
great writers, because I felt that, important as they were,
they did not measure up to the other books in the set. They
carried forward the Great Conversation, but not in such a
way as to be indispensable to the comprehension of it. Ob-
viously in a set made up of a limited number of volumes only
the writers that seemed indispensable could be included.

Some writers have made an important contribution to the
Great Conversation, but in a way that makes it impossible to
include it in a set like this. These are writers, of whom Leib-
nitz, Voltaire, and Balzac are notable examples, whose con-
tribution lies in the total volume of their work, rather than
in a few great works, and whose total volume is too large
to be included or whose single works do not come up to the
standard of the other books in this set.

-~ What we wanted first of all, of course, was to make these
books available. In many cases, all or some of an author’s
works included in this set were unavailable. They were either
inaccessible or prohibitively expensive. This is true of works
by Aristotle, Galen, Euclid, Archimedes, Apollonius, Nicom-
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achus, Ptolemy, Copernicus, Kepler, Plotinus, Aquinas,
Gilbert, Harvey, Descartes, Pascal, Newton, Kant, Lavoisier,
Fourier, Faraday, and Freud.

We attach importance to making whole works, as distin-
guished from excerpts, available; and in all but three cases,
Aquinas, Kepler, and Fourier, the 443 works of the 74 auth-
ors in this set are printed complete. One of the policies upon
which the Advisory Board insisted most strongly was that
the great writers should be allowed to speak for themselves.
They should speak with their full voice and not be digested
or mutilated by editorial decisions. Undoubtedly this policy
makes reading more difficult; for the reader becomes to this
extent his own editor. No one will deny that many arid
stretches are contained in the works of the great writers. But
we believed that it would be presumptuous for us to do
the reader’s skipping for him. When Hermann Hesse referred
to the present as “the Age of the Digest,” he did not intend
to say anything complimentary.

Since the set was conceived of as a great conversation, it is
obvious that the books could not have been chosen with any
dogma or even with any point of view in mind. In a conver-
sation that has gone on for twenty-five centuries, all dogmas
and points of view appear. Here are the great errors as well as
the great truths. The reader has to determine which are the
errors and which the truths. The task of interpretation and
conclusion is his. This is the machinery and life of the West-
ern tradition in the hands of free men.

The title of this set is Great Books of the Western World. 1
shall have more to say later about great books of the Eastern
world and merely wish to remark here that in omitting
them from this collection we do not intend to depreciate
them. The conversation presented in this set is peculiar to
the West. We believe that everybody, Westerners and East-
erners, should understand it, not because it is better than
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anything the East can show, but because it is important to
understand the West. We hope that editors who understand
the tradition of the East will do for that part of the world
what we have attempted for our own tradition in Great Books
of the Western World and the Syntopicon. With that task accom-
plished for both the West and the East, it should be possible
to put together the common elements in the traditions and
to present Great Books of the World. Few things could do
as much to advance the unity of mankind.

Some readers may feel that we have been too hard on them
in insisting that the great works of science are a part of the
conversation and that a man who has not read them has not
acquired a liberal education. Others, who concede the im-
portance of science to understanding the world today, may
raise the question of whether it is possible to understand
modern science and its contribution to the modern world
through the medium of books of the past. They may feel
that, whereas philosophy, history, and literature can pro-
duce works that are always fresh and new, natural science
is progressive and is rapidly outdated. Why read Copernicus
or Faraday if scientists now know everything that they
knew, and much more besides?

It is interesting to note that, some years after the books had
been selected for this set, President James B. Conant of Har-
vard, a distinguished chemist, proposed to make the kind of
books selected central in a reform of scientific education for
the layman. He said: “What I propose is the establishment of
one or more courses at the college level on the Tactics and
Strategy of Science. The objective would be to give a greater
degree of understanding of science by the close study of a
relatively few historical examples of the development of
science. I suggest courses at the college level, for I do not be-
lieve they could be understood earlier in a student’s educa-
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tion; but there is no reason why they could not become im-
portant parts of programs of adult education. Indeed such
courses might well prove particularly suitable for older

groups of men and women. . . . The greatest hindrance to the
widespread use of case histories in teaching science is the lack
of suitable case material. . . . I am hopeful that if a sufficient

number of teachers become interested in the approach sug-
gested in the following pages a co-operative enterprise might
be launched which would go far to overcome the difficulties
now presented by the paucity of printed material available
for student use. . . . Together they might plan for the trans-
lation, editing, and publishing in suitable form of extracts
from the history of science which would be of importance to
the college teacher. It is no small undertaking, but one of the
first importance. When it is remembered that two of the most
significant works in the history of science, the De Revolutioni-
bus of Copernicus and the De Fabrica of Vesalius, have never
been published in English translation—to say nothing of the
vast amount of untranslated writings of Kepler, Galileo,
Lavoisier, Galvani, and a host of others—it is evident how
much remains to be accomplished.”

The De Revolutionibus of Copernicus and writings of Kep-
ler, Galileo, and Lavoisier appear in this set. So also do the
mathematical and scientific works of nineteen others—Aris-
totle, Hippocrates, Galen, Euclid, Archimedes, Apollonius,
Nicomachus, Ptolemy, Gilbert, Harvey, Descartes, Pascal,
Newton, Huygens, Fourier, Faraday, Darwin, James, and
Freud.

It is true that scientific works are often omitted from lists
of important books on the assumption that such works lack
the educational significance of the great poems, the great his-
tories, and the great philosophies and are somehow not part
of our “culture”; or that they cannot be read except by a few
specialists; or that science, unlike poetry, has somehow “‘ad-
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vanced” in modern times in such fashion as to rob the great
steps in that advance of any but antiquarian value.

But the Editors do not agree that the great poets of every
time are to be walked with and talked with, but not those
who brought deep insight into the mystery of number and
magnitude or the natural phenomena they observed about
them.

We do not agree that better means of observation or more
precise instruments of measurement invalidate the thinking
of great scientists of the past, even where such means cause
us to correct the hypotheses of these scientists.

We lament the man who, properly desiring to wrestle at
first hand with the problems that the great poets and philos-
ophers have raised, yet contents himself with the “results”
and “findings” of modern science.

We believe that it is a gratuitous assumption that anybody
can read poetry but very few can read mathematics. In view
of the countless engineers and technicians in our society we
should expect many of our readers to find the mathematical
and scientific masterpieces more understandable than many
other works. As Stringfellow Barr has said, the world is
rapidly dividing into technicians who cannot tell the differ-
ence between a good poem and sentimental doggerel and ““cul-
tured” people who know nothing about electricity except
that you push a button when you want it. In a society that
is highly technological the sooner the citizens understand
the basic ideas of mathematics and natural science the better.

Poor books in science deal with specialties that serve the
technician and pride themselves on juggling jargon. But the
best books get their power from the refinement and precise
use of the common language. As far as the medium of com-
munication is concerned, they are products of the most elegant
literary style, saying precisely what is meant. Like literary
books, they have beginnings, middles, and ends that move
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from familiar situations through complications to unravel-
ings and recognitions. They sometimes end in the revelation
of familiar mysteries.

The atmosphere we breathe today, because of the univer-
sal use of gadgets and machines, because the word “'scientific”
isemployed in a magical sense, and because of the half-hidden
technological fabric of our lives, is full of the images and
myths of science. The minds of men are full of shadows
and reflections of things that they cannot grasp. As Scott
Buchanan has said, “Popular science has made every man
his own quack; he needs some of the doctor’s medicine.”

Much of this is the result of the mystery that modern man
has made of mathematics. It is supposed that the scientist or
engineer can understand great scientific works because he
understands mathematics, which nobody but a scientist or
engineer can understand. This is the reason why a fairly con-
tinuous series of great books in mathematics is contained in
this set. The Editors believe that mathematical truth will set
us free from the superstitious awe that surrounds the scien-
tific enterprise today.

The reader will be able to decide for himself whether the
mathematical and scientific works should have been excluded
from this set on the score of their difliculty for the ordinary
reader by comparing the difhculty, for such a reader, of Dante’s
Divine Comedy and that most difficult of all scientific works,
Newton's Principia. There is a cult of scholarship surrounding
Dante’s masterpiece that is almost as formidable as the cult
of mathematics. Most of this work is in philology, meta-
physics, and history. The ordinary reader, who has heard of
this apparatus but never used it, is surprised to find that he
understands Dante without it.

Both the cult of learning around Dante and the cult of
ignorance around Newton are phenomena of the vicious spe-
cialization of scholarship. Much of the background of Dante
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is in Euclid and in Prolemy’s astronomy; the structure of
both the poem and the world it describes 1s mathemarical.
Almost all of Newton by his express intention is Euclidean
in its arithmetic as well as its geometry. Dante no more
delivers his whole message without benefit of some mathe-
matics than does Newton. Both are enhanced by the presence
of the scientific voice in the conversation of which they are
parts.

The Advisory Board recommended that no scholarly appa-
ratus should be included in the set. No “introductions” giv-
ing the Editors’ views of the authors should appear. The
books should speak for themselves, and the reader should de-
cide for himself. Great books contain their own aids to read-
ing; that is one reason why they are great. Since we hold that
these works are intelligible to the ordinary man, we see no
reason to interpose ourselves or anybody else between the
author and the reader.

The Syntopicon™, which began as an index and then turned
into a means of helping the reader find paths through the
books, has ended, in addition to making these contributions
as a tool for reference, research, and study, as a preliminary
summation of the issues around which the Great Conversa-
tion has revolved, together with indications of the course of
the debate at this moment. Once again, the Syntopicon argues
no case and presents no point of view. It will not interpret any
book to the reader; it will not tell him which author is right
and which wrong on any question. It simply supplies him
with suggestions as to how he may conveniently pursue the

-study of any important topic through the range of Western
intellectual history. It shows him how to find what great

*For a more elaborate description of the structure and uses of the Synzopicon, see the Possible
Approaches to This Set in this volume (pp. 85-89) and the Preface to the Syntopicon (Vol.
II, pp. xi—xxxi).
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men have had to say about the greatest issues and what is
being said about these issues today.

But I would do less than justice to Mr. Adler’s achieve-
ment if I left the matter there. The Syntopicon is, in addition
to all this, and in addition to being a monument to the indus-
try, devotion, and intelligence of Mr. Adler and his staff, a
step forward in the thought of the West. It indicates where
we are: where the agreements and disagreements lie; where
the problems are; where the work has to be done. It thus
helps to keep us from wasting our time through misunder-
standing and points to the issues that must be attacked.
When the history of the intellectual life of this century is
written, the Syntopicon will be regarded as one of the land-
marks in it.

The Editors must record their gratitude to the Advisory
Board and to their Editorial Consultants in the British
Empire.

The Advisory Board consisted of Stringfellow Barr, Pro-
fessor of History in the University of Virginia, and formerly
President of St. John's College in Annapolis, Maryland;
Scott Buchanan, philosopher, and formerly Dean of St.
John's College; John Erskine, novelist, and formerly Pro-
fessor of English in Columbia University; Clarence Faust,
President of the Fund for the Advancement of Education
and formerly Dean of the Humanities and Sciences in Leland
Stanford University; Alexander Meiklejohn, philosopher,
and formerly Chairman of the School for Social Studies in
San Francisco; Joseph Schwab, scientist, and Professor in the
College of the University of Chicago; and Mark Van Doren,
poet, and Professor of English in Columbia University.

The Editorial Consultants were A. F. B. Clark, Professor
of French Literature in the University of British Columbia,
Canada; F. L. Lucas, Fellow and Lecturer of King's College,
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Cambridge, England; and Walter Murdoch, Professor of
English Literature in the University of Western Australia.

The Editors would also express their gratitude to Rudolph
Ruzicka, designer and typographer, who planned the format
of this set of books and designed the typography of its indi-
vidual works in the light of his reading of them.

The Editors wish especially to mention their debt to the
late John Erskine, who over thirty years ago began the move-
ment to reintroduce the study of great books into American
education, and who labored long and arduously on the
preparation of this set. Their other special obligation is to
Senator William Benton, who as a member of a discussion
group in Great Books proposed the publication of this col-
lection, and who as Publisher and Chairman of the Board
of Encyclopedia Britannica has followed and fostered it and
finally brought it out.

Rosert M. HuTCHINS
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X CHAPTER I %

The Tradition of the West

%THE tradition of the West is

embodied in the Great Conversation that began in the dawn of
history and that continues to the present day. Whatever the
merits of other civilizations in other respects, no civilization
1s like that of the West in this respect. No other civilization
can claim that its defining characteristic is a dialogue of this
sort. No dialogue in any other civilization can compare with
that of the West in the number of great works of the mind
that have contributed to this dialogue. The goal toward which
Western society moves is the Civilization of the Dialogue. The
spirit of Western civilization is the spirit of inquiry. Its domi-
- nant element is the Logos. Nothing is to remain undiscussed.
Everybody is to speak his mind. No proposition is to be left
unexamined. The exchange of ideas is held to be the path to
the realization of the potentialities of the race.
At a time when the West is most often represented by its
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friends as the source of that technology for which the whole
world yearns and by its enemies as the fountainhead of selfish-
ness and greed, it is worth remarking that, though both ele-
ments can be found in the Great Conversation, the Western
ideal is not one or the other strand in the Conversation, but
the Conversation itself. It would be an exaggeration to say
that Western civilization means these books. The exaggera-
tion would lie in the omission of the plastic arts and music,
which have quite as important a part in Western civilization
as the great productions included in this set. But to the extent
to which books can present the idea of a civilization, the idea
of Western civilization is here presented.

These books are the means of understanding our society and
ourselves. They contain the great ideas that dominate us
without our knowing it."There is no comparable repository
of our tradition.

To put an end to the spirit of inquiry that has characterized
the West it is not necessary to burn the books. All we have to
do is to leave them unread for a few generations. On the other
hand, the revival of interest in these books from time to time
throughout history has provided the West with new drive
and creativeness. Great books have salvaged, preserved, and
transmitted the tradition on many occasions similar to our
own.

The books contain not merely the tradition, but also the
great exponents of the tradition. Their writings are models of
the fine and liberal arts. They hold before us what Whitehead
called “the habitual vision of greatness.” These books have
endured because men in every era have been lifted beyond
themselves by the inspiration of their example. Sir Richard
Livingstone said: “We are tied down, all our days and for
the greater part of our days, to the commonplace. That is
where contact with great thinkers, great literature helps.
In their company we are still in the ordinary world, but
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it is the ordinary world transfigured and seen through the
eyes of wisdom and genius. And some of their vision be-
comes our own.”

Until very recently these books have been central in educa-
tion in the West. They were the principal instrument of lib-
eral education, the education that men acquired as an end in
itself, for no other purpose than that it would help them to
be men, to lead human lives, and better lives than they would
otherwise be able to lead. v

The aim of liberal education is human excellence, both pri-
vate and public (for man is a political animal). Its object is
the excellence of man as man and man as citizen. It regards
man as an end, not as a means; and it regards the ends of life,
and not the means to it. For this reason it is the education of
free men. Other types of education or training treat men as
means to some other end, or are at best concerned with the
means of life, with earning a living, and not with its ends.

The substance of liberal education appears to consist in the
recognition of basic problems, in knowledge of distinctions
and interrelations in subject matter, and in the comprehen-
sion of ideas.

Liberal education seeks to clarify the basic problems and to
understand the way in which one problem bears upon an-
other. It strives for a grasp of the methods by which solutions
can be reached and the formulation of standards for testing
solutions proposed. The liberally educated man understands,
for example, the relation between the problem of the immor-
tality of the soul and the problem of the best form of govern-
ment; he understands that the one problem cannot be solved

-by the same method as the other, and that the test that he
will have to bring to bear upon solutions proposed differs
from one problem to the other.

The liberally educated man understands, by understanding
the distinctions and interrelations of the basic fields of sub-
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ject matter, the differences and connections between poetry
and history, science and philosophy, theoretical and practical
science; he understands that the same methods cannot be ap-
plied in all these fields; he knows the methods appropriate to
each.

The liberally educated man comprehends the ideas that are
relevant to the basic problems and that operate in the basic
fields of subject matter. He knows what is meant by soul,
state, God, beauty, and by the other terms that are basic to
the discussion of fundamental issues. He has some notion of
the insights that these ideas, singly or in combination, pro-
vide concerning human experience.

The liberally educated man has a mind that can operate
well in all fields. He may be a specialist in one field. But he
can understand anything important that is said in any field
and can see and use the light that it sheds upon his own. The
liberally educated man is at home in the world of ideas and in
the world of practical affairs, too, because he understands the
relation of the two. He may not be at home in the world of
practical affairs in the sense of liking the life he finds about
him; but he will be at home in that world in the sense that he
understands it. He may even derive from his liberal education
some conception of the difference between a bad world and a
good one and some notion of the ways in which one might be
turned into the other.

The method of liberal education is the liberal arts, and the
result of liberal education is discipline in those arts. The lib-
eral artist learns to read, write, speak, listen, understand, and
think. He learns to reckon, measure, and manipulate matter,
quantity, and motion in order to predict, produce, and ex-
change. As we live in the tradition, whether we know it or
not, so we are all liberal artists, whether we know it or not.
We all practice the liberal arts, well or badly, all the time
every day. As we should understand the tradition as well as
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we can in order to understand ourselves, so we should be as
good liberal artists as we can in order to become as fully hu-
man as we can.

The liberal arts are not merely indispensable; they are un-
avoidable. Nobody can decide for himself whether he is going
to be a human being. The only question open to him is wheth-
er he will be an ignorant, undeveloped one or one who has
sought to reach the highest point he is capable of attaining.
The question, in short, is whether he will be a poor liberal
artist or a good one.

The tradition of the West in education is the tradition of
the liberal arts. Until very recently nobody took seriously the
suggestion that there could be any other ideal. The educa-
tional ideas of John Locke, for example, which were directed
to the preparation of the pupil to fit conveniently into the so-
cial and economic environment in which he found himself,
made no impression on Locke’s contemporaries. And so it will
be found that other voices raised in criticism of liberal educa-
tion fell upon deaf ears until about a half-century ago.

This Western devotion to the liberal arts and liberal educa-
tion must have been largely responsible for the emergence of
democracy as an ideal. The democratic ideal is equal oppor-
tunity for full human development, and, since the liberal arts
are the basic means of such development, devotion to democ-
racy naturally results from devotion to them. On the other
hand, if acquisition of the liberal arts is an intrinsic part of
human dignity, then the democratic ideal demands that we
should strive to see to it that all have the opportunity to
attain to the fullest measure of the liberal arts that is possible

-to each.

The present crisis in the world has been precipitated by the
vision of the range of practical and productive art offered by
the West. All over the world men are on the move, expressing
their determination to share in the technology in which the
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West has excelled. This movement is one of the most spec-
tacular in history, and everybody is agreed upon one thing
about it: we do not know how to deal with it. It would be
tragic if in our preoccupation with the crisis we failed to hold
up as a thing of value for the world, even as that which
might show us a way in which to deal with the crisis, our
vision of the best that the West has to offer. That vision is
the range of the liberal arts and liberal education. Our deter-
mination about the distribution of the fullest measure of
these arts and this education will measure our loyalty to the
best in our own past and our total service to the future of the
world.

The great books were written by the greatest liberal artists.
They exhibit the range of the liberal arts. The authors were
also the greatest teachers. They taught one another. They
taught all previous generations, up to a few years ago. The
question is whether they can teach us. To this question we
10w turn.



X CHAPTER II %

Modern T7mes

%UNTIL recently great books

were central in liberal education; but liberal education was
limited to an élite. So great books were limited to an élite and
to those few of the submerged classes who succeeded in break-
ing into them in spite of the barriers that society threw up
around them. Where anybody bothered to defend this exclu-
sion, it was done on the basis that only those with exception-
al intelligence and leisure could understand these books, and
that only those who had political power needed to under-
stand them.

As the masses were admitted to political activity, it was
-assumed that, though they must be educated, they could not
be educated in this way. They had to learn to read the news-
paper and to write a business letter and to make change; but
how could they be expected to study Plato or Dante or New-
ton? All that they needed to know about great writers could
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be translated for them in textbooks that did not suffer from
the embarrassment of being either difficult or great.

The people now have political power and leisure. If they
have not always used them wisely, it may be because they
have not had the kind of education that would enable them
to do so.

It is not argued that education through great books and the
liberal arts was a poor education for the élite. It is argued
that times have changed and that such an education would be
a poor education for anybody today, since it is outmoded. It
is remote from real life and today’s problems. Many of the
books were written when men held slaves. Many were writ-
ten in a prescientific and preindustrial age. What can they
have to say to us, free, democratic citizens of a scientific, in-
dustrial era? :

This is a kind of sociological determinism. As economic de-
terminism holds that all activity is guided and regulated by
the conditions of production, so sociological determinism
claims that intellectual activity, at least, is always relative
to a particular society, so that, if the society changes in an
important way, the activity becomes irrelevant. Ideas orig-
inating in one state of society can have no bearing on another
state of society. If they seem to have a bearing, this is only
seeming. Ideas are the rationalizations of the social condi-
tions that exist at any given time. If we seek to use 1n our
own time the ideas of another, we shall deceive ourselves, be-
cause by definition these ideas have no application to any
other time than that which produced them.

History and common sense explode sociological determin-
ism, and economic determinism, too. There is something
called man on this earth. He wrestles with his problems and
tries to solve them. These problems change from epoch to
epoch in certain respects; they remain the same in others.
What is the good life? What is a good state? Is there a God?
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What is the nature and destiny of man? Such questions and a
host of others persist because man persists, and they will per-
sist as long as he does. Through the ages great men have
written down their discussion of these persistent questions.
Are we to disdain the light they offer us on the ground that
they lived in primitive, far-off times? As someone has re-
marked, “The Greeks could not broadcast the Aeschylean
tragedy; but they could write it.”

This set of books explodes sociological determinism, be-
cause it shows that no age speaks with a single voice. No so-
ciety so determines intellectual activity that there can be no
major intellectual disagreements in it. The conservative and
the radical, the practical man and the theoretician, the ideal-
ist and the realist will be found in every society, many of
them conducting the same kind of arguments that are carried
on today. Although man has progressed in many spectacular
respects, I suppose it will not be denied that he is today worse
off in many respects, some of them more important than the
respects in which he has improved. We should not reject the
help of the sages of former times. We need all the help we
can get.

The chief exponent of the view that times have changed
and that our conception of the best education must change
with them is that most misunderstood of all philosophers of
education, John Dewey. It is one of the ironies of fate that his
followers who have misunderstood him have carried all be-
fore them in American education; whereas the plans he pro-
posed have never been tried. The notion that is perhaps most
popular in the United States, that the object of education is
-to adjust the young to their environment, and in particular to
teach them to make a living, John Dewey roundly con-
demned; yet it is usually advanced in his name.

Dewey was first of all a social reformer. He could not advo-
cate adjustment to an environment the brutality and injustice
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of which repelled him. He believed in his own conception of
liberal education for all and looked upon any kind of training
directed to learning a trade, solely to make a living at it, as
narrowing and illiberal. He would especially repudiate those
who seek to differentiate among the young on the basis of
their capacity in order to say that only some are capable of
acquiring a liberal education, in Dewey's conception of it or
any other.

John Dewey’s central position is stated in his major book
on education, Democracy and Education, published in 1916. He
says: “Both practically and philosophically, the key to the
present educational situation lies in a gradual reconstruction
of school materials and methods so as to utilize various forms
of occupation typifying social callings, and to bring out their
intellectual and moral content.” The occupations that are to
be engaged 1n are those “which are indicated by the needs
and interests of the pupil at the time. Only in this way can
there be on the part of the educator and of the one educated
a genuine discovery of personal aptitudes so that the proper
choice of a specialized pursuit in later life may be indicated.
Moreover, the discovery of capacity and aptitude will be a
constant progress as long as growth continues.”

Dewey's chief reason for this recommendation is found in
his psychology of learning. “An occupation is a continuous
activity having a purpose. Education through occupations con-
sequently combines within itself more of the factors condu-
cive to learning than any other method. It calls instincts and
habits into play; it is a foe to passive receptivity. It has an
end in view; results are to be accomplished. Hence it appeals
to thought; it demands that an idea of an end be steadily
maintained, so that activity must be progressive, leading
from one stage to another; observation and ingenuity are re-
quired at each stage to overcome obstacles and to discover
and readjust means of execution. In short, an occupation,
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pursued under conditions where the realization of the activity
rather than merely the external product is the aim, fulfills the
requirements which were laid down carlier in connection
with the discussion of aims, interest, and thinking.”

The doctrine is that occupations, means of earning a living,
should constitute the object of the attention of the education-
al system. This is not for the purpose of teaching the pupils
how to make a living. Dewey opposes pure vocational train-
ing and urges that “a truly liberal, and liberating, education
would refuse today to isolate vocational training on any of its
levels from a continuous education in the social, moral and
scientific contexts within which wisely administered callings
and professions must function.” He proposes education
through occupations as a means of arousing interest, which
it is assumed can be aroused by the study of occupations,
of helping students to select a vocation, and of showing
them the significance of the various ways of earning a living.

This is not the place for an elaborate critique of this doc-
trine. It is perhaps enough to say that the misinterpretations
and misapplications of it were natural and inevitable. A pro-
gram of social reform cannot be achieved through the educa-
tional system unless it is one that the society is prepared to
accept. The educational system is the society’s attempt to
perpetuate itself and its own ideals. If a society wishes to im-
prove, it will use the educational system for that purpose.
Even in this case it will not allow the educational system to
determine for itself what improvement is, unless it is a soci-
ety that believes that the free and independent exercise of in-
dividual judgment is the best way to achieve improvement.
If a society does not wish to change, it cannot be reformed
through the educational system. In practice, a program of so-
cial reform will turn out to be what Dewey’s has turned out
to be in the hands of his followers, a program of social ad-
justment.
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So a program of education through occupations will in prac-
tice turn out to be a program of education for occupations.
Indeed, Dewey never tells us how it can be anything else. He
does not say how he would accomplish the study of the mor-
al, social, scientific, and intellectual contexts of occupations
without resorting to those great books and those liberal arts
which he regards as outmoded by experimental science and
industrialization.

Nor does he indicate any awareness of the practical difhicul-
ties of having occupations studied at school. The school can-
not duplicate the actual conditions of industry, commerce,
finance, and the learned professions. Machines, methods,
teachers can never be up to date. The conditions in the educa-
tional system generally can never be those that obtain in the
modern medical school,"in which the atmosphere of reality
does not have to be created, because it is already there: the
patient is really sick; the professor is trying to cure him; and
the student learns to be a doctor by acting as the professor’s
assistant.

Dewey is certainly correct in saying that the actual condi-
tions of practice teach by arousing interest and defining the
aim. But he fails to notice that this leads not to the study of
occupations in the educational system, but to the study of oc-
cupations through apprenticeship. This is the situation in the
medical school. The apprentice is committed to the occupa-
tion and learns it under the actual conditions of practice. In
the educational system generally the actual conditions of
practice cannot be successfully imitated; and the pupil is not
committed to the occupation.

Since the pupil is not committed to the occupation, the
proposition that the occupations that are to be studied are
those which are indicated by the needs and interests of the
pupil at the time is alarming. Between the ages of six and
fourteen I wanted, in rapid succession, to be an iceman (a now
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extinct occupation), a “motorman” on the horse cars (also
extinct), a fireman, a postman, a policeman, a professional
baseball player, and a missionary. The notion that what my
teachers should have done was to offer me a study of these
occupations as the fancy for each of them took me is so
startling that Mr. Dewey’s followers may perhaps be excused
for refusing to take him literally and contenting themselves
with trade-school instruction looking toward earning a
living.

The educational results of studies of occupations as the
passing whims of children suggested them would hardly be
what Mr. Dewey hoped, even if such a curriculum could in
fact be instituted, as it never has been. One educational
proposition I take to be axiomatic, that matters that demand
experience of those who seck to understand them cannot be
understood by those who are without experience. A child
can and should learn about the economic and political
system by way of introduction to it, but he cannot under-
stand it, in the same way or to the same degree that he can
understand arithmetic, music, and science. Nor can he un-
derstand the moral and social contents of occupations in
which he has never engaged under the actual conditions of
practice.

As the quotations I have given show, Mr. Dewey wants to
concentrate on the study of occupations because he thinks
that they will arouse real interest and lead to real learning.
But the interest of the young in occupations is neither intense
nor permanent, except in the case of an individual with a very
special, overwhelming bent, until the time is almost at hand
-t which they have to make up their minds about the choice
of their careers. Even then they can learn little about them
until they have engaged in them, as the apprentice does, un-
der the conditions under which they are carried on in the
world. They cannot understand them; least of all can they
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understand their social and economic and political contexts,
until they have had some experience as wage earners and
citizens. I say again that imitation experiences in the class-
room are not a substitute for actual experiences in life. Such
experiences can lead only to illusion: they lead the pupil to
think he understands something when he does not.

From the looks of things, all young Americans of a certain
age now want to be cowboys. I doubt whether it would be
useful for the schools to concentrate on cowpunching in its
moral, social, political, scientific, and intellectual contexts.
I do not see how the schools could do it, except by apprentic-
ing the pupils to cowmen. I doubt whether, in the absence of
such apprenticeship, much real learning would result. I doubt
that, if it were possible to arouse real interest in cowmanship
and its various contexts and to train up a generation of ac-
complished cowboys through the educational system, it
would be in the public interest to dedicate the educational
system to this purpose.

The reason is, apart from those I have already mentioned,
that to regard the study of occupations as central in educa-
tion assigns them a place to which they are not entitled.
Work is for the sake of leisure. What will Mr. Dewey do
about leisure? Will he ignore the end and concentrate on the
means, so that, when the means have given us the end, we do
not know what to do with ourselves? What about the duties
of citizenship, which are more complicated and more im-
portant than at any time in history? Will the study of occu-
pations, in all their contexts, help us to achieve that in-
tellectual independence which democratic citizenship re-
quires? Is it not a fact that we are now so wrapped up in our
own occupations and the special interests of our own oc-
cupational groups that we are almost at the pretyrannical
stage described by Vico, the stage where everybody is so
concerned with his own special interests that nobody looks

14



MODERN TIMES

after the common good? Is not the study of occupations the
way to hasten the disintegration of such community as still
remains, through emphasizing our individuality at the ex-
pense of our common humanity?

Democracy and Education was written before the assembly
line had achieved its dominant position in the industrial
world and before mechanization had depopulated the farms
of America. The signs of these processes were already at
hand; and Dewey saw the necessity of facing the social
problems they would raise. One of these is the humanization
of work. His book is a noble, generous effort to solve this and
other social problems through the educational system. Un-
fortunately, the methods he proposed would not solve these
problems; they would merely destroy the educational system.

The humanization of work is one of the most baffling issues
of our time. We cannot hope to get rid of work altogether.
We cannotsay that we have dealt adequately with work when
we have urged the prolongation of leisure.

Whatever work there is should have as much meaning as
possible. Wherever possible, workmen should be artists; their
work should be the application of knowledge or science and
known and enjoyed by them as such. They should, if possi-
ble, know what they are doing, why what they are doing has
the results it has, why they are doing it, and what constitutes
the goodness of the things produced. They should understand
what happens to what they produce, why it happens in that
way, and how to improve what happens. They should under-
stand their relations to others co-operating in a given process,
the relation of that process to other processes, the pattern of
+them all as constituting the economy of the nation, and the
bearing of the economy on the social, moral, and political
life of the nation and the world. Work would be humanized
if understanding of all these kinds were in it and around it.

To have these kinds of understanding the man who works
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must have a good mind. The purpose of education is to de-
velop a good mind. Everybody should have equal access to
the kind of education most likely to develop such a mind and
should have it for as long as it takes to acquire enough intel-
lectual excellence to fix once and for all the vision of the
continuous need for more and more intellectual excellence.

This is the educational path to the humanization of work.
The man who acquires some intellectual excellence and in-
tends to go on acquiring more will, to borrow a phrase from
Dewey, ‘reconstruct and reorganize his experience.” We
need have few fears that he will not be able to learn how to
make a living. In addition to performing this indispensable
task, he will inquire critically about the kind of life he leads
while making a living. He will seek to understand the man-
ner in which the life of all is affected by the way he and his
fellow workers are making a living. He will develop all the
meaning there is in his work and go on to see to it that it has
more and better meaning.

This set of books is offered not merely as an object upon
which leisure may be expended, but also as a means to the
humanization of work through understanding.
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Education and Economics

T‘}"KZA.PART from John Dewey

and those few of his followers who understand him, most
writers on education hold that, though education through
great books and the liberal arts is still the best education for
the few, it cannot be the best education for the many, because
the many have not the capacity to acquire it.

It would secem that this education is the best for everybody,

if it is the best for the best, provided everybody can get it.
The question, then, is: Can everybody get it? This is the most
important question in education. Perhaps it is the most im-
portant question in the world.
- Nobody knows the answer to this question. There has never
been a time in history when everybody has had a chance to
get a liberal education. We can, however, examine the alter-
natives, and the consequences of each.

If leisure and political power are a reason for liberal educa-
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tion, then everybody in America now has this reason, and
everybody where democracy and industrialization penetrate
will ultimately have it. If leisure and political power require
this education, everybody in America now requires it, and
everybody where democracy and industrialization penetrate
will ultimately require it. If the people are not capable of
acquiring this education, they should be deprived of political
power and probably of leisure. Their uneducated political
power is dangerous, and their uneducated leisure is degrad-
ing and will be dangerous. If the people are incapable of
achieving the education that responsible democratic citizen-
ship demands, then democracy is doomed, Aristotle rightly
condemned the mass of mankind to natural slavery, and the
sooner we set about reversing the trend toward democracy
the better it will be for the world.

On the other hand, the conclusion that everybody should
have the chance to have that education which will fit him
for responsible democratic citizenship and which will de-
velop his human powers to the fullest degree does not require
the immediate adoption in any given country of universal
liberal education. This conclusion states the ideal toward
which the society should strive. Any number of practical
reasons may prevent the society from moving rapidly toward
this ideal. But this does not mean that the statement of and
devotion to the ideal are without value. On the contrary, the
educational policy of a country will depend on the clarity
and enthusiasm with which its educational ideal is stated and
believed.

The poverty of a country may seem to prevent it from
rapid approximation of its educational ideal. In the past the
education of the few rested on the labor of the many. It was
assumed, perhaps rightly, that the few could not have educa-
tion unless the many were deprived of it. Thomas Jefferson’s
proposal of three years of education for all could have been,
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and probably was, opposed on the ground that the economy
of Virginia could not survive it. Whatever may have been
the case in that state 150 years ago, and whatever may be
the case today in underdeveloped countries, it can no longer
be claimed that liberal education for all, from childhood to
the grave, is beyond the economic powers of the Unaited
States.

The economic question can arise in another way. It can be
suggested that liberal education is no good to a man who is
starving, that the first duty of man is to earn a living, and
that learning to earn a living and then earning it will absorb
the time that might be devoted to liberal education in youth
and maturity.

This argument is persuasive in countries where people are
actually starving and where the economic system is at so
rudimentary a stage that all a man’s waking hours must be
dedicated to extracting a meager livelihood from the soil.
Undoubtedly the first task of the statesman in such countries
is to raise the standard of living to such a point that the
people may be freed from economic slavery and given the
time to get the education appropriate to free men. Millions
of men throughout the world are living in economic slavery.
They are condemned to subhuman lives. We should do every-
thing we can to strike the shackles from them. Even while
we are doing so, we must remember that economic inde-
pendence is not an end in itself; it is only a means, though an
absolutely necessary one, to leading a human life. Even here,
the clarity of the educational ideal that the society holds
before itself, and the tenacity with which that ideal is
pursued, are likely to be decisive of the fate of the society.

I have no doubt that a hundred years ago we thought of
dear, little, far-off, feudal Japan in the same way in which we
think of the underdeveloped countries today. With our as-
sistance Japan became a full-fledged, industrialized world
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power in the space of forty years. We and the Japanese
thought, in the 1860’s, how wonderful it would be if this
result could be achieved. We and they fixed our minds on the
economic development of Japan and modified the educational
system of that country on “American lines” to promote this
economic development. So the rich got richer, the poor got
poorer, the powerful got more bellicose; and Japan became
a menace to the world and to itself.

No one can question the desirability of technical training
in underdeveloped countries. No one can be satisfied with
technical training as an ideal. The ideal is liberal education,
and technical training can be justified only because it may
help to supply the economic base that will make universal
liberal education possible.

In developed countries technical training is also necessary,
just as work is necessary in such countries. But the West has
already achieved such a standard of living that it cannot use
economic backwardness as an excuse for failing to face the
task of making liberal education available to all. As far as
the United States is concerned, the reorganization of the
educational system would make it possible for the system to
make its contribution to the liberal education of the young
by the time they reached the age of eighteen.

Think of the time that could be saved by the simple process
of squeezing the waste, water, and frivolity out of American
education. The American scheme of an eight-year elementary
school, a four-year high school, and a four-year college, with
graduate and professional work on top of that, is unique in
the world, and we cannot congratulate ourselves on its unique-
ness. No other country could afford the duplication that
occurs in passing from one unit in the American system to
another, or the inordinate length of time that is consumed by
cach unit. The tremendous waste of time in the American
educational system must result in part from the fact that
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there is so much time to waste. A six-year elementary school,
a three- or four-year high school, and a three- or four-year
college would eliminate from two to four years of lost motion
and leave plenty of time for liberal education.

The degree of leisure now enjoyed by the whole American
people is such as to open liberal education to all adults if they
knew where to find it. The industrial worker now has twenty
hours of free time a week that his grandfather did not have.
Neither in youth nor in his adult life does he need much
training in order to learn how to make a living. The constant
drive to simplify industrial operations will eventually mean
—and means in many industries today—that only a few hours
will be required to give the worker all the training he can use.

If we assume that the object of concentration on vocational
training in the schools is what John Dewey’s mistaken fol-
lowers think it is, to help young people to achieve economic
independence, then we must admit that under present condi-
tions in the United States the effort is disproportionate to the
results. And the effort to do something that is not worth
doing drives out of education the kind of activity thatshould
characterize it. This effort diverts our attention from the
enormously difficult task of discovering what education
should be and then introducing it into the schools.

Even before mechanization had gone as far as it has now,
one factor prevented vocational training, or any other form
of ad hoc instruction, from accomplishing what was expected
of it, and that factor was the mobility of the American
population. This was a mobility of every kind—in space, in
occupation, and in economic position. Training given in one
place for work in that place was thrown away because the
persons trained were almost certain to live and work in
another place, or in several other places. Training given
in one kind of work was equally useless because the persons
trained usually did several other kinds of work rather than
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the kind they were trained to do. The failure of @d hoc in-
struction is so obvious that it has contributed to the notion
that education, or schooling, is really irrelevant to any im-
portant activities of life and is merely a period through which
the young must pass because we do not know what else to do
with them. Actually the failure of ad hoc instruction shows
nothing but the failure of @4 hoc instruction. It does not show
that education is unimportant or that in a mobile, industrial
society there is no education that can meet the needs of the
people.

If we are to take the assembly line as the characteristic
feature of Western industry, we must regard industrialization
as at best a mixed blessing. The monotony, impersonality,
and uncreativeness of such work supply strong justification
for the movement toward a steady reduction in the hours of
labor. But what if the time that is gained for life off the
assembly line is wasted, as much of it is today, in pursuits
that can only be described as subhuman? What if the man as
he works on the line has nothing in his head?

As the business of earning a living has become easier and
simpler, it has also become less interesting and significant;
and all personal problems have become more perplexing. This
fact, plus the fact of the disappearance of any education
adequate to deal with it, has led to the development of all
kinds of cults, through which the baffled worker secks some
meaning for his life, and to the extension on an unprecedented
scale of the most trivial recreations, through which he may
hope to forget that his human problems are unsolved.

Adam Smith stated the case long ago: “A man without
the proper use of the intellectual faculties of a man, is, if
possible, more contemptible than even a coward, and seems
to be mutilated and deformed in a still more essential part of
the character of human nature.” He points out that this is the
condition of “the great body of the people,” who, by the
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division of labor are confined in their employment “to a few
very simple operations” in which the worker “has no occa-
sion to exert his understanding, or to exercise his invention
in finding out expedients for removing difficulties which
never occur.” The result, according to Smith, is that “the
torpor of his mind renders him, not only incapable of relish-
ing or bearing a part in any rational conversation, but of
conceiving any generous, noble, or tender sentiment, and
consequently of forming any just judgment concerning many
even of the ordinary duties of private life.”

Yet the substitution of machines for slaves gives us an
opportunity to build a civilization as glorious as that of the
Greeks, and far more lasting because far more just. I do not
concede that torpor of mind is the natural and normal condi-
tion of the mass of mankind, or that these people are neces-
sarily incapable of relishing or bearing a part in any rational
conversation, or of conceiving generous, noble, and tender
sentiments, or of forming just judgments concerning the
affairs of private and public life. If they are so, and if they
are so as a result of the division of labor, then industrializa-
tion and democracy are fundamentally opposed; for people in
this condition are not qualified to govern themselves. I do not
believe that industrialization and democracy are inherently
opposed. But they are in actual practice opposed unless the
gap between them is bridged by liberal education for all.
That mechanization which tends to reduce a2 man to a robot
also supplies the economic base and the leisure that will en-
able him to get a liberal education and to become truly a man.
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The Disappearance of
Liberal Education

}{THE countries of the West

are committed to universal, free, compulsory education. The
United States first made this commitment and has extended
it further than any other. In this country 92.59%, of the chil-
dren who are fourteen years old and 71.39, of those between
fourteen and seventeen are in school. It will not be suggested
that they are receiving the education that the democratic
ideal requires. The West has not accepted the proposition
that the democratic ideal demands liberal education for all.
In the United States, at least, the prevailing opinion seems
to be that the demands of that ideal are met by universal
schooling, rather than by universal liberal education. What
goes on in school is regarded as of relatively minor impor-
tance. The object appears to be to keep the child off the labor
market and to detain him in comparatively sanitary surround-
ings until we are ready to have him go to work.
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The results of universal, free, compulsory education in
America can be acceptable only on the theory that the object
of the schools is something other than education, that it is,
for example, to keep the young from cluttering up homes and
factories during a difficult period of their lives, or that it is
to bring them together for social or recreational purposes.

These last purposes, those which are social and recrea-
tional, the American educational system, on a very low level,
achieves. It throws young people together. Since this does
not take any greater effort than is required to pass compulsory
school laws and build buildings, the accomplishment of this
purpose would not at first blush seem to be a matter for
boasting. Yet we often hear of it as something we should be
proud of, and even as something that should suggest to us
the main line of a sound educational policy. We often hear
that bringing young people together, having them work and
play together, and having them organize themselves “demo-
cratically” are the great contributions to democracy that the
educational system can make. This is an expansion of the
doctrine that was popular in my youth about the moral bene-
fits conferred on everybody through intercollegiate athletics,
which was, in turn, an adaptation of the remark dubiously
imputed to the Duke of Wellington about the relationship
between the battle of Waterloo and the playing fields of Eton.

No one can deny the value of getting together, of learning
to get along with others, of coming to appreciate the methods
of organization and the duties of membership in an organiza-
tion any more than one can deny the importance of physical
health and sportsmanship. It seems on the face of it a trifle
absurd, however, to go to the trouble of training and en-
gaging teachers, of erecting laboratories and libraries, and
of laying out a program of instruction and learning if, in
effect, the curriculum is extra and the extra-curriculum is the
heart of the matter.
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It seems doubtful whether the purposes of the educational
system can be found in the pursuit of objects that the Boy
Scouts, the Y.M.C.A., and the local country club, to say
nothing of the family and the church, purport to be pursuing.
The unique function of the educational system would appear
to have something to do with the mind. No other agency in
the community sets itself up, or is set up, to train the mind.
To the extent to which the educational system is diverted to
other objects, to that extent the mind of the community is
neglected.

This is not to say that the educational system should not
contribute to the physical, social, and moral development of
those committed to its charge. But the method of its contri-
bution, apart from the facilities for extra-curriculum activi-
ties that it provides, is through the mind. The educational
system secks to establish the rational foundations for good
physical, moral, and social behavior. These rational founda-
tions are the result of liberal education.

Education is supposed to have something to do with in-
telligence. It was because of this connection that it was al-
ways assumed that if the people were to have political power
they would have to have education. They would have to
have it if they were to use their power intelligently. This was
the basis of the Western commitment to universal, free,
compulsory education. I have suggested that the kind of
education that will develop the requisite intelligence for
democratic citizenship is liberal education, education through
great books and the liberal arts, a kind of education that has
all but disappeared from the schools, colleges, and universi-
ties of the United States.

Why did this education disappear? It was the education of
the Founding Fathers. It held sway until fifty years ago. Now
it is almost gone. I attribute this phenomenon to two factors,
internal decay and external confusion.
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By the end of the first quarter of this century great books
and the liberal arts had been destroyed by their teachers. The
books had become the private domain of scholars. The word
“classics” came to be limited to those works which were
written in Greek and Latin. Whitehead refers to Words-
worth’s remark about men of science who “murder to dis-
sect” and properly observes: “In the past, classical scholars
have been veritable assassins compared to them.” The classi-
cal books, it was thought, could be studied only in the origi-
nal languages, and a student might attend courses in Plato
and Lucretius for years without discovering that they had
any ideas. His professors were unlikely to be interested in
ideas. They were interested in philological details. The
liberal arts in their hands degenerated into meaningless drill.

Their reply to criticism and revolt was to demand, for-
getting that interest is essential in education, that their
courses be required. By the end of the first quarter of this
century the great Greek and Latin writers were studied only
to meet requirements for entrance to or graduation from
college. Behind these tariff walls the professors who had
many of the great writers and much of the liberal arts in
their charge contentedly sat, oblivious of the fact that they
were depriving the rising generation of an important part of
their cultural heritage and the training needed to understand
it, and oblivious also of the fact that they were depriving
themselves of the reason for their existence.

Philosophy, history, and literature, and the disciplines
that broke away from philosophy—opolitical science, sociol-
ogy, and psychology—suffered from another kind of decay,
which resulted from a confusion that I shall refer to later, a
confusion about the nature and scope of the scientific method.
This confusion widened the break between those disciplines
that split off from philosophy; it led professors of these
disciplines up many blind alleys; and it produced profound
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changes in philosophical study. The same influences cut the
heart out of the study of history and literature.

In general the professors of the humanities and the social
sciences and history, fascinated by the marvels of experi-
mental natural science, were overpowered by the idea that
similar marvels could be produced in their own fields by the
use of the same methods. They also seemed convinced that
any results obtained in these fields by any other methods were
not worth achieving. This automatically ruled out writers
previously thought great who had had the misfortune to live
before the method of empirical natural science had reached
its present predominance and who had never thought of
applying it to problems and subject matters outside the range
of empirical natural science. The insights of these writers
were at once out of date; for they could, in the nature of the
case, represent little but prejudice or guesswork, which it
would be the object of the scientific method to sweep out of
the way of progress.

Since the aim of philosophers, historians, and critics of
literature and art, to say nothing of social scientists, was to
be as “‘scientific” as possible, they could not concern them-
selves much with ideas or with the “unscientific” tradition
of the West. Nor could they admit the utility of the liberal
arts, apart from those associated with mathematics.

Meanwhile the idea of education for all became firmly
established in the United States. The school-leaving age
steadily rose. An unprecedented flood of pupils and students
overwhelmed the schools, colleges, and universities, a flood
that has gone on growing, with minor fluctuations, to this
day. Merely to house and staff the educational enterprise was
an undertaking that would have put a strain on the wealth
and intelligence of any country.

The triumphs of industrialization, which made this educa-
tional expansion possible, resulted from triumphs of tech-
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nology, which rested on triumphs of science, which were
promoted by specialization. Specialization, experimental
science, technology, and industrialization were new. Great
books and the liberal arts were identified in the public mind
with dead languages, arid routines, and an archaic, pre-
scientific past. The march of progress could be speeded by
getting rid of them, the public thought, and using scientific
method and specialization for the double purpose of pro-
moting technological advance and curing the social malad-
justments that industrialization brought with it. This pro-
gram would have the incidental value of restoring interest to
its place in education and of preparing the young to take
part in the new, specialized, scientific, technological, in-
dustrial, democratic society that was emerging, to join in
raising the standard of living and in solving the dreadful
problems that the effort to raise it was creating.

The revolt against the classical dissectors and drillmasters
was justified. So was the new interest in experimental science.
The revolt against liberal education was not justified. Neither
was the belief that the method of experimental science could
replace the methods of history, philosophy, and the arts. As
is common in educational discussion, the public had con-
fused names and things. The dissectors and drillmasters had
no more to do with liberal education than the ordinary col-
lege of liberal arts has to do with those arts today. And the
fact that a method obtains sensational results in one field is
no guarantee that it will obtain any results whatever in
another.

_ Do science, technology, industrialization, and specializa-
tion render the Great Conversation irrelevant?

We have seen that industrialization makes liberal educa-
tion more necessary than ever, and that the leisure it pro-
vides makes liberal education possible, for the first time, for
everybody.
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We have observed that the reorganization of the educa-
tional system would enable everybody to get a liberal educa-
tion and to become a specialist as well.

I should like to add that specialization, instead of making
the Great Conversation irrelevant, makes it more pertinent
than ever. Specialization makes it harder to carry on any
kind of conversation; but this calls for greater effort, not the
abandonment of the attempt.

There can be little argument about the proposition that the
task of the future is the creation of a community. Community
seems to depend on communication. This requirement is not
met by improvements in transportation or in mail, tele-
graph, telephone, or radio services. These technological ad-
vances are frightening, rather than reassuring, and disrup-
tive, rather than unifying, in such a world as we have today.
They are the means of bringing an enemy’s bombs or propa-
ganda into our homes.

The effectiveness of modern methods of communication in
promoting a community depends on whether there is some-
thing intelligible and human to communicate. This, in turn,
depends on a common language, a common stock of ideas,
and common human standards. These the Great Conversa-
tion affords. Reading these books should make a man feel
himself a member of the species and tradition that these
books come from. He should recognize the ties that bind him
to his fellow members of the species and tradition. He should
be able to communicate, in a real sense, with other men.

Must the specialist be excluded from the community? If
so, there can hardly be one; for increasingly in the West
everybody is a specialist. The task is to have a community
nevertheless, and to discover means of using specialties to
promote it. This can be done through the Great Conversa-
tion. Through it the expert can discover the great common
principles that underlie the specialties. Through it he can
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bring ideas to bear upon his experience. In the light of the
Great Conversation his special brand of knowledge loses its
particularistic vices and becomes a means of penetrating the
great books. The mathematical specialist, for example, can
get further faster into the great mathematicians than a reader
who is without his specialized training. With the help of
great books, specialized knowledge can radiate out into a
genuine interfiltration of common learning and common life.

Imagine the younger generation studying great books and
learning the liberal arts. Imagine an adult population con-
tinuing to turn to the same sources of strength, inspiration,
and communication. We could talk to one another then. We
should be even better specialists than we are today because we
could understand the history of our specialty and its relation
to all the others. We would be better citizens and better men.
We might turn out to be the nucleus of the world community.
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Experimental Science

% [HE Great Conversation

began before the beginnings of experimental science. But the
birth of the Conversation and the birth of science were
simultancous. The earliest of the pre-Socratics were investi-
gating and secking to understand natural phenomena; among
them were men who used mathematical notions for this pur-
pose. Even experimentation is not new; it has been going
on for hundreds of years. But faith in the experiment as an
exclusive method is a modern manifestation. The experi-
mental method has won such clear and convincing victories
that it is now regarded in some quarters not only as the sole
method of building up scientific knowledge, but also as the
sole method of obtaining knowledge of any kind.

Thus we are often told that any question that is not
answerable by the empirical methods of science is not really
answerable at all, or at least not by significant and verifiable
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statements. Exceptions may be made with regard to the kinds
of questions mathematicians or logicians answer by their
methods. But all other questions must be submitted to the
methods of experimental research or empirical inquiry.

If they are not answerable by these methods, they are the
sort of questions that should never have been asked in the
first place. At best they are questions we can answer only
by guesswork or conjecture; at worst they are meaningless
or, as the saying goes, nonsensical questions. Genuinely sig-
nificant problems, in contrast, get their meaning in large
part from the scientific operations of observation, experi-
ment, and measurement by which they can be solved; and the
solutions, when discovered by these methods, are better than
guesswork or opinion. They are supported by fact. They have
been tested and are subject to further verification.

We are told furthermore that the best answers we can ob-
tain by the scientific method are never more than probable.
We must free ourselves, therefore, from the illusion that, out-
side of mathematics and logic, we can attain necessary and
certain truth. Statements that are not mathematical or logical
formulaec may look as if they were necessarily or certainly
true, but they only look like that. They cannot really be
either necessary or certain. In addition, if they have not been
subjected to empirical verification, they are, far from being
necessarily true, not even established as probable. Such state-
ments can be accepted provisionally, as working assumptions
or hypotheses, if they are acceptable at all. Perhaps it is
better, unless circumstances compel us to take another course,
not to accept such statements at all.

" Consider, for example, statements about God’s existence
or the immortality of the soul. These are answers to questions
that cannot be answered—one way or the other—by the ex-
perimental method. If that is the only method by which
probable and verifiable knowledge is attainable, we are de-
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barred from having knowledge about God’s existence or the
immortality of the soul. If modern man, accepting the view
that he can claim to know only what can be demonstrated by
experiment or verified by empirical research, still wishes to
believe in these things, he must acknowledge that he does so
by religious faith or by the exercise of his will to believe; and
he must be prepared to be regarded in certain quarters as
hopelessly superstitious.

It is sometimes admitted that many propositions that are
afirmed by intelligent people, such as that democracy is the
best form of government or that world peace depends upon
world government, cannot be tested by the method of ex-
perimental science. But it is suggested that this is simply be-
cause the method is still not fully developed. When our use of
the method matures, we shall find out how to employ it
in answering every genuine question.

Since many propositions in the Great Conversation have
not been arrived at by experiment or have not been submitted
to empirical verification, we often hear that the Conversa-
tion, though perhaps interesting to the antiquarian as setting
forth the bizarre superstitions entertained by “‘thinkers” be-
fore the dawn of experimental science, can have no relevance
for us now, when experimental science and its methods have
at last revealed these superstitions for what they are. We are
urged to abandon the reactionary notion that the earlier
voices in the Conversation are even now saying something
worth listening to, and supplicated to place our trust in the
experimental method as the only source of valid or verifiable
answers to questions of every sort.

One voice in the Great Conversation itself announces this
modern point of view. In the closing paragraph of his En-
quiry Concerning Human Understanding, David Hume writes:
“When we run over libraries, persuaded of these principles,
what havoc must we make? If we take in our hand any volume
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... let us ask, Does it contain any abstract reasoning concerning
quantity or number? No. Does it contain any experimental reasoning
concerning matter of fact and existence’ No. Commit it then to the
flames: for it can contain nothing but sophistry and illusion.”

The books that Hume and his followers, the positivists of
our own day, would commit to burning or, what is the same,
to dismissal from serious consideration, do not reflect igno-
rance or neglect of Hume's principles. Those books, written
after as well as before Hume, argue the case against the kind
of positivism that asserts that everything except mathematics
and experimental science is sophistry and illusion. They state
and defend propositions quite opposite to those of Hume.

The Great Conversation, in short, contains both sides of
the issue that in modern times is thought to have a most
critical bearing on the significance of the Great Conversation
itself. Only an unashamed dogmatist would dare to assert
that the issue has been finally resolved now in favor of the
view that, outside of logic or mathematics, the method of
modern science is the on/y method to employ in secking
knowledge. The dogmatist who made this assertion would
have to be more than unashamed. He would have to blind
himself to the fact that his own assertion was not established
by the experimental method, nor made as an indisputable
conclusion of mathematical reasoning or of purely logical
analysis.

With regard to this issue about the scientific method,
which has become central in our own day, the contrary claim
is not made for the Great Conversation. It would be equally
dogmatic to assert that the issue has been resolved in favor

-of the opposite point of view. What can be justly claimed,
however, is that the great books ably present both sides of
the issue and throw light on aspects of it that are darkly as
well as dogmatically treated in contemporary discussion.

They raise the question for us of what is meant by science
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and the scientific method. If all that is meant is that a scien-
tist is honest and careful and precise, and that he weighs all
the evidence with discrimination before he pronounces judg-
ment, then we can agree that the scientific method is the only
method of reaching and testing the truth in any field. But
this conception of the scientific method is so broad as to in-
clude the methods used by competent historians, philoso-
phers, and theologians since the beginning of time; and it is
not helpful, indeed it is seriously misleading, to name a
method used in all fields after one of them.

Sometimes the scientific method seems to mean that we
must pay attention to the facts, which carries with it the
suggestion that those who do not believe that the method of
experimental science is appropriate to every other field of
inquiry do not pay attention to the facts and are therefore
remote from reality. The great books show, on the contrary,
that even those thinkers of the past who are now often looked
upon as the most reactionary, the medieval theologians, in-
sisted, as Aristotle had before them, that the truth of any
statement is its conformity to reality or fact, and that sense-
experience is required to discover the particular matters of
fact that test the truth of general statements about the nature
of things.

“In the knowledge of nature,” Aristotle writes, the test of
principles “‘is the unimpeachable evidence of the senses as to
cach fact.” He holds that “lack of experience diminishes our
power of taking a comprehensive view of the admitted facts.
Hence those who dwell in intimate association with nature
and its phenomena grow more and more able to formulate,
as the foundation of their theories, principles such as to ad-
mit of a wide and coherent development; while those whom
devotion to abstract discussions has rendered unobservant of
the facts are too ready to dogmatize on the basis of a few
observations.” Theories should be credited, Aristotle insists,
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“only if what they affirm agrees with the observed facts.”
Centuries later, an experimental physiologist such as William
Harvey says neither more nor less when he declares that “'to
test whether anything has been well or ill advanced, to as-
certain whether some falsechood does not lurk under a propo-
sition, it is imperative on us to bring it to the proof of sense,
and to admit or reject it on the decision of sense.”

To proclaim the necessity of observing the facts, and all the
facts, is not to say, however, that merely collecting facts will
solve a problem of any kind. The facts are indispensable; they
are not sufficient. To solve a problem it is necessary to think.
It is necessary to think even to decide what facts to collect.
Even the experimental scientist cannot avoid being a liberal
artist, and the best of them, as the great books show, are men
of imagination and of theory as well as patient observers of
particular facts. Those who have condemned thinkers who
have insisted on the importance of ideas have often over-
looked the equal insistence of these writers on obtaining the
facts. These critics have themselves frequently misunderstood
the scientific method and have confused it with the aimless
accumulation of data.

When the various meanings of science and the scientific
method are distinguished and clarified, the issue remains
whether the method associated with experimental science,
as that has developed in modern times, is the only imethod of
seeking the truth about what really exists or about what men
and societies should do. As already pointed out, both sides
of this issue are taken and argued in the Great Conversation.
But the great books do more than that. They afford us the

~best examples of man'’s efforts to seck the truth, both about
the nature of things and about human conduct, by methods
other than those of experimental science; and because these
examples are presented in the context of equally striking
examples of man’s efforts to learn by experiment or the
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method of empirical science, the great books provide us with
the best materials for judging whether the experimental
method is or is not the only acceptable method of inquiry
into all things.

That judgment the reader of the great books must finally
make for himself. When he makes it in the light of the best -
examples of the employment of different methods to solve
the problems of different subject matters, he will not have
begged the question, as do those who, before reading the
great books, judge them in terms of the dogma that there is
only one method and that, though there are obvious dif-
ferences among subject matters, no knowledge about any
subject matter can be achieved unless this one method is ap-
plied.

On one point there seems to be no question. The con-
temporary practices of scientific research, as well as the
scientific efforts that the great books record, show beyond
doubt that the method of the controlled experiment under
artificial conditions is not the only method used by men who
regard themselves and are regarded as scientists. It may
represent the most perfect form of empirical inquiry. It may
be the model on which all the less exact forms of scientific
investigation are patterned. But as the work of astronomers,
biologists, and social scientists reveals, experiment in the
strict sense is not always possible.

The method of the controlled experiment under artificial
conditions is exclusively the method of that part of science
the subject matter of which permits it to be experimental.
On the assumption that nonliving matter always behaves in
the same way under the same conditions, we are justified
in concluding from experiment that we have discovered how
certain nonliving matter behaves under certain conditions.
On the assumption that living matter, when very large
numbers of units are taken into account, is likely to exhibit
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uniformities of behavior under identical conditions, we are
justified in concluding that if we know the conditions are
identical, which is possible only in the laboratory, and if we
know that the number of units under examination is large
enough, then probably such uniformities of behavior as we
detect will recur under identical conditions.

The griefs and losses sustained by those social scientists
who predict the outcome of horse races and presidential
elections are sufficient to indicate the difficulties of their
subject. No one would propose that the social scientists
should not keep on trying. The more refined and complete
our knowledge of society, the better off we shall be. But it
would be helpful to the social scientists if they recognized
that in understanding human beings, who often cannot be
subjected to experiment in the laboratory like guinea pigs
and atoms, the method of experimental science cannot, in
the nature of things, produce results that can compare with
those which science achieves in dealing with matters more
susceptible to experimentation.

One eminent social scientist, Professor Robert Redfield, has
suggested that his colleagues consider their relation to the
humanities as well as to the natural sciences. “The imitation
of the physical and biological sciences,” he says, “has pro-
ceeded to a point where the fullest development of social
science 1s hampered.” Identification with the natural sciences
shelters the social scientist “from a stimulation from philoso-
phy and the arts and literature which social science needs . . .
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