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nized as the dean of Canadian educators, Phillips is actively at work on
studies of educational aims. The editors are pleased indeed to have
him represented in the inaugural issue of the Journal.

Some of the articles in this and in succeeding issues will, of course,
be controversial. The editors plan where possible to recognize opposed
or divergent points of view in a “letters” or forum section, and from
time to time in full-length articles. They hope that the emerging content
and emphases of the Journal can be determined rather directly from the
reactions of our readers.

The size and frequency of the Journal, too, will depend on our readers.
We are confident that it will grow bigger, or more frequent (or perhaps
even both) in the coming year.



CHARLES H. DOBINSON

University of Reading

Education Tomorrow

What criteria can one use in order to judge the suitability of the con-
tent of education at any given period of time? Only, it would appear on
reflection, those which have underlain all teaching of young people at all
times in all places; namely judgments upon the effectiveness of their
studies in preparing them socially, intellectually and economically for their
lives as adults.

In most of the eras of the past, though not, of course in all, changes
in the nature of society were sufficiently slow for the demands likely to
be made upon the developing adult to be clearly envisaged. So education
could be planned with these in view. First, there had to be the full ap-
preciation of the past—the young person had to be steeped in the tradi-
tions and customs of the society into which he had been born. Secondly,
he had to be helped to envisage the part which he would be expected to
play when fully grown. Thirdly, he had to be given the necessary knowl-
edge, and trained in the necesary skills, physical or intellectual, to be able
to play that part.

Today, in a period of accelerating change, it is difficult to discern which
of the wide range of human capacities will most be called upon in the
adult of tomorrow. But, even without the gift of prophesy, we can see
that tomorrow’s adult, in whatsoever part of the world, will

(a) be subject more to the influences of mass persuasion and suggestion
than at most other periods of human history in whatsoever society;

(b) have information thrust at him, almost from the cradle, by organ-
izations which have no concern with his personal good or his fullest
development as a sentient being;

(¢) have longer hours free from subsistance toil than man, in general,
has ever had before;

(d) be thrown into contact with more different races, colours and creeds
than ever has been man’s lot hitherto;

(e) be continually challenged to deal with the concepts of the infinitely
large in space and the infinitely small of the particles constituting
the nuclei of atoms.
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Accordingly, we have to reshape the curriculum of the first ten or eleven
years of schooling so that, at least to some extent, the adults of tomorrow
will have been prepared for meeting the problems that they must face.

We may also consider that the time has come to rethink the aims and
purposes of universities in relation to the effect of their courses upon the
general outlook of their graduates. And, regarding European and British
universities, we have to ask, “Is early and intense specialization of the
best intellects going to prove a sound policy for the world of the future?”
May it not be better to make part of every university course a disciplined
examination of the forces shaping the destiny of man?

An attempt somewhat on these lines has been made since 1950 in the
first year course at the University of Keele, Staffordshire, and several of
the other new universities of England have set out to establish courses
less irrelevant to the present and to the future than many of the traditional
courses in the fields of letters and the humanities, But the straight-line
thinking of the past has been hard to escape from, and it is probably true
to say that the progress was more in the minds of the planners than in
the realities which they have produced.

So far as the universities of the U.S.A. are concerned, the system of
credits does not lend itself to synthesis and the famous early post-war
Harvard Report on General Education, great though was its initial impact,
has not led to a widespread change in the aims of under-graduate courses.

Thus there is little hope that the leadership for a change in the content
of schooling, especially in secondary schooling, will come from the uni-
versities. And this reflexion is all the more disturbing since in many coun-
tries, and especially in Britain and Western Europe, it is the specialism
of the various faculties and departments of the universities which, in the
last analysis, perpetuate not only the fragmentation of secondary school
studies but, very often, their irrelevance.

However, several channels of hope exist. In Britain the former Colleges
of Advanced Technology, now wearing their ermine-edged robes as Tech-
nological Universities, and many of the Technical Colleges, now allowed to
award degrees of the Council for National Academic Awards, are in the
position to devise new courses and need not feel enslaved to the past.
Indeed, they would be false to the members of the Robbins Committee
that proposed this enfranchisement if they do not create courses which
shall be truly relevant to the problems of the future.

Similarly, it is open to the new universities arising in the developing
countries, often relieved of subservience to the patterns of the former
colonial power by the economic and cultural assistance of other nations,
to strike out on lines of their own. And because, very often, their eco-
nomic and political impotency prevents them from taking sides in ideo-
logical conflicts, they should be able to organize courses which are nearer
to the objective analysis of situations than can be built up where all-per-
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vading affirmations arrange thoughts into definite patterns, like magnetic
lines of force fixing the arrangement of scattered iron filings,

But the schools of today dare not wait for the downward seepage of
ideas from universities whether overseas or at home. So bold innovations
must be made among the schools themselves. And, fortunately, in most
countries outside the communist ones, there are large numbers of inde-
pendent or semi-independent schools where experiments can be initiated.
(In some countries, too, there are official experimental schools run on
public funds). Moreover, the independent schools have associations which
might be led to see the valuable leadership they could give by grouped
planning of new syllabuses rather than, as at present, all of them making
their own varying, and often ephemeral, experiments.

Then there are in all countries, associations of teachers which have
helped in the advance of ideas: outstanding among these must be the
French group which, since 1945, has published the powerful reform
magazine “Cahiers Pedagogiques.”

Then, throughout North America, there are university schools of
education which could link up in the establishment of high-level working
parties on curriculum reform. Specially selected men and women would
need to be released on salary from their respective universities for at least
a year to work together (but bringing consultants from all over the world)
in establishing principles which could be used as criteria for building
curricula which, for the various ages, stages and types of education, would
be truly relevant to the future.

And in other parts of the world there are educational organizations
which, if the finances were available, might be grouped internationally in
high-level working parties on the same quest, namely adapting our present
ideas of schooling to meet the challenges of the future. These challenges
will be numerous and great, but they will certainly include those listed
(a)) to (e) at the beginning of this article. Let us, therefore, take these
specific challenges one by one and consider how the content of schooling
might be changed to meet them.

Clearly, the most fundamental and most important issue is the defence
of the human mind against the ever-increasing concentric pressures of
organized and unorganized mass opinion. These pressures are most vividly
seen in the great nations where the socialist and capitalist economic
theories are represented as for ever antithetical and irreconcilable, namely
in the U.S.S.R. and China on the one hand and in the U.S.A. on the other.
In the communist countries the control of opinion is by power from above;
it is open, clear, constraining and irresistible. In the U.S.A. it is exerted
by hidden or disguised forces, but it is none the less effective in achieving
its object. In most other countries of the non-communist world the in-
tegrity of the human mind on this issue is rather less assailed by mass
forces, but the hidden forces are still present and the almost general
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suppression of news of constructive developments inside communist coun-
tries and the writing- up of any item of information which can discredit
them are but two examples of the way in which the anti-communist cam-
paign works even in the most liberal countries of western Europe. Un-
fortunately, this absence of objective reporting on communism plays into
the hands of extreme left wing groups and puts haloes around information
which they obtain from communist sources. Indeed it causes the build up
of illusion which only actual experience of life in communist countries
could destroy.

All this makes more difficult the task of the educator. So, if one be-
lieves with that great educator of the inter-war years, the late Sir Percy
Nunn, that “nothing good enters into the human world except in and
through the free activities of individual men and women” then one is
committed to defending the minds of children and of adolescents against
“principalities, against powers, against the rulers of the darkness of this
world,” equivalent to those against which St. Paul wrestled nearly two
millennia ago.

But how can schooling of tomorrow help to protect the individual mind
from the ceaseless infringements of its neutrality in the face of fact?
And protect it also from the forces which would determine, even from
earliest childhood, its answer on matters which lie far beyond its powers
of understanding? Firstly, at the early stages of childhood, by returning
to the basic means of education which primitive man, where he still exists
today, and at all times in the past, has used with success, namely the
maximum development of his physical senses: “Get your pupil attentive
to all the phenomena of nature,” said J. J. Rousseau, “Let him never
know anything because you have told it to him, but because he has grasped
it himself. Don’t teach him science: let him discover it. If ever, in his
mind, you subsitute authority for reasoning, then he will cease to reason;
he will be only the plaything of the opinion of others.”

For nearly two centuries this remarkable expression of insight into the
ways in which we have destroyed self-confidence and impeded the de-
velopment of the independent mind in those we have set out to “educate”
has been ignored. We have not realized how, in those whom we have
educated most, we have created mental cowardice and lack of self-confi-
dence by our praising them while young for mouthing the second-hand
thoughts which they have absorbed from teachers and from books. We
have honoured them for being the plaything of other people’s minds.
Worst of all, we have ourselves, we pedagogues, most of us, been the
supreme examples of such playthings.

If the reader considers that this theme of the independent mind has
been overplayed, let him turn to the opening chapters of J. K. Galbraith’s
The Ajffluent Society and read how, as playthings of other minds, the
economists contributed to the sufferings of humanity during the depression
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On the other hand, with the development of the New Mathematics, the
science teachers of tomorrow, in co-operation with the teacher of mathe-
matics, may be able to give an aesthetic quality to the mysteries of time
and space and energy. The great astronomer of an earlier generation,
Sir James Jeans, wrote:

To my mind, the laws which nature obeys are less suggestive of those which
a machine obeys in its motion than those which a musician obeys in writing a
fugue. . . . And if the “true essence of substance” is for ever unknowable. . . .
then the universe can be best pictured, although still very imperfectly and in-
adequately, as consisting of pure thought, the thought of what, for want of a
wider word, we must describe as a mathematical thinker.4
If the scientific and mathematical struggles of the minds of the teachers
and the pupils in the secondary schools of tomorrow bring them to this
sort of reverent approach to the Universe, it will make easier the solu-
tion of their daily problems in the relations of human beings to one
another,

4Sir James Jeans, The Mysterious Universe (Cambridge University Press, 1930),
p.. 136.
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3. The thinking process is creative in the sense of producing some-
thing new—that is, new to the thinker if not always to others; but it is
also non-creative or reproductive. It has several manifestations rather
than just one; every normal person can be taught, or teach himself, to
think in one or more of these ways, and in greater or lesser degree.

4, The school, society’s formal agency for training people to think,
provides opportunities for practising intellectual operations by deciding
what essential knowledge and skills must be acquired at various stages
from primary to higher (or further) education.

5. What the classroom teacher needs most from theory and research
is concrete help in the task (a) of distinguishing intellectual perform-
ance from conditioned responses, (b) of selecting materials and assign-
ments which will develop intellectual power or the art of utilizing know-
ledge, and (c) of devising valid and reliable measurements of this in-
tellectual power in action.

Figure A on page 27 is an attempt to illustrate these five statements.
The reader will notice that three kinds of thinking are isolated for ex-
amination: saying, doing, and making; but of these the first is of course
basic to the others, since, as Ryle has insisted, commmunication of thought
is essential to human and social progress, and every act of thought should
be capable of clear statement even if, as in higher mathematics, symbols
other than words may be needed for complete accuracy. (Bruner has
an interesting observation in support of Ryle’s position.)4 However, the
inference of the tabulation in Figure A is that all three kinds of thinking
should have parity of esteem in school work, and the scholastic success,
including eligibility for free access to further education, should be judged
by competency tests in one of the three areas only, not in all three
or in the first two only. The reference here is not to basic literacy,
which might be defined as competence at the second of the five levels
shown in the first two areas of thinking. The five levels of development are
intended to suggest the need for competency tests at the end of each
period, with emphasis on the knowledge and associated intellectual skills
mentioned. These tests or measurements would be (a) objective, or
semi-objective when not standardized; and (b) subjective, in the sense
that they would represent an informed teacher’s appraisal, or estimate.
The reader who has come this far needs no reminder that I regard the
construction of satisfactory measures of intellectual power—the capacity
to use knowledge and to learn by oneself—as the central problem con-
fronting the school and teacher education today.

The curriculum details given in Figure A will seem wholly inadequate
to teachers of individual subjects. While my choice of illustrations is
tentative and lacking in authority, especially in the “doing” and “making”
divisions, it will, I hope, serve to show (a) that there are important tasks

44J. S. Bruner, 1966, op. cit., p. 109.



Teaching People To Think 29

to be done in teaching the humanities that are common to instruction
in several subjects—that is, to teachers of history, geography, and any
subject using reading matter and oral or written communication, as well
as to teachers of reading, literature, and composition; and (b) that prac-
tical and technical subjects are of equal importance with the so-called
cultural subjects in accomplishing the school’s main task. Bloom, in
reporting and commenting on research findings which support this view,
points out that most measurements of school achievement are heavily
weighted with the verbal ability component, presumably because so much
of the learning process is mediated by words. He suggests that ‘‘other
media of communication must be understood and utilized if the other
talents and abilities students develop or possess are to be utilized,” and
cites two bits of research which indicate the possibility of developing in-
struments for selecting students gifted in art, music, creative writing,
creative dramatics, creative dance, social leadership, and mechanical
ability, as distinct from the abilities measured by general tests of intelli-
gence. He then poses a shrewd question: “Can the learning process
be different for the verbally able, the numerically able, and the spatially
able 745

Certainly we would seem to be on secure ground in assuming that in-
tellectual activity is everywhere the same. Whether working with words,
clay, or pigments, with mathematical symbols, musical symbols, or con-
struction materials, a student is thinking when he has to make a personal
decision; to extract, or to apply, or to construct his own interpretation
of a bit of life. He cannot do this, or is unlikely to do so with growing
confidence and increasing success, unless he is schooled in the knowledge
and skills basic to his particular discipline. The problem for the teacher
is how, in Whitehead’s words, ‘“to make the pupil see the wood by means
of the trees;”¢¢ that is, to decide how much detailed knowledge must be
absorbed, how much skill and technique acquired, before structure can be
grasped, insight sparked, invention stimulated, and innovating ideas
initiated.

Just as crucial is the problem of devising tests and measurements of
both achievement and potential which will reliably measure the former
without stifling the latter. For example, how does the teacher of history
measure the ability to distinguish fact from opinion, to make intelligent
interpretations of historical events as distinct from literal reproductions
of teacher and textbook statements, or simply to get the meaning from
historical materials and to apply ideas from the past to an intelligent com-
mentary upon current events? The answer is not likely to be found in
detailed survey courses which “cover” the ancient world, the middle ages,
or modern times, with their inevitable accompaniment of tests that are

4B, S. Bloom, “Testing Cognitive Ability and Achievement” in N. L. Gage (ed.)
Handbook of Research on Teaching (Chicago: Rand, McNally, 1963), pp. 384-5.

46A. N. Whitehead, op. cit., p. 18..
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heavily weighted on the side of accurate reproduction of facts. But, what
is the alternative?

Helping teachers to answer such questions in their own subject areas
and in a practical manner, but by methods which take some cognizance of
educational philosophy, teaching-learning theory, and the insights offered
by the history of education, is, it seems to me, the over-riding responsi-
bility of staff members of faculties and colleges of education. In the past
two hundred years such a task was brilliantly performed by Herbart and
Dewey, with one unfortunate result in each case that their illustrative
techniques continued to be used, and misused, while their theories were
neglected, or rather, not re-interpreted in the current idiom. If more and
more people are educated, as well as trained, to be teachers, and if the
teacher educators are more successful than ever before in connecting
theory with practice, history need not repeat itself.
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is still an open question despite the declaration of some ideologies to the
contrary. What ‘“learning” means is still an open question because it
presupposes an idea of what knowledge is. What “knowledge’” is is still
an open question despite the declarations of ideologies to the contrary,
because current arguments for ‘“revelation” and “intuition” make as
much sense and have as much appeal and exert as strong an influence
among philosophers, among first-rate philosophers, as various forms of,
say, positivism. Besides suggesting that experimentation of instructional
groupings could not be carried out unless a decision were made concerning
the nature of knowledge, which might mean that any findings were limited
to groupings within the conception of knowledge that was accepted by
commitment, the crucial issue here is that even if it were accepted that
the implication of Sputnik I (and similar events) for schooling is the
maximal diffusion of knowledge, the second proposition does not follow
from the first. One has to know which groupings promote which Kkinds
of learnings, which students learn more, how much more of which kinds
of learnings are learned by whom over the entire span of schooling, and if
sufficiently more of some kinds of learnings is enough to warrant priority
over other kinds of learnings and other considerations. Because ‘“maxi-
mal diffusion” is two words, the maximal acquisition of knowledge is not
necessarily the maximal diffusion of knowledge. This would be so even if
it were clear as to what knowledge is. From neither the world situation
nor the college preparation situation, then, neither the maximal acquisi-
tion nor the maximal diffusion of knowledge follows directly. It is neither
clear as to which should follow nor if either should follow, except to
some ideologies.

The value, or moral, dimension of this item of policy, in other words, is
the decisive issue. It is that which makes a decision possible, It is the
decisive issue particularly when it may sound as though one is referring
to facts, for it is precisely then that the value issues dominate because
they are mostly submerged, like an iceberg. From the moral point of
view, “ability” grouping contributes to the alienation of men from each
other and from themselves because it institutionalizes differences and
qualities that are unrealizable in personal experience. One cannot ‘“feel”
or ‘“‘see” or experience in any way various “levels of intelligence” in oneself
or in others. That is why they made tests. People who think they can
experience “levels of intelligence” in themselves or others are living their
decision to approach living situations in a stereotyped and preconceived
manner, their perception obstructed and the flux of human experience ob-
jectified in such a way that a living encounter with other people is pro-
hibited. The being of levels of intelligence and intellectual achievement
lies out there in the world in a more (or less) finely articulated, more (or
less) coherently interrelated contexture of meanings that become possi-
bilities of action through projecting into them: differences between ap-
parently slow and bright pupils are differences in the structures, fluidities,
depths, and possibilities of their worlds, out there in front of them. The
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institutionalization of ‘“‘ability” grouping suggests to them that the dif-
ferences are over here, inside the skin, as properties one already has. This
promotes alienation because it (1) considers human being with categories
appropriate to non-human entities, (2) places ‘“societal expectations” on
pupils not with respect to who they are but with respect to what they
are, (3) structures the worlds of pupils in such a way that it makes sub-
sequent authentic coexistence impossible, and (4) is the institutionalization
of the desires of dominant social groups, who collectively constitute an op-
pressing class. These will be discussed in some detail in turn.

(1) Because “ability” groupings define the predominant structure of the
school, they suggest that the decisive aspect of human being in respect
to schooling is “intelligence” or “intellectual capacity” or ‘“academic
achievement.” Because the child’s horizons are opened up in their way,
they suggest to the child that the most important aspect of human exist-
ence in general, in social life and in the cosmos, is the same as that by
which he is grouped in school. This is necessarily so because he is “learn-
ing” all these at once regardless of attempts to isolate the school from its
social and cosmological context because these attempts do not isolate but
define a different relation to the “outside” world. The point, furthermore,
is not that “intelligence,” etc., are unimportant to schooling but lies in
their reification and in the concomitant reification of the pupils. “Intelli-
gence,” “intellectual capacity,” “academic achievement,” or whatever, do
not exist except in action, yet the atmosphere of the school under “ability”
grouping not only reifies them but reifies them as the most significant
“attribute” that the school is concerned with.. More important than the
value hierarchy (hence ideology) that is thereby implied is the fact that
the major criterion for making room for the pupil within the school is
an unrealizable. He cannot make room for himself in the same space that
room is made for him without undergoing alienation from his own world,
which includes the other children that he finds within it. He cannot be
conscious of this “thing” by which he is grouped, nor can he go to the
world, making room for himself, by what he can be conscious of.

Although no one else can be conscious of the reified “thing” by which
“ability” grouping is instituted either, the practice nevertheless implies
that ‘“ability” is something one already has; it becomes a metaphysical,
unknowable Ding an sich. Whereas the traditional conception of the su-
periority of “character” to “intellect” may have underestimated “intelli-
gence,” particularly in respect to its place in the attainment of “character,”
it does seem correct to say that if the honors student does not contribute
significantly five or ten or twenty years after schooling is completed and
if the “B” student does, then the significance of the latter’s schooling
achievement is greater than the former’s. Although it may be correct to
predict greater achievement from the former, schooling achievements are
in some respects irrelevant to who one is, especially when human being as
a totality is considered. They may be irrelevant to future achievement
(i.e., low correlation). Predicting future achievement, moreover, may be
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with a plea for greater emphasis on forms of rationality other than tech-
nical and economic:

Social and political rationality are the most neglected of the forms of
rationality today and their study is the most important, both in theoretical
terms and in relation to the principal world problems of today. (p. 247)

On the positive side, Diesing refines at a considerably more sophisticated
level the concept of social rationality beyond the simplistic or monofactor-
ial view of economics and technology. His interpretation is however not
without bias. He is almost Hegelian when he states:

Existing societies are reasonable because they must be in order to survive.
Reasonableness occurs because it is rewarded by continued existence, and
beyond by increase of power, security, adaptability. (p. 240)

Despite some mention of creativity there is, in this work, a sociological
tendency toward consensus, group maintenance and evolutionary change
without sufficient recognition of the functions of conflict and existential
deviancy by individuals. It tends to manifest a conservative-organicist
bias common in the functionalist perspective in sociology.

This effort is, however, an extremely useful step in clarifying an
important concept with sophistication and grace. Decision makers in
education can gain a better understanding of functional areas beyond the
normal economic and legalistic frames of reference to which they pres-
ently seem to be limited. The mistakes of Cubberly and Strayer need
not be repeated. For the theoretician, the heuristic possibilities for re-
search and analysis are considerably broadened. This is a valuable and
insightful book, written with deceptive clarity and providing fare for
both the discerning decision maker and the speculative investigator.

E. L. Koch
The University of Calgary











